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Predgovor

Zadnja desetletja so med strokovnjaki za izobrazevanje, pa tudi med tistimi, ki o
tem odlocajo, v sredi$¢u pozornosti vprasanja o uditeljskem poklicu, profesionalnosti
in potrebi po profesionalizaciji v kontekstu uciteljskega poklica ter razvoju kako-
vosti izobrazevanja. Odlocilen dejavnik za kakovost izobrazevanja je kakovost uci-
teljskega poklica, pri ¢emer sta izobrazevanje in stalni poklicni razvoj uditeljev brez
dvoma eno osrednjih vprasanj, ki so pomembna za izvajanje, kakovost, Sirjenje in
prenovo vzgojno-izobrazevalne dejavnosti. Poklicni razvoj uéiteljev razumemo kot
vsezivljenjski proces uenja in razvoja na osebnem, socialnem in ozZjem strokovnem
podrodju, pri ¢emer je pomembno, kako uditelj vidi svojo usposobljenost in kako
ocenjuje mozZnosti za svoje poklicno delovanje v smeri kriti¢nega, neodvisnega in od-
govornega odlo¢anja in delovanja. V okviru znanstvenoraziskovalnega projekta 13.
10. 2. 2. 02 Poklicni razvoj uciteljev: status, osebnost in transverzalne kompetence, ki ga
je odobrila in ga financira Univerza na Reki, so se znanstveniki usmerili na tri glavne
koncepte, ki so klju¢ni za ucinkovit in sodoben poklicni razvoj uditeljev: uditeljev
status, njegovo osebnost in poklicne kompetence za razvoj transverzalnih kompe-
tenc udencev v vzgojno-izobrazevalnih praksah. Tem vprasanjem se v praksi posveca

premalo pozornosti, pa tudi v znanstveni literaturi o tem ni vseobseznih §tudij.

Ceprav se je v zadnjih nekaj desetletjih uciteljska stroka mocno spremenila, se $e
naprej sooca z definiranjem same sebe glede na druge poklice. U¢itelji so pogosto v
precepu med visokimi pri¢akovanji druzbe (verjetno pa tudi njih samih) in nizkim
poklicnim spostovanjem. Razliéna mednarodna porodila in §tudije opozarjajo, da
vloga uditelja postaja vse bolj zahtevna in zapletena, medtem ko njihov status v
druzbi v primerjavi z drugimi poklici stagnira ali pa se slabsa. Sodobni uéitelj dela
v inkluzivnem izobrazevalnem okolju, ki ga sestavljajo uéenci z razli¢énimi vzgojno-
-izobrazevalnimi potrebami, medtem ko transverzalne kompetence (kot so »ucenje
ucenja, trajnostni razvoj in inkluzija) pred ucitelje postavljajo zahtevo po razvoju
visjih ravni znanja in bolj zapletenih kognitivnih ves¢in. Zahteva se nova raven
odgovornosti za ucitelje, ki morajo otrokom pomagati izpolniti ustvarjalni poten-
cial ne samo za osebni, pa¢ pa tudi za druzbeni razvoj. Transverzalne kompetence
za vseZivljenjsko ucenje, na katerih temeljijo ustvarjalnost, inovativnost, kriti¢no
misljenje ali podjetnost, veljajo za klju¢ne pri uresni¢evanju druzbenih ciljev, ki so

pomembni za vse posameznike.

Ce upostevamo navedeno, je bil cilj raziskati izku$nje in odnos razrednih in
predmetnih uciteljev v osnovnih $olah v Republiki Hrvaski in Republiki Slo-
veniji do profesionalnega razvoja in statusa ter njihovo osebnost in transver-

zalne kompetence na podro¢ju samoregulacije, inkluzije in trajnostnega razvoja.



V raziskovanje je bilo vklju¢enih 1867 uciteljev, ki so pravilno izpolnili celoten
anketni vpradalnik: od tega je bilo 1103 (59,1 %) hrvaskih in 764 (40,9 %) slo-

venskih osnovnosolskih uditeljev.

V okviru znanstvenoraziskovalnega projekta je kot rezultat skupinskega dela
raziskovalcev in sodelavcev Utiteljske fakultete na Reki in Filozofske fakultete
v Ljubljani nastala istoimenska znanstvena monografija v hrvaskem jeziku, ki
jo je leta 2017 objavila univerza na Reki. Zdaj imamo, zahvaljujo¢ sredstvom
Sklada Univerze na Reki in Znanstveni zalozbi Filozofske fakultete Univerze v
Ljubljani, priloZnost objaviti prevod znanstvene monografije tudi v angleskem in
slovenskem jeziku, kar je bil eden projektnih ciljev, glede na to, da gre za med-

kulturno sodelovanje.

Pricujoca izdaja znanstvene monografije je, poleg uvoda in sklepnega razmisleka,
razdeljena na §tiri poglavja.! Poleg vpogleda v teorijo vsako poglavje ponuja tudi
empiri¢no utemeljena spoznanja o obravnavani problematiki. V' poglavjih mono-
grafije so opisane merske karakteristike vseh uporabljenih instrumentov, kot tudi
rezultati, ki smo jih dobili na vzorcu slovenskih in hrvaskih uciteljev. V- Uvod mo-
nografije je teoreticno umesceno empiri¢no raziskovanje in prikazana so temelj-
na didakti¢na izhodis¢a znanstvenoraziskovalnega projekta. V drugem poglavju
z naslovom Poklicni razvoj uciteljev: kontekst, perspektive in izzivi je predstavljen
teoreti¢no-konceptualni okvir, ki temelji na pregledu znanstveno relevantnih spo-
znanj o poklicnem razvoju uciteljev. Predstavljene so osnovne pojmovne usmeri-
tve in kljuéne znacilnosti prevladujocih pristopov k poklicnemu razvoju, tako da
je posebna pozornost posveCena sodobnim stalis¢em, ki poudarjajo perspektive,
iz katerih izhajajo nove interpretacije in temeljne znacilnosti poklicnega razvoja.
Tretje poglavie Status uciteljev in uciteljskega poklica: pogledi od znotraj je posveleno
analizi dejavnikov, ki vplivajo na polozaj in status uditeljskega poklica. Obravnava-
mo razli¢ne pristope k opredeljevanju statusa, probleme nepriznavanja uciteljskega
poklica in implikacije opravljene analize za izbolj$anje polozaja uciteljev v stroki
in druzbi. V &etrtem poglavju Utiteljeva strokovna usposobljenost kot napovedovalec
njegovih prepricanj o samoreguliranem ucenju razmisljamo o samoreguliranem uce-
nju kot pomembni transverzalni kompetenci, ki je v predlogu novega hrvaskega
kurikula postala pomembnej$a z uvajanjem medpredmetne teme »ucenje ucenja«.
Stalis¢a in prepricanja uciteljev o pomembnosti samoregulacije ucenja v veliki meri

opredeljujejo njihovo pripravljenost za uvajanje dejavnosti in organizacijo pouka, ki

1 V skladu s sklepom Upravnega odbora Sklada Univerze na Reki (razred - 612-10/17-01/17; Stevilka
pogodbe - N-IZ 8/2017) je uresnicena pravica do sofinanciranja prevoda znanstvene monografije
v angleski in slovenski jezik, brez dveh poglavij, objavljenih v hrvaski univerzitetni izdaji pod
odobrenim naslovom Profesionalni razvoj uciteljev: status in transverzalne kompetence.



spodbuja razvoj kompetence samoreguliranega ucenja. Taksna stalis¢a in preprica-
nja se oblikujejo med zacetnim in stalnim strokovnim izpopolnjevanjem uciteljev,
zato je zanimivo vprasanje, v koliksni meri je njihova samoocena stopnje poklicne
usposobljenosti povezana s pozitivnimi prepric¢anji o pomembnosti spodbujanja
samoregulacije u¢enja pri u¢encih. Na koncu, v petem poglavju Usposobljenost ucite-
ljev za izvajanje individualiziranega pouka v inkluzivnih razredih, posebno pozor-
nost namenjamo vprasanjem inkluzivne politike izobrazevanja in kompetencam
uciteljev za inkluzivno poucevanje. Cilj tega poglavija je bil ugotoviti samooceno
ravni usposobljenosti uéiteljev za izvedbo individualiziranega pouka, njeno pove-
zanost s starostjo, delovno dobo in ravnjo poklicne usposobljenosti; pri tem nas je

zanimalo, ali obstajajo razlike med hrvaskimi in slovenskimi uditelji.

Na podlagi analize literature in empiri¢nih rezultatov opravljene mednarodne raz-
iskave obravnavamo moznosti za izbolj$anje poklicnih kompetenc uciteljev na na-
vedenih podro¢jih. Rezultat raziskovanja je nabor preverjenih instrumentov, ki jih
lahko uporabimo kot dobro empiri¢no izhodisée za nadaljnje raziskovanje tema-
tike. Poleg tega pa rezultati tega raziskovanja omogoc¢ajo nova spoznanja na nave-
denih podrogjih, hkrati pa opozarjajo na teme, ki zahtevajo nadaljnje poglobljeno
raziskovanje, e posebej, ko gre za nezadostno raziskane kompleksne odnose med
druzbenim statusom in usposobljenostjo uciteljev za poklicno delovanje, katere-
ga cilj je razvoj transverzalnih kompetenc ucencev. Pridobljene ugotovitve lahko
koristijo kot znanstvena podlaga za osmisljanje sprememb in izboljSanje stalnega
poklicnega razvoja uciteljev. Hkrati pricakujemo, da bodo pridobljene ugotovitve
prispevale k pospesevanju kakovosti poklicnega razvoja uciteljev v skladu s sodob-
nimi pristopi in veéjemu zavedanju znanstvene in strokovne javnosti o pomemb-

nosti nadaljnjega raziskovanja na navedenih podrodjih.

Zahvaljujeva se vsem sodelavcem na projektu in avtorjem poglavij, ki so ob pisanju
o posameznih temah integrirali sodobne teoreti¢ne pristope in rezultate empiric-
nega raziskovanja in tako prispevali k boljSemu razumevanju zapletenih odnosov
med obravnavanimi problemi in s tem vgradili nova spoznanja na podrodje zna-
nosti o vzgoji in izobrazevanju. Zahvaljujeva se recenzentkama za zelo koristne
predloge in lektorici za izbolj$anje rokopisa. Zahvaljujemo se Skladu Univerze na
Reki in Znanstveni zalozbi Filozofske fakultete Univerze v Ljubljani za sofinanci-
ranje prevoda znanstvene monografije v angleski in slovenski jezik. Posebna zahva-

la gre uciteljem, ki so sodelovali v raziskavi in brez katerih te monografije ne bi bilo.

Urednici: Jana Kalin in Renata Cepi¢
Ljubljana/Reka, januar 2019






1 Uvod

Renata Cepic in Jana Kalin

Poklicni razvoj uciteljev je pomemben tako za izboljsanje kakovosti in u¢inkovi-
tosti vzgoje in izobrazevanja kakor tudi za spodbujanje uciteljeve zavezanosti la-
stnemu uc¢enju, odgovornosti, identitete in poklicnega zadovoljstva. Poklicni razvoj
uciteljev razumemo kot proces, v katerem ucitelj doseze in vzdrzuje najvisjo raven
poklicne usposobljenosti, ki jo je sposoben doseci. Ideja t. i. »novega profesiona-
lizma« poudarja nekatere temeljne zahteve za ucitelja, kot so: poklicna zavezanost
lastnemu ucenju, poklicna avtonomija, dinami¢no razumevanje ucenja (ucitelj je
soodgovoren za rezultate ucenja pri ucencih ter je tudi sam aktiven in refleksiven
»ulenec«) ter sodelovanje in povezovanje z druzbeno skupnostjo. Dvig kakovosti
in u¢inkovitosti vzgoje in izobrazevanja je odvisen od poklicnega razvoja uciteljev
— zaletnega izobrazevanja in stalnega strokovnega izpopolnjevanja — in zahteva ra-
zvoj klju¢nih transverzalnih kompetenc za vsezivljenjsko ucenje, iz katerih izhajajo
ustvarjalnost, inovativnost, kriti¢no misljenje ali podjetnost.

Raziskave kazejo, da so dosezki ucencev pomembno odvisni od procesa ucenja in
poulevanja, in se zato vse pogosteje poudarja, da so izobrazevalni sistemi kakovo-
stni, kolikor so kakovostni vzgojno-izobrazevalni delavci. Kakovost uditeljev pozitiv-
no vpliva na dosezke ucenceyv, prav tako pa tudi na vzgojno-izobrazevalne ustanove,
ozradje in vodstvo ter finan¢ne okolis¢ine. Ucitelj je rezultat svoje »kumulativne avto-
biografije« — deluje na podlagi svojih konstruktov, prepri¢anj in razumevanja ¢loveka,
ucenja, poklicne rasti in razvoja. Uciteljski poklic nima visokega druzbenega ugleda,
niti znacilnosti, ki bi prinesle slavo, bogastvo ali mog¢, torej znadilnosti, ki oznacujejo
osnovne elemente poklicnega statusa na splosno. Status v druzbi, osebni razvoj in
osebnost uditelja predstavljajo kljuéne dejavnike njegovega poklicnega razvoja. Iz teh
spoznanj smo izhajali pri raziskovanju poklicnega razvoja uciteljev, statusa ucitelja v
druzbi in njegove osebnosti ter transverzalnih kompetenc za vseZivljenjsko ucenje.!

Transverzalne ali medpredmetne kompetence za vseZivljenjsko ucenje naj bi bile
klju¢ne za uresni¢evanje druzbenih ciljev (kot so »ucenje ucenja«), ki so pomembni
za vse posameznike (Rieckmann 2012). Nove naloge, znanja, vloge in kompetence
uciteljev nujno predpostavljajo uciteljev poklicni razvoj in spreminjajo sliko »kla-

sinega razredac.

1 Glede na to, da je v Uvod teoreti¢no umeséena realizirana empiri¢na raziskava in so, med drugim,
prikazana temeljna metodoloska izhodis¢a znanstvenoraziskovalnega projekta, je identicen z Uvodom
v hrvaski univerzitetni izdaji znanstvene monografije.
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Utiteljeve kompetence so kompleksna kombinacija znanja, spretnosti, razumeva-
nja, vrednot in stalis¢, ki so usmerjena v kakovostno delovanje skozi ves kurikul. To
pomeni krepitev njihovih interdisciplinarnih sodelovalnih spretnosti za modelira-
nje in razvoj transverzalnih kompetenc pri u¢encih. Ena pomembnejsih transver-
zalnih/medpredmetnih kompetenc, ki jih ucitelj razvija skozi vse dejavnosti pred
vstopom v $olo in v osnovni $oli, je »uenje ucenja«. Raziskava se je v tem smislu
usmerila v krepitev motivacijskih dejavnikov, dejavnosti in okolja, ki spodbujajo
samoregulacijo vedenja, u€enje in vztrajnost v situacijah moznega neuspeha. Prav
tako je bila pri uciteljih ugotovljena potreba po nadaljnjem razvoju kompetenc
za spodbujanje in razvijanje samouravnavanja in vztrajnosti v situacijah moZnega
neuspeha. Politika inkluzije je na podroju izobrazevanja pomembno vplivala na
vkljuéevanje uéencev z raznolikimi vzgojno-izobrazevalnimi potrebami, interesi
in zmoznostmi v heterogene oddelke. Zato je posebno pozornost treba nameniti

vprasanjem inkluzivnega izobrazevanja in uditeljevih kompetenc za uspesno delo

v inkluzivnih oddelkih.

Vprasanje je, v kolik$ni meri navedene transverzalne kompetence za vsezivljenj-
sko ucenje ucitelji pridobijo v ¢asu zaletnega izobrazevanja, koliko pa med na-
daljnjim poklicnim razvojem, in kako bi krepitev teh kompetenc prispevala k

poklicnemu statusu.

1.1 Problem in cilji raziskave

Predhodno dolocena konceptualna izhodis¢a predstavljajo teoreti¢ni okvir, v kate-
rega je umes$ceno raziskovanje specifiénih transverzalnih kompetenc za vsezivljenj-

sko ucenje uciteljev v kontekstu njihovega stalnega poklicnega razvoja.

Glavni namen raziskave je bil raziskati izkusnje in odnos razrednih in predmetnih
uciteljev na osnovnih $olah v Republiki Hrvaski in Republiki Sloveniji do profe-
sionalnega razvoja in statusa ter njihovo osebnost in transverzalne kompetence na
podro¢ju samouravnavanja, inkluzije in trajnostnega razvoja. Posebno pozornost
smo namenili raziskovanju poklicnega statusa uciteljev v druzbi in njihove osebno-
sti, ki v pomembni meri dolocata okvire poklicnega razvoja uciteljev. V tem kon-
tekstu je bilo raziskovanje na vzorcu uditeljev osredotoceno na naslednje posebne
raziskovalne cilje:
1. raziskati poklicni razvoj uciteljev, osnovno razumevanje poklicnega razvoja,
oceno stopnje usposobljenosti uciteljev na dolocenih podro¢jih poklicnega
delovanja, najmocnej$e spodbude in najvecje ovire v njihovem poklicnem

razvoju,
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2. analizirati stalis¢a glede statusa ucitelja; kako ucitelji ocenjujejo stopnjo ugleda
posameznih poklicev v druzbi in kako izboljsati ugled poklica uéitelja v druzbi;

3. analizirati lastnosti osebnosti uditeljev in njihov odnos s pomoc¢jo samoocene
poklicnih kompetenc ter nekaterih sociodemografskih spremenljivk;

4. raziskati transverzalne kompetence na podrodju samouravnavanja, dela v in-
kluzivnih skupinah ter vzgoje in izobraZzevanja za trajnostni razvoj, vklju¢no s
trajnostnim vedenjem;

5. s primerjalno analizo raziskati poklicni razvoj uciteljev na podrodju tran-
sverzalnih kompetenc, poklicnega statusa in njihove osebnosti na Hrvaskem

in v Sloveniji.

Pricujoca znanstvena monografija ne vkljucuje raziskovalnih ugotovitev, ki se na-
nasajo na uciteljevo osebnost in izobrazevanje za trajnostni razvoj. V vseh delih
raziskave so bili elaborirani ustrezni teoretski pristopi k izbranim raziskovalnim

problemom in razdelani temu primerni specifi¢ni cilji raziskovanja.

1.2 Metodologija raziskovanja
1.2.1 Vzorec

Raziskava je bila opravljena na stratificiranem slu¢ajnostnem vzorcu. Na podlagi
seznama vseh $ol v Republiki Hrvaski (bazo s seznamom $ol smo dobili od Agen-
cije za vzgojo in izobrazevanje RH, Solsko leto 2014/2015) in Republiki Sloveniji
(Seznam osnovnih $ol,2014), smo iz vsake regije s pomoc¢jo algoritma za naklju¢no
vzorcenje, ki je vkljucen v program SPSS 22., izbrali priblizno 10 % $ol. Na podlagi
seznama vseh $ol v Republiki Hrvaski v Solskem letu 2014/2015 (n = 864) smo
nakljuéno izbrali 48 osnovnih $ol, kar predstavlja 5,56 % vseh $ol na Hrvaskem.
Slovenski vzorec smo dobili z nakljuéno izbiro 48 osnovnih $ol, kar predstavlja
10,67 % vseh osnovnih $ol v Sloveniji v $olskem letu 2014/2015 (n = 450). Ce je
ravnatelj privolil v sodelovanje, smo poslali vprasalnike vsem razrednim in pred-
metnim uditeljem. Ce ravnatelj zacetno izbrane $ole ni privolil v sodelovanje, smo
jo zamenjali z drugo $olo v isti regiji.

Nadomestno $olo smo izbrali s pomogjo tabele naklju¢nih $tevil. Zastopanost $ol
po regijah je prikazana v tabeli 1.1.
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Tabela 1.1: Zastopanost Sol, iz katerih so ucitelji sodelovali v raziskavi

Zastopanost 3ol po regijah

Hrvaska Slovenija
Zupam'ja Regija ya
Zagrebacka Zupanija Pomurska 4
Krapinsko-zagorska Zupanija Podravska 7
Sisacko-moslavacka Zupanija Koroska 2
Karlovacka Zupanija Savinjska 5
Varazdinska Zupanija Zasavska 1
Koprivni¢ko-krizevacka Zupanija Posavska 3
Bjelovarsko-bilogorska Zupanija Jugovzhodna Slovenija 5
Primorsko-goranska Zupanija Osrednjeslovenska 10
Licko-senjska Zupanija Gorenjska 4
Viroviti¢ko-podravska Zupanija Primorsko-notranjska 2
Pozesko-slavonska Zupanija Goriska 3
Brodsko-posavska Zupanija Obalno-kraska 2

Zadarska Zupanija

Osjecko-baranjska Zupanija

Sibensko-kninska Zupanija

Vukovarsko-srijemska Zupanija

Splitsko-dalmatinska Zupanija

Istarska Zupanija

Dubrovacko-neretvanska Zupanija

Medimurska Zupanija

Mesto Zagreb

I N O KOO N Ol T e e K N el L Y L S LR RSN RSR RL R § O S

Vprasalnike je izpolnilo skupaj 1989 uciteljev (HR = 1195, SLO = 794), vendar
smo del vprasalnikov, ki niso bili pravilno izpolnjeni (6 %), izkljudili iz obdelave
podatkov. Konéni vzorec, na podatkih katerega so izvedene statisti¢ne analize, se-

stavlja skupaj 1867 anketirancev (HR = 1103, SLO = 764). Podatki o anketirancih

so prikazani v tabeli 1.2.
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Tabela 1.2: Sociodemografski podatki o anketirancih

Podatki o anketirancih Hrvaska (n = 1103) Slovenija (n = 764)
% %

Spol

Zenski 83,75 89,20

Moski 16,25 10,80

Delovno mesto

razredni ucitelj 38,99 47,66

predmetni ucitelj 61,01 52,34

Pripravnik

Ne 91,57 98,53

Da 5,17 1,47

Delovni status

zaposlen za nedolocen &as 87,28 87,50

zaposlen za dolocen Cas 12,72 12,50

Starost

M=41,38; SD=10,53; min=25, max=65

M=43,62; SD=9,39;
min=25, max=66

Leta poucevanja

M=15,93; SD=10,96; min=0, max=44

M-=18,94; SD=10,77

min=0, max=40

)

Raven dokonéane izobrazbe

Hrvaska %  Slovenija %
2-letni strokovni $tudij 21,72 visokoSolski program, zaklju¢en do 27,5
leta 1994, visoko$olski strokovni
program
4-letni strokovni $tudij 8,05  spec. po visokosolskem prog., 18,3
visokosolski strokovni program,
visokosolski univerzitetni prog.
(1.bol. st.)
4-letni univerzitetni §tudij 50,84 spec. po visokosolskem 46,3
strokovnem progr., univerzitetni
program, magisterij stroke
(2.bol. st.)
5-letni univerzitetni §tudij — 18,73  spec. po univerzitetnem programu, 7,9
magister stroke magisterij znanosti
znanstveni magisterij 0,47
doktorat 0,19
Naziv
Hrvaska %  Slovenija %
nimam naziva 62,84 nimam naziva 17,28
uditelj mentor 33,58 ucitelj mentor 37,34
uditelj svetovalec 3,58  uditelj svetovalec 41,29
ucitelj svetnik 4,09
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V izbrane Sole smo poslali vprasalnike z ovojnicami za vracilo vprasalni-
kov, da bi udelezencem zagotovili anonimnost. Odzvalo se je 1867 uci-
teljev, ki so pravilno izpolnili celoten vprasalnik: od tega je bilo 1103
(59,1 %) hrvaskih in 764 (40,9 %) slovenskih osnovnosolskih ucite-
ljev. V obeh vzorcih po spolu prevladujejo uliteljice: na Hrvaskem 83,7 %
in v Sloveniji 89,2 %. V obeh vzorcih prevladujejo predmetni ucite-
lji v primerjavi z razrednimi: 61 % : 39 % na Hrvaskem in 52,3 % : 47,7 %
v Sloveniji. Na Hrvaskem je 5,17 % od vseh udelezenih uciteljev priprav-
nikov, v Sloveniji pa 1,5 %. Vecina hrvagkih uciteljev, ki so sodelovali, nima
naziva (62,8 %), 33,6 % ucliteljev ima naziv mentorja, 3,6 % pa naziv sveto-
valca. Med udelezenci iz Slovenije le 17,3 % uciteljev nima naziva, 37,3 %
jih ima naziv mentorja, 41,3 % svetovalca, 4,1 % uciteljev pa ima na-
ziv svetnika, kar je v Sloveniji najvi§ji naziv. V Sloveniji je torej v razi-
skavi sodelovalo precej ve¢ uliteljev z vi§jim nazivom. Vecina vseh ucite-
ljev v vzorcu je tako na Hrvaskem (87,3 %) kakor tudi v Sloveniji (87,5 %)

zaposlenih za nedolocen ¢as.

1.2.2  Instrumenti za zbiranje podatkov

Instrument za zbiranje empiri¢nih podatkov je oblikovan kot strukturirani vpra-
Salnik, ki je za dolo¢ena raziskovalna vprasanja vkljucil Ze obstojece vprasalnike,
ki so prevedeni v hrvas¢ino in slovenséino ter prilagojeni, kot so lestvica stalis¢
uditeljev o samouravnavanju ucenja (Self~-Regulated Learning Teacher Belief Sca-
le, SRLTB) (Lombaerts, DeBacker, Engels, Van Braak in Athanasou, 2009);
in lestvica uciteljevih pogledov na potrebne spretnosti za poucevanje raznoli-
kih ucencev (Teachers’ Perceptions of Skills Needed for Teaching Diverse Students)
(Avramidis, Bayliss in Burden, 2000). V vprasalnik so bili vkljuéeni tudi izvir-
ni vprasalniki, kot so lestvica usposobljenosti uliteljev za poklicno delovanje,
lestvica ugleda in lestvica kompetenc za vzgojo in izobrazevanje za trajnostni
razvoj, ki so sestavljene na podlagi pregleda teorije in dosedanjih raziskovanj

raziskovanega podrodja.

Vprasalnik je obsegal skupaj 33 vprasanj. Poleg prej navedenih lestvic ocen in lestvic
stalis¢ Likertovega tipa ter osnovnih neodvisnih spremenljivk (spol, starost, leta pou-
Cevanja, naziv itd.) je vprasalnik vseboval tudi eno vprasanje, kjer je bilo treba odgo-
vore rangirati, prav tako pa tudi nekaj vprasanj odprtega tipa. Konstruktna veljavnost
vseh uporabljenih lestvic je bila preverjena s faktorsko analizo, pri emer so lestvice
pokazale zadovoljive merske karakteristike. Zanesljivost instrumentov je bila prever-

jena z uporabo metode ocene notranje konsistentnosti (z izratunom Cronbach alfa
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koeficienta). Vse v vpragalniku uporabljene lestvice imajo zadovoljive ravni zaneslji-
vosti. Merske karakteristike vseh uporabljenih instrumentov in pridobljeni rezultati

iz slovenskega in hrvaskega vzorca so opisani v poglavjih monografije.

Glede na to, da je bilo treba v vseh poglavjih monografije ugotoviti, v kolik$ni meri
je uciteljeva samoocena stopnje poklicne usposobljenosti povezana s sociodemo-
grafskimi spremenljivkami in z vprasanji uciteljevega ugleda, z ravnjo usposoblje-
nosti uéiteljev za inkluzivno izobrazevanje in s pozitivnimi prepri¢anji o pomemb-
nosti spodbujanja samouravnavanja ucenja pri uéencih, tako na celotnem vzorcu
kot tudi na slovenskem in hrvaskem podvzorcu, v nadaljevanju navajamo merske
karakteristike lestvice usposobljenosti uditeljev za poklicno delovanje kot tudi re-

zultate, ki smo jih pridobili iz slovenskega in hrvaskega podvzorca.

1.2.3  Merske karakteristike lestvice usposobljenosti uciteljev
za poklicno delovanje

Pri izdelavi lestvice usposobljenosti uéiteljev za poklicno delovanje smo uporabili
tak teoreti¢ni pristop, da so tocke osmisljene na podlagi pregleda teorije in dose-
danjih raziskovanj osnovnih podrocij poklicnega delovanja uciteljev (Marenti¢ Po-
zarnik, Kalin, Steh in Valenci¢ Zuljan, 2005; Peklaj, Kalin, Pe¢jak, Puklek Levpu-
§cek, Valenci¢ Zuljan in Ajdisek, 2009; Mursak, Javrh in Kalin, 2011). Vsebuje
7 tock, ki se nanasajo na usposobljenost uciteljev za vzpostavljanje partnerskega
sodelovanja z drugimi $olami, ustanovami in strokovnjaki, za premisljeno vkljuce-
vanje novih spoznanj v svoje vzgojno-izobrazevalno delo, za konstruktivno delo-
vanje v raziskovalno-razvojnih projektih, za sodelovanje s starsi, za analizo dobrih
in slabih strani svojega vzgojno-izobrazevalnega dela, za mentoriranje ucencev
na praksi in uciteljev pripravnikov ter za vzpostavljanje konstruktivnega dialoga s
svojimi kolegi. U¢itelji so za vsako tocko morali oceniti lastno usposobljenost na
5-stopenjski lestvici (1 — nisem usposobljen, 2 — slabo sem usposobljen, 3 — delno
sem usposobljen, 4 — dobro sem usposobljen, 5 — zelo dobro sem usposobljen). Na
to vprasanje je ustrezno odgovorilo skupaj 1755 uciteljev, od tega 1010 (57,5 %)
hrvaskih in 42,5 % slovenskih. Za preverjanje faktorske strukture in merskih ka-
rakteristik lestvice usposobljenosti uéiteljev za poklicno delovanje je bila izvedena
eksploratorna faktorska analiza z metodo glavnih komponent. Po Guttman-Kai-
serjevem kriteriju (karakteristi¢ni koren vedji od 1) in po kriteriju Scree-testa je bil
ugotovljen obstoj faktorja, ki pojasnjuje 49,55 % skupne variance. Enofaktorsko
strukturo smo dobili tako na hrvaskem kot na slovenskem podvzorcu, pri cemer
odstotek pojasnjene variance na hrvaskem vzorcu znasa 51,27 %, na slovenskem pa

46,82 %. Statisti¢ne analize so izvedene na linearnem kompozitu.
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1.24  Postopek zbiranja podatkov

Na reprezentativnem vzorcu razrednih in predmetnih uéiteljev na osnovnih solah
v Republiki Hrvaski in Republiki Sloveniji smo anketiranje izvajali od junija 2015
do konca januarja 2016. V izbrane Sole smo poslali vprasalnike z ovojnicami za vra-
¢ilo vprasalnika, da bi udeleZencem zagotovili anonimnost. Ce nam niso odgovorili
v dogovorjenem ¢asu, smo stopili v stik z njimi po telefonu ali po elektronski posti

in jih spodbudili k izpolnjevanju vprasalnika.

1.3 Obdelava podatkov
Podatke smo obdelali s programskim paketom SPSS 22.0. Obdelava podatkov je

opravljena na vzorcu 1867 uciteljev, ki so ustrezno izpolnili vprasalnik, obsegala
pa je deskriptivne in multivariantne analize in postopke. Poleg tega je bila na vseh
kazalnikih opravljena tudi vzporedna analiza podatkov, pridobljenih iz hrvaskega

(n = 1103) in slovenskega (n = 764) podvzorca uciteljev.

V poglavjih monografije smo prikazali del rezultatov empiri¢nega raziskovanja, in
sicer tiste rezultate, ki se nanasajo na preverjanje merskih karakteristik, znacilnosti
vseh uporabljenih lestvic in rezultate ter njihovo interpretacijo, deskriptivne in ko-
relacijske analize samoocenjene usposobljenosti uditeljev za poklicno delovanje z
vprasanji uliteljevega ugleda, znacilnosti osebnosti in transverzalnih kompetenc na

celotnem vzorcu in posebej na vzorcih hrvasgkih in slovenskih uciteljev.
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2 Poklicni razvoj uciteljev: kontekst, perspektive in izzivi

Renata Cepi¢, Jana Kalin in Barbara Steh

2.1 Teoreti¢na izhodisca

V sredis¢u Stevilnih $tudij, ki se ukvarjajo z vprasanji dostopnosti, prehodnosti in
kakovosti izobrazevalnega sistema, je klju¢no vprasanje vsezivljenjskega izobraze-
vanja/ucenja in stalnega poklicnega razvoja uciteljev. To so temeljni mehanizmi,
s katerimi se spodbujata osebna in profesionalna rast ter razvoj in se preprecuje
nazadovanje v Zivljenju posameznika in v druzbi. V zvezi s tem se postavlja temelj-
no vprasanje, kako zagotoviti uresni¢evanje izobrazevalnih potreb, izobrazevalnih
pogojev in izobrazevalnih moZnosti kot glavnih podmen uresnicevanja vsezivljenj-
skega izobrazevanja in poklicnega razvoja uciteljev, hkrati pa izhodis¢a za kuriku-

larno naértovanje njihovega izobrazevanja.

Pojem poklicni razvoj uciteljev kaze na to, da gre za proces, ne pa za enkraten
dogodek ali zaporedje posameznih dogodkov. Za poklicni razvoj je pomembna
kontinuiteta, ki je ve¢ kot tradicionalno prepletanje osnovnega in nadaljnjega
izobrazevanja uditeljev. Rudduck (1991 v Marcelo, 2009, str. 7) navaja, da poklic-
ni razvoj ucitelja doloca uliteljevo sposobnost uravnotezenja radovednosti, pri
Cemer ucitelj izhaja iz svojega zanimanja za proces ucenja in poucevanja. V tem
procesu ucitelj vzpostavlja dialog z bolj izkusenimi kolegi, ki predstavljajo vir
podpore pri analiziranju posameznih situacij. S te perspektive bi lahko poklicni
razvoj uliteljev razumeli kot neprestano sprasevanje in iskanje ustreznih resitev
v razli¢nih polozajih. V nadaljevanju navajamo nekaj pomembnih definicij po-
klicnega razvoja uciteljev:

*  proces poklicnega razvoja vkljucuje prilagajanje spremembam s spreminja-
njem poucevanja in uéenja, spreminjanjem uciteljevih pogledov in izboljsa-
njem rezultatov ucenja ucencev; poklicni razvoj uéiteljev se povezuje z indivi-
dualnimi in organizacijskimi potrebami (Heideman, 1990 v Marcelo, 2009);

*  poklicni razvoj uciteljev predstavlja siroko podrocje, ki vkljucuje vsako dejav-
nost ali proces spreminjanja pogledov, izboljsanja razumevanja ali izvajanja
obstojece ali prihodnje vloge (Fullan, 1990);

*  definiramo ga kot notranji proces, ki izboljSuje znanje ali uciteljeve poglede
(Sparks in Loucks-Horsley, 1990);

*  gre za delovne priloZnosti, ki spodbujajo ustvarjalne in refleksivne spretnosti
uditeljev in jim tako omogocajo izboljsanje njihove prakse (Bredeson, 2002 v

Marcelo, 2009);
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*  predstavlja poklicno rast uditelja, ki ga ucitelj doseze kot rezultat svojih iz-
kugenj in sistemati¢nega analiziranja svoje prakse (Villegas-Reimers, 2003 v

Marcelo 2009).

Poleg navedenih bi radi izpostavili $e dve kompleksnejsi definiciji, ki ob pomemb-
nem poudarjanju procesa ucenja, refleksije lastnih izkusenj, spreminjanja ucitelje-
vih pogledov in delovanja izpostavljajo §irsi kontekst, v katerem poteka poklicni

razvoj uciteljev.

Valenc¢i¢ Zuljan (2001, str. 131) uéiteljev poklicni razvoj opisuje kot »proces si-
gnifikantnega in vsezivljenjskega ucenja, pri katerem (Studenti) ucitelji osmi-
§ljajo in razvijajo svoja pojmovanja in spreminjajo svojo prakso poucevanja; gre
za proces, ki vkljucuje uciteljevo osebno, poklicno in druzbeno dimenzijo ter
pomeni uliteljevo napredovanje v smeri kriticnega, neodvisnega in odgovornega

odloc¢anja in delovanja«.

V definiciji sta poudarjena tako spreminjanje pojmovanja kot konkretno delova-
nje — pridobivanje in dopolnjevanje poklicnih spretnosti. U¢iteljev poklicni razvoj
Valenti¢-Zuljan (2001, str. 134) opredeljuje kot »osebni, implicitni konstrukt, ki se
oblikuje v osebni zgodovini posameznika kot svojevrstna usedlina vseh njegovih
izkusenj, dozivljajev in spoznanj s fenomenom pojmovanja ter ima v Zivljenju po-
sameznika vlogo kompasa, kar se kaze v kvalitativno razli¢nih nacinih razumevanja,
interpretiranja in delovanja posameznika«. Veliko avtorjev pri raziskovanju procesa
spreminjanja pri posamezniku izpostavlja uciteljeve predsodke in prepric¢anja. Zato
je v izobrazevanju uciteljev velik poudarek namenjen analiziranju prepri¢anj udite-
ljev pri vstopu v proces izobrazevanja. Prepri¢anja namre¢ vplivajo na proces uenja
in proces spreminjanja, v katera so vkljuéeni (Richardson, 1996 v Marcelo, 2009).
Pregled raziskovanj na podroéju ucenja in poucevanja izpostavlja tri kategorije iz-
kugenj, ki vplivajo na prepricanja in uditeljevo znanje: osebne izkusnje (pogled na
svet, odnos do sebe in drugih, pogled na odnos med posameznikom in $olo, pogle-
di na druzino in kulturo na splosno); izkusnje, ki temeljijo na formalnem znanju
(predmetno znanje, odnos do vsebine ucenja in nacinov poucevanja); izkusnje sole
in razreda (vse izkudnje, ki so oblikovale idejo, kaj je poucevanje in kaj uciteljevo
delo vkljucuje). Eno najpomembnejsih spoznanj o uliteljevem poklicnem razvoju
je, da uciteljeva prepri¢anja neposredno vplivajo na interpretacijo in pomembnost,
ki jo ucitelji pripisujejo svoji izkusnji poucevanja. V tem veliko avtorjev vidi razlog,
zakaj Stevilni programi poklicnega razvoja nimajo resni¢nega vpliva na spremi-
njanje prakse poucevanja, e manj pa na ucenje ucencev. Zato je zelo pomembno
razumeti, kako uéitelji poklicno napredujejo in kateri pogoji prispevajo k tej rasti/

napredku in ga spodbujajo.
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Day (1999, str. 4) navaja holisti¢ni pogled na uliteljev stalni poklicni razvoj, ki

obsega njegovo kompleksno, dinami¢no in procesno naravo:

»Poklicni razvoj vsebuje vse naravne izkusnje uenja in tiste zavestne in naértova-
ne dejavnosti, s katerimi [uéitelji] neposredno ali posredno koristijo posamezniku,
skupini ali $oli in na ta nadin prispevajo h kakovosti izobrazevanja v razredu. To je
proces, v katerem sami in skupaj z drugimi ucitelji preverjajo, obnavljajo ali sirijo
svojo predanost moralnim namenom poucevanja, in s ¢imer kriticno pridobivajo,
pregledujejo in razvijajo znanje, spretnosti in delo z u¢enci, mladimi ljudmi in ko-

legi skozi posamezne faze svojega poklicnega dela.«

Raziskovalci zadnja leta poklicni razvoj razumejo kot inkluzivni koncept, ki vklju-
¢uje vse formalne in neformalne dejavnosti, ki imajo za cilj u¢iteljevo ulenje in
poklicno rast (Marcelo, 1994; Flores, Rajala, Veiga Simao, Tornberg, Petrovi¢ in
Jerkovi¢, 2007; Corcoran, 2007; Fullan, 1995; Hargreaves in Fullan, 2012).

V vseh razli¢nih definicijah je torej v temelju poklicnega razvoja poudarjen proces,
ki je individualen ali skupinski (ali pa gre za prepletanje obeh procesov) in ki se
kontekstualno nanasa na uciteljevo delovno mesto — $olo — ter prispeva k razvoju

poklicne usposobljenosti na podlagi razli¢nih formalnih ali neformalnih izku$enj.

Novejse definicije ve¢inoma poudarjajo poklicni razvoj kot dolgoro¢ni proces, ki
vkljuuje razli¢ne oblike sistemsko nacrtovanih priloZnosti in pridobivanje izku-
$enj, ki spodbujajo poklicno rast in razvoj uditeljev. Ta pogled poudarja nekatere
perspektive, iz katerih izhajajo nove interpretacije in osnovne znacilnosti poklicne-
ga razvoja (Marcelo, 2009; Ball in Cohen, 1999; Feiman-Nemser, 2001; Putnam
in Borko, 2000):

*  temelji na konstruktivisticnem pojmovanju uéenja, v okviru katerega vidimo
ucitelja kot aktivni subjekt, ki se uéi tako, da je neposredno vkljucen v iz-
vajanje nalog poucevanja, vendar pa tudi skozi vrednotenje, opazovanje in
refleksijo svojega poucevanja;

*  gre za dolgorocen proces, ki predpostavlja, da se uditelji ucijo skozi razli¢na
obdobja; poleg tega pa so izkusnje ucinkovitejse, ¢e uditeljem omogocajo po-
vezovanje novih izkusenj s predhodnim znanjem; zato je treba omogo¢iti tudi
ustrezno spremljanje, ob&asno pa tudi zahteve po dolo¢enih spremembah;

*  gre za proces, ki poteka v specificnem kontekstu; najucinkovitejse izkusnje za
poklicni razvoj uditeljev so tiste, ki temeljijo na konkretni $olski situaciji in ki
so povezane z dnevnimi uditeljevimi dejavnostmi;

. poklicni razvoj uciteljev je povezan s spreminjanjem Sole, pri Cemer gre za

preoblikovanje Solske kulture, v kar so uditelji vkljuceni kot profesionalci;
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*  ucitelja vidi kot refleksivnega praktika, ki ima dolo¢eno predznanje, ko za¢ne
z delom, in ki nenehno pridobiva novo znanje skozi refleksijo lastnih izkusenyj;
poklicni razvoj tako vkljucuje dejavnosti, ki spodbujajo uéitelja k oblikovanju
novega teoreti¢nega znanja in nove pedagoske prakse;

*  poklicni razvoj je sodelovalni proces, ¢eprav predpostavlja in omogoca tudi
individualno delo in refleksijo;

*  lahko poteka v razli¢nih oblikah in razli¢nih kontekstih; ne obstaja namre¢ samo
en model poklicnega razvoja, ki bi bil u¢inkovit in uporaben za vse Sole; Sole in
uditelji morajo analizirati svoje potrebe, prepricanja in prakso, da bi se na podla-

gi tega lahko odlo¢ili, kateri model poklicnega razvoja bo zanje najprimernejsi.

Poklicni razvoj je vedno precej vec kot samo sprememba vedenja. Uciteljev razvoj je
proces, med katerim uditelj utrjuje in vzdrzuje najvisjo raven poklicne usposoblje-
nosti, ki jo je sposoben dose¢i (Terhart, 1997, str. 1). Res je, da uciteljev razvoj lah-
ko spodbujamo in podpiramo »od zunaj« — ne moremo pa ga doseci na tehnoloski
nacin. Gre za notranji proces, ki se ga vsi ucitelji ne zavedajo. Zavedanje o lastnem
poklicnem razvoju (nadaljnjem razvoju, stagnaciji, regresiji) je eden pomembnih

pogojev za nadaljnji razvoj poklicnih kompetenc.

Zelo pomembno je, da poklicnega razvoja ne omejimo samo na razvoj spretnosti — v
smislu dobrega opravljanja nalog; ne gre namre¢ samo za kopicenje znanja in izku-
Senj, temvec za dozorevanje znotraj osebnega razvoja, kar pomeni, da uditelj postaja
refleksivni praktik ter da so zanj znadilni fleksibilnost, razlikovanje ¢ustev, spostova-
nje individualnosti, toleriranje konfliktov in nejasnosti, negovanje medsebojnih vezi

in $irSa druzbena perspektiva (Witherell in Erickson, 1978 v Zuzovsky, 1990, str. 4).

Pri tem gre za proces osebnega spreminjanja in rasti, ne pa samo za spremenjeno
vedenje. Razvoj bi moral peljati k »vi§jim«, »bolj§ime, »popolnejsim« stopnjam pro-

fesionalnosti in osebnim kompetencam (Terhart, 1997).

Vsak uditelj gre v procesu svojega poklicnega razvoja skozi dolo¢ena obdobja, od
katerih ima vsako svojo specificno vlogo, znacilnosti in posledice. U¢iteljev razvoj
se dogaja v ¢loveku. Glede na to, da gre za proces ucenja, in sicer kompleksnega
ucenja, se mora vsak ucitelj do osebnega ucenja vesti tako, da ga oblikuje zase kot
za posameznika. Seveda vedno obstajajo zadrzki do ucenja in sprememb, kar Se

posebej velja za osebne in poklicne spremembe.

Poklicni razvoj uéiteljev lahko in moramo zaceti vzdrzevati in spodbujati od zu-
naj — vendar se moramo zavedati, da je to v bistvu proces samorazvoja vsakega
posameznika na razliénih podrogjih. Kakovostno poucevanje postavlja v sredisce

uciteljeve kompetence, ekspertnost v poucevanju, vendar kompetenc poucevanja ne
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smemo omejiti samo na pouk. V sirem smislu te kompetence vkljucujejo druzbene
in socialno-moralne kompetence, sposobnost diagnosticiranja in svetovanja, spo-
sobnost sodelovanja s kolegi, starsi in vodstvom $ole pri razvijanju poklicne kulture
Sole. Konéno, vkljucuje tudi sposobnost opazovanja sebe kot ucitelja. V literaturi
se namreC izpostavlja (na primer Edwards, 2009; Leavy, McSorley in Boté, 2007;
Richardson, 1990; Wood in Bennett, 2000), da so ucitelji sposobni spremeniti/
preoblikovati svojo prakso samo, ¢e preverijo in spremenijo tudi lastne teorije in

razumevanje poucevanja in ucenja.

V literaturi o poklicnem razvoju uliteljev se izhaja iz razliénih metodoloskih,
strukturnih in filozofskih perspektiv/pristopov k usposabljanju in izpopolnjevanju
uciteljev ter vlogi ucitelja v procesu razvoja (Cepic’, Tatalovi¢ Vorkapié¢, Loncarié,
Andi¢ in Skoci¢ Mihi¢, 2015; Day, 1999; Day, 2013; Eraut, 1993; Hargreaves,
1994; Krolak-Schwerdt, Glock in Bohmer, 2014; Vizek Vidovi¢ in Velkovski,
2013). Na primer, CCpié in sodelavci (2015) so v lu¢i sodobnih izobraZevalnih
kontekstov ponudili teoreti¢ni okvir za kompleksne odnose med ugledom uciteljev,
osebnostjo in transverzalnimi kompetencami. Pristopi k proucevanju poklicnega
razvoja u€iteljev so odvisni od polozajev strokovnjakov, ki se ukvarjajo s to temati-
ko. Konkretno, Zeichner (1983 v Creemers, Kyriakides in Antoniou, 2013, str. 4)
je prvi prepoznal in opisal stiri reprezentativne (tipi¢ne, pomembne) paradigme v
izobrazevanju in poklicnem razvoju uditeljev. Avtor Zeichner definira paradigmo
kot »matrico prepri¢anj in domnev o naravi in namenu $olanja, poucevanja, ucitelja
in njegove izobrazbe, ki oblikuje specifi¢ne oblike prakse v izobrazevanju uciteljev«

(Creemers, Kyriakides in Antoniou, 2013, str. 4). To so:

*  tradicionalna paradigma vajenistva (traditional craft paradigm), model vajeni-
§tva (apprenticeship model) s poudarkom na akumulaciji spoznanj, pridobiva-
nju izku$enj v poucevanju, ki vkljucuje metode poskusov in napak;

*  paradigma poglabljanja repertoarja znanja (expanding the repertoire paradigm),
ki so jo tako poimenovali Sprinthall, Reiman in Thies-Sprinthall (1996 v Cre-
emers in sodelavci, 2013, str. 4), je manj usmerjena k izrazito eksplicitnim in
posameznim ucnim strategijam ter spretnostim poucevanja, bolj pa k usvaja-
nju celovitih nadinov poucevanja, kot so neposredno poucevanje (model pre-
nosa znanja (knowledge transmitter model)), posamezno preverjanje (inductive
inguiry) in medosebni pristopi k ucenju (interpersonal approaches to learning),

s paradigma na podlagi kompetenc (competency-based paradigm), znana tudi
kot paradigma ekspertnosti/strokovnosti (expert paradigm), ki prevladuje v
izobrazevanju uciteljev. Temelji na metafori za tehni¢no produktivnost in

pozitivistino epistemologijo, usmerjena je k obvladovanju klju¢nih znanj
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in spretnosti poucevanja, ki so jih identificirali akademski strokovnjaki in
univerzitetni raziskovalci;

s paradigma, usmerjena k preverjanju (inquiry-oriented paradigm),znana tudi kot
holisticna ali refleksivna paradigma, ki se prvenstveno pojavlja kot paradigma
osvobajanja, poudarja pa razvoj kapacitet uciteljev za refleksivno delovanje s

preverjanjem moralnih in politi¢nih implikacij njihovega poucevanja.

Sodobne poglede na poklicni razvoj oznacuje poklicno ucenje, ne kot kratkoro¢no
dejanje, temve¢ kot dolgoro¢ni proces, ki se razteza od uciteljskega $tudija in pri-
pravnistva dalje (Ball in Cohen, 1999; Feiman-Nemser, 2001; Putnam in Borko,
2000 in drugi). CCprav novejse reforme podpirajo koncept vsezivljenjskega ucenja,
ne vemo dovolj o moznostih ucenja za uditelje ali o tem, kako se oblike dejavnosti
spreminjajo med uciteljevo kariero (Corcoran, 2007). Empiri¢ne raziskave o sode-
lovanju uditeljev v poklicnem razvoju ugotavljajo razlike, povezane s starostjo (npr.
Desimone, Smith in Ueno, 2006; Desimone, 2009; Mok in Kwon, 1999), vendar
zunaj konteksta razvoja uciteljeve kariere. Na primer, avtorji Richter, Kunter, Klu-
smann, Lidtke in Baumert (2014, str. 97-121) so raziskovali sodelovanje uciteljev
v formalnih in neformalnih oblikah poklicnega u¢enja/razvoja in pri tem uposteva-
li vsebino ucenja ter, med drugim, ugotovili, da se starejsi ucitelji manj vkljucujejo

v poklicno usposabljanje in izpopolnjevanje.

Literatura navaja, da je kariero ucitelja mogoce razdeliti v zaporedne faze, zazna-
movane z razli¢no intenzivnostjo motivacije za sodelovanje v poklicnem razvoju
(Huberman, 1989). Huberman je med prvimi izpostavil, da poklicni razvoj ucitelja
ne poteka po jasno zarisani shemi, temve¢ se znotraj vsakega obdobja v karieri
pojavljajo oscilacije v napredovanju in razli¢nih razvojnih smereh, odvisno od in-
terakcije notranjih in zunanjih dejavnikov vsakega posameznika (Vizek Vidovig,
2011, str. 42). Hubermanov model, ki je nastal kot rezultat obseznega kvalitativ-
nega raziskovanja, opredeljuje razvoj kot sklop petih zaporednih faz (to so prezi-
vetje ali odkrivanje; stabilizacija; eksperimentiranje/aktivnost in revizija; sproscenost
in konservativnost ter umik), ki so tesno povezane z individualnimi izku$njami po-
ucevanja. Te faze predstavljajo glavne faze razvoja uditelja, vendar ni nujno, da se

nanasajo na vsakega ucitelja, niti se ne odvijajo pri vseh na enak nacin.

Novejsa raziskovanja poklicnega razvoja uditeljev jasno kazejo na to, da je pripra-
vljenost na vsezivljenjsko poklicno uéenje v veliki meri odvisna od zacetne priprave
na poklic in podpore v prvih letih poucevanja (Javrh, 2008; Vizek Vidovi¢, 2011,
str. 62). Ceprav so empiri¢ne ugotovitve nezadostne, dostopni rezultati novejsih
raziskovanj kazejo, da ucitelji zacetniki tezijo k temu, da opazovanje in neformalne

diskusije s kolegi uporabijo za izboljSanje svoje prakse, medtem ko so izkuseni
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ucitelji nagnjeni k temu, da formalne sestanke uporabijo za svoje poklicno uce-
nje (npr. Grangeat in Gray, 2007). Z drugimi besedami, kot izpostavljajo Richter,
Kunter, Klusmann, Liidtke in Baumert (2014), se zdi, da ucitelji v ¢asu svoje ka-
riere uporabljajo razli¢ne moznosti ucenja, vendar pa empiri¢ne Studije niso siste-
mati¢no raziskale, kako uéitelji razli¢nih starostnih skupin uporabljajo moznosti
poklicnega razvoja. Po Vizek Vidovi¢ (2011) je pristope k proudevanju poklicnega
razvoja uliteljev mogoce razvrstiti v tri skupine: (1) raziskave, v katerih se poskusa
prepoznati prototipske faze ali stopnje razvoja uciteljske kariere in njihove znacil-
nosti; (2) raziskave, ki analizirajo notranje in zunanje dejavnike poklicnega razvoja
uditeljev, ki prispevajo k oblikovanju poklicne identitete; (3) raziskave, usmerjene k
pristopom k ucenju in poucevanju v posameznih fazah poklicnega razvoja uciteljev.
Na podlagi te klasifikacije Vizek Vidoviceve (2011, str. 39-95) so omenjeni trije

pristopi na kratko opisani v nadaljevanju.

Prui pristop se nanasa na raziskave, v katerih poskusajo prepoznati prototipske
faze ali stopnje razvoja kariere uciteljev in njihove znacilnosti, na podlagi tega pa
oblikujejo modele poklicnega razvoja, kot sta na primer Hubermanov model ra-
zvoja kariere in Berlinerjev model razvoja ekspertnosti (Huberman, 1993; Berliner,
2001; Bayer, Brinkkjeer, Plauborg in Rolls, 2009; Day, Sammons, Stobart, Kingston
in Gu, 2007). Na primer, v nasprotju s Hubermanovim modelom, ki temelji na
opazovanju razvoja avtonomije uditeljev in vkljucevanja v profesionalno skupnost,
Berlinerjev model temelji na spremljanju sprememb v kompetencah uéiteljev, ki
jih opazujejo kontinuirano od zacetniske ravni (anglesko novice) do ravni eksper-
tnosti. Day in sodelavci (2007) uporabljajo »sinergijski pristop« pri analizi variacij
uciteljskih motivacijsko-Custvenih in kompetenénih znacilnosti skozi Sest stopenj
poklicnega razvoja. Kvalitativne longitudinalne raziskave uciteljev v ¢asu kariere in
primerjalne $tudije vedenja uditeljev zacetnikov in uciteljev ekspertov sta na tem

podrodju glavna metodoloska pristopa (Vizek Vidovi¢, 2011, str. 39).

V okviru drugega pristopa analizirajo notranje in zunanje dejavnike poklicnega raz-
voja utiteljev. Zadnje ¢ase strokovnjake s podrodja izobrazevanja vse bolj zaposlu-
jejo vprasanja zagotavljanja pogojev in dostopnosti, ki bodo uéiteljem omogo¢ili
nemoteno vkljudevanje v proces izobrazevanja in kontinuirani poklicni razvoj.
Poudarjeno je zanimanje znanstvenikov za razli¢ne organizacijske spremenljivke
Sole, ki so zajete v koncept Solske klime in kulture, in sicer v okviru raziskovanja
nujnih dejavnikov pri uresniCevanju uéinkovitosti $ole. Ta vprasanja se povezujejo
z zagotavljanjem kakovosti tega procesa in ukrepi, s katerimi je to mogoce uresni-
¢iti. Vedina avtorjev s tega podrocja meni, da bi bilo treba poklicni razvoj uciteljev

opazovati v luéi socialno-konstruktivisticne teorije kot rezultat posameznikove
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samoaktivnosti, na katero delujejo osebni in poklicni okoljski dejavniki. Konstruk-
tivizem in samoregulacija procesa uéenja poudarjata odgovornost posameznikov
za lastne procese ucenja (Boekaerts, 1999; 2002). Uporabljajo se razli¢ni izrazi za
opisovanje novih idej, kot sta konstruktivizem in samoregulacija uenja, vendar pa
jim je skupno to, da se z njimi oznalujejo iste posebne oznake ucenja (De Corte,
1996). Stevilni pogoji lahko spodbujajo ali preprecujejo poklicni razvoj uciteljev.
Med najpomembnej§imi pogoji sta jasna in dostopna vizija za vecino zaposlenih
v vzgojno-izobrazevalnih ustanovah, sodelovalna kultura, struktura, za katero so
znacilni odprti in inkluzivni procesi odlocanja, sistemske strategije za dolo¢anje ci-
ljev vzgojno-izobrazevalnih ustanov ter politika in zadostna sredstva, ki podpirajo

poklicni razvoj (Cepic’, 2009; Cepic’ in Krstovi¢, 2011).

Tretji pristop se nanasa na raziskave, ki so usmerjene v ucinkovite pristope k u¢enju
in poucevanju v posameznih fazah poklicnega razvoja uciteljev oziroma v identi-
ficiranje oblik ucenja, ki so znacilne za proces pridobivanja uéiteljskih kompetenc,
in ustreznih oblik podpore, pomembnih za posamezne faze tega procesa (Day in
sodelavci, 2007; Hattie, 2012; Creemers in Kyriakides, 2012; Creemers, Kyriakides
in Sammons, 2010; CCpié, Tatalovi¢ Vorkapi¢ in Sveti¢, 2014 in drugi). Zadnjih
nekaj let so se zahteve po izboljSanju kakovosti poucevanja in ucenja ter po vedji
odgovornosti in vi§jih akademskih standardih pojavile na samem vrhu tematik, za
katere se zanimajo znanstveniki in oblikovalci izobrazevalnih politik. Izhodis¢na
raziskovalna vprasanja v zvezi s tem pristopom so, kaksni pristopi k ucenju in po-
uevanju v posameznih fazah poklicnega razvoja so najustreznejsi za doseganje
kompetentnosti uciteljev in katero vrsto programa poklicnega izobrazevanja uci-

teljev bi bilo treba ponuditi, da bi se izboljsala u¢inkovitost uciteljev.

Ob predhodno predstavljenih pristopih k proucevanju poklicnega razvoja uciteljev
poglejmo, kako se te problematike lotevajo Creemers, Kyriakides in Antoniou

(2013) ter Grimmett (2014).

V celovitem prispevku o poklicnem razvoju uéiteljev Creemers in sodelavci (2013)
krititno obravnavajo dva prevladujoca pristopa k poklicnemu razvoju uditeljev:
pristop, ki temelji na kompetencah, ter holisti¢ni pristop, in odkrivajo, da imata
oba pristopa ne samo prednosti, temve¢ tudi slabosti. Preden strnjeno prikazemo,
kako se te tematike lotevajo omenjeni avtorji, je treba izpostaviti nekaj kljuénih
znadilnosti omenjenih pristopov. Pristop, ki temelji na kompetencah (Competency
based approach), je imel pomemben ucinek na izobrazevanje in razvoj uditeljev in
ga je mogoCe danes opaziti v stevilnih drzavah (Christie in O’Brien, 2005). Taki
standardi se nanagajo na kompetence, ki so pricakovane v razli¢nih fazah uciteljeve

kariere in zagotavljajo okvir za razvoj programov poklicnega razvoja. Na primer v
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priro¢niku Nacionalnega centra za zunanje vrednotenje izobrazevanja v Republiki
Hrvaski Spremljanje in vrednotenje poklicnega razvoja uciteljev — kompetencni pristop/
Podlaga za model licenciranja (2014) avtorice Vizek Vidovi¢, Domovi¢ in Marusi¢
poudarjajo, da je nacionalni standard kvalifikacij za ucitelje osnova za sistemsko
zagotavljanje pridobivanja in razvijanja kompetenc skozi sistem licenciranja in re-
licenciranja. Po drugi strani pa je danes ho/isticna ali refleksivna praksa prevladujoci
pristop v izobrazevanju in poklicnem razvoju uciteljev (Golby in Viant, 2007).
Schoénovi deli Refleksivni praktik (Reflective Practitioner) (1983) in Izobrazevanje
refleksivnega praktika (Educating the Reflective Practitioner) (1987) sta imeli pre-
cejSen vpliv na temeljna razmisljanja strokovnjakov za izobrazevanje o refleksiji.
Ta pristop se nana$a na razlicne prakse: od refleksije kot sestavnega dela spret-
nosti in sredstva za spodbujanje u¢inkovitega poucevanja pa vse do refleksije kot
poglabljanja posameznikove zavesti o druzbeni pravi¢nosti v izobrazevalni praksi.
Tudi ta holisti¢ni pristop je opisan kot reakcija na vladajoce javne politike glede
usposabljanja in poklicnega razvoja uciteljev, ki razumejo ucitelja kot tehnika, kar

je pogled, ki promovira pristop, utemeljen na kompetencah.

Avtorji Creemers, Kyriakides in Antoniou (2013) opozarjajo na to, da se razprava
ne sme omejevati na to klasi¢no dihotomijo, ki se nanasa na vsebino, ter da je tre-
ba razviti integrirani pristop k poklicnemu izobrazevanju uéiteljev, ki bo usmerjen v
izbolj$ani nacin razvri¢anja dejavnikov, povezanih z vedenjem uéiteljev v razredu.
Zato ti avtorji menijo, da je v ta namen treba ne samo spodbujati refleksijo in
razumevanje prakse, temve¢ upostevati tudi raziskovanje o uéinkovitosti uciteljev.
Ce se navezemo na predhodno razpravo o dominantnih pristopih pri raziskovanju
poklicnega razvoja, ti avtorji trdijo, da lahko oba pristopa integriramo v en dina-
micni pristop, da bi odpravili njune glavne slabosti. Pri izobrazevanju in poklicnem
izpopolnjevanju uéiteljev bi poudarek na katerem koli od teh dveh pristopov, ¢e
pri tem ne bi upostevali tudi drugega, tezko prinesel dobre rezultate. V tej dina-
micni perspektivi je pomemben element uporaba preverjenih teoreti¢nih modelov
ucinkovitosti uditeljev, ker bi s tem uciteljem pomagali, da se postopoma usmerijo
od preprostih k specificnim kompetencam (Creemers in sodelavci, 2013, str. 10).
Tudi Meijer, Korthagen in Vasalos (2009) poudarjajo, da je lo¢evanje med obema
pristopoma neplodno in da bi bilo smiselno zdruziti prednosti obeh pristopov za
spodbujanje poklicnega razvoja. Kljuéno vprasanje je torej, kako bi lahko skladno
s tem v izobrazevanju uditeljev spodbujali razvoj potrebnih kompetenc ter kdo so

ucitelji in kaj jih motivira in navdihuje pri delu.

Vendar pa je veliko raziskovalcev s podroé&ja poklicnega razvoja kriticnih do eklek-

ticnega pristopa, ki se na podrodju poklicnega izobrazevanja uciteljev pogosto
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odraza ravno v kombiniranju elementov obeh dominantnih tradicij na razli¢ne
nacine (npr. Donmoyer, 1996). Ceprav raziskovalci namreé na splosno menijo, da
sta omenjeni tradiciji koristni pri analizi implikacij za izobrazevanje uciteljev in

poucevanje, opozarjajo tudi na njuno neenakost, prepletenost in protislovnost.

Po Grimmett (2014) so sedanja globalna raziskovanja usmerjena v tisto, Cesar
se strokovnjaki u¢ijo s sodelovanjem pri dejavnostih poklicnega razvoja, pri tem
pa zanemarjajo tezave, s katerimi se ucitelji pogosto soocajo pri prenosu tistega,
kar je bilo nau¢eno s prakti¢no uporabo. Grimmett (2014) je z uporabo kultu-
rolosko-zgodovinske teorije kot metodoloskega in analiti¢nega okvira za razu-
mevanje institucionalne prakse poklicnega razvoja odkrila sistem pomembnih
odnosov, ki so potrebni za zagotavljanje pogojev, v katerih uéitelji lahko razvijejo
edinstvene koncepte, ki jih je mogoce zavestno uporabljati pri naértovanju, iz-
vedbi in refleksivnem vrednotenju novih na¢inov delovanja, ne samo zato, da bi
se spremenilo njihovo poudevanje, temve¢ tudi zato, ker bi to prispevalo k razvoju
njihovih uéencev in druzin, ol in kolegov, pa tudi $ir§e vzgojno-izobrazevalne
stroke. Poklicni razvoj ne poteka v vakuumu in pomembno je, da vkljucuje osta-
le elemente v $irfem kontekstu (kot so poklicna identiteta, znacilnosti okolja,
druzbene okolis¢ine razvoja in motivi za vkljucevanje v programe poklicnega
razvoja), ki lahko ravno tako vplivajo na institucionalno prakso poklicnega razvo-
ja. Tradicionalni poklicni razvoj, kot izpostavlja Grimmett (2014, str. 163-164),
poteka zunaj razredne prakse ucitelja, namesto znotraj prakse poklicnega razvoja

z ucitelji v njihovi praksi.

Kot je razvidno iz predhodno obravnavanih pristopov, avtorji poudarjajo stevil-
ne znacilnosti poklicnega razvoja, odvisno od perspektive, iz katere izhajajo pri
svojem proudevanju. Da bi dobili ¢im ustreznejso, s tem pa tudi celovitejso sliko
o izobrazevalnih potrebah, bi bilo pri raziskovanju poklicnega razvoja uciteljev
treba kombinirati razli¢ne pristope, pri tem pa upostevati tudi specifi¢nosti raz-

iskovane tematike.

2.2 Namen empiri¢nega raziskovanja

V okviru proucevanja poklicnega razvoja uditeljev smo Zeleli ugotoviti, kako uci-
telji ocenjujejo stopnjo svoje usposobljenosti za delovanje na nekaterih temeljnih
podrogjih. Zanimalo nas je, kako ocenjujejo svojo usposobljenost za vnasanje
novih spoznanj v svoje vzgojno-izobrazevalno delo in refleksijo lastne pedagoske
prakse, za vzpostavljanje konstruktivnega dialoga s svojimi kolegi, za mentori-

ranje uéiteljev pripravnikov in Studentov na praksi, za konstruktivno delovanje
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na raziskovalno-vzgojnih projektih, za vzpostavljanje partnerskega sodelovanja z
drugimi Solami, institucijami in raznimi strokovnjaki ter za sodelovanje s starsi.
V zvezi s tem nas je zanimalo $e, ali se razlikujejo v ocenah usposobljenosti v od-
visnosti od let poucevanja in ali se pojavljajo razlike v rezultatih med hrvaskimi

in slovenskimi uditelji.

2.3 Metoda

Uporabili smo deskriptivno in kavzalno-neeksperimentalno metodo. V' procesu
dvostopenjskega vzoréenja smo najprej z naklju¢no izbiro iz vsake regije na Hrva-
$kem in v Sloveniji izbrali doloceno stevilo osnovnih sol (glede na skupno $tevilo

vseh Sol v regiji), potem pa smo v vzorec poskusali zajeti vse ucitelje izbrane $ole.

Poskusali smo torej ugotoviti, kako ucitelji ocenjujejo svojo usposobljenost na
razli¢nih podrogjih svojega poklicnega delovanja, in v zvezi s tem smo obliko-
vali sedem trditev, ki sestavljajo lestvico usposobljenosti. Pri sestavljanju lestvice
usposobljenosti uciteljev za poklicno delovanje smo uporabili teoreticna izhodis¢a
tako, da so izjave osmisljene na podlagi pregleda teorije in dosedanjih raziskav o
osnovnih podro¢jih poklicnega delovanja uciteljev (Marenti¢ Pozarnik, Kalin, Steh
in Valen¢i¢ Zuljan, 2005; Peklaj, Kalin, Pe¢jak, Puklek Levpuséek, Valenci¢ Zuljan,
Ajdisek, 2009; Mursak, Javrh in Kalin, 2011). U¢itelji so za vsako izjavo morali
oceniti lastno usposobljenost na 5-stopenjski lestvici (1 — nisem usposobljen, 2
— slabo sem usposobljen, 3 — delno sem usposobljen, 4 — dobro sem usposobljen,
5 — zelo dobro sem usposobljen). Na to vprasanje je odgovorilo skupaj 1755 uci-
teljev, od tega 1010 (57,5 %) hrvaskih in 745 (42,5 %) slovenskih. Za preverjanje
faktorske strukture in merskih karakteristik lestvice o usposobljenosti uciteljev za
poklicno delovanje je bila opravljena eksploratorna faktorska analiza z metodo
glavnih komponent. Po Guttman-Kaiserjevem kriteriju (lastna vrednost je vecja
od 1) in po kriteriju Scree-testa je ugotovljen obstoj enega dejavnika, ki pojasnjuje
49,55 % skupne variance. Enofaktorsko strukturo smo dobili tako na hrvaskem kot
na slovenskem vzorcu, pri ¢emer odstotek pojasnjene variance na hrvaskem vzorcu
znasa 51,27 %, na slovenskem pa 46,82 %. V tabeli 2.1. je prikazana faktorska
nasiCenost in komunalitete, Eigen-vrednosti in odstotek pojasnjene variance za
faktorske analize, opravljene na skupnem vzorcu, potem pa $e posebej na hrvaskem

in slovenskem vzorcu.
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Tabela 2.1: Rezultati faktorske analize lestvice usposobljenosti uciteljev za poklicno

delovange
Skupaj HR SLO
= 8 = 8 = 8
[<I=] i) =g = =g =
S8 g g8 E g8 g
& 5 Rk 5 £ g
<8 § &% § £E 3§
M M M

Vzpostavljanje partnerskega sodelovanja
z drugimi Solami in institucijami ter z 0,77
razli¢nimi strokovnjaki.

k=
w1
O

0,79 062 0,72

k=
U
[\S)

Premisljeno vklju¢evanje novih spoznanj

. Lo . 0,76 0,58 0,78 0,60 0,73 0,54
v svoje vzgojno-izobrazevalno delo.

Konstruktivno delovanjev 075 057 0,76 058 074 054
raziskovalno-razvojnih projektih.

Sodelovanje s starsi. 0,69 0,47 0,70 0,49 0,67 0,45
Analiza dobrih in §ibkih plati svojega

0,68 0,46 0,70 0,49 0,64 0,41

vzgojno-izobrazevalnega dela.

l\/vl.ent.orlrar}]e stuc.lentov na praksi in 0,65 0,42 0,64 0,42 0,67 045
uditeljev pripravnikov.

Vzpostavljanje konstruktivnega dialoga
s svojimi kolegi.

Lastna vrednost 3,47 3,59 3,28
% pojasnjene variance 49,55 51,27 46,82

062 039 0,63 040 061 037

Iz tabele 2.1 je razvidno, da je dobljeni faktor nasi¢en z izjavami, ki se nanasajo
na usposobljenost uéiteljev za vzpostavljanje partnerskega sodelovanja z drugimi
Solami, institucijami in strokovnjaki, za premisljeno vkljuéevanje novih spoznanj
v svoje vzgojno-izobrazevalno delo, za konstruktivno delovanje v raziskovalno-
-razvojnih projektih, za sodelovanje s starsi, za analizo dobrih in $ibkih plati svo-
jega vzgojno-izobrazevalnega dela, za mentoriranje Studentov na praksi in uéi-
teljev pripravnikov ter za vzpostavljanje konstruktivnega dialoga s svojimi kolegi.
Rezultati omogocajo izracun linearnega kompozita lestvice oziroma skupnega
povpre¢nega rezultata vseh izjav na lestvici usposobljenosti za poklicno delova-
nje. Koeficient zanesljivosti tipa notranje konsistence kaze na visoko zanesljivost
lestvice, tako na celotnem vzorcu (Cronbach a = 0,82), kakor tudi na podvzorcu
hrvaskih uciteljev (Cronbach a = 0,83) in podvzorcu slovenskih uciteljev (Cron-
bach a = 0,30).
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24 Rezultati in diskusija
Usposobljenost uciteljev za poklicno delovanje

Rezultati kazejo, da ucitelji na lestvici usposobljenosti za poklicno delovanje v pov-
predju ocenjujejo, da so dobro usposobljeni (M = 3,85, SD = 0,56, n = 1.755).
Zanimalo nas je, ali obstajajo statisti¢cno pomembne razlike v presoji lastne uspo-
sobljenosti med hrvaskimi in slovenskimi ucitelji. Rezultati opravljenega t-testa za
neodvisne vzorce kazejo na pomembno razliko na ravni 0,05 pri samooceni stopnje
poklicne usposobljenosti med hrvaskimi in slovenskimi ucitelji, pri ¢emer se hrva-
ski uditelji ocenjujejo za malo bolj usposobljene kot slovenski.

Tabela 2.2: Deskriptivni podatki lestvice usposobljenosti uciteljev za poklicno delovange

na skupnem, hrvaskem in slovenskem vzorcu ter razlike med Hrvasko in Slovenijo

Skupaj HR SLO
B 1755 1010 745
Min 171 1,71 2,00 )
Max 5,00 5,00 5,00 ;;21’;(1)0
M 3,85 3,88 3,82 Cohen d-0,10
SD 0,56 0,59 0,51
o 0,82 0,83 0,80

* p<0,05

Zanimalo nas je tudi, kako ocenjujejo lastno usposobljenost po posameznih izja-
vah, kar je prikazano v tabeli 2.3 (na naslednji strani).

Ugotovili smo, da tako hrvaski kakor tudi slovenski ucitelji v povpredju zelo visoko
ocenjujejo svojo usposobljenost na vseh navedenih podro¢jih delovanja. Pojavlja
se vprasanje, ali so bili ucitelji realni pri ocenjevanju svoje usposobljenosti in so v
povpredju dobro usposobljeni za delovanje na vseh sedmih podrogjih ali pa so tezili
k zazelenim odgovorom in se prikazali v malo lepsi luéi. Statisticno pomembne
razlike med hrvaskimi in slovenskimi uéitelji so se pokazale pri usposobljenosti
za vzpostavljanje konstruktivnega dialoga s svojimi kolegi (M = 4,23 : M = 4,12),
za analizo $ibkih in dobrih plati svojega vzgojno-izobrazevalnega dela (M = 4,01
: M = 3,88) in za vzpostavljanje partnerskega sodelovanja z ostalimi Solami, insti-
tucijami in strokovnjaki (M = 3,54 : M = 3,45). Lahko se vprasamo, ali so bili slo-
venski ucitelji nekoliko bolj kriti¢ni pri presoji svoje usposobljenosti. V povprecju
so slovenski ucitelji najnizje ocenili svojo usposobljenost ravno pri vzpostavljanju
partnerskega sodelovanja z drugimi Solami in institucijami oziroma na podrodju

povezovanja in sodelovanja s §irSo skupnostjo. V Sloveniji je bila jeseni leta 2014
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opravljena kvantitativna in kvalitativna empiri¢na $tudija o sodelovanju osnovnih
$ol z razli¢nimi partnerji iz skupnosti v ve¢ kot polovici vseh slovenskih osnovnih
Sol (n = 245; 54 % vsch osnovnih $ol) (Gregor¢ic Mrvar, Kalin, Mazgon, Murak
in Steh, 2016; Steh, Kalin in Gregor¢i¢ Mrvar, 2015). Pri oceni sodelovanja sole
s skupnostjo je tako pri manjsih kakor tudi pri veéjih Solah mo¢ opaziti razli¢no
intenzivnost sodelovanja, pri ¢emer ni nepomembno, da je sodelovanje v vedji ali
manjsi meri prisotno na vseh podrodjih, ki smo jih raziskovali, in sicer na ravni
lokalne skupnosti kot tudi na §irsi druzbeni in mednarodni ravni. Na podlagi opi-
sanih primerov dobre prakse, ki so jih navedli ravnatelji, pa smo ugotovili, da jim le
redko uspe vzpostaviti partnersko sodelovanje v skladu s temeljnimi znacilnostmi,
kakor na primer izpostavljajo Sheridan, Napolitano in Swearer (2002) ter Epstein
(1995). Treba pa je poudariti, da nekaterim to uspeva, in sicer na zelo razli¢ne na-
¢ine. Med ovirami za sodelovanje med $olami in okoljem ravnatelji v najvedji meri
izpostavljajo: pomanjkanje ¢asa, preobremenjenost strokovnih delavcev Sole oziro-
ma posameznikov iz skupnosti in dejstvo, da ni ustreznih finanénih, prostorskih in
materialnih virov. Precej velik delez ovir ravnatelji pripisujejo pomanjkanju osebja
v $oli in institucijah iz skupnosti, ki bi se ukvarjalo s sodelovanjem. Pogost problem
je tudi preve¢ organizacijskega dela, potrebnega za medsebojno sodelovanje. Moz-
no je, da se ucitelji na tem podroé&ju svojega poklicnega delovanja ne angazirajo to-
liko tudi zato, ker se za to ¢utijo manj usposobljeni v primerjavi z ostalimi podro¢ji

svojega delovanja.

Tako hrvaski kot tudi slovenski ucitelji so poleg omenjenega podrocja najnizje
ocenili povpre¢no stopnjo usposobljenosti na podro&ju konstruktivnega delova-
nja v raziskovalno-razvojnih projektih ter pri mentoriranju uciteljev pripravnikov
in $tudentov na praksi. Zagotovo niso vsi ucitelji usposobljeni za mentoriranje,
niti ne prevzemajo te vloge. Ravno tako je mogoce, da ucitelji v nekoliko manjsi
meri razumejo sodelovanje pri razli¢nih raziskovalno-razvojnih projektih in vzpo-

stavljanje sodelovanja s §irSo druzbeno skupnostjo kot eno svojih klju¢nih nalog.

Zanimalo nas je tudi, ali se uditelji razlikujejo pri oceni svoje usposobljenosti gle-
de na leta poucevanja. U¢itelje smo glede na leta poucevanja najprej razdelili v
5 kategorij v skladu z razvojem kariere uditeljev po Hubermanovem modelu in
S-modelu, ki uposteva slovenske posebnosti (Javrh, 2006; Javrh, 2008; Javrh in
Jamsek, 2008). Oba modela izhajata iz podmene, da ima karierni razvoj uciteljev
nekaj glavnih obdobij (zgodnje obdobje kariere, ko uditelj vstopa v stroko, srednje
obdobje kariere, ko gre skozi nekaj pomembnih faz in se stabilizira, in na koncu
zrelo obdobje kariere, ko se pocasi zaéne razbremenjevati in gre v pokoj), in da

obstajajo »harmonic¢ne« in »problemati¢ne« poti razvoja kariere uciteljev (Javrh,
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2008). Vendar pa so se med $vicarsko in slovensko $tudijo pokazale doloene raz-
like. Oba modela predpostavljata naslednje faze (Javrh, 2006; Javrh, 2008; Javrh in
Jamsek, 2008):

1.

Vstop v proces poucevanja (do 3 let poudevanja), ki zaznamuje prezivetje in
odkrivanje: uditelji preizkusajo razli¢ne vloge v stroki, borijo se za preZivetje,
pretirano se ukvarjajo sami s seboj in z obcutki neprimernosti ter z veliko
razliko med zahtevami in moZnostmi, da jih uresni¢ijo v razredu, medtem
ko po drugi strani prevladujejo ob¢utki ponosa zaradi pripadnosti strokovni
skupini, ob¢utki, da je poucevanje pravi poklic zanje in so polni navdusenja.
Pri slovenskih uéiteljih prihaja do hitrega zakljucka te faze in prehoda v
fazo stabilizacije.

Stabilizacija v stroki (od 4 do 6 let poucevanja): Huberman (1993 v Javrh,
2008) izpostavlja, da stabilizacija v karieri pomeni, da uditelj postane ucitelj
v lastnih oceh in v oceh drugih, pomeni pa tudi stabilizacijo v poucevanju
— uditelj Cuti olajsanje, vedje zadovoljstvo in postaja vse bolj kompetenten.
Javrh (2008) odkriva, da morajo slovenski ucitelji ob samem vstopu v stroko
razviti popolno samostojnost (veliko jih ne dobi ustrezne podpore ravnateljev
in mentorjev), in prej ko prebrodijo zacetnigki sok, hitreje razvijejo obcutek
samozavesti in suverenosti. To ima lahko dobre, pa tudi slabe strani. Nekateri
ucitelji namre¢ zavzamejo izrazito individualisti¢no drZo in ne vzpostavljajo
tesnejsih vezi s kolegi. Obstaja pa tudi skupina uciteljev, ki se Ze v tem obdo-
bju odprejo do okolja in poskusajo izmenjati izkusnje s kolegi iz stroke.
Poklicna aktivnost in eksperimentiranje ali neZeleno drsenje v negotovost (od
7 do 18 let poucevanja): v srednjem obdobju kariere so mogoce razli¢ne poti
— v smeri poklicne rasti ali narag¢ajoce negotovosti, nezadovoljstva in strahu
pred rutino. Najpomembnejsi so trije vidiki poklicne rasti: ucitelj v razredu
suvereno preizkusa razlicne pristope, zaveda se institucionalnih preprek, zato
poskusa z aktivnostjo vnesti spremembe, i8¢e izzive in Zzeli biti vkljucen v §ir-
$e projekte. Podporni dejavniki za premagovanje tezav so predvsem skupin-
sko delo s kolegi in stalno strokovno izpopolnjevanje. Lahko pa se zgodi, da
ucitelj prezivi travmati¢no izkusnjo, ki ga odvede v izolacijo in negotovost.
Posebnost S-modela je, da nekateri ucitelji Ze v tem obdobju izpostavljajo iz-
razite opise izgorelosti, in sicer predvsem tisti, ki so se obremenili s $tevilnimi
napornimi nalogami.

Utitelj doseze spro§éenost ali ¢uti vse vecjo nemoc (od 19 do 30 let pouceva-
nja). Med 43. in 54. letom starosti se pri¢enja prvi del pozne kariere in Hu-
berman (1993 v Javrh, 2008) razlikuje dve mozni poti — sproséenost ali kon-

servativnost. Na eni strani opisuje vedrega ucitelja, ki sprejema samega sebe in
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nima ve¢ potrebe po dokazovanju, manj se angazira, cilje pa preoblikuje in jih
zmanj$uje v bolj uresnicljive. Na drugi strani pa opisuje uditelje, ko se iz faze
negotovosti umaknejo v zagrenjenost ali pa v konservativnost — skepti¢ni so
do inovacij in reform, trudijo se ohraniti pridobljeno, temu pa sledi zagrenjen
umik. S-model se tukaj v ve¢ to¢kah odmika od izvirnega modela. U¢itelje, ki
se gibljejo v nezeleni smeri razvoja, bolj zaznamujejo znacilnosti, kot so resi-
gnacija, zlom ali izgorelost, kakor pa konservativnost, ki jo opisuje Huberman,
zato Javrh (2008) to fazo imenuje faza nemoci. Med slovenskimi ucitelji se
oblikuje tudi nova skupina uciteljev, ki svoje poklicno delovanje nadaljujejo
drugace — v smeri kriti¢ne odgovornosti.

5. Sproséeno ali zagrenjeno postopno izpreganje (od 31 do 40 let poucevanja):
tako vedri kakor tudi zagrenjeni uditelji za¢nejo izstopati iz prvih vrst in ne
prevzemajo ve¢ vedjih obveznosti, obremenitev in odgovornosti, vendar vedri
ucitelji ostajajo »profesionalni do konca, vzdrzujejo energijo za kakovostno
delo, medtem ko so zagrenjeni ucitelji kritiéni, pesimisti¢ni, predvsem pa vi-
dno utrujeni in izérpani. V' S-modelu je posebnost, da posamezni sprosceni
ucitelji Se vedno ostajajo precej angazirani, ohranjajo »Ziv« stik z ucenci in Se

vedno eksperimentirajo.

Predpostavili smo, da pri razporejanju uciteljev v skupine glede na leta poucevanja
izhajamo iz obdobij, predvidenih v opisanih modelih, in predvidevamo, da je po-
lozaj hrvaskih in slovenskih osnovnosolskih uditeljev, kljub dolo¢enim razlikam, v
obeh Solskih sistemih precej podoben. Zaradi majhne zastopanosti dveh skrajnih
kategorij smo zdruzili uéitelje zacetnike s tistimi, ki poucujejo Ze 4 do 6 let, med-
tem ko smo ucitelje, ki poucujejo Ze ve¢ kot 31 let, pridruzili tistim, ki poucujejo
od 19 do 30 let. V S-modelu (Javrh, 2008) se je izkazalo, da je veliko uciteljev
hitro zakljucilo prvo fazo vstopanja v poucevanje in preslo v fazo stabilizacije, kjer
so morali takoj razviti svoje samostojno delovanje, kar upravicuje zdruzitev prvih
dveh faz. Pri zadnjih dveh fazah gre predvsem za to, da se pozitivna smer razvoja

nadaljuje v spros€eno izpreganje, negativna pa v zagrenjeno izpreganje.

Na podlagi tega smo anketirance razdelili v tri skupine glede na delovno dobo: a)
do 6 let,b) od 7 do 18 let in c) od 19 let naprej. O stopnji svoje usposobljenosti je
presojalo 244 (69,9 %) hrvaskih in 105 (30,1 %) slovenskih uciteljev, ki poucujejo
do 6 let, 391 (58,4 %) hrvaskih in 278 (41,6 %) slovenskih uditeljev, ki poucujejo
od 7 do 18 let, in 359 (50,8 %) hrvaskih in 347 (49,2 %) slovenskih uciteljev, ki

poucujejo vec kot 19 let.

Z analizo variance smo preverili razlike v usposobljenosti uéiteljev za poklic-

no delovanje glede na delovno dobo, tako na skupnem vzorcu kakor tudi na
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podvzorcih hrvaskih in slovenskih uéiteljev. Rezultati opravljene analize so na-
vedeni v tabeli 2.4. Glede na to, da na skupnem vzorcu ni bil izpolnjen predpogoj
homogenosti variance, preverjen z Levenovim testom, so v tabeli prikazani rezul-
tati Welchovega testa in Games—Howellovega posthoc testa. Rezultati kazejo, da
obstaja pomembna razlika pri samooceni stopnje poklicne usposobljenosti glede
na delovno dobo, tako na skupnem vzorcu, kakor tudi na podvzorcih, pri ¢emer
se kot najbolj usposobljeni ocenjujejo ucitelji, ki imajo 19 in veé let delovne dobe,
manj uditelji, ki imajo od 7 do 18 let delovne dobe, najmanj pa ucitelji, ki imajo

do 6 let delovne dobe.

Tabela 2.4: Razlike v usposobljenosti uciteljev za poklicno delovanje glede na delovno dobo

- SKUPAJ HRVASKA SLOVENIJA
v 9 M M M
g% n (SD) Fosssm?) n (SD) Fao9nm» n (SD) Fo,727(n?)
78 3,65 3,72 3,5
Egl)doélet 349 0eD) 24 e 105 056
g § 2)7do o 385 3312 0 389 1432% . 38  3230"
£ 2 18 let 0,54) (0,04 0,58)  (0,03) 0,48) (0,08
w2

= 3)19 let 3,96 3,97 3,94

B i vec 706 0.51) 359 (0.54) 347 (0.48)
5<0,01
#0.<0,001

Razlike so pricakovane, saj uditelji z ve¢ leti poucevanja povprecno visje ocenjujejo
svojo usposobljenost (gl. tabelo 2.4). To lahko pricakujemo zlasti, ¢e gre vecina
uciteljev v Zeleni smeri poklicnega razvoja in jih v zrelem obdobju kariere (z ved
kot devetnajstimi leti poucevanja) oznacuje angazirano in kriti¢no delovanje, ki se
potem nadaljuje v sprod¢enem izpreganju. T ucitelji so dosegli dolo¢eno stopnjo
avtonomije, delujejo premisljeno in odgovorno v skladu s svojimi pogledi in vre-
dnotami (Javrh 2008), torej lahko pri¢akujemo, da bodo tudi svojo usposobljenost
na klju¢nih podrogjih delovanja uciteljev ocenili visoko. Ta teznja je jasno izrazena

tako pri hrvaskih kot pri slovenskih uciteljih.

25 Sklep

Poklicni razvoj uditeljev zahteva ustrezno institucionalno, administrativno in orga-
nizacijsko strukturo, ki priznava pomembnost njihovega stalnega ucenja in spod-
bujanja razvoja na individualni in institucionalni ravni. Za stalno izobrazevanje
ucitelj potrebuje dolocene spretnosti, odlocitev za poklicno rast in ustrezno klimo

znotraj institucije, ki podpira razvoj in uéenje. Poklicni razvoj uciteljev vidimo kot
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vsezivljenjski proces ucenja in razvoja na osebnem, druzbenem in oZjem strokov-
nem podrogju. Pri tem je pomembno, kako uditelj vidi svojo usposobljenost in kako
ocenjuje moznosti za svoje poklicno delovanje v smeri kriticnega, neodvisnega in
odgovornega odlo¢anja in delovanja. V raziskavi smo ugotovili, da uéitelji z ve¢
leti poucevanja in izku$enj v povpredju visje ocenjujejo tudi svojo usposobljenost
za poklicno delovanje na razliénih podrogjih — to se je pokazalo tako na podvzorcu
hrvaskih kot tudi pri slovenskih uéiteljih. Hrvaski ucitelji so celo pri vseh navede-
nih trditvah nekoliko vi§je ocenjevali svojo usposobljenost kakor slovenski ucitelji
(razen pri usposobljenosti za mentoriranje ucencev na praksi in uciteljev priprav-
nikov; vendar pri tej trditvi ni statisticno pomembnih razlik med obema podvzor-
cema uditeljev). Statisti¢no pomembne razlike pri ocenah usposobljenosti uciteljev
za poklicno delovanje so se pokazale med hrvaskimi in slovenskimi uditelji pri
usposobljenosti za analizo dobrih in slabih strani svojega vzgojno-izobrazevalnega
dela, za vzpostavljanje konstruktivnega dialoga s svojimi kolegi, vzpostavljanje par-
tnerskega sodelovanja z drugimi Solami in institucijami ter za sodelovanje s starsi.
Ugotovili smo, da so pri vseh teh trditvah hrvaski ucitelji nekoliko visje ocenjevali
svojo usposobljenost. Gre za pomembna podrocja vzpostavljanja komunikacije z
zunanjimi delezniki, s katerimi Sola sodeluje pri izvajanju svojega poslanstva in
ki pomembno prispevajo k vzpostavljanju pogojev za kakovostno $olsko klimo in
kulturo ter poklicni razvoj uciteljev. Ena od znacilnosti t. i. novega profesionalizma,
ki sta jo utemeljila Niemi in Kohonen (1995), je ravno sposobnost za sodelova-
nje z drugimi, ki presega okvire posamezne $ole in uliteljevo poslanstvo vidi v
spreminjanju kulture $irSe druzbe, v kateri ucitelj deluje in raziskuje. Sposobnost
refleksije svojega vzgojno-izobrazevalnega dela oziroma analize dobrih in slabih
strani svojega vzgojno-izobrazevalnega dela je pomemben dejavnik in pogoj za
poklicni razvoj. Zanimivo je, da so tako hrvaski kot tudi slovenski ucitelji v vseh
trditvah razmeroma visoko ocenili svojo usposobljenost za poklicno delovanje (na
petstopenjski Likertovi lestvici je bila najnizja povpreéna ocena pri hrvaskih udi-
teljih 3,49, pri slovenskih pa 3,45), tako da bi se lahko vprasali, ali so bili ucitelji
dovolj kriti¢ni pri ocenjevanju svoje usposobljenosti. U¢itelji so najnizZje ocenili
svojo usposobljenost za delovanje v raziskovalno-razvojnih projektih, mentorira-
nje ucencev na praksi in uciteljev-pripravnikov ter za vzpostavljanje partnerskega
sodelovanja z drugimi $olami in institucijami. Domnevamo, da so to podro¢ja, na
katerih bi bilo smiselno v prihodnje ucitelje bolj spodbujati in podpirati. Zave-
damo se, da so to hkrati tudi podro¢ja, ki zahtevajo nekaj ve¢ znanja, spretnosti
in inovativnosti ter, kar ni manj pomembno, tudi ¢asa, ki ga niso prav vsi ucitelji
pripravljeni nameniti taki vrsti strokovnega delovanja, saj ga raje namenjajo svojim

osnovnim nalogam in poslanstvu.
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Vzdrzevanje visoke stopnje uciteljeve usposobljenosti za delovanje na ostalih po-
drodjih ravno tako zahteva ustrezno podporo vodstva Sole in skupno ucenje s kolegi
— tako v posameznih $olah kakor tudi v $irSem prostoru. Ceprav ostaja dvom, ali so
ucitelji pri svojih ocenah tezili k druzbeno zazelenim odgovorom, je treba verjeti
njihovi oceni o usposobljenosti za razli¢na podro¢ja njihovega delovanja, saj se je
pokazalo, da so ucitelji svojo usposobljenost za delovanje na nekaterih podro¢jih

strokovnega delovanja ocenjevali nekoliko nizje kakor ostale.

Na podlagi teoreti¢nih izhodis¢ lahko poudarimo, da je pomembno vzpostavlja-
ti take pogoje in delovne moznosti, ki spodbujajo refleksijo uditeljev na razli¢-
nih podroéjih njihovega delovanja in jim omogocajo izboljsanje njihove prakse.
Samo sistemati¢na analiza lastne prakse (izkusnje) lahko vodi k ozaves¢anju su-
bjektivnih pojmovanj uciteljev in k postopni spremembi vzgojno-izobrazeval-
nega delovanja v razredu kakor tudi na ostalih podroéjih poklicnega delovanja
uciteljev (kot je na primer mentorsko delo, raziskovanje svojega poucevanja, par-
tnerstvo z zunanjimi institucijami ipd.). Samo tako bo uditelj postal refleksivni
praktik in napredoval v svojem kriti¢nem, neodvisnem ter odgovornem odloca-

nju in delovanju.
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3 Status uciteljev in uciteljskega poklica:
pogledi od znotraj

Barbara Steh, Jana Kalin in Renata Cepi¢

3.1 Pristopi k dolocanju statusa

V znanstveni literaturi se pojavlja veliko $tevilo razli¢nih pojmovnih dolo¢il sta-
tusa, ki se uporablja kot okvir za analizo razli¢nih poklicev, pri ¢emer je treba
poudariti, da ni ene, splosno sprejete, enoznacne definicije ali teoreti¢nega kon-
strukta. Tako na primer Haralambos (1994) definira ugled kot koli¢ino sposto-
vanja ali ¢asti, povezano z druzbenim polozajem, lastnostmi posameznika in na-
¢inom Zivljenja, druzbeni status pa kot dolocen polozaj v druzbi, ki ga spremljajo
dolocene vloge in vrsta norm, ki dolo¢ajo vedenje, ki se pricakuje od pripadnikov
doloc¢enega statusa.

Pri pregledu dostopnih besedil o profesionalizmu in statusu uéiteljev (Ball in
Goodson, 1985; Hargreaves in Goodson, 1996; Hargreaves, Cunningham, Ever-
ton, Hansen, Hopper, Mclntyre, Maddock, Mukherjee, Pell, Rouse, Turner in
Wilson, 2006; Hoyle, 1969, 2001; Monteiro, 2015; Sachs, 2003, in drugi) je ravno
tako mogoce opaziti veliko Stevilo definicij statusa, ki kazejo na njegovo kom-
pleksnost ter mnogovrstno in neopredeljeno naravo. Monteiro (2015, str. 53-60)
razmislja o nekaterih konceptualnih vprasanjih profesionalnosti uéiteljev, tj. njiho-
vega globalnega profila, in pri tem izpostavlja stiri glavne dejavnike pri dolocanju
ravni profesionalnosti: vrednost storitve (oziroma pomembnost za posameznika
in druzbo na podro&ju strokovne ekspertnosti), vsebino identitete (oblikovane z
znanjem, vrednotami in kakovostjo, ki odlikuje poklic in mora odlikovati profesio-
nalce), poklicno avtonomijo (oziroma neodvisnost in odgovornost, zahvaljujo¢ ka-
terima se poklic lahko individualno uresnicuje in se ga lahko kolektivno upravlja)
ter poklicni in druzbeni status (ki izhajata iz omenjenih dejavnikov in se odrazata v
dohodku, vplivu in ugledu poklica). V zvezi s tem Monteiro (2015, str. 56) izposta-
vlja naslednje: »Poklicni status in druzbeni status sta dve plati istega kovanca: prvi
se nanasa na vsebino identitete in avtonomijo poklica, medtem ko drugi oznacuje
polozaj poklica znotraj hierarhije poklicnega ugleda v druzbi kot rezultat ponujene
vrednosti storitve in poklicnega statusa.« Isti avtor izpostavlja tudi, da se najvisja
raven profesionalnosti nanasa na poklice, ki imajo najve¢jo druzbeno pomembnost,
odgovornost in prepoznavnost, ki ustrezajo idealnemu tipu poklicnega modela in
imajo naslednje znacilnosti (Monteiro, 2015, str. 56):
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*  ponujajo osnovne storitve za Zivljenje, varnost in splosno blaginjo posame-
znikov in druzbe, ki zahtevajo od svojih profesionalcev obc¢utek sluzenja, ki
postavlja interes tistih, ki jim sluZijo, in javni interes nad lastne (legitimne)
interese;

*  vsebujejo dolodene spretnosti, znanje kako (know-how), z zelo specializirano
in sistematsko bazo znanja, pridobljeno v glavnem skozi bolj ali manj dolg
proces teoreti¢nega in prakti¢nega visokega izobrazevanja; uporaba tega zna-
nja zahteva veliko neodvisnost pri presojah in odlocitvah;

*  mo¢, ki jo imajo profesionalci kot rezultat svoje strokovnosti in neodvisnosti
s pripadajo¢o odgovornostjo, kaze na skladnost z visokimi profesionalnimi

standardi kompetenc, prakse in upravljanja v vseh poklicnih okolis¢inah.

Hoyle (2001) je ponudil trikomponentno definicijo poklicnega statusa (Occu-
pational Status), po kateri so ugled, status in spo§tovanje trije razli¢ni vidiki po-
klicnega statusa, ki se med seboj razlikujejo po stopnji informiranosti o skupini,
definirani s statusom. Tako sugerira, da »ugled« (Occupational Prestige) kaze na
status, ki je definiran z javnim mnenjem (javna percepcija relativnega polozaja
poklica v hierarhiji poklicev), »status« (Occupational Status) je opredeljen z obli-
kovanimi in primerljivimi poklici (kategorija, v katero izobrazene skupine uvr-
$¢ajo dolocen poklic, nanasajo pa se npr. na drzavne usluzbence, politike, sociolo-
ge, izobrazevalne strokovnjake) in »spostovanje« (Occupational Esteem) s strani
tistih, ki lahko opazujejo kvalitete, ki jih posamezniki kazejo pri svojem delu
(kako splosna javnost percepira poklic zaradi osebnih kvalitet, ki jih posamezniki
kazejo pri opravljanju osnovnih nalog oziroma njihova skrb, kompetentnost in
predanost delu). Tako so, na primer, v okviru stiriletne raziskovalne $tudije o
statusu uiteljev in uliteljskega poklica v Angliji (2003-2006) The Teacher Status
Project (Hargreaves in sodelavci, 2006) sprejeli te razlike po Hoylejevi definiciji,
vendar pa so vkljucili tudi osebna stalis¢a uciteljev glede njihovih statusov in

dejavnikov, ki nanje vplivajo.

Ob upostevanju razli¢nih definicij statusa je v tem projektu poudarek na ucitelj-
ski percepciji lastnega statusa in ugleda. Omenjeno vkljucuje uditeljevo percepcijo
glede na spostovanje ucencev in starSev, zadovoljstvo z delom, zasluzkom in fi-
nancno neodvisnostjo, medijskim prikazom uciteljskega poklica, njihovega ugleda
v primerjavi z drugimi poklici, kot tudi druge dejavnike. Ceprav menimo, da javno
mnenje, tisk in mediji prispevajo k nagemu razumevanju splosnih mnenj o ugledu

uciteljskega poklica, jih v tej raziskavi ne obravnavamo.
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3.2 Problemi nepriznavanja uciteljskega poklica

Zadnja desetletja so med strokovnjaki za izobrazevanje, pa tudi med tistimi, ki o njem
odlo¢ajo, v sredi§¢u pozornosti vprasanja o uciteljskem poklicu, profesionalnosti in
potrebi po profesionalizaciji v kontekstu uciteljskega poklica ter razvoja kakovosti
izobrazevanja. Odlo¢ilen dejavnik za kakovost izobrazevanja je kakovost uciteljskega
poklica, kar je ugotovitev $tevilnih mednarodnih in nacionalnih poro¢il in raziskav
o uditeljskem poklicu in izobrazevalnih sistemih. Rezultati novejsih raziskav brez
dvoma kazejo, da je razvoj dosezkov ucencev pomembno odvisen od procesa uce-
nja in poucevanja ter da je vpliv uciteljev na dosezene rezultate ucencev pomemben
(Darling-Hammond, 2000; Darling-Hammond in Bransford, 2005; Day, 2013; Day,
Sammons, Stobart, Kington in Gu, 2007; Monteiro, 2015; Sanders in Rivers, 1996;
Scheerens,Vermeulen in Pelgrum, 1989; Tymms, 1993, Vizek Vidovi¢, 2005; Vizek
Vidovi¢ in Velkovski, 2013). Avtorji Cepié, Tatalovi¢ Vorkapi¢, Loncari¢, Andic¢ in
Skoci¢ Mihi¢ (2015) so, na primer, predstavili teoreti¢ni okvir kompleksnih odnosov
med ugledom ucitelja, osebnostjo in transverzalnimi kompetencami v luci sodobnih
izobrazevalnih kontekstov. Omenjene ugotovitve so pomemben argument v podpo-
ro zahtevi, da na uiteljsko stroko ne gledamo kot na poklic, ampak kot na profesijo.
Pri tem ni treba zanemariti ni¢ manj pomembnega dejstva, da je celoten status udi-

teljskega poklica v vecini drzav nizek ali zelo nizek.

Kako torej razumeti njihov degradirani status in izboljsati kakovost v uciteljskem
poklicu? Kako omogo¢iti uéiteljem, da bi lahko bolj in odlo¢neje vplivali na lastni
polozaj v stroki in druzbi? Kako lahko ucitelji prispevajo k temu? Ta in druga vpra-

$anja, ki so povezana z njimi, strnjeno obravnavamo v nadaljevanju tega poglavja.

Na primer, poro¢ilo ILO/Unesco iz leta 1997 predstavlja sliko stanja uditeljskega
poklica, pri ¢emer so posebej izpostavljeni problemi nizkega statusa in pla¢ ucite-
ljev v primerjavi z drugimi poklici, neprivla¢nost uciteljskega poklica in dejavniki
oziroma vzroki upadanja/zmanjsanja in nezadostnega priznavanja uditeljskega po-
klica. Poro¢ilo ILO/Unesco je bilo objavljeno pred skoraj dvajsetimi leti, vendar je
$e vedno zelo aktualno. V njem so med drugim izpostavljeni nekateri splo$ni vzroki

padca statusa uciteljev (str. 6-7):

*  opazen neuspeh ucinkovitega komuniciranja vlade z uéitelji, da bi se vzposta-
vile ustrezne izobrazevalne politike in zagotovila sredstva za njihovo uresni-
Cevanje, pri ¢emer so $e posebej zmanj$ana javna sredstva za izobrazevanje;

*  ucitelji so v Casu ekonomskih ukrepov varevanja zanemarili promovira-
nje lastnega statusa in profesionalnosti; skoraj brez upiranja so dovolili, da

se je znotraj skupnosti razvila percepcija, da je glavna preokupacija uditeljev
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njihova placa in ugodnosti, ki obsegajo tudi do 90 % proracuna za izobraze-
vanje v mnogih drzavah;

*  zaznavanje skupnosti, da uciteljem ne uspe doseci zadovoljivega izobrazeval-
nega rezultata, s ¢imer postajajo tar¢a kritik javnosti in vlade, na skodo poklic-
nega statusa uciteljev;

* v kontekstu vladnih poskusov zmanjsanja stroskov uciteljske organizacije, ki se
upirajo ukrepom, s katerimi bi se povecala velikost razredov, hkrati pa zmanjsa-
le kvalifikacije, poslabsali pogoji dela in place uciteljev, pogosto razglasamo za
glavne ovire pri razvoju izobrazevanja. Taka dinamika odnosov tezi k temu, da
bi o¢rnili ucitelje, in vodi k zmanjsevanju splosne percepcije druzbe o kakovo-
sti in vrednosti javnega izobrazevanja. Sole in strokovnjaki za izobrazevanje so
precej odgovorni za povecanje teZav pri soofanju z ogromnimi ekonomskimi
in druzbenimi spremembami, ki potekajo, vklju¢no z ekonomsko globalizacijo,

pocasi rastoco ekonomsko produktivnostjo in povecanjem nezaposlenosti.

CCprav se je uditeljski poklic v zadnjih desetletjih precej spremenil, se Se vedno so-
oca z opredeljevanjem samega sebe glede na druge poklice. Razvidno je, da se s ¢a-
som vloge in delo uditeljev vecajo, medtem ko njihov status v primerjavi z drugimi
poklici stagnira ali pa se slabsa, kar potrjujejo tudi rezultati $tevilnih razli¢nih med-
narodnih in nacionalnih poro¢il in §tudij (Unesco, 1998; Ilo, 2012; OECD, 2005;
OECD, 2011a; OECD, 2011b; EC, 2012 in druga).Tako je MacBeath (2012)
opazil, da so uéitelji, v nasprotju z ve¢ino poklicev, obremenjeni s pretiranimi druz-
benimi pricakovanji, ujeti med visoka pricakovanja in nizko poklicno spostovanje.
V delih nekaterih avtorjev (npr. Hargreaves in Goodson, 1996; Hargreaves in so-
delavci, 2006; Hoyle, 2001; Kadum, Vidovié¢ in Vrankovi¢, 2007; MacBeath, 2012;
Monteiro, 2015; Radeka in Sori¢, 2006; Vrgo¢, 2012; Whitty, 2006 in drugi) je
izpostavljeno veliko dejavnikov, ki neugodno vplivajo na druzbeni poloZaj in status
uciteljskega poklica, ki je v relativni hierarhiji poklicev $e vedno nizek. Med temi
dejavniki Se posebej izpostavljajo problem nizkih pla¢ uciteljev, zaostajanje za pla-
¢ami v gospodarstvu in negospodarstvu, nizek Zivljenjski standard, premajhno $te-
vilo zaposlenih uditeljev, feminizacijo stroke, nezadostno avtonomijo in izkljuce-
nost iz izobrazevalnih politik, pomanjkanje nadzora nad vstopom v poklic, zablodo
o delovnem ¢asu uditeljev oziroma splosno percepcijo, da ucitelji delajo manj ur kot
drugi strokovnjaki, in $tevilne druge dejavnike, ki se, po mnenju avtorjev, odrazajo v
poloZaju in statusu uciteljskega poklica. V nasprotju z drzavami, kot so Skotska, Ir-
ska, Svedska, Finska in Islandija, kjer ima uciteljski poklic ugleden druzbeni status,
ki se tudi dandanes potrjuje kot tak, se kot ne ravno dober ocenjuje druzbeni status
uditeljev v Angliji, Franciji, Nem¢&iji, ZDA, Novi Zelandiji in Avstriji (Verin, 2004

v Juki¢ in Rei¢-Ercegovac, 2008). Tudi malostevilna raziskovanja, opravljena na
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Hrvaskem (npr. Marsi¢, 2007; Radeka, 2007), kazejo na nezadovoljstvo uditeljev s
svojim druzbenim ugledom in statusom. Na primer, rezultati raziskovanja, ki sta ga
izvedla Radeka in Sori¢ (2006), so pokazali, da ucitelji niso zadovoljni s pogoji dela
in da jih Se posebej obremenjujeta nizek Zivljenjski standard in slab druzbeni ugled
uciteljskega poklica. Poleg tega sta ugotovila, da bi kar tretjina uciteljev Zelela za-
pustiti lastni poklic; svoj zivljenjski standard, ugled uciteljskega poklica in poklicno
usposobljenost pa ocenjujejo pomembno slabse in ¢utijo manj zadovoljstva pri delu
v primerjavi z ucitelji, ki tega ne bi storili. Radeka in Sori¢ (2006) sta izpostavila, da
je obstojeéi status uditeljskega poklica poguben za sodobno $olo in druzbo v celoti.
Rezultati raziskave, ki jih navajajo Kadum in sodelavci (2007), ravno tako kazZejo
na to, da velika vecina zaposlenih uditeljev meni, da je status uciteljskega poklica

nezadovoljiv (86 %), medtem ko jih samo 14 % meni, da je soliden.

V sintezi ugotovitev mednarodnih in nacionalnih poro¢il in §tudij je Monteiro (2015,
str. 63—66) povzel glavne znacilnosti celotnega statusa uciteljskega poklica v stiri sku-
pine. To so: 1) Poklicni in druzbeni status nista zelo prestizna; gre za skupino znadil-
nosti, ki se nanasajo na nezahtevnost kriterijev za selekcijo, izobrazevanje in vredno-
tenje, nizke place v primerjavi s pla¢ami drugih poklicev s podobnim akademskim
ozadjem, omejenost uditeljske avtonomije, odsotnost nadzora nad glavnimi dejavniki
lastnega uspeha, pogoste nepravi¢ne in nemotivirajoce ocene, deprofesionalizacija
in feminizacija stroke, nezadostne spodbude za poklicno napredovanje in drugo.
2) Nezadostni ali zmanjsani delovni pogoji, ki vkljucujejo znacilnosti, kot so pogosto
neugledna in neprijetna delovna mesta, preveliki in zelo heterogeni razredi, stalno
povecevanje in razéirjanje programa, obremenjujoce naloge in pomanjkanje sredstev.
3) Ostali vidiki zmanjSevanja pomena uliteljskega poklica v javnosti, med katerimi
se izpostavlja, da je uciteljski poklic verjetno poklic, ki je najbolj izpostavljen javnemu
mnenju — vse to ga postavlja v poloZaj vecje izpostavljenosti kritikam in povecuje
druzbene posledice v primeru neuspeha in povprecnosti slabih uciteljev. 4) Ostali
dejavniki, pri ¢emer gre za dejavnike, ki so povezani z nezadovoljstvom ucencev s
Solo, reformami $olstva, agresivnostjo ucencev, v¢asih pa tudi starev, razumevanjem
uciteljskega poklica kot poklica druge vrste zaradi pomanjkanja mocnega »razredne-
ga zavedanja« (»conscience of class«) in moznosti dela za polovi¢ni delovni Cas ter

izgube tradicionalnega neposrednega monopola kot vira znanja.

Poudariti je treba tudi, da je pomanjkanje uciteljev zaskrbljujo¢ trend v veliko dr-
zavah, do katerega prihaja zaradi zmanj$anja Solske populacije, odhajanja iz uci-
teljskega poklica, po porocilu OECD (2005, str. 18) pa uciteljev najpogosteje pri-
manjkuje v drzavah, kjer uciteljski poklic ni ugleden, privlacen in kompetitiven. Ob

danes precej manjSem zadovoljstvu uciteljev z delom, kot je bilo neko¢, in trajnimi
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problemi z zaposlovanjem in zadrZevanjem uciteljev je cilj $tevilnih vladnih politik

izbolj$anje statusa uciteljev tako znotraj kakor tudi zunaj stroke.

Katere so torej implikacije predhodne analize za izboljsanje polozaja uciteljev v

stroki in druzbi? Kako prispevati k izbolj$anju polozaja in statusa uciteljev?

Rezultati raziskave, ki so jo opravili Fuller, Goodwyn in Francis-Brophy (2013),
kazejo na to, da ocene poulevanja (ocena »ulitelj z naprednimi spretnostmi«/
The Advanced Skills Teacher — AST, ki je bila uvedena kot sredstvo za pre-
poznavanje in nagrajevanje strokovnosti uciteljev, s katerimi se prepoznava in
nagrajuje izvrstnost v poucevanju, na pomembne nacine prispevajo k poklicni
identiteti ucitelja s pomodjo povecanega ob¢utka priznavanja, nagrade in zado-
voljstva pri delu. Rezultati tega raziskovanja sugerirajo tudi, da je prepoznava-
nje spretnosti in strokovnosti uiteljev ofitno pomembno za to, da ostanejo v
poklicu, saj to uspesnim uciteljem omogoca, da ostanejo tam, kjer Zelijo biti, to

pa je v ucilnici.

Radeka in Sori¢ (2006) opozarjata na dejstvo, da moramo, e Zelimo pozitivno
delovati na motivacijo uciteljev, s tem pa tudi na razvoj sodobne $ole na splo$no,
povecati njihovo zadovoljstvo pri delu oziroma izbolj$ati njihov Zivljenjski stan-
dard (z bolje razdelanim sistemom financiranja in nagrajevanja), graditi druzbeni
ugled uditeljskega poklica, izboljsati pogoje dela uciteljev in stalno izpopolnjevati

njihove uditeljske kompetence.

Avtorji Verhoeven, Aelterman, Rots in Buvens (2006) so z raziskovanjem javnega
mnenja o statusu uciteljev ugotovili, da ima uéitelj v Flandriji med ve¢ino Flandrij-
cev pozitivino podobo in da ucitelji lahko racunajo na visoko stopnjo spostovanja.
Verhoeven in sodelavci (2006) navajajo, da imajo ucitelji sami doloceno stopnjo
odgovornosti, saj je to spostovanje v glavnem v njihovih rokah, lahko pa ga tudi iz-
boljsajo. Isti avtorji izpostavljajo, da so zadovoljstvo z izobrazevanjem, blagostanje
ucencev, predpostavke o vlogi otrok in vzgojiteljev, sodelovanje in interes starSev
tisti vidiki, ki jih ucitelj lahko uresnici v odvisnosti od nacina, kako se ukvarja z
ucenci in njihovimi starsi. To je tudi nadin prispevka uciteljev k izpodbijanju mita,

da druzba do njih ne kaze spostovanja.

Pregled bomo sklenili s trditvijo Monteira (2015, str. 61), ki izpostavlja: »Izboljsa-
nje kakovosti uciteljskega poklica se zacenja ... na zacetku. Pri dolo¢anju kriterijev
za vstop v poklicno izobrazevanje in vrednotenju poklicnega dela bi bilo treba upo-
Stevati Cloveske kvalitete kandidatov za opravljanje poklica. Poleg selekcije kan-
didatov, izobrazevanja in evalvacije, izboljsanja kakovosti uciteljske stroke vklju-

¢uje tudi druge vidike njihovega poklicnega in druzbenega statusa, kot so delovni
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pogoiji, placa in mozZnosti razvoja kariere, pri tem pa ne smemo pozabiti tudi na

ustrezno vodenje Sole.«

Utitelji bi morali postati vzor poklicne odlicnosti, ki jo je treba, kot izpostavlja

Monteiro, razumeti kot izjemno povezovanje kakovosti, vrednot in znanja.

33 Namen empiri¢nega raziskovanja

Stevilni avtorji trdijo, da uciteljski poklic nima ve¢ takega ugleda, kakr$nega je imel
v preteklosti. V raziskavi smo poskusali ugotoviti, kaksna so stalis¢a samih osnov-
nosolskih uciteljev o ugledu uciteljskega poklica v druzbi in kako rangirajo stopnjo
ugleda osnovnosolskega ucitelja glede na ugled drugih poklicev, kot so vzgojitelj,
srednjesolski ucitelj, univerzitetni profesor, zdravnik, medicinska sestra, odvetnik,
podjetnik, novinar in gledaliski igralec. Zanimale so nas tudi razlike v odgovorih

med hrvaskimi in slovenskimi uditelji.

3.4 Metoda

Lestvico ugleda smo sestavili na podlagi pregleda teorije in dosedanjega raziskovanja
o ugledu u¢iteljev. Oblikovali smo osem trditev, ki sestavljajo lestvico ugleda. Vkljucili
smo $§tiri pozitivne in $tiri negativne trditve o ugledu uciteljev, ki so bile v vprasalniku
navedene izmeni¢no. Trditve se nanasajo tako na splo$no stalidce o ugledu uditeljev
in pomembnosti, ki jo ima uciteljevo delo za druzbo, kakor tudi na spostovanje in
odnos starsev, ucencev in medijev do uciteljev ter financni vidik poklica. U¢itelji so
ocenjevali svojo stopnjo strinjanja s trditvami na petstopenjski lestvici Likertovega
tipa (1 — sploh se ne strinjam, 2 — ne strinjam se, 3 — delno se strinjam, 4 — strinjam
se, 5 — popolnoma se strinjam). Glede na to, da niso vsi ucitelji izrazili svoje stopnje
strinjanja za vsako trditev, se Stevilo vseh uciteljev, ki so ocenili svoje strinjanje s po-
sameznimi trditvami, giblje od 1837 do 1813. Stevilo hrvaskih uciteljev, ki so ocenili
posamezne trditve, se giblje od 1076 do 1061 (od 58,6 % do 58,5 %), slovenskih pa
od 761 do 752 (od 41,1 % do 41,5 %). Tako hrvaski kot tudi slovenski ucitelji so
najpogosteje preskocili ocenjevanje strinjanja s trditvijo »Mediji obicajno prikazujejo
uditelje v negativni luci«, medtem ko so se najmanj izogibali ocenjevanju strinjanja s
splo$nimi trditvami, kot sta »Uciteljevo delo je med najpomembnejsimi v druzbi« in

»Uciteljski poklic ima nizek ugled v druzbi«.

Za preverjanje faktorske strukture in merskih karakteristik lestvice ugleda smo
opravili eksploratorno faktorsko analizo z metodo glavnih komponent z oblimin
rotacijo. Po Guttman-Kaiserjevem kriteriju (lastna vrednost je vedja od 1) in po

kriteriju Scree-testa smo ugotovili obstoj dveh faktorjev, od katerih prvi pojasnjuje
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28,33 %, drugi pa 17,15 % skupne variance. Dvofaktorsko strukturo smo dobi-
li tako na hrvaskem kakor na slovenskem podvzorcu. V tabeli 3.1 so prikazane
faktorske nasi¢enosti in komunalitete. Prvi faktor je nasicen s $tirimi izjavami, ki
opisujejo dejavnike, povezane z negativno percepcijo uliteljskega poklica (manjse
place, nizek ugled v druzbi, medijsko predstavljanje uciteljev v negativni ludi in
manj$e zadovoljstvo pri delu), in izjavo »U¢iteljevo delo je med najpomembnejsimi
v druzbi«. Drugi faktor je nasicen s $tirimi izjavami, ki vsebinsko najbolj ustrezajo
dejavnikom, povezanim s pozitivno percepcijo uciteljskega poklica (spostovanje
ulencev in stardev do uliteljev, reden zasluzek in finan¢na neodvisnost). Izjavo
»Utiteljevo delo je med najpomembnejsimi v druzbi« smo uvrstili v drugi faktor,
pri ¢emer smo dali prednost teoreti¢nemu klasificiranju izjave, ne pa empiri¢nim
rezultatom. Ta faktor kaze nizko zanesljivost: koeficient zanesljivosti tipa notranje
konsistence (Cronbach a) na celotnem vzorcu znasa 0,42. Glede na nizko zaneslji-
vost drugega faktorja smo v nadaljnji analizi uporabili samo prvi faktor, katerega
zanesljivost (Cronbach a) na celotnem vzorcu znasa 0,59, na podvzorcu hrvaskih
uciteljev 0,57 in 0,61 na podvzorcu slovenskih uciteljev. Za lestvico nizkega ugleda

je z linearno kombinacijo navedenih izjav izratunan skupni rezultat.

Tabela 3.1: Rezultati faktorske analize lestvice ugleda

Skupaj HR SLO
8 8 8
s B |51 % 3] % 5]
2 3 2 22 g £ 3 e
z g 5 z g = s 2 =
2,8 = 8.8 =] £.,8 =)
L T L B L
= g 3] = g 5] = g S
e M M

F1 F2 F1 F2 F1 F2

V wditeljskem poklicu so place slab-
Se kot v drugih enako zahtevnih 0,72 0,07 051 0,72 0,12 0,51 0,72 0,19 0,52
poklicih z enako stopnjo izobrazbe.

Uctiteljski poklic ima nizek ugled

o 0,71 -0,17 0,56 0,72 -0,15 0,57 0,70 -0,11 0,52
v druzbi.

Mediji obicajno prikazujejo ucitelie (o, 15 030 055 -011 033 0,59 -009 037
v negativni ludi.

Nizek ugled uciteljskega poklica vpli-

e A et s A 0,51 -0,24 0,36 0,48 -0,25 0,33 0,61 -0,17 0,43

Utiteljevo delo je med najpo- 051 037 034 052 033 034 034 049 031
membnej$imi v druzbi.

Ucenci spostujejo ucitelje. -0,02 0,81 0,66 -0,07 0,79 0,64 -0,11 0,78 0,64
Starsi spostujejo uditelje. -0,10 0,79 0,66 -0,10 0,79 0,66 -0,29 0,71 0,63

Uciteljski poklic omogoca redno

-0,05 049 0,25 0,03 0,54 0,29 -0,04 0,44 0,20

placo in finanéno neodvisnost.
Lastna vrednost 227 1,37 2,19 1,47 230 1,32
% pojasnjene variance 28,33 17,15 27,34 18,42 28,76 16,43
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Poleg tega smo ucitelje zaprosili, naj razvrstijo deset poklicev (osnovnosolski uci-
telj, srednjesolski ucitelj, vzgojitelj, univerzitetni profesor, zdravnik, medicinska
sestra, odvetnik, podjetnik, novinar in gledaligki igralec) glede na stopnjo ugleda
na lestvici od 1 do 10, pri ¢emer 1 pomeni najmanj spostovan poklic in 10 najbolj

spostovan poklic v druzbi.

Izhajali smo iz Hoylove (2001) trikomponentne definicije statusa poklica, po ka-
teri komponenta ugleda (Occupational Prestige) kaze na status, ki je opredeljen z
javnim mnenjem — javna percepcija relativnega polozaja poklica v hierarhiji po-
klicev. Nekateri ucitelji niso razvrstili vseh poklicev, tako da se numerus celotnega
vzorca giblje od 1844 do 1829. Na podvzorcu hrvaskih uéiteljev se Stevilo uciteljev,
ki so rangirali posamezne poklice, giblje od 1087 do 1077 (od 59,0 % do 58,9 %)
in v Sloveniji od 757 do 750 (od 41,1 % do 41,0 %). Tako v hrvagkem kakor tudi v
slovenskem podvzorcu je najve¢ uditeljev rangiralo svoj poklic — hrvaski uéitelji so
najpogosteje izpustili rangiranje stopnje ugleda univerzitetnega profesorja, sloven-

ski pa rangiranje stopnje ugleda medicinske sestre.

35 Rezultati in diskusija
3.5.1  Mnenja uciteljev o ugledu uciteljskega poklica

Ugotavljali smo, kaksna so mnenja osnovnosolskih uciteljev o ugledu uciteljskega
poklica. Pokazalo se je, da hrvaski ucitelji v primerjavi s slovenskimi ucitelji na
lestvici nizkega ugleda v povpredju dosegajo visji rezultat (M = 4,01 : M = 3,83),
razlike pa so se izkazale za statisticno pomembne. Iz tega izhaja, da imajo hrvasgki
ucitelji slabso percepcijo o svojem ugledu kot slovenski ucitelji.

Tabela 3.2: Deskriptivni podatki lestvice nizkega ugleda na skupnem, hrvaskem in

slovenskem vzorcu in razlike med Hrvasko in Slovenijo

Skupaj HR SLO
. 1794 1050 744
Min 1,50 1,50 2,00
Max 5,00 5,00 5,00 :ﬁf;ﬁ
M 3,94 4,01 3,83 Cohen d4-0.32
sD 0,59 0,57 0,59
o 0,59 0,57 0,61

#5<0,001
Pri drugem faktorju, ki je sestavljen iz izjav, povezanih s pozitivno percepcijo udi-

teljskega poklica, je bila doseZena prenizka notranja konsistenca, da bi bil upravicen

izra¢un skupnega rezultata. Vendar pa lahko pogledamo, ali se pojavljajo statisti¢no
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pomembne razlike pri ocenah stopnje ugleda za posamezne izjave, tako pozitivne kot
negativne, med hrvaskimi in slovenskimi uditelji, ki so prikazane v tabeli 3.3 poleg

deskriptivnih podatkov o ocenah ugleda na skupnem, hrvaskem in slovenskem vzorcu.

Pri trditvah, ki sestavljajo lestvico nizkega ugleda, so se kot statisticno pomembne
pokazale razlike med hrvaskimi in slovenskimi uéitelji pri vseh trditvah, razen pri eni:
»Nizek ugled uciteljskega poklica vpliva na slabse zadovoljstvo z delom.« V povpre-
&u se uditelji nagibajo k temu, da se strinjajo s trditvijo (povprena ocena za celoten
vzorec je 3,74). Uditelji celotnega vzorca se v najvedji meri strinjajo, da ima uciteljski
poklic nizek ugled v druzbi (M = 4,28), pri tem hrvaski ucitelji dosegajo statisticno
vi§je pomembno povpredje kot slovenski (M = 4,39 : M = 4,13). S tem se popolnoma
strinja ali strinja 85,6 % hrvaskih in 77,2 % slovenskih uciteljev. Iz povpre¢ne ocene
je razvidno strinjanje s trditvijo, da so v uéiteljskem poklicu nizZje place kot v drugih
enako zahtevnih poklicih z enako stopnjo izobrazbe (M = 4,23). Pri tej trditvi hrvaski
ucitelji dosegajo najvisji povprecni rezultat in se statisticno pomembno razlikujejo od
slovenskih uciteljev (M = 4,42 : M = 3,97), kar je verjetno posledica slabse ekonomske
situacije na Hrvaskem in dejansko niZjih povpre¢nih pla¢ osnovnosolskih uciteljev.
S to trditvijo se popolnoma strinja 58,1 % in strinja 30,2 % hrvaskih uciteljev. Tudi
slovenski uditelji se v povpredju strinjajo, da so slabse placani v primerjavi z enako
zahtevnimi poklici: 29,6 % se s trditvijo popolnoma strinja, 41,4 % pa se strinja. V
zvezi s tem je treba izpostaviti, da z odstotkom BDP, ki ga Republika Hrvaska name-
nja za izobrazZevanje in znanstvenoraziskovalno dejavnost, precej zaostaja za povpredji
EU in ne uposteva njenih priporocil in smernic. Tako povpredje EU za izobraze-
vanje zna$a priblizno 4,5 % BDP, medtem ko je hrvasko 3,5 %, povpredje EU za
znanstvena raziskovanja je ve¢ kot 2,5 %, medtem ko je hrvasko priblizno 0,7 %. Po
podatkih Instituta za razvoj izobrazevanja (2015) Slovenija za izobrazevanje namenja
5,7 % svojega BDP, kar jo uvrs¢a med prvih 15 drzav Evropske unije po vlaganjih v
izobrazevanje. V tem smislu je treba poudariti, da o tem govorijo tudi glavne zahteve
oziroma priporocila Unesca (2015), po katerih bi drzave morale zagotoviti najmanj 6
% BDP za izobrazevanje, kar bo v veliko drzavah sele treba uresniciti. Med dejavniki,
ki neugodno vplivajo na druzbeni polozaj in status uditeljskega poklica, se pogosto $e
posebej izpostavljajo nizke plade uditeljev (npr. Hargreaves in Goodson, 1996; Hoyle,
2001; Hargreaves in sodelavci, 2006; Radeka in Sori¢, 2006; Vrgo¢, 2012; Monteiro,
2015), v pricujodi raziskavi pa smo ugotovili, da je taka tudi percepcija samih osnov-

nosolskih uditeljev.

Slovenski uéitelji v primerjavi s hrvaskimi dosegajo statisticno pomembno visjo
stopnjo strinjanja s $e eno trditvijo na lestvici nizkega ugleda. Slovenski ucitelji

se namre¢ v vedji meri strinjajo s trditvijo, po kateri mediji ucitelje najpogosteje
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prikazujejo v negativni lu¢i (M = 3,56 : M = 3,44). Polovica slovenskih uciteljev
(49,8 %) se strinja ali se popolnoma strinja s trditvijo, da mediji ucitelje najpogo-
steje prikazujejo v negativni luci, medtem ko se s to trditvijo strinja 41 % hrvaskih
uciteljev. Tukaj se postavlja vprasanje, kaj lahko ucitelji sami storijo za izboljsanje

svojega ugleda v druzbi v smislu promoviranja lastnega statusa in profesionalizma.

Med pozitivnimi trditvami o ugledu uciteljev se na ravni celotnega vzorca v najvedji
meri strinjajo s tem, da je delo ucitelja med najpomembnej§imi v druzbi (M = 4,15),
kar je v skladu s pricakovanji. S to trditvijo se pomembno bolj strinjajo hrvaski kot
pa slovenski ucitelji (M = 4,25 : M = 4,01). S tem se namre¢ popolnoma strinja kar
53,9 % hrvaskih uciteljev in samo 38,2 % slovenskih. Nekoliko manjse je strinjanje
vseh uditeljev s trditvijo, da uciteljski poklic omogoca reden zasluzek in finan¢no
neodvisnost (M = 3,32), Ceprav je velina uciteljev iz vzorca zaposlenih za nedolocen
¢as. Delez uditeljev, zaposlenih za dolocen ¢as, ki so izpolnjevali vprasalnik, je samo
med 12 in 13 %. Tudi tu se kazejo statisticno pomembne razlike med hrvaskimi in
slovenskimi uditelji, kar spet verjetno lahko pripiSemo slabsi ekonomski situaciji na
Hrvaskem. Prvi v manjsi meri menijo, da uciteljski poklic omogoca reden zasluzek
(M =3,10 : M = 3,62). Najvec slovenskih uciteljev (44,9 %) se s to trditvijo strinja,
medtem ko se najve¢ hrvaskih uciteljev (47,2 %) s to trditvijo delno strinja.

V celotnem vzorcu se ucitelji najmanj strinjajo s trditvijo, da starsi spostujejo uci-
telje (M = 2,66), in trditvijo, da ucenci spostujejo ucitelje (M = 2,91). Spet se ka-
Zejo pomembne razlike med hrvaskimi in slovenskimi ucitelji. V obeh primerih se
slovenski uditelji v povpredju bolj strinjajo s tem, da starsi (M = 2,71 : M = 2,62)
in ucenci (M = 3,00 : M = 2,85) spostujejo uditelje. Kar 35,9 % hrvaskih uciteljev
se sploh ne strinja ali ne strinja s tem, da star§i spostujejo ucitelje, medtem ko je
med slovenskimi ucitelji takih 30,4 %. 24,4 % hrvaskih uciteljev se sploh ne strinja,
da ucenci spostujejo ucitelje, medtem ko je med slovenskimi ucitelji takih 17,7 %. V
tem kontekstu naj omenimo Verhoevna in sodelavee (2006), ki izpostavljajo, da je
dolocena stopnja odgovornosti za ugled v druzbi v rokah samih uditeljev, in da lah-
ko s svojim profesionalnim delovanjem zagotovo prispevajo k ve¢jemu spostovanju
ucencev in starSev do njih in njihovega dela ter na ta nacin pomagajo izpodbiti mit o

tem, da druzba ne kaze spo$tovanja do uciteljev.

Hrvaski uditelji se v vedji meri kot slovenski strinjajo s tem, da je delo ucitelja med
najpomembne;jsimi v druzbi, medtem ko po drugi strani v $e vedji meri ocenjujejo, da
ima delo ucitelja nizek ugled v druzbi in je slabse plac¢ano od ostalih enako zahtevnih
poklicev. Po drugi strani pa se hrvaski ucitelji v manj$i meri kot slovenski strinjajo s
tem, da jim njihov poklic omogoca reden zasluzek in finanéno neodvisnost, ter da jih

star$i in ucenci spostujejo. V zvezi s tem je mogoce sklepati, da ima uciteljski poklic v
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oceh hrvaskih osnovnosolskih uciteljev nizji ugled v druzbi kakor pa v oéeh sloven-
skih osnovnosolskih uditeljev. To je na neki na¢in v nasprotju s statistiéno pomembno
vi§jimi ocenami hrvaskih uciteljev o lastni usposobljenosti na stirih podrogjih poklic-
nega delovanja uditeljev: pri sodelovanju s starsi, vzpostavljanju konstruktivnega di-
aloga s svojimi kolegi, analizi dobrih in $ibkih plati svojega vzgojno-izobrazevalnega
dela ter vzpostavljanju partnerskega sodelovanja z ostalimi $olami in ustanovami ter
razliénimi strokovnjaki. Hkrati torej ocenjujejo, da so dobro usposobljeni za svoje
poklicno delovanje, vendar pa jih drugi ne priznavajo dovolj glede na to, koliko sami
mislijo, da bi morali biti priznani. Omenjeno nasprotje je vidno tudi pri slovenskih

uciteljih, vendar je izrazeno v manjsi meri.

35.2  Ugled uciteljskega poklica v primerjavi z drugim poklici

Zanimalo nas je, kako osnovnosolski uditelji rangirajo ugled svojega poklica v pri-
merjavi z ugledom drugih poklicev. V tabeli 3.4 so prikazani deskriptivni podatki
rangiranja poklicev v odvisnosti od stopnje ugleda na skupnem, hrvaskem in sloven-
skem vzorcu ter rezultati t-testa za neodvisne vzorce, s katerim smo preverjali stati-

sti¢no pomembnost razlik med povpre¢nimi rangi hrvaskih in slovenskih uciteljev.

Tabela 3.4: Deskriptivni podatki rangiranja poklicev v odvisnosti od stopnje ugleda na
skupnem, hrvaskem in slovenskem vzorcu ter razlike med povprecnimi rangi hrvaskib

in slovenskih uciteljev

Skupaj Hrvaska Slovenija

n M SD n M SD n M SD t df Cohend
S;i?e‘;jv“ogom“ 1844 3,75 2,51 1087 3,61 2,60 757 3,94 236 -2,90% 1717 0,14
Srednjesolski o
el 1837 4,69 1,87 1083 4,55 1,95 754 4,89 1,73 -3,95* 1731 0,19
Vzgojitelj 1833 3,44 2,74 1080 3,41 2,71 753 347 2,79 -042 1831
Univerzitetni 1000 (3 196 1077 632 1,99 752 645 1,02 -245° 1827 0,11
profesor
Zdravnik 1837 7,97 2,80 1082 7,85 2,73 755 8,14 2,88 -2,22* 1835 0,10
?f:t‘j:‘mk“ 1831 445 2,46 1081 4,76 2,28 750 4,00 2,63 6,40™ 1460 0,33
Odvetnik 1839 7,68 2,73 1084 7,70 2,63 755 7,64 2,87 045 1532
Podjetnik 1838 6,88 2,60 1084 7,07 2,68 754 6,62 2,47 3,64 1836 0,17
Novinar 1837 5,11 2,12 1083 5,01 2,26 754 526 1,91 -2,56* 1765 0,12
Gledaliskd 1836 5,17 2,37 1082 523 2,35 754 508 2,40 137 1834
igralec
*p<0,05
*p<0,01
#0<0,001
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Tako hrvaski kot slovenski ucitelji glede na ugled v druzbi v povpredju najvigje
rangirajo poklic zdravnika, s tem da ima ugled zdravnika na slovenskem podvzorcu
v primerjavi s podvzorcem hrvaskih uditeljev §e pomembno visji povpreéni rang
(M = 8,14 : M = 7,85). Na drugo mesto se po stopnji ugleda uvrsca poklic odve-
tnika, tako med slovenskimi kakor tudi med hrvaskimi uéitelji, pri tem pa med
njimi ni ve¢jih razlik. Presenetljivo je, da se na tretje mesto po stopnji ugleda tako
med hrvaskimi kot med slovenskimi u¢itelji uvrs¢a poklic podjetnika, s tem da na
hrvaskem podvzorcu zavzema pomembno visji povpredni rang (M = 7,07 : M =
6,62). Dobljeni rezultati morda sploh niso tako presenetljivi v vse bolj potro§nisko
usmerjeni druzbi, v kateri se dober ekonomski status in materialne dobrine uvr-
$¢ajo visoko na lestvici vrednot. Po ocenah osnovnosolskih uéiteljev se poklic uni-
verzitetnega profesorja uvrica Sele na etrto mesto in pri tem zavzema malo boljsi

polozaj med slovenskimi ucitelji v primerjavi s hrvaskimi (M = 6,45 : M = 6,23).

Na sredino lestvice stopnje ugleda se tako med hrvaskimi kot med slovenskimi
ucitelji uvrs¢ata poklica gledaliskega igralca in novinarja, pri tem pa ima med slo-
venskimi u¢itelji malo boljsi polozaj novinar (M = 5,26 : M = 5,01), kar morda celo
preseneca glede na to, da se slovenski ucitelji v vedji meri strinjajo s trditvijo, da

mediji uéitelje najpogosteje prikazujejo v negativni luci.

V spodnji del lestvice ugleda raznih poklicev so se pricakovano uvrstili poklici:
srednjesolski ucitelj, medicinska sestra, osnovnosolski ucitelj in na zadnje mesto
vzgojitelj. Zanimivo je, da so hrvaski ucitelji vi§je ocenili stopnjo ugleda poklica
medicinske sestre v primerjavi s srednjesolskim uciteljem (M = 4,76 : M = 4,55),
medtem ko so slovenski ucitelji ravno obratno v povpreéju visji rang pripisali pokli-
cu srednjesolskega ucitelja, ne pa medicinski sestri (M = 4,89 : M = 4,00). Glede na
to so se pokazale statisti¢no pomembne razlike med obema podvzorcema. Hrvaski
in slovenski uditelji so v povpredju najnizje rangirali ugled poklica vzgojitelja, med-
tem ko so na drugo mesto postavili svoj poklic, pri tem pa ima poklic osnovnosol-

skega uditelja malo boljsi povprecen rang v slovenskem podvzorcu v primerjavi s

hrvaskim (M = 3,94 : M = 3,61).

Po pricakovanjih so hrvaski ucitelji, enako kot slovenski, po stopnji ugleda najvisje
rangirali poklic zdravnika, ki mu sledita poklic odvetnika in podjetnika. Poklic uni-
verzitetnega profesorja se po stopnji ugleda uvrsca Sele na Cetrto mesto. V spodnji
del lestvice ugleda so tako hrvaski kot slovenski ucitelji uvrstili poklica vzgojitelja in
osnovnosolskega uditelja. Tretje mesto spodnjega dela lestvice ugleda med hrvagki-
mi uéitelji zavzema srednjesolski ucitelj, medtem ko pri slovenskih to mesto zavze-
ma medicinska sestra. Monteiro (2015) trdi, da je polozaj poklica znotraj hierarhije

poklicnega ugleda v druzbi rezultat ponujene vrednosti storitve in profesionalnega
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statusa. Najvisja raven profesionalnosti se pri tem nanasa na poklice, ki imajo naj-
vedjo druzbeno pomembnost, odgovornost in prepoznavnost. Sami osnovnosolski
ucitelji v nasi raziskavi te znacilnosti v ve&ji meri pripisujejo poklicu zdravnika, odve-
tnika in podjetnika kakor pa poklicu univerzitetnega profesorja, gledaliskega igralca,

novinarja, srednjesolskega uditelja in ostalim vkljucenim poklicem.

3.6 Sklep

Vprasanje ugleda uciteljev je pritegnilo pozornost veliko raziskovalcev po vsem svetu.
Pri pregledu raziskovanj v razli¢nih drzavah je mogoce opaziti, da se to vprasanje raz-
iskuje z ve¢ perspektiv: kako sami ucitelji vidijo svojo stroko in kako jo vidijo drugi.
V nasi $tudiji nas je zanimalo, kako status dozivljajo sami ucitelji — ocenjevali so svoje
strinjanje z nekaterimi stali$¢i, povezanimi z ugledom uciteljskega poklica v druzbi,
in kako jih, po njihovem mnenju, vidijo u¢enci in starsi, ki se z njihovim delom naj-
pogosteje in najbolj neposredno srecujejo. Pri tem nismo mogli izpustiti ocene vloge

medijev, ki na dolo¢en nacin soustvarjajo ugled uciteljskega poklica v druzbi.

Pri vseh trditvah v zvezi z oceno ugleda so se pokazale statisticno pomembne razlike
med hrvaskimi in slovenskimi uditelji, razen pri trditvi »Nizek ugled uciteljskega po-
klica vpliva na slabse zadovoljstvo z delom.« Hrvaski uditelji se v najvedji meri strinjajo
s trditvijo, da so place v uciteljskem poklicu manjse kakor v drugih podobnih poklicih,
medtem ko je pri slovenskih uciteljih najvedja stopnja strinjanja s trditvijo, da ima
uciteljski poklic nizek ugled v druzbi, Ceprav je njihova povpre¢na ocena strinjanja Se

vedno statisticno pomembno nizja v primerjavi s povpre¢no oceno hrvaskih uciteljev.

Predhodno omenjena trditev je med hrvaskimi ucitelji uvrséena na drugo mesto od
vseh ponujenih trditev. Hrvaski uditelji v manjsi meri od slovenskih kazejo svoje
strinjanje s tem, da jim uciteljski poklic omogoca reden zasluzek in finan¢no ne-
odvisnost ter da jih star$i in uéenci spostujejo. V zvezi s tem se vsiljuje sklep, da
ima uéiteljski poklic v o¢eh hrvaskih osnovnosolskih uciteljev nizji ugled v druzbi
kakor pa v oceh slovenskih osnovnosolskih uditeljev. Poudariti je treba tudi, da so
hrvaski ucitelji svojo usposobljenost na raznih podro¢jih poklicnega delovanja oce-
nili precej visje kot slovenski, hkrati pa menijo, da njihovega dela drugi ne prizna-
vajo dovolj v primerjavi s tem, koliko bi po njihovem mnenju moralo biti priznano.

Podobna teznja se pojavlja tudi pri slovenskih uciteljih, vendar je manj izrazena.

Poleg navedenega nas je zanimalo tudi, kako ucitelji ocenjujejo svoj poklic v pri-
g g J ) J juje) ] P P

merjavi z nekaterimi drugimi poklici — s tistimi, za katere je potrebna podobna sto-
pnja izobrazbe, kakor tudi s takimi, za katere je potrebna niZja stopnja izobrazbe,

v primerjavi s poklici, ki so bolj prepoznavni v druzbi (npr. gledaliski igralec), ali v
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primerjavi s poklici, s katerimi se sre¢ujemo v pomembnih situacijah, ko gre za nase
zdravije, tj. kako ucitelji vidijo pomembnost poklicev, ki zahtevajo vi§jo izobrazbo,
na primer univerzitetni profesor ali zdravnik. Skladno s pri¢akovanji so rezultati
pokazali, da tako hrvaski kakor tudi slovenski uéitelji po stopnji ugleda najvisje
rangirajo poklic zdravnika, zatem odvetnika in podjetnika. Poklic univerzitetnega
profesorja je po stopnji ugleda uvriéen 3ele na Cetrto mesto (najvisje od pedagoskih
poklicev). V spodnji del lestvice ugleda sta pri hrvagkih in slovenskih uc¢iteljih uvr-
$¢ena poklica vzgojitelja in osnovnogolskega ucitelja. Tretje mesto spodnjega dela
lestvice ugleda med hrvaskimi uditelji zavzema srednjesolski ucitelj, medtem ko pri

slovenskih to mesto zavzema medicinska sestra.

Dobljene rezultate nase raziskave potrjujejo tudi rezultati drugih raziskav (npr.
Symeonidis, 2015), po katerih status u¢itelja variira, odvisno od sektorja izobraze-
vanja. Splo$na percepcija poklicnega statusa ucitelja v vseh izobrazevalnih sektor-
jih, razen v visokem izobraZevanju, je »povpre¢nac. Nizji status se pogosteje perce-
pira za podrodje predsolske vzgoje ter strokovnega izobrazevanja in izobrazevanja
pomoznega uénega osebja. Vzgojiteljem, uditeljem v strokovnem izobrazevanju in
pomoznemu uénemu osebju se pripisuje nizji poklicni status v primerjavi z dru-
gimi sektorji, $e posebej z visokim izobrazevanjem. Znano je, da v predsolskem
in osnovno$olskem izobrazevanju prevladujejo Zenske, raziskave pa so ugotovile
povezanost poklicnega statusa in pla¢ kot tudi povezanost med feminizacijo uci-

teljskega poklica, nizkim statusom in nizjimi placami.

Zanimivo bi bilo ugotoviti tudi, kako drugi vrednotijo delo uditeljev in njihov
ugled. Imamovi¢ (2014) je na vzorcu slovenskih uditeljev ugotovila, da so udite-
lji sami sebe na lestvici pomembnosti poklicev uvrstili nizje, kakor so jih uvrstili
stardi ucencey, ki jih poucujejo. To je podatek, ki je vreden premisleka o tem, kako
ucitelji dozivljajo svoj polozaj v druzbi in kolik§no pomembnost mu pripisujejo.
Zaskrbljujoce je morda ravno dejstvo, da se tako hrvaski kot slovenski ucitelji v nasi
raziskavi najmanj strinjajo s tem, da jih spostujejo ucenci, ki so prvi »uporabniki«

njihovega znanja.

Eno osrednjih in odprtih vprasanj, ki se vsiljujejo v vseh predhodno obravnavanih
ugotovitvah, je vprasanje, s katerimi ukrepi bi bilo mogoce izboljsati status uciteljev
v druzbi. Pojavlja se tudi vprasanje, v kolik$ni meri uéitelji cenijo svoj poklic — in ali
bi bili rezultati drugaéni, ¢e bi jih vprasali o njihovih osebnih lestvicah rangiranja,

in kam bi v tem primeru uvrstili u¢iteljski poklic.

V porodilu Svetovne zveze zdruzenj in sindikatov v izobrazevanju (Education

International) (Symeonidis, 2015, str. 12-13) se v zvezi z izboljsanjem statusa
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uciteljev in uciteljskega poklica izpostavljajo naslednje prioritete pri oblikovanju
izobrazevalnih politik: 1) Izboljsati plae in pogoje dela, ki se kazejo kot najbolj
kriti¢ni dejavniki, ki vplivajo na poklicni status in osebno samospostovanje ucite-
liev. 2) Zagotoviti visoko kakovost izobrazevanja uciteljev, moznosti poklicnega
razvoja in perspektivne kariere. 3) Zagotoviti akademsko svobodo, avtonomijo in
sodelovanje pri odlocanju. 4) Zagovarjati mocan sistem javnega izobrazevanja v
lokalnih skupnostih. 5) Vzdrzevati reden dialog med izobrazevalnimi zdruZeniji in

vlado ter spodbujati sodelovanje uéiteljev pri razvoju izobrazevalnih politik.

Naj na koncu na kratko omenimo, kaj izpostavljajo izobrazevalni analitiki pri
pojasnjevanju izrednega finskega izobrazevalnega uspeha. Veéina analitikov (npr.
Sahlberg 2010; 2012) opaza, da imajo pri tem klju¢no vlogo odli¢ni ucitelji. Od

uspesnih finskih praks je treba omeniti:

*  Razvoj programov za izobrazevanje uditeljev, ki temeljijo na raziskovanju in
pripravljajo ucitelje na poznavanje uéne vsebine, pedagogike, didaktike in psi-
hologije, prav tako pa jih usposabljajo za raziskovalno delo pod mentorskim
vodstvom strokovnjakov.

*  Pomembno finanéno podporo za izobrazevanje uditeljev, njihov poklicni ra-
zvoj, ustrezno in pravi¢no placo ter spodbudne delovne pogoje.

*  Ustvarjanje cenjenega poklica, v katerem imajo ucitelji ustrezno avtoriteto in
strokovno avtonomijo, vklju¢no z odgovornostjo za evalvacijo kurikula in u¢-

nih dosezkov ucencev, kar jih vodi k stalni analizi in izpopolnjevanju prakse.

Pricakovati je treba, da bodo dinami¢ne spremembe, ki se dogajajo v nasem okolju,

spodbudile potrebno delovanje v tej smeri.
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4 Uciteljeva strokovna usposobljenost
kot napovedovalec njegovih prepricanj
o samoreguliranem ucenju

Darko Loncari¢

4.1 Samoregulirano ucenje

Samoregulirano ucenje se najpogosteje opredeljuje (Zimmerman, 2002) kot samo-
stojna oblika ucenja, ki je dolocena s specifiénim vzorcem metakognitivnih (nacr-
tovanje, postavljanje ciljev, organizacija, samonadzor, samovrednotenje), motivacij-
skih (intrinzi¢na motivacija, samoucinkovitost ter atribucije uspeha in neuspeha)
in vedenjskih elementov (izbira, strukturiranje in ustvarjanje okolja, ki je optimal-
no spodbudno za uéenje).

Opisa in definicije samoreguliranega ucenja na konceptualni ravni ni lahko ra-
zumeti, niti prevesti na strokovno raven, uporabno za ucitelje. Pri komunikaciji
z ufitelji se je pokazalo kot uporabno, ¢e jim ¢im bolj natan¢no opiSemo primer
idealnega samoreguliranega ucenca, ki ga lahko prepoznajo pri svojem vsakda-
njem delu. Pri predstavljanju modela, ki razlikuje proaktivno in obrambno samo-
uravnavanje ucenja, Lonéari¢ (2013) opisuje proaktivno samoreguliranega ucenca
kot ucenca, ki: ve, kaj hoce, in aktivno i$¢e nacine, kako to doseci; sam izbira in
ustvarja priloznosti in situacije za ucenje; uporablja strategije za napredovanje in
jih prilagaja/spreminja, ¢e niso uc¢inkovite; se uspe$no sooca s problemi in se izo-
giba oviram; je intrinzi¢no motiviran; spremlja svoj napredek in se ne primerja z
drugimi; uspeh in neuspeh povezuje z lastnim trudom; neuspeha ne dozivlja kot
katastrofo in ne i§¢e opravi¢il v zunanjih dejavnikih; pridobivanje novih znanj in
spretnosti je zanj ve¢ja nagrada od pohvale; nagrajuje se za uspeh in se spodbuja
v situacijah, ki predstavljajo izziv; sam vrednoti lastno izvedbo in dosezke po
lastnih standardih.

V tem, kakor tudi v vecini drugih prispevkov o samoreguliranem ucenju, je po-
udarek na proaktivnem samouravnavanju ucenja. Obstajajo tudi drugi, manj
raziskani vzorci uéenja. Loncari¢ (2008, 2011, 2013; Loncari¢ in Peklaj, 2008)
opisuje tudi ucenca z obrambnim vzorcem samoregulacije kot uéenca, ki: Zeli samo
dobre ocene ali pozitivne ocene in pri tem uporablja nedovoljena sredstva, kot je
prepisovanje; zeli koncati Solo ali $tudij z minimalnim vloZenim trudom in nega-
tivno vrednoti akademski dosezek, da mu slab uspeh ne bi pokvaril samosposto-
vanja; Zeli narediti dober vtis na druge in pocne vse, da bi se izognil situacijam,

v katerih bi se lahko izkazalo, da Cesa ne zna ali ne more narediti; drugim se Zeli
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prikazati kot sposoben in se nofe osramotiti; v situaciji neuspeha lastno samo-
spo$tovanje ohranja z omalovazevanjem akademskih ciljev in neuspeh pripisuje

zunanjim dejavnikom.

Model predvideva se tretji, za akademske in zdravstvene rezultate najslabsi vzo-
rec depresivnega samouravnavanja, naucene nebogljenosti ali popolnega poman;j-
kanja prizadevanja za doseganje ciljev ali samoza$litnega vedenja in kognicij
(Loncari¢, 2011). Taki uenci se ne branijo pred neuspehom in negativno (samo)
evalvacijo. Sami sebe negativno vrednotijo in imajo nizko samospostovanje; pa-
sivni so, ker so prepri¢ani, da ne morejo storiti nicesar, da bi jim uspelo, kar

privede do popolnega izostanka proaktivnega ali obrambnega samouravnavanja.

Tudi drugi avtorji so imeli potrebo, da bi v strokovni komunikaciji z ucitelji
¢im bolj jasno opisali lastnosti in vedenja samoreguliranega ucenca in jim tako
priblizali ta teoreti¢ni konstrukt. Na primer pri merjenju prepricanj uciteljev o
samoreguliranem ucenju se je Lombaertsu, DeBackerju, Engelsu, van Braaku in
Athanasou (2009, str. 90) zdelo nujno, da opisejo konstrukt samoreguliranega
ucenja s pomocjo zgodbe (Priloga 1): »Ucenje samoregulacije lahko primerjamo
z voznjo in upravljanjem kolesa. Predstavljajte si ucenca, ki upravlja kolo. Lahko
in mora se odlo¢iti o veliko stvareh: kam iti, kako hitro voziti, katero cesto iz-
brati. [...] Samoregulirano ucenje lahko opisemo s podobnimi izrazi. Popolnoma
samoreguliran uéenec: doloca, kaj se Zeli uciti (kam zeli iti); ugotavlja, kaj vse
potrebuje (zbira informacije); razvija nalrt, kako bo obvladal u¢no nalogo (do-
lo¢a potek voznje); doloca ritem dela (kako hitro Zeli voziti); odlo¢a, kako se bo
ucil (izbira ceste); redno spremlja napredek (nadzor); prilagaja, dokler ne doseze

zelenih rezultatov.«

Paradigma samoreguliranega ucenja (Bockaerts, 1997) se za del svoje priljublje-
nosti lahko zahvali jasnemu upiranju zgodovinsko dominantnemu pristopu v iz-
obrazevanju, po katerem je ucenec pasiven sprejemnik informacij. Po tem videnju
procesa ucenja in poudevanja uenec reagira na metode poucevanja in okolje, ki ga
informira, mu postavlja cilje, ga usmerja in vodi ter ekstrinzi¢no motivira. V okviru
tega pristopa se od ucenca v glavnem zahteva, da reproducira naudeno. Stevilni
problemi, ki izhajajo iz tega pretirano reguliranega in reaktivnega pristopa k iz-
obrazevanju, so usmerili pozornost raziskovalcev v samoregulirane in proaktivne
modele ucencevega osebnega procesa ucenja. Paradigma samoreguliranega ucenja
ucitelja postavlja v polozaj oblikovalca okolja, ki je ukrojeno po potrebah indivi-
dualnega ucenca in ki je spodbudno za intrinzi¢no motivirano, samoregulirano
ucenje. Pri tem se precejen del odgovornosti prepus¢a ucencu, ki upravlja osebni

proces odkrivanja in formuliranja lastnih ciljev ter spremlja napredek, dokler ne
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doseze cilja. Podpora ucitelja je zvedena v glavnem na individualiziran pristop k
vsakemu ucéencu ter formalno in vsebinsko organiziranje okolja in procesa ucenja.
Okolje in procese ucenja je pri tem treba organizirati tako, da ucenec lahko deluje
samostojno, pa tudi v sodelovanju z uéiteljem in drugimi ucenci, s katerimi ure-
snicuje rezultate ucenja tako, da se ukvarja z zanj osebno ustreznimi nalogami, ob

samoevalvaciji lastnega napredka in dosezkov.

4.2 Vztrajne zablode o samoreguliranem ucenju

Kot vsaka nova pobuda, ki se upira dominantnim in zakoreninjenim stalis¢em,
mora tudi samoregulirano ucenje prenasati kritike, ki se s¢asoma izkazejo za neu-
temeljene. V pri¢ujo¢em prispevku se bomo usmerili na dve zablodi, ki preprecu-
jeta §irSe sprejemanje modela samouravnavanja ucenja. Zaradi napa¢ne domneve,
da otroci v zgodnjem $olskem in predSolskem obdobju ne morejo samoregulirati
osebnega procesa ucenja, je najvecje Stevilo raziskav opravljenih na adolescentih in
odraslih osebah (Perry, Phillips in Dowler, 2004). V nasprotju s tem preprianjem
Stevilne raziskave kaZzejo, da otroci uspes$no razvijajo spretnost samouravnavanja
med zgodnjim $olanjem (Bronson, 2000; Zimmerman, Bonner in Kovach, 1996)
in da celo predsolski otroci in otroci razrednega pouka lahko uspesno nacrtujejo,

nadzorujejo in samovrednotijo lastni proces ucenja pri obvladovanju zapletenih
nalog (Martinez-Pons, 2002; Neuman, 1996; Turner, 1995; Perry, 1998; Perry in
Van de Kamp, 2000).

Druga zabloda je, da za samoregulirano ucenje sploh ni potreben ucitelj in da
uciteljeva prepricanja, lastnosti in kompetence niso pomembne sestavine samore-
guliranega ucenja. Ravno nasprotno temu morajo ucitelji razviti nove kompetence,
da bi postali uspesni oblikovalci okolja za samoregulirano ucenje, pri ¢emer to
okolje ne vkljucuje ve¢ samo ucilnice, temvec se §iri tako v prostorskem kakor tudi
v informacijskem smislu na obsolske, druzinske dejavnosti in virtualne prostore, ki
jih omogoc¢a uporaba informacijsko-komunikacijske tehnologije. U¢encevo okolje
vkljucuje tudi uéitelja z vsemi njegovimi lastnostmi in kompetencami ter spret-
nostjo, da ucencu sporoca, da mu zaupa in ga spodbuja za samostojno, razisko-
valno uéenje. Kot del u¢encevega okolja mora ucitelj u¢encu s svojim delovanjem
jasno sporocati absolutno spo§tovanje njegovih posebnih potreb. To je se posebej
pomembno za pozitiven razvoj ucencevega obcutka samoucinkovitosti (Pajares,
1997). Vloga uditelja se najbolj izrazi skozi moznost poucevanja samouravnavanja
ucenja (Zimmerman, 2002) kot osnovne kompetence, ki jo mora razviti vsak uce-

nec, da bi postal vseZivljenjski ucenec.
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4.3 Prepricanja in usposobljenost uciteljev

Prvi korak k spremembi je osebno prepricanje, da je sprememba potrebna. V tem
smislu so prepricanja uciteljev klju¢na za sprejemanje nacel samoreguliranega uce-
nja in njihovo vkljucevanje v uéni proces. Veliko $tevilo raziskav opozarja na po-
membnost prepri¢anj uditeljev in njihovih epistemoloskih prepri¢anj o znanju in
spoznanju (Calderhead, 1996; Errington, 2004; Fang, 1996; Hofer in Pintrich,
1997; Kagan, 1992; Nespor, 1987; Richardson, 1996). Kljub temu pa so nekateri
avtorji izpostavili problem v konceptualizaciji prepricanj uciteljev (Pajares, 1992).
Ceprav so prepricanja tesno povezana z znanjem (Verloop, Van Driel in Meijer,
2001), imajo posebno vlogo filtri, skozi katere interpretiramo nove informacije in
dozivljaje in zato delujejo kot posrednik, kljucen za spremembo vedenja (Ertmer,
2005; Smith in Croom, 2000). Nekateri avtorji so se usmerili v raziskovanje pove-
zav med prepricanji uciteljev in njihovim konkretnim vedenjem (Pearson, 1985).
Razli¢ni avtorji so proucevali tudi podro¢no specifi¢na prepricanja uciteljev na po-
dro¢ju informacijsko-komunikacijske in izobrazevalne tehnologije (Antonietti in
Giorgetti, 2006; Ertmer, 2005), naravoslovja (Bryan in Atwater, 2002) ali matema-
tike (Warfield, Wood in Lehman, 2005).

Prepricanja uciteljev so izredno pomembna v uénem procesu in za doseganje iz-
obrazevalnih rezultatov, zato so raziskovalci posebej raziskali vpliv izobrazevanja
bodo¢ih uditeljev na njihova prepricanja o ucenju in poucevanju (Tatto, 1998). V
vegje Stevilo raziskav so bili kot udelezenci vkljuceni tudi univerzitetni predavatelji
ali $tudenti raznih strok, ki se ob osnovni stroki dodatno izobrazujejo za uciteljski
poklic (Kane, Sandetto in Heath, 2002; Errington, 2001). Manjse $tevilo raziskav
je bilo usmerjeno na $tudente pedagoskih programov, ki se pripravljajo za delo na
razredni stopnji osnovne $ole ali v predsolski vzgoji in izobrazevanju (Goodman,
1988; Hart, 2002; Klien, 1996; Minor, Onwuegbuzie, Witcher in James, 2002;
McDiarmid, 1990; Hermans, van Braak in Van Keer, 2008). Nekatere raziskave
pa so poskusale hkrati zajeti prepricanja ucencev in uditeljev o razvojno ustrezni

izobrazevalni praksi (Smith in Croom, 2000).

Glede na to, da se prepricanja uciteljev v glavnem oblikujejo med zacetnim izo-
brazevanjem, je zanimivo vprasanje, v koliksni meri se ucitelji ¢utijo usposobljene
za poklicno delovanje v sodobni druzbi, ki zahteva visoko razvito sposobnost vse-
zZivljenjskega ucenja in prilagodljivost spremenljivim zahtevam dinami¢ne druzbe
in izobrazevanja. V razli¢nih definicijah poklicnega razvoja je poudarjen proces,
ki prispeva k razvoju poklicne usposobljenosti, ki temelji na razli¢nih formalnih
in neformalnih izku$njah (Cepié, Kalin in Steh, 2017). Terhart (1997) izpostavlja

uciteljev razvoj kot proces, med katerim ucitelj postavi temelje in vzdrzuje najvisjo
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raven poklicne usposobljenosti, ki jo je sposoben doseci. Zato je samoocena poklic-
ne usposobljenosti uciteljev svojevrsten kazalnik kakovosti njihovega vsezivljenj-
skega izobrazevanja, ki ima lahko klju¢no vlogo v oblikovanju njihovih prepricanj

o samoreguliranem ucenju.

Avtorice CCpié, Kalin in Steh (2017) so izdelale lestvico usposobljenosti uditeljev
za poklicno delovanje, katere cilj je bil preverjanje, kako ucitelji ocenjujejo svojo
usposobljenost na razli¢nih podro¢jih poklicnega delovanja, med katerimi je tudi
vkljuéevanje novih spoznanj v svoje vzgojno-izobrazevalno delo. Oblikovanje le-
stvice je temeljilo na osnovi pregleda teorije in dosedanjih raziskav o osnovnih
podrogjih poklicnega delovanja uciteljev. U¢itelji so pri vsaki izjavi morali oceniti
lastno usposobljenost na 5-stopenjski lestvici (od 1 — nisem usposobljen do 5 —
zelo dobro sem usposobljen). Na to vprasanje je odgovorilo skupaj 1755 uciteljev,
od tega 1010 (57,5 %) hrvaskih in 745 (42,5 %) slovenskih. Pri obeh podvzorcih
smo dobili enofaktorsko strukturo, na podlagi katere je bila izdelana lestvica s 7

izjavami zadovoljive zanesljivosti.

4.4 Merjenje prepri¢anj uciteljev o samoreguliranem ucenju

Nesorazmerno s pomembnostjo teme je le majhno Stevilo prispevkov imelo za
osnovni cilj izdelavo pripomocka za merjenje prepric¢anj uciteljev. V nekaterih do-
stopnih virih, usmerjenih v merjenje prepric¢anj uciteljev, se kombinira kvalitativna
in kvantitativna metodologija (Harwood, Hansen in Lotter, 2006), medtem ko je
pri drugih prispevkih poudarek na metodi Q-sor# (Rimm-Kaufman, Storm, Saw-
yer, Pianta in La Paro, 2006) ali preverjanju faktorske strukture splo$nih prepricanj

o izobrazevanju (Silvernail, 1992).

Pri pregledovanju dostopne literature smo nasli le eno besedilo, ki je usmerjeno v
merjenje prepricanj uciteljev o samoreguliranem ucenju. Lestvica prepri¢anj uci-
teljev o samoreguliranem ucenju (Lombaerts in sodelavci, 2009) je bila izdela-
na s ciljem, da ocenijo prepric¢anja uciteljev o uvajanju samoreguliranega ucenja v
vsakdanje prakti¢no delo uditeljev na ravni zaletne vzgoje in izobrazevanja. Da bi
avtorji lestvice omogocili razlikovanje samoreguliranega ucenja od drugih, podob-
nih teoreti¢nih konstruktov in se izognili razli¢nim napa¢nim interpretacijam tega
izraza, so uciteljem na zacetku vprasalnika ponudili konkreten opis tega konstrukta
(Priloga 1). Avtorji so na podlagi podrobnega pregleda literature osmislili 39 po-
zitivnih in negativnih izjav o moznostih in posledicah uporabe samoregulirane-
ga ulenja pri pouku. Izjave so oblikovane tako, da so udelezenci lahko odgovorili

na lestvici Likertovega tipa, ki je imela razpon od 0 (Sploh se ne strinjam) do 4
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(Popolnoma se strinjam). Vsebinsko veljavnost lestvice je najprej ocenila komisija
Sestih strokovnjakov — uciteljev osnovne Sole, potem pa $e komisija osmih stro-
kovnjakov s podro¢ja vzgoje in izobrazevanja. Vse izjave so bile ohranjene, opravili
so le manjse vsebinske popravke na podlagi predlogov komisije strokovnjakov, ki
so vrednotili vprasalnik. Merske karakteristike lestvice so bile preverjene na stra-
tificiranem vzorcu (po upravljanju: zasebne in javne Sole; po regiji: mestne in pri-
mestne Sole; in po uporabi politik o prioritetnih izobrazevalnih virih: $ole, ki jih
uporabljajo in $ole, ki jih ne uporabljajo) 399 uciteljev (76,1 % Zensk) v osnovnem
izobrazevanju. Sodelovali so ucitelji iz 91 $ol v Bruslju in $irsi bruseljski regiji v
Belgiji. Vecina udelezencev je poucevala ucence od 4. do 6. razreda osnovne $Sole
(starost otrok od 9 do 12 let) v razredih povprecne velikosti 20 uencev. Uporabljen
je bil tudi sekundarni vzorec 68 3ol iz regij Antwerpen, Bruselj in Gent za prever-
janje stabilnosti strukture lestvice. Analiza je pokazala, da je treba izpustiti izjave,
ki so v dveh zaporednih analizah pokazale nizko diskriminativnost, nizko faktor-
sko nasicenost ali odstopanje od teoreti¢ne strukture lestvice. V konéni razli¢ici je
ostalo 10 izjav, ki imajo enofaktorsko strukturo in zadovoljivo zanesljivost. Avtorji
so poudarili, da je bil z zmanj$anjem Stevila izjav precej zoZen prostor za merjenje
prepricanj uciteljev, vendar izpostavljajo, da so v lestvici ostale klju¢ne izjave, ki
opisujejo prepricanja o tem, da je samoregulirano ucenje ustrezna metoda ucenja v

niZjih razredih osnovne $ole.

4.5 Usposobljenost in samoregulirano ucenje

Glede na to, da v slovenskem in hrvaskem jeziku ni ustreznega pripomocka za
merjenje prepri¢anj uciteljev o samoreguliranem uenju, je bil eden od ciljev tega
prispevka prevesti in prilagoditi lestvico Lombaertsa in sodelaveev (2009) ter omo-
gociti dostopnost raziskovalcem in uciteljem, ki so zainteresirani za ugotavljanje
potencialov za uporabo nacel samoreguliranega ucenja v slovenskih in hrvaskih
Solah. Ravno tako se z lestvico usposobljenosti uciteljev za poklicno delovanje (Ce-
pi¢ in sodelavci, 2017) odpira priloznost, da prvi¢ v nacionalnih okvirih ugotovimo,
v kolik$ni meri se samoocene uciteljev o usposobljenosti prekrivajo z njihovimi
prepricanji o samoreguliranem ucenju. Iz dobljenih rezultatov lahko dobimo pre-
liminarni vpogled v prispevek poklicnega usposabljanja uciteljev k njihovi pripra-
vljenosti, da pri pouku uporabijo nacela samoreguliranega ucenja. To bi bila tudi v
mednarodnih okvirih prva analiza povezanosti usposobljenosti in prepri¢anj uci-
teljev o samoreguliranem ucenju, kar kaze ne neupravic¢eno zanemarjanje razisko-
vanja samouravnavanja s perspektive uditeljev v nizjih razredih osnovne $ole. S to
empiri¢no raziskavo smo Zeleli tudi ovredi poenostavljene in napac¢ne predstave o

tem, da majhni otroci ne morejo sami uravnavati procesa usvajanja novih znanj
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in spretnosti ter napacno domnevo o tem, da ucitelji in njihove kompetence niso

pomembni za uspesno pridobivanje spretnosti samoregulacije.

4.6 Metoda
4.6.1 UdelezZenci

Analize so opravljene na podvzorcu anketirancev iz Slovenije in Hrvaske, ki so
odgovorili na vprasanja o poklicnem razvoju in prepricanjih o samoreguliranem
ucenju v okviru §irSe raziskave, izvedene po projektu Poklicni razvoj uciteljev: status,
osebnost in transverzalne kompetence (za celoten vzorec: n = 1867 uditeljev; 59,1 % iz
Hrvaske). Odgovore na vse izjave navedenih lestvic v tej raziskavi je dalo n = 1632
anketirancev (87,4 % od skupnega 3tevila anketirancev v raziskavi). Od tega je bilo
931 anketirancev (57 %) iz Hrvaske, 701 pa iz Slovenije (43 %). Glede na spol je
v podvzorcu zajetih 1382 anketirank (84,7 %), 230 anketirancev (14,1 %), med-
tem ko ostalih 20 anketirancev ni odgovorilo na vprasanje o spolu. V podvzorcu
je zajetih 678 razrednih uciteljev (41,5 %), 908 predmetnih uditeljev (55,6 %), 46
anketirancev pa ni odgovorilo na vprasanje o delovnem mestu. Podvzorec je glede
na proporcionalno zastopanost anketirancev po spolu in delovnem mestu ekviva-
lenten z vzorcem. Kontingenéna analiza ekvivalentnosti vzorca in podvzorca je po-
kazala, da je med anketiranci, ki niso izpolnili obeh lestvic statisticno pomembno
ved (341, n = 1867) = 22, 148; p<0.001; C = 0,108) anketirancev iz Hrvaske (15,6
% od skupnega $tevila anketirancev iz Hrvaske), kakor pa iz Slovenije (8,2 % od
skupnega Stevila anketirancev iz Slovenije). Zaradi neproporcionalne zastopanosti
anketirancev iz Hrvaske in Slovenije v podvzorcu so skupni rezultati malo bolj
reprezentativni za Slovenijo, zato so bile vse analize opravljene skupaj in posebej,
na podvzorcih anketirancev iz Hrvaske in Slovenije.

46.2 Instrumenti

V obsirno anketo so zajeti Stevilni sociodemografski podatki in meritve, od esar so
v tem prispevku uporabljene informacije o spolu in rezultati udelezencev na lestvici
usposobljenosti uciteljev za poklicno delovanje in na lestvici prepricanj uciteljev o

samoreguliranem ucenju.

Lestvica usposobljenosti uciteljev za poklicno delovanje (Cepié in sodelavci, 2017)
je sestavljena iz 7 izjav, kjer so ucitelji morali oceniti lastno usposobljenost na 5
stopenjski lestvici Likertovega tipa (od 1 — nisem usposobljen do 5 — zelo dobro
sem usposobljen). S preverjanjem faktorske strukture so avtorice ugotovile, da gre
za enofaktorsko strukturo zadovoljive zanesljivosti in da hrvaski ucitelji na lestvici
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dosegajo neznatno visje rezultate v primerjavi s slovenskimi ucitelji (celoten vzo-
rec: M = 3,85, SD = 0,56, a = 0,82; podvzorec hrvaskih uciteljev: M = 3,88, SD =
0,59, a = 0,83; podvzorec slovenskih uciteljev: M = 3,82, SD = 0,51, a = 0,80). Vigji
rezultat na lestvici kaze na vi§jo samooceno usposobljenosti uciteljev na podrocju
partnerskega sodelovanja z razli¢nimi sodelavci in starsi, za uporabo sodobnih spo-
znanj pri delu, za raziskovalno-razvojno delovanje, za analizo vzgojno-izobrazeval-

nega dela, mentoriranje in uresnicevanje konstruktivnega dialoga s kolegi.

Lestvica prepricanj uciteljev o samoreguliranem ucenju (Lombaerts in sodelavci,
2009) je sestavljena iz 10 izjav, s katerimi se merijo prepricanja o pomembnosti in
moznost uporabe nacel samoregulacije ucenja pri ucencih na 5-stopenjski lestvici
(od 0 — sploh se na strinjam do 4 — popolnoma se strinjam). V poglavju z rezultati
je podrobno prikazan postopek prevajanja in prilagajanja lestvice ter preverjanje
merskih karakteristik. Potrjena je izvirna, enofaktorska struktura lestvice z zadovo-
ljiivim koeficientom zanesljivosti tipa notranje konsistence (a = 0,856; na podvzor-

cu hrvaskih uditeljev a = 0,864; na podvzorcu slovenskih uciteljev a = 0,848).

46.3  Postopek

Raziskovalci so $olam po posti poslali vprasalnike z opisom raziskave in pro$njo za
sodelovanje v raziskavi v okviru vedje raziskave, ki je zajela razli¢ne meritve s po-
drodja poklicnega delovanja slovenskih in hrvaskih razrednih in predmetnih ucite-
ljev. Stratificirani vzorec je zajel 10 % 3ol iz vseh hrvaskih Zupanij (mesto Zagreb
in 20 Zupanij) in dvanajst slovenskih administrativnih regij. Sole so bile izbrane
z algoritmom za naklju¢no izbiro s seznama $ol (z uporabo programa SPSS20).
Po vzpostavljenem stiku z vsemi Solami z zaletnega seznama so bile za Sole, ki
niso privolile v sodelovanje v raziskavi, z uporabo seznama $ol in tabele naklju¢nih
stevil izbrane nadomestne $ole. V Solah, ki so privolile v sodelovanje v raziskavi, so
ravnatelj ali delavci strokovnih sluzb uciteljem razdelili vprasalnike, jih spet zbrali

in po posti vrnili raziskovalcem.

4.7 Rezultati in razprava

Da bi odgovorili na vprasanje, ali so samoocene poklicne usposobljenosti povezane
s prepricanji o samoreguliranem ucenju, smo uporabili lestvico usposobljenosti uci-
teljev za poklicno delovanje (Cepié in sodelavci, 2017), lestvica prepricanj uciteljev
o samoreguliranem ucenju (Lombaerts in sodelavci, 2009) pa je bila prilagojena in
prevedena v slovens¢ino in hrvaséino. V tem poglavju bodo prikazane osnovne

informacije o prevodu in prilagoditvi lestvice, njenih osnovnih deskriptivnih in
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merskih karakteristikah (povprecne vrednosti, mere razprsenosti, faktorska struk-
tura in koeficient zanesljivosti na celotnem vzorcu in na podvzorcih anketirancev
iz Slovenije in Hrvagke). Na koncu bo s pomoc¢jo regresivne analize in bivarian-
tnih korelacij analizirana povezanost med poklicno usposobljenostjo in prepricanji
uciteljev o samoreguliranem ulenju. Lestvico prepricanj uciteljev o samoreguliranem
ucenju (Lombaerts in sodelavci, 2009) je prevedel anglist s pomocjo dveh strokov-
njakov iz pedagogke psihologije z metodo povratnega prevoda (backtranslation). Pri
tem so pazili na skladnost prevodov s slovenskim in hrvaskim izobrazevalnim kon-
tekstom. Termine, ki po povratnem prevodu iz slovenséine/hrvailine v anglescino
niso sovpadali z izvirnikom, so posebej analizirali in po potrebi prilagodili, da bi
¢im zvesteje odrazali izvirnik, vendar pod pogojem, da so v slovenséini in hrvaséini

jasni, relevantni in smiselni (tabela 4.1).

Deskriptivna analiza rezultatov je pokazala, da ima vsaka izjava na obeh podvzorcih
maksimalen razpon odgovorov (od 0 do 4). 1z standardnih deviacij in aritmeti¢nih
sredin, prikazanih v tabeli 4.2 pa je razvidno, da imajo odgovori anketirancev po
izjavah zadovoljiv koeficient variabilnosti, kar kaze na ustrezno ob¢utljivost mer-
skega instrumenta. Pri pregledu aritmeti¢nih sredin, ki smo jih dobili na podvzor-
cih iz Slovenije in Hrvaske, je opazno, da so si zelo podobne in da imajo hrvaski
ucitelji vi§ji rezultat pri vecjem Stevilu izjav. Opazenih razlik nismo podrobneje
analizirali — glede na to, da medkulturne razlike niso predstavljale glavnega cilja

tega prispevka.

Pri pregledu povprec¢nih vrednosti je opaziti, da anketiranci izkazujejo sorazmerno
vedje strinjanje s trditvijo 1: Samouravnavanje ucenja omogoca ucencem boljse ovre-
dnotenje svojega pristopa k ucenju; in trditvijo 4: V okolju, v katerem se spodbuja samo-
uravnavanje ucenja, je lazje upostevati izkusnje in interese ucencev. Najnizje strinjanje
so anketiranci izkazali s trditvijo 5: Uéenci so zmozni sami doloditi, éesa se Zelijo na-
ucit; in trditvijo 10: Osnovnosolski uéenci so dovolj samodisciplinirani, da prevzamejo
odgovornost za svoje ucenje. T rezultati sugerirajo, da pri uciteljih e vedno prevla-
duje prepricanje o nezadostnih kapacitetah mlajsih uc¢encev za samouravnavanje
ulenja, kar ni v skladu s sodobnimi raziskovanji (Martinez-Pons, 2002; Neuman,

1996; Turner, 1995; Perry, 1998; Perry in Van de Kamp, 2000).

Dobljeni rezultati, $e posebej prepricanje uciteljev, da ucenci niso zmozni sami
doloditi, Cesa se zelijo uditi, ter da osnovnosolci niso dovolj samodisciplinirani, da
) ) )
prevzamejo odgovornost za svoje ucenje, predstavljajo precej$njo oviro za uvajanje
metod, ki spodbujajo razvoj samouravnavanja ucenja. Prepricanja uditeljev doloca-
jo njihove percepcije in procese odlo¢anja, prakti¢ne teorije poucevanja in znanja

(Errington, 2004; Ertmer, 2005) in s tem precej vplivajo na uciteljevo delo pri
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pouku (Warfield in sodelavci, 2005). Prepricanja jim v trenutkih hitrega ocenje-
vanja sluzijo kot avtomatiziran odgovor na vprasanje, ali je nekaj mogoce ali ni.
V tem smislu predstavljajo svojevrstna odprta ali zaprta vrata za spremembo v
izobrazevalni praksi, kar lahko spodbudi ali prepreci inovativne spremembe pri
pouku (Errington, 2004). Zacetni pregled dobljenih rezultatov kaze, da bi doloce-
na prepricanja uciteljev lahko predstavljala precej$njo oviro za uvajanje metod, ki
spodbujajo razvoj samoreguliranega ucenja. S poznejso analizo usposobljenosti za
pedagosko delovanje bomo poskusali preveriti, ali v tem smislu obstaja moznost za
razvoj v zaCetnem izobrazevanju uditeljev. Prav tako je treba preveriti, ali so doblje-
ni rezultati pod vplivom dela navodila za uporabo lestvice s pojasnilom, kaj je sa-
mouravnavanje uéenja, v katerem avtorji lestvice (Lombaerts in sodelavci, 2009, str.
90) navajajo: »Med branjem te zgodbe o kolesarjenju ste se lahko zaceli sprasevati,
ali ni morda nevarno ucencev samih poslati na tako dolgo pot in to v nepoznano
okolje. Enako je s samoreguliranjem uéenja. V obveznem izobrazevanju popolnega
samostojnega uravnavanja ucenja ni mogoce doseéi.« Z uporabo lestvice brez na-
vedenega pojasnila o samoreguliranem uéenju bi lahko ugotovili, v kolikéni meri
samo pojasnilo konstrukta samoreguliranega u¢enja vpliva na zadrzana prepric¢anja

uciteljev glede uporabnosti samoreguliranega ucenja v izobrazevalnem kontekstu.

Da bi ugotovili faktorsko strukturo lestvice, smo opravili komponentno analizo z
diagramom razprievanja (Cattell scree test) kot kriterija za ohranjanje pomembnih
komponent. Da bi ugotovili stabilnost faktorske strukture, smo analizo ponovili na
podvzorcih slovenskih in hrvaskih anketirancev (tabela 4.3). Rezultati v glavnem
podpirajo enofaktorsko strukturo, ki so jo dobili avtorji izvirne lestvice. CCprav
imata prva dva faktorja lastno vrednost ve¢jo od 1, grafi¢na analiza upadanja lastne
vrednosti na sukcesivno ekstrahiranih faktorjih (prve $tiri lastne vrednosti: 4,423,
1,087, 0,910, 0,740) kaze, da prvi faktor pojasnjuje precej vecjo kolic¢ino variance
rezultatov na lestvici v primerjavi z ostalimi faktorji. Vse izjave imajo visoko fak-
torsko nasicenost (nad 0,5) na ohranjenem faktorju in zadovoljive komunalitete
(nad 0,3 razen izjave SARU10 na podvzorcu slovenskih uciteljev). Navedeni re-
zultati kazZejo, da vseh deset izjav meri en konstrukt in da je mogoce z linearnim
kompozitom izjav sestaviti lestvico prepric¢anj uditeljev o samouravnavanju ucenja,
pri Cemer visji rezultat na lestvici kaze na bolj pozitivna prepricanja o koristnosti

in uporabnosti nacel samouravnavanja ucenja pri pouku.
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Tabela 4.1: Posamezne izjave lestvice prepricany uciteljev o samoreguliranem ucenju —

hrvaska in slovenska razlicica

Skr?lj M Hrvagka razlicica Slovenska razlicica
naziv
Samoregulirano u¢enje omogucuje Samouravnavanje ucenja omogoca ucencem
SARUO1 ucenicima bolje vrednovanje vlastitog bolje ovrednotenje svojega pristopa
pristupa ucenju. k ucenju.
UCenici bi trebali ¢es¢e imati mogucénost  Ucenci bi morali pogosteje imeti moZnost
SARUO2  odlucivati o tijeku i trajanju aktivnosti odlo¢anja o zaporedju in trajanju u¢nih
tijekom ucenja. aktivnosti.
Ucenici bi trebali ¢es¢e imati moguénost Utenci bi morali pogosteje imeti moZnost
SARUO03 s i . odlo¢anja, kdaj bodo opravljali dolo¢eno
odluciti kada ¢e raditi na zadatku. N
ucno nalogo.
Lakse je uvaziti u¢enicka iskustva V okolju, v katerem se spodbuja
SARUO4 i interese u okolini poticajnoj za samouravnavanje ucenja, je lazje
samoregulirano ucenje. upostevati izkusnje in interese ucencev.
SARUOS Ugenici imaju sposobnost odrediti §to Ucenci so zmozni sami doloditi, Cesa se Zelijo
Zele uditi. nauditi.
SARU06 Svakom uéeniku trebalo bi pruziti priliku  Vsak ucenec bi moral imeti priloZnost
da upravlja vlastitim procesom ucenja. uravnavati svoje ucenje.
SARUO7 Samoregulirano uéenje moze se Samouravnavanje ucenja je mozno izvajati
primijeniti u osnovnoj $koli. v osnovni $oli.
Samoregulirano uéenje pruza u€enicima  Samouravnavanje ucenja zagotavlja uencem
SARUO8 temeljitiju pripremu za prijelaz u srednju  temeljitejSo pripravo na prehod v srednjo
skolu. Solo.
SARU09 Samoregulirano uéenje dovodi do Samouravnavanje ucenja vodi v u¢inkovitejse
ucinkovitije suradnje medu ucenicima. medsebojno sodelovanje med uéenci.
U osnovnoj skoli uenici imaju potrebnu  Osnovnosolski u¢enci so dovolj
SARU10 razinu discipliniranosti za preuzimanje samodisciplinirani, da prevzamejo

odgovornosti za vlastito ucenje.

odgovornost za svoje ucenje.

Tabela 4.2: Deskriptivni podatki posameznib izjav lestvice prepricanj uciteljev o

samoreguliranem ucenju

Skupaj HR SL

n M SD n M SD n M SD
SARUO1 1837 2,99 077 108 2,95 080 751 3,04 0,71
SARU02 1849 2,38 0,92 1091 249 091 758 2,23 0,92
SARU03 1846 2,04 0,95 1092 2,09 097 754 1,95 0,91
SARU04 1837 2,95 0,75 1083 2,95 0,78 754 2,94 0,70
SARUO5 1839 1,96 093 1085 2,07 0,92 754 1,81 0,92
SARUO06 1829 2,46 0,89 1083 242 091 746 2,51 0,86
SARU07 1830 2,24 0,94 1079 2,25 0,96 751 2,23 0,90
SARUO08 1843 2,72 0,88 1089 2,64 0,91 754 2,84 0,82
SARU09 1842 2,79 081 1085 2,79 084 757 2,78 0,78
SARU10 1844 1,86 0,99 1090 2,00 1,00 754 1,65 0,94
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Preliminarni rezultati eksploatornih faktorskih analiz sugerirajo, da so zadovoljeni
pogoji invariantnosti faktorske strukture po §tevilu pomembnih faktorjev (pri obeh
analizah smo dobili podoben obrazec upadanja lastnih vrednosti, ki sugerira eno-
faktorsko strukturo) in enakosti faktorskih nasicenj (korelacija faktorskih nasicenj
prvega faktorja, pridobljenih na obeh podvzorcih, znasa 0,92). Navedeni podatki
kazejo na moznost skupne uporabe pridobljenih podatkov in primerjavo rezulta-
tov na podvzorcih. Ta sklep je treba $e dodatno preveriti s podrobnimi analizami
in konfirmatornimi modeli v posebni $tudiji, ki bi bila usmerjena v medkulturne
razlike. Za zdaj lahko sklepamo, da je na vzorcu slovenskih in hrvagkih uciteljev
potrjena izvirna, enofaktorska struktura, ki so jo na vzorcu belgijskih uciteljev do-

bili Lombaerts in sodelavci (2009).

Tabela 4.3: Rezultati faktorske analize lestvice prepricanj uciteljev o samoreguliranem

ucenju

Skupaj HR SL
g 8 g
s B 8 g B 8 s B 8
I g 3 Rt =] vt =]
€ g g € g g € g g
R M M
SARUO01 ,564 ,318 ,570 ,325 ,565 ,319
SARUO02 ,695 ,483 ,706 ,499 ,682 ,465
SARUO03 ,681 464 ,683 ,466 ,674 ,455
SARU04 ,624 ,389 ,612 ,375 ,640 ,410
SARUO05 ,563 ,317 ,562 ,316 ,565 ,320
SARU06 ,672 452 ,666 444 ,693 ,480
SARU07 ,750 ,563 ,768 ,591 ,720 ,519
SARUO08 ,734 ,539 ,758 574 , 727 ,528
SARU09 ,754 ,568 , 772 ,597 ,722 ,521
SARU10 ,575 ,330 ,601 ,362 ,535 ,286
Lastna vrednost 4,423 4,548 4,302
% pojasnjene variance 44,227 45,476 43,021

Deskriptivna analiza lestvice prepricanj uditeljev o samoreguliranem ucenju na skup-
nem, hrvaskem in slovenskem vzorcu (tabela 4.4) kaze, da je na lestvici doseZen teore-
ti¢ni razpon rezultatov (na slovenskem vzorcu nihce ni imel teoretiénega minimuma,
medtem ko na hrvaskem vzorcu nih¢e ni imel teoreti¢nega maksimuma) in da imajo
anketiranci na Hrvaskem in v Sloveniji enak povpre¢ni rezultat (¢eprav preliminarne
analize kazejo, da je majhna razlika v korist hrvaskih uciteljev statisticno pomembna,

je treba ta rezultat podrobneje analizirati v naknadni medkulturni studiji).

78



Tabela 4.4: Deskriptivni podatki lestvice prepricanj uciteljev o samoreguliranem ucenju

na skupnem, hrvaskem in slovenskem vzorcu

Skupaj HR SL
n 1735 1017 718
Min 0,00 0,00 0,30
Max 4,00 3,90 4,00
M 2,4427 2,4715 2,4018
SD 0,5826 0,6030 0,5503
a 0,856 0,864 0,848

*p<0,05

Opravili smo analize, povezane z glavnim raziskovalnim vprasanjem: V koliksni meri je
usposabljanje uditeljev za poklicno delovanje povezano s prepricanji o samouravnavanju
ucenja in ali je ta povezanost na Hrvaskem in v Sloveniji razli¢na? Bivariantno regre-
sivno analizo smo opravili, da bi ugotovili, koliksen del variance prepri¢anj o samourav-
navanju ucenja je mogoce pojasniti s samooceno usposobljenosti za poklicno delovanje.
Rezultati analize so pokazali, da je izredno majhen, vendar statisticno pomemben del
variance prepricanj o samouravnavanju ucenja mogoce pojasniti z uciteljevo usposoblje-
nostjo: R? = 0,015, F(1, 1630) = 24.104, p<0.01. Za povecanje za eno tocko na lestvici
usposobljenosti model predvideva povecanje za b = 0,126 (t = 4,91; p<0,01) tock na
lestvici pozitivnih mnenj glede samouravnavanja ucenja. Poudariti je treba, da je pove-
zanost izrazito $ibka in da napovedovalec pojasnjuje zelo majhen del variance odvisne
spremenljivke. Dobljeni parametri so statisticno pomembni izklju¢no zaradi velikosti
vzorca in majhne standardne napake parametrov, ne pa zaradi velikega ali prakti¢no

relevantnega ucinka usposobljenosti na mnenja uciteljev o samouravnavanju ucenja.

Da bi ugotovili, ali je Pearsonova korelacija med lestvico prepricanj uciteljev o samo-
uravnavanju ucenja in lestvico usposobljenosti uditeljev za poklicno delovanje stati-
sticno pomembno razli¢na na podvzorcih slovenskih in hrvagkih anketirancev, smo
opravili testiranje pomembnosti razlik med neodvisnimi korelacijami ob Fisherjevih
z-transformacijah korelacij (Cohen in Cohen, 1983; Preacher, 2002). Ugotovili smo,
da je povezanost prepri¢anj o samouravnavanju uenja in usposobljenosti na celotnem
vzorcu (n = 1632; r = 0,121; p<0,001) in na podvzorcih nizka, pozitivna, statisti¢no
pomembna in se statisti¢no ne razlikuje pomembno na podvzorcu anketirancev iz
Hrvagke v primerjavi s korelacijo, dobljeno na podvzorcu anketirancev iz Slovenije:
korelacija na vzorcu hrvaskih uciteljev je r (n = 931) = 0,111, p = 0,001; korelacija
na vzorcu slovenskih uéiteljev je r (n = 701) = 0,130, p = 0,001; z = 1,850, p = 0,700.

Avtorice lestvice usposobljenosti uciteljev za poklicno delovanje (Cepi¢ in sode-
lavke, 2017) navajajo, da hrvaski in slovenski ucitelji zelo visoko ocenjujejo svojo
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usposobljenost na vseh zajetih podro¢jih delovanja. Pri tem pus¢ajo odprto mo-
znost, da dobljeni rezultat odraza bolj nagnjenost k dajanju druzbeno Zelenega od-
govora kakor pa dejansko usposobljenost udelezencev raziskave. Rezultati, prikaza-
ni v tem prispevku, kazejo, da ta usposobljenost nima velikega pozitivnega u¢inka
na proaktivna mnenja o moznosti uporabe metod za spodbujanje samouravnavanja
ucenja v osnovnem izobrazevanju in da pri tem ni razlik med slovenskimi in hrva-
skimi uditelji. Bolj zaskrbljujoce od tega rezultata je samo spoznanje, da ucitelji pri
svoji visoki oceni lastne usposobljenosti, po vsem sodeg, teh znanj ne pogresajo, kar
je sklep, ki ga bo treba preveriti s prihodnjimi raziskavami, usmerjenimi specifi¢no

v usposobljenost za razvoj samoreguliranega u¢enja med zacetnim izobraZevanjem.

4.8 Sklep

Samouravnavanje u¢enja je osebni proces ucencev, na katerega, med drugim, vpli-
vajo kompetence in lastnosti uditeljev. Tezko se je popolnoma samostojno in sa-
moregulirano uciti brez ucitelja, saj je v nelocljivi zvezi ucenja in poucevanja vedno
prisoten, vsaj v smislu usmerjanja in organizacije informacij, kar je v sodobnem
svetu lahko zelo avtomatiziran informacijski proces. Pri vsakdanjem delu, Se pose-
bej z mlaj$imi, je ucitelj klju¢ni del samouravnavanja ucenja ravno kot oblikovalec
okolja in pogojev, ugodnih za samoregulirano ucenje. Se pomembnejsa je njegova
vloga pri poucevanju samouravnavanja ucenja skozi medpredmetne teme, kot je
tema »ucenje ucenja«. U¢itelj je kljucen tudi za razvoj kompetence samouravnava-

nja ucenja kot temeljnega predpogoja za vsezivljenjsko ucenje.

Zal raziskave kazejo, da ucitelji v nezadostni meri spodbujajo samouravnavanje
ucenja. Del razlogov je mo¢ najti v naravi osnovnih programskih dokumentov, ki
pretirano predpisujejo in uravnavajo, del razlogov pa je tudi v negotovosti ucite-
ljev za uporabo take metode, ki jo imajo za pretirano radikalno in negotovo glede
na rezultate ucenja. Zaradi pomanjkljivosti v zacetnem izobrazevanju ucitelji niso
prepricani, v kolik$ni meri morajo usmerjati ucence, v kolikéni meri pa jih mora-
jo usposobiti, da bi sami upravljali proces ucenja (Perry in Van de Kamp, 2000).
Utitelji se ravno tako ne ¢utijo dovolj usposobljene za razvijanje spretnosti samo-
uravnavanja pri u¢encih (Boekaerts, 1997). Ce bi sistemati¢no proudili povezanost
prepricanj uéiteljev o samouravnavanju ucenja z njihovim prakti¢nim delom in
rezultati poucevanja, bi lahko prisli do odgovora na vprasanje, zakaj nekateri uci-
telji spreminjajo in prilagajajo svoje poucevanje, da bi ga naredili spodbudnega za
proaktivno samoregulirano ucenje, drugi pa se trdno drzijo ustaljenih u¢nih metod

(Warfield in sodelavci, 2005).
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Po prilagoditvi in prevodu lestvice, ki so jo sestavili Lombaerts in sodelavci (2009),
smo ugotovili izvirno enofaktorsko strukturo, ki je pokazala zadovoljivo faktorsko
stabilnost na podvzorcih slovenskih in hrvagkih uciteljev. Tudi zanesljivost lestvice
pri obeh podvzorcih je bila zadovoljiva. Poklicna usposobljenost je izrazito nizko
(Ceprav statisticno pomembno) pozitivno povezana s proaktivnimi prepricanji o
samouravnavanju ucenja, kar kaze na dolo¢en, minimalen prispevek poklicnega
usposabljanja k razvoju pozitivnih, proaktivnih mnenj o samouravnavanju uce-
nja. Enak rezultat smo dobili na podvzorcih slovenskih in hrvaskih uditeljev, kar
kaze na potrebo po spremembi zacetnega in stalnega strokovnega izobrazevanja v
smislu boljSe informiranosti o pomembnosti spodbujanja kompetence za samou-
ravnavanje ucenja skozi razli¢cne medpredmetne u¢ne dejavnosti. Predlog celovite
kurikularne reforme, povezan z medpredmetno temo »ucenje ucenjac, ki je trenu-
tno aktualen na Hrvaskem, ne bo dosegel Zelenega ucinka, ¢e z izobraZevanjem
uciteljev ne bomo spodbujali proaktivnih stali$¢ o pomembnosti uporabe nacela

samouravnavanja ucenja pri pouku.
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PRILOGA 1

Navodila za uporabo lestvice prepri¢anj uciteljev o
samouravnavanju ucenja

Postopek in besedila so prevzeti, prevedeni in prilagojeni po gradivu, ki so nam ga
z dovoljenjem, da prevedemo in uporabljamo lestvico, dali avtorji lestvice (Lomba-
erts, De Backer, Engels, van Braak in Athanasou, 2009). Odstopanje od pricujocih

navodil in strukture lahko privede do oteZene primerjave rezultatov.

Lestvica je sestavljena iz 10 izjav, prikazanih v tabeli 1, s prilozenim navodilom:
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Hrvaska razlic¢ica:

Nakon proéitanog opisa samoreguliranog uc¢enja molimo Vas da na sljedecoj skali
zaokruZite broj koji najbolje odrazava stupanj Vasega slaganja s pojedinom tvr-
dnjom. 0 = Uopée se ne slazem; 1 = Uglavnom se ne slazem; 2 = Niti se slazem, niti

se ne slazem; 3 = Uglavnom se slazem; 4 = U potpunosti se slazem.

Slovenska razlic¢ica:

Na osnovi prebranega opisa samouravnavanja ucenja vas prosimo, da na spodnji
lestvici obkrozite stevilko, ki najbolj izraza stopnjo vasega strinjanja s posamezno
trditvijo.; 0 = Sploh se ne strinjam; 1 = V glavnem se ne strinjam; 2 = Niti se stri-

njam niti se ne strinjam; 3 = V glavnem se strinjam; 4 = Popolnoma se strinjam.

Pred navodili in izpolnjevanjem lestvice je anketirancem v obliki kratke zgodbe
razlozen konstrukt samouravnavanja ucenja. Avtorji pri sestavljanju lestvice niso
domnevali, da so anketiranci med zacetnim izobraZevanjem ali poklicnim izpo-
polnjevanjem dobili dovolj informacij o tem, kaj je samouravnavanje ucenja, zato
so menili, da bi bilo primerno ta konstrukt opisati na uciteljem jasen in dostopen
nacin. S¢asoma uporaba te zgodbe za pojasnilo morda ne bo ve¢ potrebna, vendar
vedno obstaja moznost, da kakemu anketirancu ne bo jasno, kaj ta izraz pomeni,
ali bo imel napa¢no predstavo o pomenu tega izraza. Zato bi bilo zazZeleno, da se
ta opis zaradi izenacenosti in primerljivosti dobljenih rezultatov uporablja v vseh
raziskavah. Tako z uporabo lestvice hkrati ucitelje informiramo o (spomnimo na)

samouravnavanju ucenja.

Hrvaska razlicica zgodbe:

Ucenje samoregulacije moZemo usporediti s voZznjom i upravljanjem biciklom.
Zamislite ucenika koji upravlja biciklom. On moze i mora odluciti o puno toga:
kamo ici, koliko brzo voziti, koju cestu odabrati. Ako je voznja duga, mora razmisliti
i kada ¢e napraviti stanku kako bi npr., provjerio svoj polozaj na karti, kontrolirao
je 1i jo$ uvijek na pravom putu ili provjerio §to mu slijedi na putu isl. Istodobno, on
preuzima odgovornost: vozeéi kroz nepoznato podrudje mora prikupiti informacije o
tom podrudju, urvrditi rutu kojom Zeli voziti i pri Cemu ne moze druge okriviti ako
vozi u pogresnom smjeru. Na sli¢an nacin moze se opisati samoregulirano ucenje.

Potpuno samoreguliran ucenik:

*  odreduje sto zeli uciti (kamo Zeli ici);

*  utvrduje §to mu je sve za to potrebno (prikuplia informacije);
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*  razvija plan kako ¢ée savladati zadatak ucenja (utvrduje rutu voZnje);
*  utvrduje ritam rada (koliko brzo Zeli voziti);

*  odlutuje kako ¢e uliti (odabir ceste);

*  redovito prati napredak (kontrola);

. radi prilagodbe sve do postizanja Zeljenih rezultata.

Citaju(’:i ovu pricu o biciklistu, mozda ste se zapitali nije 1i prili¢no opasno poslati
ucenike same na dug put u nepoznatom okruzenju. Isto vrijedi za samoregulirano
ucenje. Potpuno samoregulirano ucenje nije ostvarivo u obaveznom obrazovanju.
Ipak, u obrazovnom okruzenju ucenik moze preuzeti odgovornost za razlicite za-
datke kroz koje ga tradicionalno vodi i o kojima se brine ucitelj. Takoder, samo-
regulirano uditi ne znadi uéiti sam. Suradivati s drugim udenicima i traZiti savjet,

kljuéni su elementi samoreguliranog ucenja. Voznja biciklom moguca je i u drustvu.

Slovenska razli¢ica zgodbe:

Ucenje samouravnavanja lahko primerjamo z vozZnjo in upravljanjem kolesa. Pred-
stavljajte si, da ucenec vozi kolo. Ulenec se lahko in se mora odlociti o mnogih
stvareh: kam bo sel, kako hitro bo vozil, katero pot bo izbral.

Ce gre za daljSo voznjo, mora razmisliti, kje bo naredil krajsi postanek, torej mora
preveriti svoj polozaj na zemljevidu, e je Se na pravi poti, ali predvideti, kaj na poti
$e lahko sledi, ipd. Istocasno ucenec prevzema odgovornost: ker se vozi po nepozna-
nem podrodju, mora najprej zbrati informacije o tem podrodju, narediti nacr poti
... in ne more kriviti drugih, e se pelje v napa¢no smer. Lahko ste opazili, da so
bili dolo¢eni izrazi zapisani posevno. Konec koncev bi lahko enake izraze upora-
bili, ko opisujemo samouravnavanje u¢enja. U¢enec, ki v celoti samouravnava svoje
ucenje: doloca, kaj se zeli uciti (kam bo Sel), ugotovi, kaj vse potrebuje za to (zbira
informacije), nacrtuje resevanje uéne naloge (nacrt poti), odlo¢a o delovnem tempu
(kako hitro), odloca, kako se bo uéil (izbira poti), redno preverja, nadzira napredek

(preverjange), se prilagaja, dokler ne doseze Zelenih rezultatov.

Med branjem te zgodbe o kolesarjenju ste se lahko zaceli sprasevati, ali ni morda
nevarno ucencev samih poslati na tako dolgo pot, in to v nepoznano okolje. Enako
je s samouravnavanjem ucenja. V obveznem izobrazevanju popolnega samostojnega
uravnavanja u¢enja ni mogoce doseci. Kljub temu lahko ucenci v formalnih izobra-
zevalnih okoljih prevzamejo odgovornost za mnoge naloge, za katere tradicionalno
poskrbi uditelj. Prav tako samouravnavanje ucenja ni sinonim za to, da se nekdo uci
sam. Skupno delo z ostalimi ucenci in iskanje nasvetov so klju¢ni elementi samourav-

navanja ucenja. Na pot s kolesom gremo lahko tudi skupaj z drugimi.
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5 Usposobljenost uciteljev za izvajanje
individualiziranega pouka v inkluzivnih razredih

Sanja Skoci¢ Mihi¢

5.1 Uvod

Inkluzivna izobrazevalna politika, za katero je bila dana pobuda na svetovnih kon-
ferencah Zdruzenih narodov (Unesco, 1990; 1994), spodbuja vklju¢evanje otrok in
mladih/odraslih z raznolikimi tezavami v redno izobrazevanje. V 24. ¢lenu Kon-
vencije o pravicah invalidov (UN, 2006) so definirane pravice invalidov, in sicer da
imajo invalidi enako kot drugi dostop do vkljucujocega, kakovostnega in brezplac-
nega izobrazevanja v skupnostih, v katerih Zivijo, pravico do primernih prilagoditev
glede na posameznikove potrebe, pravico do invalidom v splosnem izobrazevalnem
sistemu potrebne pomodi in ucinkovitega izobrazevanja ter pravico do uéinkovite,
posamezniku prilagojene pomoci v okolju, ki invalidom zagotavlja najvedji mozni
akademski in socialni razvoj, da se doseze popolna vkljucenost.

Republika Hrvaska, kot tudi vecina evropskih drzav (Meijer, 2010), z ratifikacijo na-
vedene konvencije oblikuje inkluzivno izobrazevalno zakonodajo, ki se navezuje na
izobrazevalno politiko integracije (Zakon o vzgoji in izobrazevanju, 1980). Sredi pr-
vega desetletja 21. stoletja se je zacelo usklajevanje nacionalne izobrazevalne politike z
mednarodno in evropsko inkluzivno zakonodajo (Drzavni pedagoski standard osnov-
nosolske vzgoje in izobrazevanja, 2008, Zakon o vzgoji in izobrazevanju v osnovni in
srednji $oli, 2008). Najmocnejsi obrat v smeri inkluzivne izobrazevalne politike pred-
stavlja Pravilnik o osnovnosolski vzgoji in izobrazevanju ucencev s tezavami v razvoju
(2015), ki predvideva prilagoditev osnovnosolskega sistema vzgoje in izobrazevanja
potrebam vsakega otroka kot tudi sistem profesionalne podpore ucencem z raznoliki-

mi tezavami, njihovim starSem in strokovnim delavcem, ki se z njimi srecujejo.

Inkluzivno izobrazevanje je »proces upostevanja vseh ucencev in odgovarjanja na
njihove razli¢ne potrebe z ve¢anjem njihovega sodelovanja pri u¢enju, komunikaci-
ji in v skupnosti ter tudi z zmanjsevanjem njihove izkljucenosti v in iz izobrazeva-
nja« (Unesco, 2005, str. 13). To je celovit koncept in kontinuiran proces odpravlja-
nja vseh oblik diskriminacije in zagotavljanja izobrazevanja za vse (Unesco, 2009),
globalni deskriptor izobraZevalnih politik (Vislie, 2003). Razvoj kakovostnega
izobrazevalnega sistema je kljuéni izziv pri izgradnji bolj inkluzivnih, pravi¢nejsih
skupnosti, ki so pripravljene odgovoriti na ogromno raznolikost vzgojno-izobra-
zevalnih potreb ljudi in spostovanje razli¢nosti in razli¢nih potreb in sposobnosti,
znadilnosti in izobrazbenih dosezkov u¢encev (Acedo, Amadio in Opertti, 2008).
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Ustvarjalci evropske izobrazevalne politike se strinjajo, da ucitelji potrebujejo
znanje, spretnosti, stali¢a in vrednote za poucevanje v skladu z individualni-
mi vzgojno-izobrazevalnimi potrebami vseh ucencev (Kaikkonen, Maunonen-
-Eskelinen in Aidukiene, 2007). Evropska agencija za razvoj izobrazevanja u¢en-
cev s posebnimi potrebami je izdelala profil »inkluzivnega« ucitelja, tako da je
identificirala temeljne spretnosti, znanje in razumevanje, stali§¢a in vrednote, ki
jih potrebujejo kandidati za uciteljski poklic, ne glede na predmet, ki ga pou-
Cujejo, stroko, starost, ali vrsto $ole, v kateri so zaposleni (European Agency for
Development in Special Needs Education, 2012, str. 11). Definirane so bile §tiri
temeljne vrednote in podroé¢ja kompetenc vseh uéiteljev v inkluzivnem izobraze-
vanju: (1) vrednotenje razli¢nosti pri uéencih kot vira in vrednote izobrazevanja;
(2) podpora vsem ucencem in visoka pricakovanja za dosezke vseh ucencev; (3)
sodelovanje in skupinsko delo sta temeljna pristopa za vse ucitelje; (4) poklicni
razvoj vkljucuje poucevanje kot dejavnost ucenja in ucitelje, ki prevzemajo odgo-

vornost za svoje vseZivljenjsko izobrazevanje.

V inkluzivnem izobrazevanju so stali§¢a uciteljev temelj za razvoj inkluzivne prakse,
saj je znano, da se vedenje usklajuje s stalis¢i (Avramidis in Norwich, 2002). Stevilne
raziskave (Avramidis in Kalyva, 2007; Beacham in Rouse, 2012; Campbell, Gilmore
in Cuskelly, 2003; Cook, Cameron in Tankersley, 2007; de Boer, Timmerman, Pijl
in Minnaert, 2012; Malinen, Savolainen in Xu, 2012; Sharma in Sokal, 2015; Wilde
in Avramidis, 2011) so ugotovile pozitivna stalis¢a uciteljev glede inkluzivnega iz-
obrazevanja. Skladno z rezultati metaanaliz (Avramidis in Norwich, 2002; Scruggs
in Mastropieri, 1996) ulitelji podpirajo inkluzivno izobrazevanje, Ceprav se ne Cutijo
dovolj usposobljeni za njegovo implementacijo. Se posebej ocenjujejo, da niso dovolj
usposobljeni za poucevanje ucencev s tezavami v razvoju, kot so vedenjske, kogni-
tivne in §tevilne druge tezave (Avramidis, Bayliss in Burden, 2000a). Zato omenjeni
avtorji menijo, da mnenja uciteljev $e vedno odrazajo paradigmo integracije in medi-

cinskega modela namesto paradigme inkluzije in socialnega modela.

Prav tako se ucitelji, kljub pozitivnim staliS§éem o inkluzivnem izobrazevanju, ne
ocenjujejo za dovolj kompetentne za poucevanje ucencev z raznolikimi tezavami
v rednih oddelkih. Na splo$no ucitelji izkazujejo nizZjo raven usposobljenosti za
poucevanje v inkluzivnih oddelkih (Avramidis in Norwich, 2002; McHatton in
McCray, 2007; Scruggs in Mastropieri, 1996; Skoc¢i¢ Mihi¢, 2011; Stanisavlje-
vi¢-Petrovi¢ in Stanci¢, 2010; Cains in Brown, 1996; Lombardi in Hunka, 2001;
Skoc¢i¢ Mihi¢, Lon¢ari¢, Kolumbo, Perger, Nasti¢, Trgovi¢, 2014; Skoci¢ Mihi¢,
2011; Kudek Mirosevi¢, 2016; Kudek Mirosevi¢ in Jurcevi¢ Lozancié, 2014). Uci-

telji, ki so izobrazeni za delo s takimi otroki in imajo izkusnje pri delu z njimi, se
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Cutijo bolj kompetentni (Avramidis in Norwich, 2002; Forlin, 2001; Sko¢i¢ Mihig,
2011). Tudi $tudenti, ki imajo med $tudijem prakti¢ne izkusnje z delom z ucenci
z raznolikimi teZavami, ocenjujejo, da so bolj usposobljeni za inkluzivno pouce-
vanje (Sko¢i¢ Mihi¢, Loncari¢ in Rudeli¢, 2011), kakor tudi vzgojitelji, ki imajo
pozitivna stalis¢a o predsolski inkluziji (Skoc¢i¢ Mihi¢, Sekusak-Galesev, 2017).

sodelovanjem v zaCetnem ali stalnem strokovnem izpopolnjevanju o inkluzivnem

poucevanju (Sharma in Sokal, 2015).

Stevilni avtorji izpostavljajo pomen zacetnega izobrazevanja za pridobivanje kom-
petenc uditeljev za inkluzivno poudevanje (Acedo, 2008; Avramidis, Bayliss in Bur-
den, 2000a; Avramidis, Bayliss in Burden, 2000b; Avramidis in Norwich, 2002;
Florian, 2012; Pecek in Macura-Milovanovi¢, 2012; Conderman in Johnston-Ro-
driguez, 2009; Harvey, Yssel, Bauserman in Merbler, 2010; Sze, 2009). Zaletno
izobrazevanje vpliva tudi na pozitivna stalis¢a uciteljev in Studentov, bodo¢ih uci-
teljev, o inkluziji kakor tudi o kompetentnosti za izdelavo, izvajanje in vrednote-
nje individualiziranih vzgojno-izobrazevalnih programov (IP) (Avramidis, Bayliss
in Burden, 2000a; Avramidis, Bayliss in Burden, 2000b; Van Laarhoven, Munk,
Lynch, Bosma in Rouse, 2007). Sharma in Sokal (2015) sta opravila evalvacijsko
raziskavo med bodo¢imi uéitelji pred in po obiskovanju predavanj o inkluzivnem
izobrazevanju in ugotovila, da so pod vplivom informacij stali$¢a bodo¢ih uciteljev
postala bolj pozitivna, njihova zaskrbljenost se je zmanjsala, povecal pa se je obcu-

tek usposobljenosti za poucevanje v inkluzivnih oddelkih.

V veliki raziskavi Scruggsa in Mastropierija (1996) le tretjina uciteljev verjame, da
ima ustrezne spretnosti, pripravljenost in podporo, potrebne za uspesno pouce-
vanje ucencev s posebnimi potrebami. U¢itelji bi morali imeti kompetence za or-
ganiziranje in prilagajanje neposrednega razrednega okolja, strategije poucevanja,
nacine nadzora in vrednotenja napredka, ki so zasnovane na moé¢nih podrogjih teh
ucencev in moznostih za doseganje uspeha (Martan, Skoc¢i¢ Mihi¢ in Loncarié,
2015). Individualizacija in usmerjenost k otroku, inkluzivnost, celovitost, sodelo-
vanje in dostopnost so zagotovljeni preko izdelave individualiziranih vzgojno-iz-
obrazevalnih programov (Skoci¢ Mihi¢, Beaudoin in Krsnik, 2016). Za resni¢no
individualizacijo programa uditelji potrebujejo specifiéne kompetence, metodi¢na
znanja pri delu z otroki s posebnimi potrebami, specifi¢ne poklicne spretnosti, zato
se individualizirani program (IP) izdela skupinsko, v sodelovanju s specialnimi
pedagogi, ucitelji in drugimi strokovnjaki (Bouillet, 2010). Vzgojitelji, ki imajo
izdelan individualizirani program dela za otroke s posebnimi potrebami, v primer-

javi z vzgojitelji, ki tega programa nimajo, ugotavljajo pomen znanja in spretnosti

91



za prilagajanje programa dela in njegovo implementacijo za uspesno vkljucevanje

(Rudeli¢, Skoci¢ Mihié¢ in Pinoza Kukurin, 2013).

Ravno spretnosti individualiziranega poucevanja so bistvene pri inkluzivnem izo-
brazevanju in inkluzivni uéitelj bi moral prepoznati ucenceve individualne potrebe
in u¢ni stil (Kudek Mirosevi¢, 2016). Za ucitelje v inkluzivnih razredih je temeljni
izziv uporaba uéinkovitih strategij poucevanja, ki so prilagojene individualnim potre-
bam ucencev (Yuen, Westwood in Wong, 2004). Sodobni inkluzivni in izobrazevalni
trendi poudarjajo, da je znacilnost kakovostnega poucevanja individualizirani pristop,
ki temelji na moc¢nih podro¢jih vsakega ucenca. Poucevanje v danasnjih izrazito he-
terogenih razredih v smislu vzgojno-izobrazevalnih potreb ucencev zahteva visoko

raven kompetenc uditeljev za uéno diferenciacijo in individualizacijo.

V skladu z navedenimi aktualnimi spoznanji je prispevek usmerjen v ugotavljanje:
(1) preverjanja merskih karakteristik uporabljene lestvice usposobljenosti uéiteljev za
izvedbo individualiziranega pouka, (2) samoocenjene ravni usposobljenosti hrvaskih
in slovenskih uciteljev za inkluzivno poucevanje/izvedbo individualiziranega pouka,
(3) razlik v usposobljenosti uditeljev za izvedbo individualiziranega pouka glede na
spol in delovno mesto, (4) povezanosti usposobljenosti uciteljev za izvedbo indivi-

dualiziranega pouka in poklicne usposobljenosti glede na starost in delovno dobo.

5.2 Metoda
5.2.1 Vzorec anketirancev

V raziskavi je sodelovalo 1989 razrednih in predmetnih uéiteljev, od tega 1195 hr-
vaskih in 794 slovenskih. Povpre¢na starost uditeljev je 42 let (SD = 10,20; Min =
24; Max = 66), s povpre¢no delovno dobo 17 let (SD = 11,01; Min = 0; Max = 44).
Povpreéna starost in delovna doba uditeljev iz podvzorcev sta prikazani v tabeli 5.1.

Tabela 5.1: Osnovni statisticni kazalniki starosti in delovne dobe uciteljev hrvaskega in

slovenskega podvzorca
Hrvaski uditelji Slovenski u¢itelji
n Min-Max M(SD) n Min-Max M(SD)
Starost 1173 2465 41,69 (10,64) 771 25-66 43,60 (9,37)
Delovna doba 1169 0-44 16,23 (11,08) 775 0-40 18,93 (10,73)

Od skupnega stevila uciteljev, ki so odgovorili na vprasanje o delovnem mestu,
je v skupnem vzorcu 42 % razrednih in 58 % predmetnih uditeljev. V hrvaskem
podvzorcu je 39 % razrednih in 61 % predmetnih uciteljev, medtem ko je v sloven-
skem vzorcu 48 % razrednih in 52 % predmetnih uciteljev.
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5.2.2  Merske karakteristike merilnega instrumenta

Lestvica usposobljenosti uciteljev za izvedbo individualiziranega pouka je skraj-
$ana razlicica lestvice Teachers® perceptions of skills needed for teaching diverse
students (Avramidis, Bayliss in Burden, 2000a). Vsebuje 8 izjav, ki opisujejo samo-
oceno uciteljeve usposobljenosti za pripravo, izvajanje in vrednotenje individuali-
ziranega vzgojno-izobrazevalnega programa (IP) in uporabo nasvetov strokovnih
sodelavcev, sodelovanje z uditelji pri usklajevanju in izvajanju prilagoditev za ucen-
ce, ki jih potrebujejo, individualizacijo pri poucevanju razli¢nih uéencev, spodbuja-
nje razvoja socialnih spretnosti u¢encev in vzdrzevanje oddel¢ne discipline. U¢itelji
so odgovarjali na 5-stopenjski lestvici Likertovega tipa, ki je vkljucevala naslednje
vrednosti: 1 — nisem usposobljen, 2 — slabo sem usposobljen, 3 — delno sem uspo-
sobljen, 4 — dobro sem usposobljen, 5 — zelo dobro sem usposobljen. S faktorsko
analizo lestvice usposobljenosti za izvedbo individualiziranega pouka smo dobi-
li en faktor, ki pojasnjuje 61,17 % skupne variance (lastna vrednost je 4,893) na
vzorcu hrvagkih uciteljev in 56,80 % skupne variance (lastna vrednost je 4,544) na
vzorcu slovenskih uciteljev. Cronbach-alfa koeficient zanesljivosti znasa a = 0,908
za hrvagki in a = 0,889 za slovenski vzorec uditeljev. V tabeli 5.2 so prikazane ko-
munalitete in faktorske nasi¢enosti na izjavah lestvice usposobljenosti za izvedbo

individualiziranega pouka.

Tabela 5.2: Faktorska struktura lestvice usposobljenosti za individualizirani pristop k

ulencem z raznolikimi tezavami

Usposobljenost uciteljev za: » Hrvaska 5 ) Slovenija 5

izvajanje IP 765 ,875 747 ,864
vrednotenje IP 761 872 760 872
upostevanje nasvetov strokovnih sodelavcev? 671 ,819 ,656 ,810
izdelavo IP ,664 ,815 575 ,758
sodelovanje 7 ucitelji* ,663 ,815 ,607 779
individualizacijo pri poucevanju razli¢nih uéencev’ ,570 ,755 ,554 774
spodbujanje razvoja socialnih spretnosti pri u¢encih ,416 ,645 ,364 ,604
vzdrzevanje oddeléne discipline ,383 ,619 ,281 ,530

IP — individualizirani vzgojno-izobrazevalni program
1 — pri usklajevanju in izvedbi prilagoditev programa za ucence
2 — (npr. pedagogov, psihologov, logopedov) v pripravi, izvajanju in vrednotenju IP

3 — iz razli¢nih veckulturnih okolij, s posebnimi vzgojno-izobrazevalnimi potrebami ...
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5.2.3  Metode obdelave podatkov

Prikazani so osnovni statisti¢ni kazalniki (aritmeti¢na sredina, standardna deviaci-

ja, minimalni in maksimalni rezultat) po posameznih izjavah vprasalnika.

S faktorsko analizo, metodo najvedje podobnosti (maximum likehood), za ekstrakci-
jo faktorjev pa z oblimin rotacijo in uporabo Cattelovega graficnega prikaza upa-
danja lastnih vrednosti (screeplot) smo ugotovili faktorsko strukturo. Za ugotav-
ljanje povezanosti med faktorji in kontinuiranimi spremenljivkami smo uporabili
Pearsonov koeficient korelacije. S t-testom za neodvisne skupine spremenljivk smo
testirali razlike med skupinami anketirancev glede na spol in delovno mesto: ra-
zredni in predmetni uditelj. Izracunali smo Pearsonov koeficient korelacije med
faktorji lestvic, za testiranje dobljenih razlik na podvzorcih slovenskih in hrvaskih
anketirancev pa smo opravili testiranje pomembnosti razlik med neodvisnimi ko-
relacijami s Fisherjevimi z-transformacijami.

53 Rezultati in razprava
5.3.1  Usposobljenost hrvaskih in slovenskih uciteljev za
izvajanje individualiziranega pouka

Osnovni statisti¢ni kazalniki na lestvici usposobljenosti uciteljev za izvedbo in-

dividualiziranega pouka na vzorcu hrvaskih in slovenskih uditeljev so prikazani v
tabeli 5.3.

Tabela 5.3: Osnovni statisticni kazalniki na lestvici usposobljenosti uciteljev za
izvajanje individualiziranega pouka

Usposobljenost uéiteljev za: Hrvaska Slovenija
n M(SD) n M(SD)

vzdrzevanje oddel¢ne discipline 1088 4,11(.410) 755 3,95(.720)
spodbujanje razvoja socialnih spretnosti pri u¢encih 1093 4,03(.740) 754  3,80(.718)
sodelovanje z ucitelji* 1088 3,61(.846) 752 3,82(.771)
upostevanje nasvetov strokovnih sodelavcev? 1086 3,50(.848) 751 3,78(.783)
izvajanje IP 1097 3,30(.897) 756  3,28(.888)
individualizacijo pri poucevaniju razli¢nih u¢encev’ 1082 3,29(.928) 753 3,27(.853)
vrednotenje IP 1092 3,20(.920) 754 3,20(.933)
izdelavo IP 1093 3,13(.965) 754 3,79(1.03)
Skupaj 1117 3,53(.685) 750 3,52(.629)

IP — individualizirani vzgojno-izobrazevalni program

1 — pri usklajevanju in izvedbi prilagoditev programa za ucence, ki jih potrebujejo

2 — (npr. pedagogov, psihologov, logopedov) v pripravi, izvedbi in vrednotenju IP

3 — iz razli¢nih veckulturnih okolij, s posebnimi vzgojno-izobrazevalnimi potrebami ...
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Pri vseh postavkah lestvice usposobljenosti uditeljev za izvajanje individualizira-
nega pouka je dosezZen maksimalni in minimalni rezultat, z najvecjo razprsenostjo
rezultatov pri izjavah, ki opisujejo izdelavo, izvajanje in vrednotenje IP ter indivi-
dualizacijo pri poucevanju ucencev iz razli¢nih medkulturnih okolij, s posebnimi

vzgojno-izobrazevalnimi potrebami in drugih uencev.

Hrvaski in slovenski uéitelji v najve&ji meri ocenjujejo, da so usposobljeni za vzdr-
zevanje oddel¢ne discipline in spodbujanje razvoja socialnih spretnosti ucencev.
Temu sledi sodelovanje z drugimi ucitelji pri usklajevanju in izvedbi prilagoditev
programov za udence, ki jih potrebujejo, in s strokovnimi sodelavci, na primer s
pedagogi, psihologi, logopedi in drugimi pri pripravi, izvajanju in vrednotenju in-
dividualiziranega vzgojno-izobrazevalnega programa (IP) za ucence s posebnimi
potrebami. Za navedene sposobnosti ocenjujejo, da so dobro usposobljeni, medtem
ko za individualizacijo pri poucevanju ucencev iz razliénih veckulturnih okolij in
za izvajanje in vrednotenje IP za ucence s posebnimi potrebami tako hrvasgki kot

slovenski uéitelji ocenjujejo, da so delno usposobljeni.

Med navedenimi sposobnostmi je edina razlika med slovenskimi in hrvaskimi uéi-
telji pri oceni usposobljenosti za izdelavo IP za ucence s posebnimi potrebami.

Slovenski ucitelji ocenjujejo, da so dobro usposobljeni, hrvaski pa, da so delno.

Kompetence predstavljajo dinami¢no kombinacijo kognitivnih in metakognitivnih
spretnosti, znanj in razumevanja, medcloveskih in prakti¢nih spretnosti ter eti¢nih
vrednot (Loncari¢ in Peji¢ Papak, 2009; Novovi¢, 2010). Oznacujejo uporabo dolo-
¢enih sposobnosti ali spretnosti za opravljanje nalog, moZnost presojanja dosezkov

in se lahko razvijajo z vajo in izobrazevanjem (Tuning, 2006 v Vizek Vidovié, 2009).

Po rezultatih te medkulturne $tudije hrvaski in slovenski uditelji izenaceno ocenjuje-
jo, da so za izvedbo individualiziranega pouka dobro usposobljeni, vendar na spodnji
ravni vrednosti. Vrednosti njihove samoocene so le neznatno nad delno usposoblje-
nostjo, kar je skladno s prej navedenimi raziskavami po svetu kakor tudi z domacimi
raziskavami (Skoci¢ Mihié in sodelavci, 2014; Skocié¢ Mihi¢, 2011; Kudek Mirosevié,
2016; Kudek Mirosevi¢ in Juréevié¢ Lozancié, 2014; Martan, Matogevi¢ in Skoci¢
Mihi¢, 2017), ki dosledno kazejo, da ucitelji, vzgojitelji in $tudenti, ki se izobrazujejo

za ta dva poklica, ne ¢utijo, da so dovolj usposobljeni za inkluzivno poucevanje.

Rezultati raziskave Kudek Mirosevi¢ (2016) na vzorcu hrvaskih uditeljev in $tu-
dentov so pokazali vi§jo raven samoocenjenih kompetenc studentov tretjega let-
nika in zaposlenih uditeljev za nacrtovanje pouka in izdelavo prilagojenih uénih
gradiv in individualiziranih vzgojno-izobrazevalnih programov v primerjavi s Stu-

denti petega letnika. Ravno v tretjem letniku imajo $tudenti predmet Inkluzivno
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izobrazevanje, zaradi ¢esar mogoce svoje kompetence ocenjujejo podobno kot za-
posleni uditelji in vi§je kakor Studenti petega letnika. U¢itelji ocenjujejo, da so bolj
kompetentni za izdelavo in izvedbo IP v primerjavi z vzgojitelji (Kudek Mirogevi¢
in Juréevi¢ Lozandi¢, 2014). V zgodnjem in predsolskem obdobju ni normirana
obveznost izdelave IP. Vzgojitelji so pripravljeni izdelovati in izvajati IP, vendar
se ne Cutijo dovolj usposobljene, in samo 14 % vzgojiteljev izdeluje IP za otroke s
posebnimi potrebami (Skoci¢ Mihi¢, Beaudoin in Krsnik, 2016). V navedeni raz-
iskavi je visja raven samoocenjene kompetentnosti vzgojiteljev za izvedbo ciljev in
nalog individualiziranega vzgojno-izobrazevalnega programa povezana z njihovo
oceno izobrazbe oziroma pridobljenih znanj o IP.

Poudariti je treba, da so izkazane razlike pri samoocenjeni usposobljenosti udite-
ljev za izvajanje individualiziranega pouka med hrvaskimi in slovenskimi uéitelji
neznatne, in sicer glede sposobnosti izdelave IP. S tem nismo potrdili pri¢akovanih
razlik med slovenskimi in hrvaskimi u¢itelji glede na razlike v zakonskih predpisih,
izobrazevalnih programih in inkluzivnem izobrazevanju. Izhodis¢e za proucevanje
razlik namre¢ izhaja iz razlik v druzbenih kontekstih. C(:prav si hrvaski in slo-
venski uditelji delijo isti druzbeni kontekst zacetka vzgojno-izobrazevalne politike
integracije iz osemdesetih let, je prislo v dveh neodvisnih drzavah do precejsnjih
druzbenih razlik pri poskusu premagovanja ostalih segregacijskih in diskrimina-

cijskih vidikov in pri promoviranju pravice do inkluzivnega izobrazevanja za vse.

5.3.2  Razlike v usposobljenosti uciteljev za izvajanje
individualiziranega pouka glede na spol in
delovno mesto

Da bi ugotovili, ali obstajajo razlike v samoocenjeni usposobljenosti uditeljev za
izvajanje individualiziranega pouka glede na spol in delovno mesto (razredni in

predmetni pouk), smo na podvzorcih opravili Mann-Whitneyjev test (tabela 5.4).

Tabela 5.4: Rezultati Mann-Whitneyjevega testa na podvzorcih

Hrvaska Slovenija
n Mg (SD) U n Mo, U
Spol Zenski 911 555,23 (68) c0ses00 067 380SL o
Moski 188 524,63 ’ 78 308,74 ’
Delovno ~ RP 427 592,13 123775 00 343 395,64 50203,00%
mesto PP 668 519,79 370 321,18

Legenda: RP — razredni pouk, PP — predmetni pouk, U — Mann-Whitneyeva U vrednost; *p<0,05,
*p<0,01, **p<0,001
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Obstajajo statisticno pomembne razlike pri samoocenjeni usposobljenosti sloven-
skih uciteljev za izvajanje individualiziranega pouka glede na spol (U = 21001,00;
p<0,01) in delovno mesto uditeljev na razrednem in predmetnem pouku (U =
50203,00; p<0,001). Slovenske uiteljice (Mg = 380,51) se ocenjujejo za bolj
usposobljene za izvedbo individualiziranega pouka v primerjavi s slovenskimi udi-
telji (Mang = 308,74) — prav tako tudi uditelji razrednega pouka (Myyng = 395,64) v
primerjavi z uditelji predmetnega pouka (M.yg = 321,18).

Na podvzorcu hrvaskih uéiteljev smo dobili statisticno pomembne razlike samo-
ocenjene usposobljenosti za izvedbo individualiziranega pouka glede na delovno
mesto (U = 123775,00; p<0,001), ne pa tudi glede na spol. Tako slovenski kakor
hrvaski uditelji razrednega pouka (Mung = 592,13) se ocenjujejo kot bolj usposo-
bljeni za izvedbo individualiziranega pouka v primerjavi z ucitelji predmetnega

pouka (Miyng = 519,79).

Glede na dobljene razlike v odvisnosti od spola je treba ugotoviti, da je delez
moskih uditeljev v hrvaskem podvzorcu 20,63 %, v slovenskem pa 11,69 %. Na
podvzorcu slovenskih uditeljev dobljene razlike govorijo o vi§ji ravni samoocenje-
ne usposobljenosti slovenskih uéiteljic v primerjavi z uéitelji. Nasprotno temu pa
Bradshaw in Mundia (2006) v svoji raziskavi med $tudenti in uditelji nista odkrila

razlik v mnenjih in skrbi glede inkluzivnega izobrazevanja v odvisnosti od spola.

Dobljene razlike glede na delovno mesto uéiteljev kazejo statisticno pomembno
visjo raven ocenjene usposobljenosti hrvaskih in slovenskih razrednih uéiteljev v
primerjavi s predmetnimi. Podobno so Martan, Skoc¢i¢ Mihi¢ in Puljar (2017)
ugotovili, da ustrezne didakti¢ne strategije pri delu z uéenci s specifiénimi uénimi
tezavami pogosteje uporabljajo razredni uéitelji kot tudi ucitelji, ki so v zaletnem
izobrazevanju imeli predmet o poucevanju ucencev s posebnimi potrebami in pro-
stovoljske izkusnje pri delu z njimi. Kudek Mirosevi¢ in Juréevi¢ Lozanci¢ (2014)
navajata, da so nezadostne kompetence uéiteljev in vzgojiteljev posledica tradici-
onalnega izobrazevanja, ker se ucitelji v najvecji meri izobrazujejo za poulevanje
tipi¢nih ucencev. Ravno tako pa $tudijski programi za predmetne ucitelje ne za-
gotavljajo pridobivanja kompetenc za poucevanje v inkluzivnih oddelkih, medtem
ko so te kompetence za razredne ulitelje zagotovljene samo pri enem obveznem
predmetu (Koki¢, Vukeli¢ in Ljubi¢, 2009). Podobno je tudi v ostalih dezelah (Bo-
uillet, 2008; McHatton in McCray, 2007; Sko¢i¢ Mihi¢, 2011; Sze, 2009; Pecek,
Macura-Milovanovi¢ in Cuk, 2015). Podobno so ugotovile Skoc¢i¢ Mihi¢, Beau-
doin in Giugno Modrusan (2016), da ucitelji kompetence za poucevanje ucencev
z razli¢nimi vzgojno-izobrazevalnimi potrebami v inkluzivnih oddelkih v najvedji

meri pridobivajo s samostojnim ucenjem.
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5.3.3  Povezanost usposobljenosti uciteljev za izvajanje
individualiziranega pouka in poklicne usposobljenosti

Za ugotavljanje povezanosti med samoocenjeno usposobljenostjo uciteljev za iz-
vajanje individualiziranega pouka ter njihovo starostjo in leti delovne dobe smo

izracunali Pearsonov korelacijski koeficient (tabela 5.5).

Tabela 5.5: Pearsonov korelacijski koeficient usposobljenosti uciteljev za izvajanje

individualiziranega pouka ter njihove starosti in let delovne dobe

Hrvaska Slovenija
Usposobljenost Starost Delovna Poklicna Starost Delovna Poklicna
uliteljev za izvajanje doba  usposobljenost doba  usposobljenost
individualiziranega pouka 089" 0,89 0516™ T103% 058 375

Poklicna usposobljenost — lestvica usposobljenosti uciteljev za poklicno delovanje (glej 2. poglavie)

Ni statisticno pomembne povezanosti med usposobljenostjo uciteljev za izvajanje

individualiziranega pouka ter njihovo starostjo in leti delovne dobe.

Da bi ugotovili, ali je Pearsonov korelacijski koeficient med samoocenjeno ravnjo
usposobljenosti uditeljev za izvajanje individualiziranega pouka in poklicno uspo-
sobljenostjo statisticno pomembno razli¢en na podvzorcih slovenskih in hrvaskih
anketirancev, smo opravili testiranje pomembnosti razlik med neodvisnimi korela-
cijami s Fisherjevimi z-transformacijami korelacij (Cohen in Cohen, 1983). Zaradi
preglednosti so statisticno pomembne korelacije, ki smo jih dobili na podvzorcih,

oznacene z zvezdicami (*p<0,01, **p<0.001).

Ugotovili smo, da je povezanost samoocenjene ravni poklicne usposobljenosti z
usposobljenostjo uditeljev za izvajanje individualiziranega pouka tudi statisti¢no
pomembno vedja na podvzorcu anketirancev iz Hrvaske v primerjavi s korelacijo,
ki smo jo dobili na podvzorcu anketirancev iz Slovenije: rh (n = 964) = . 516,
s (n=719) =.378"* 2 =3.209,p = 0. 001.

Ocena usposobljenosti uciteljev za poklicno delovanje je prikazana v drugem poglav-
ju pri¢ujoce monografije. Zanimivo je, da smo opazili srednje statisticno pomembno
povezanost teh kompetenc s kompetencami uciteljev za izvedbo individualiziranega
pouka med hrvaskimi ucitelji, medtem ko je ta povezanost med slovenskimi ucitelji
nizko statisticno pomembna. Ravno povezanost spretnosti za poklicno delovanje,
ki vkljucuje analizo mocnih in $ibkih plati svojega vzgojno-izobrazevalnega dela,
konstruktivni dialog, mentoriranje, refleksivne in sodelovalne spretnosti s spretnost-
mi za individualizacijo pouka, govorijo v prid teoreticnemu konstruktu transverzal-
nih spretnosti, ki so predstavljene v prispevku Cepi¢, Tatalovi¢ Vorkapi¢, Lonéari¢,
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Andi¢ in Skoci¢ Mihi¢ (2015). Vsekakor je treba dodati, da ko govorimo o kakovosti
vzgoje in izobrazevanja, pri tem mislimo na pomembnost spretnosti, ki jih vsebujejo
medpredmetne teme, ki imajo razli¢na imena, med drugim tudi transverzalne kom-
petence ali soff skills. Ravno visoka raven transverzalnih kompetenc uditeljev, med
drugim njihova kompetenca, da oblikujejo tiko okolje za ucenje, ki zagotavlja visoko
raven samouravnavanja ucenja, lahko precej prispevajo k spostovanju individualnih
vzgojno-izobrazevalnih potreb uc¢encev in poudarjanju njihovih moé¢nih plati pri po-
ucevanju. V nekdanjih homogenih razredih so uéitelji poucevali tipi¢ne uéence, med-
tem ko mora biti v danasnjih heterogenih razredih poucevanje usmerjeno v vzgojno-

-izobrazevalne potrebe razli¢nih ucencev.

Poklicni razvoj uciteljev, ki vkljucuje zacetno izobrazevanje in vse oblike vse-
Zivljenjskega izobrazevanja uditeljev, je kljucen za razvoj kompetenc za inkluzivno
poucevanje (Kudek Mirogevi¢ in Juréevi¢ Lozanci¢, 2014). Kurniawati, de Boer,
Minnaert in Mangunsong (2014) so z analizo 13 raziskav potrdili pozitiven vpliv
izobrazevanja v obliki strokovnih izpopolnjevanj na pripravljenost uciteljev, da po-
ucujejo ucence v skladu z njihovimi individualnimi potrebami. Ugotovili so tudi, da

se vecina raziskav usmerja na mnenja, znanje in sposobnosti uciteljev.

Poklicni razvoj vzgojno-izobrazevalnih delavcev ni normiran niti licenciran in se
uresnicuje v skladu z dostopnimi izobrazevalnimi programi, uditeljevimi interesi
in s prostovoljno izbiro. Tudi na mednarodni ravni vloga izobrazevanja uciteljev
za inkluzivno izobrazevanje ni povsem dorecena (Savolainen, Engelbrecht, Nel in
Malinen, 2012). Bouillet (2008) navaja, da je razvoj kompetenc uciteljev za inklu-
zivno izobraZevanje v ve€ini drzav aktualno vprasanje brez univerzalnih odgovorov.
Odprto je tudi vprasanje, kako usposabljanje uciteljev povezati z u¢no prakso in

resni¢nimi Zivljenjskimi situacijami (Kaikkonen in sodelavci, 2007).

Naj sklenemo, da je pri implementaciji inkluzivne zakonske politike v praksi veliko
izzivov, vendar brez enotne perspektive, tako na ravni drzave kakor tudi na ravni Sol
(Acedo, 2008; Ainscow in César, 2006; Ainscow, Farrell in Tweddle, 2000; Booth,
1996; Bouillet, 2010; Igri¢, 2015). Nedvomno je tudi, da je inkluzivna zakono-
daja vplivala na povecanje $tevila otrok s posebnimi potrebami v rednih razredih,
$e posebej ucencev z vedjimi potrebami po individualizaciji in prilagoditvah uéne
vsebine. Vendar pa nacionalne izobrazevalne politike v vecini razvitih drzav niso
zagotovile, da bi ucitelji v ¢asu zacetnega izobrazevanja pridobili zadostne kompe-
tence. Prav tako tudi ni zagotovljenih moznosti stalnega poklicnega razvoja na tem

podrocju, o ¢emer govorijo tudi rezultati pricujoce studije.
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5.4 Sklep

Inkluzivno izobrazevanje je globalni deskriptor izobrazevalne politike v razvitih
dezelah sveta z razli¢nimi nacionalnimi izobrazZevalnimi politikami. Rezultati pri-
¢ujo¢e medkulturne $tudije kazejo na zelo izenaceno oceno usposobljenosti uci-
teljev za inkluzivno poudevanje oziroma izdelavo, izvajanje in vrednotenje 1P, z
uporabo nasvetov strokovnih sodelavcev, uporabo individualiziranih postopkov za
raznolike ucence, s sodelovanjem in z oblikovanjem oddel¢ne klime preko krepitve
socialnih spretnosti vseh ucencev in s pozitivno razredno disciplino. Razlikujejo
se le v oceni usposobljenosti za izdelavo IP, pri ¢emer slovenski uditelji ocenjujejo,
da so dobro usposobljeni, hrvaski pa delno. Razlike so se pokazale tudi pri uspo-
sobljenosti glede na delovno mesto razrednih ali predmetnih uciteljev. Hrvaski in
slovenski razredni ucitelji ocenjujejo, da so bolj usposobljeni za izvedbo indivi-
dualiziranega pouka kot predmetni ucitelji. Hrvaski razredni uéitelji v nasprotju
s predmetnimi med zaletnim izobrazevanjem dobijo kompetence za inkluzivno
poucevanje. Tudi slovenske uéiteljice ocenjujejo, da so bolj usposobljene v primer-
javi z uditelji, medtem ko se te razlike na hrvaskem podvzorcu niso pokazale. Glede
na nezadostno zacetno izobrazevanje uciteljev za inkluzivno poucevanje je stalni
poklicni razvoj kljuénega pomena. Ocenjena usposobljenost hrvaskih in slovenskih
uciteljev za poklicno delovanje je povezana z vi§jo ravnjo usposobljenosti za izved-
bo individualiziranega pouka, pri ¢emer je povezanost bolj izrazena na podvzorcu

hrvaskih uciteljev.

Ceprav obstajajo razlike v hrvaskih in slovenskih nacionalnih inkluzivnih izo-
brazevalnih politikah kot tudi pri implementaciji inkluzivne izobrazevalne po-
litike, je zanimivo, da so ucitelji enako ocenili svojo usposobljenost za izvajanje
individualiziranega pouka. V nadaljnjih raziskavah bi bilo treba analizirati vse-
bine $tudijskih programov razrednih in predmetnih uciteljev v obeh drzavah, da
bi ugotovili morebiten vpliv na dobljene rezultate kakor tudi druge kontekstu-
alne dejavnike. Glede na to, da smo rezultate dobili na reprezentativnem vzorcu
uciteljev z uporabo merskega instrumenta z dobrimi merskimi karakteristikami,
bi bilo smiselno usposobljenost uciteljev za izvajanje individualiziranega pouka
primerjati tudi z ostalimi konstrukti, uporabljenimi v pricujo¢i §tudiji. Tako bi
lahko identificirali dejavnike, ki prispevajo h kakovostnemu poucevanju ucencev
z razli¢nimi sposobnostmi in mozZnostmi preko usposobljenosti uciteljev za in-
dividualizirano poucevanje, usklajeno z vzgojno-izobrazevalnimi potrebami teh
ucencev, na podlagi poznavanja lastnosti posameznih skupin ucencev kot tudi

ucinkovitih strategij poucevanja.
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6 Sklepni razmislek

Jana Kalin in Renata Cepi¢

V prejsnjih poglavjih smo se usmerili na dva koncepta, ki sta klju¢na za ucinkovit
in sodoben poklicni razvoj uditeljev: uciteljev status in poklicne kompetence za
razvoj transverzalnih kompetenc uencev v vzgojno-izobrazevalnih praksah. Tem
vprasanjem se v praksi posveca premalo pozornosti, pa tudi v znanstveni literaturi
o tem ni celovitih $tudij. Po uvodnih teoreti¢nih in metodoloskih izhodis¢ih je v
drugem poglavju postavljen teoreti¢no-konceptualni okvir, ki temelji na pregle-
du znanstveno relevantnih spoznanj o poklicnem razvoju uditeljev, izpostavljena
so osnovna pojmovna dolo¢ila in klju¢ne znacilnosti prevladujocih pristopov k
poklicnemu razvoju, posebno pozornost pa smo namenili sodobnim vidikom, ki
poudarjajo nekatere perspektive poklicnega razvoja. Tretje poglavie je posveceno
analizi dejavnikov, ki vplivajo na polozaj in status uciteljskega poklica, proucili smo
razli¢ne pristope k dolo¢anju statusa, probleme nepriznavanja uciteljskega poklica
in implikacije opravljene analize za izboljSanje poloZaja uciteljev v stroki in druzbi.
V Cetrtem poglavju govorimo o samouravnavanju ucenja kot pomembni transver-
zalni kompetenci, ki je kot del trenutno aktualnega predloga celovite kurikularne
reforme na hrvaskem postala pomembna z uvajanjem medpredmetne teme »ucenje
ucenja«. V petem poglavju posebno pozornost posve¢amo vprasanjem inkluzivne

izobrazevalne politike in kompetencam uciteljev za inkluzivno izobrazevanje.

V navedenih poglavjih znanstvene monografije pregled teorije nadgrajujemo z re-
zultati empiri¢nega raziskovanja, ki je, med drugim, imelo cilj raziskati izkusnje
in odnos razrednih in predmetnih uditeljev na osnovnih $olah na Hrvaskem in v
Sloveniji do poklicnega razvoja, statusa uciteljev ter transverzalne kompetence na

podrodju samouravnavanja ucenja in inkluzije.

V anketi je sodelovalo skupaj 1867 uciteljev, ki so pravilno izpolnili celoten vpra-
$alnik: od tega je bilo 1103 (59,1 %) hrvaskih in 764 (40,9 %) slovenskih osnov-
nosolskih uciteljev. Med drugim je bil rezultat raziskave tudi nabor preverjenih
instrumentov, ki jih lahko uporabimo kot dobro empiri¢no izhodisée za nadaljnje
spremljanje te tematike. Razen Ze obstojecih vprasalnikov, ki so bili prevede-
ni v hrvascino in slovenséino ter ustrezno prilagojeni — kot so lestvica mnen;
uliteljev o samouravnavanju ucenja (Self-Regulated Learning Teacher Belief
Scale, SRLTB) (Lombaerts, DeBacker, Engels, Van Braak in Athanasou, 2009);
in lestvica usposobljenosti uéiteljev za izvedbo individualiziranega pouka, skraj-
$ana razlicica lestvice Uciteljevi pogledi na potrebne spretnosti za poucevanje
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raznolikih ucencev (Teachers® perceptions of skills needed for teaching diver-
se students) (Avramidis, Bayliss in Burden, 2000) —, smo uporabili tudi izvir-
ne vprasalnike, kot sta lestvica usposobljenosti uciteljev za poklicno delovanje
in lestvica ugleda, ki smo ju sestavili na podlagi pregleda teorije in dosedanjih
raziskav posameznega podrod&ja. Merske karakteristike vseh uporabljenih instru-

mentov in rezultati so opisani v poglavjih pri¢ujoce monografije.

V sklepnem delu se bomo ozrli na pomembnejse rezultate nase raziskave ter v
lu¢i dobljenih rezultatov poskusali oblikovati predloge, ki bodo pomagali doseci

Zelene spremembe.

Poklicni razvoj uéiteljev vidimo kot vseZivljenjski proces ucenja in razvoja na oseb-
nem, socialnem in ozjem strokovnem podro¢ju. Pri tem je pomembno, kako ucitel;
vidi svojo usposobljenost in kako ocenjuje moznosti za svoje poklicno delovanje
v smeri kriti¢nega, neodvisnega in odgovornega odlo¢anja in delovanja. Svetovni
nazor, odnos do sebe in drugih, pogled na odnos med posameznikom in $olo, dru-
Zino in kulturo na splo$no, izkusnje, ki temeljijo na znanju, odnosu do uéne vsebine
in na¢inov poucevanja, kot tudi vse izkusnje, ki so oblikovale idejo o tem, kaj je
poucevanje in kaj vkljuc¢uje delo ucitelja, neposredno vplivajo na interpretacijo in
pomembnost, ki jo ucitelji pripisujejo svoji izkusnji poucevanja. V tem Stevilni av-
torji vidijo razlog, zakaj mnogi programi poklicnega razvoja nimajo pravega vpliva
na spremembo prakse poucevanja, in zato tudi ne na znanje ucencev. Zato je zelo
pomembno razumeti, kako uditelji poklicno napredujejo in kateri pogoji prispevajo

k tej rasti/napredku ter ga spodbujajo.

Rezultati so pokazali, da tako hrvaski kot slovenski uéitelji v povprecju ocenjujejo,
da so dobro usposobljeni, pri tem pa se odpira vprasanje, ali so bili ucitelji realni
pri ocenjevanju svoje usposobljenosti ali pa so tezili k Zelenim odgovorom. Pri
tem hrvagki ucitelji statisticno pomembno visje ocenjujejo svojo usposobljenost
kakor slovenski ucitelji na vseh zajetih podro¢jih delovanja (usposobljenost za
analizo dobrih in slabih plati svojega vzgojno-izobrazevalnega dela, vzpostavljanje
konstruktivnega dialoga s svojimi kolegi, vzpostavljanje partnerskega sodelovanja
z drugimi Solami in institucijami ter za sodelovanje s starsi), razen glede uspo-
sobljenosti za mentoriranje ucencev na praksi in uciteljev pripravnikov. Lahko bi
se vprasdali, ali so hrvaski uditelji res bolj kompetentni ali pa je njihova samoocena
manj kriti¢na oziroma ali so bili slovenski u¢itelji preve¢ kriti¢ni pri oceni svoje

usposobljenosti v primerjavi s hrvaskimi uditelji.

Kljub relativno visokim ocenam lastne usposobljenosti za poklicno delovanje smo

ugotovili, da hrvaski in slovenski uditelji najniZje ocenjujejo svojo usposobljenost
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za delovanje v raziskovalno-razvojnih projektih, mentoriranje ucencev na praksi
in uciteljev pripravnikov ter za vzpostavljanje partnerskega sodelovanja z drugimi
$olami in ustanovami. Navedeno nakazuje, da niso vsi ucitelji usposobljeni za men-
toriranje, niti ne prevzemajo te vloge. Prav tako je mogoce, da ucitelji v nekoliko
manjsi meri razumejo sodelovanje pri razli¢nih raziskovalno-razvojnih projektih
in vzpostavljanje sodelovanja s §irSo druzbeno skupnostjo kot eno svojih klju¢nih
nalog. Na podlagi tega je mogoce ugotoviti, da so to podro¢ja, na katerih bi bilo

smiselno ucitelje v prihodnje bolj spodbujati in podpirati.

Utitelji z ve¢ leti delovnih izkusenj v povprecju po pri¢akovanjih tudi visje ocenju-
jejo svojo usposobljenost za poklicno delovanje na razli¢nih podro¢jih. Ta tendenca
je jasno izrazena tako pri hrvagkih kakor tudi pri slovenskih uciteljih. Tak rezultat
predvsem lahko pri¢akujemo, ¢e vecina uciteljev napreduje v Zeleni smeri poklic-
nega razvoja in jih v zrelem obdobju kariere (z ve¢ kot 19 leti poucevanja) oznaluje
angazirano in kritino delovanje, ki se potem nadaljuje v spro§¢enem izpreganju.
Tako tudi rezultati dosedanjih raziskav nakazujejo, da so ti ucitelji dosegli dolo-
¢eno stopnjo avtonomije, delujejo premisljeno in odgovorno v skladu s svojimi
pogledi in vrednotami, torej lahko pri¢akujemo, da bodo svojo usposobljenost na

kljuénih podrogjih delovanja uéiteljev ocenili visoko.

Razvidno je, da se vloge in delo uditelja s¢asoma povecujejo, medtem ko njihov
status v primerjavi z drugimi poklici stagnira ali pa se slabsa, kar potrjujejo tudi
rezultati §tevilnih razliénih mednarodnih in nacionalnih poroé¢il in $tudij. Lah-
ko bi rekli, da so uéitelji pogosto v precepu med visokimi pri¢akovanji druzbe
(verjetno tudi njih samih) in nizkim poklicnim spo§tovanjem. Med $tevilnimi
dejavniki, ki neugodno vplivajo na druzbeni polozaj in status uciteljskega pokli-
ca, ki je v relativni hierarhiji poklicev na globalni ravni Se naprej nizek, se posebej
izpostavljajo problemi nizkih pla¢ uéiteljev, zaostajanje za placami v gospodar-
stvu in negospodarstvu, nizek Zivljenjski standard, Stevilo zaposlenih uciteljev,
feminizacija stroke, nezadostna avtonomija in izkljuéenost iz izobrazevalnih po-
litik, pomanjkanje nadzora nad vstopom v poklic, napa¢na predstava o delovnem
¢asu uciteljev oziroma splosno prepricanje, da ucitelji delajo manj ur kot drugi
strokovnjaki, in $tevilni drugi dejavniki, ki se, po mnenju avtorjev, odrazajo v

polozaju in statusu uciteljskega poklica.

Hrvaski uditelji se v vedji meri kot slovenski strinjajo s tem, da je delo uciteljev
med najpomembnejsimi v druzbi, po drugi strani pa v $e vedji meri ocenjujejo, da
ima delo uéiteljev nizek ugled v druzbi in da so ucitelji slabse placani od ostalih
enako zahtevnih poklicev. Po drugi strani pa se hrvasgki uditelji v manj$i meri

od slovenskih strinjajo s tem, da jim njihov poklic omogoc¢a reden zasluzek in

109



finanéno neodvisnost ter da jih starsi in ucenci spostujejo. V tem smislu lahko
sklepamo, da hrvaski osnovnosolski uéitelji svoj ugled v druzbi zaznavajo nizje
kakor slovenski, ¢eprav svojo usposobljenost za poklicno delovanje ocenjujejo
precej visje od slovenskih uciteljev. Hkrati torej ocenjujejo, da so dobro usposo-
bljeni za svoje poklicno delovanje, vendar pa so nezadostno priznani v primerjavi
s tem, koliko mislijo, da bi morali biti priznani. Taksno neskladje signalizira ob-
stoj Stevilnih dejavnikov, ki se odrazajo v tem, kako ucitelji sami ocenjujejo po-
loZaj in status svojega poklica. Omenjeno neskladje je vidno tudi pri slovenskih

uciteljih, vendar je manj izrazito.

Rezultati pricujoce raziskave so pokazali, kako osnovnosolski ucitelji rangirajo
ugled svojega poklica v primerjavi z ugledom drugih poklicev, kot so vzgojitelj,
srednjesolski uditelj, univerzitetni profesor, zdravnik, medicinska sestra, odvetnik,
podjetnik, novinar in gledaliski igralec. Ugotovili smo, da tako hrvaski kot sloven-
ski uditelji po stopnji ugleda najvisje uvrs¢ajo poklic zdravnika, potem odvetnika
in nato podjetnika. Poklic univerzitetnega profesorja je po stopnji ugleda uvricen
$ele na Cetrto mesto (najvisje med pedagoskimi poklici). Skladno z rezultati drugih
raziskav ne preseneca, da so hrvaski in slovenski ucitelji najnizje uvrstili poklica
vzgojitelja in osnovnosolskega ucitelja. Med hrvaskimi uditelji tretje mesto na spo-
dnjem delu lestvice ugleda zavzema srednjesolski ucitelj, med slovenskimi ucitelji
pa medicinska sestra. Rezultate nase raziskave potrjujejo tudi rezultati drugih raz-
iskav, po katerih status ucitelja variira v odvisnosti od sektorja izobrazevanja. Splo-
$na percepcija poklicnega statusa ucitelja je »povprecna« v vseh izobrazevalnih sek-
torjih, razen v visokem izobrazevanju. Nizji status se pogosteje percipira za podro-
je zgodnjega otrostva in strokovnega izobrazevanja ter izobraZzevanja pomoznega
ucnega osebja. Vzgojiteljem, uciteljem v strokovnem izobrazevanju in pomoZnemu
uénemu osebju se pripisuje nizji poklicni status v primerjavi z drugimi sektorj,
posebej z visokim izobrazevanjem. Znano je, da v predsolskem in osnovno$olskem
izobrazevanju prevladujejo Zenske, raziskave pa so dokazale povezanost poklicnega
statusa in pla¢ kot tudi povezanost med feminizacijo uditeljskega poklica, nizkim

statusom in nizkimi placami.

Zaskrbljujoce je dejstvo, da se hrvaski in slovenski ucitelji v nasi raziskavi najmanj
strinjajo s tem, da jih spostujejo uéenci, ki so prvi »uporabniki« njihovega znanja.
V tem kontekstu naj omenimo tudi, da je dolo¢ena stopnja odgovornosti za ugled
v druzbi zagotovo v rokah samih uditeljev, in da oni sami s svojo kakovostjo in
odli¢nostjo v poklicnem delovanju zagotovo lahko prispevajo k vejemu sposto-
vanju uéencev in starSev do njih in njihovega poklica ter na ta nacin prispevajo k

izbolj$anju svojega ugleda, statusa in spo$tovanja v druzbi.
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Ugled, status in spostovanje so trije razli¢ni vidiki statusa stroke. Ugled definira javno
mnenje oziroma javno percepcijo relativnega polozaja poklica v hierarhiji poklicev
in kaze na status kot kategorijo, v katero oblikovane skupine uvric¢ajo dolocen po-
klic in spostovanje tistih, ki lahko opazujejo kakovosti, ki jih posamezniki kazejo pri
svojem delu (percepcija poklica v javnosti zaradi osebnih kvalitet, ki jih posamezniki
kazejo med opravljanjem osnovnih nalog oziroma njihova skrb, kompetentnost in
predanost delu). Brez dvoma imajo doloceno stopnjo odgovornosti tudi sami udite-
lji, ki lahko to spostovanje tudi izbolj$ajo. Zadovoljstvo z izobrazevanjem, blaginja
ucencev, predstava o vlogi otroka in vzgojitelja, sodelovanje in interes starSev — vse
to so vidiki, ki jih u¢itelj lahko uresnidi, odvisno od nacina, kako se ukvarja z ucenci
in njihovimi starsi, s tem pa uditelji lahko prispevajo tudi k zmanjSevanju mita, da
druzba ne spostuje uditeljev. Pri¢akujemo lahko, da bodo dinami¢ne spremembe, ki
se dogajajo v nasem okolju, spodbudile potrebo po ustvarjanju takih izobrazevalnih
politik, v katerih bo prioriteta: izboljsati place in pogoje dela, ki se kazejo kot najbol
kriti¢ni dejavniki, ki vplivajo na poklicni status in osebno samospostovanje uditeljev,
zagotoviti visoko kakovost izobrazevanja uditeljev, moZnosti poklicnega razvoja in
razvoja kariere, zagotoviti akademsko svobodo, avtonomijo in sodelovanje pri od-
lo¢anju, zagovarjati mocan sistem javnega izobrazevanja v lokalnih skupnostih in
vzdrzevati reden dialog med izobrazevalnimi zdruzenji in vlado ter spodbujati sode-

lovanje uditeljev pri oblikovanju sistemskih resitev.

CCprav je veliko dejavnikov, ki pomembno vplivajo na proces ucenja in pouceva-
nja, vendarle dolocene vloge uciteljev prevladujoce definirajo kakovost tega procesa
in rezultate u¢enja. Dve enako pomembni dimenziji, ki oznacujeta vlogo ucitelja
in sta povezani s konceptom identitete, se nanasata na profesionalne in osebne
dimenzije. Profesionalizem uitelja ni samo skupek njegovih kompetenc. Prave-
ga ucitelja, na katerikoli ravni poucevanja, dolo¢ajo, kakor izpostavlja Korthagen
(2009), predvsem njegove osebne odlike, kot so: uciteljeva prepri¢anja, emocional-
na angaziranost, intrinzi¢na motiviranost za poklicno delovanje, eti¢na zavezanost
in prepoznavanje poslanstva svojega poklica. Z drugimi besedami, ucitelj je rezultat
svoje »kumulativne avtobiografije« oziroma deluje na podlagi osebnih konstruktov,
prepricanj in razumevanja cloveka, uenja, poklicne rasti in razvoja. V tej izdaji
monografije ne predstavljamo rezultatov analize pomembnosti razlik v dimen-
zijah osebnosti in samoocenjenimi ravnmi poklicne usposobljenosti ter vprasanj
razmerja med sociodemografskimi spremenljivkami in dimenzijami osebnosti. V
vzgojno-izobrazevalnih situacijah sta izredno pomembni artikulacija in preverjanje
uciteljevih lastnih vrednot, prepricanj in stalis¢, saj prispevata k boljsemu razume-
vanju in razvoju njihove profesionalnosti in poklicne identitete ucitelja, hkrati pa

zagotavljata blagostanje otrok.
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V sodobnih izobrazevalnih kontekstih je poudarek na razvoju inovativnosti, ustvar-
jalnosti, reSevanju problemov, razvoju kritiénega misljenja, podjetnosti, informa-
cijski pismenosti, socialnih in drugih kompetencah, ki jih ni mogoce uresniciti v
tradicionalnem vzgojno-izobrazevalnem sistemu s poudarkom na prenosu znanja.
Transverzalne kompetence prepoznavamo kot pomembne spretnosti uciteljev tako
pri organizaciji procesa ucenja in poucevanja ter lastnega poklicnega razvoja kot
tudi v procesu razvijanja teh kompetenc pri svojih u¢encih. Namen transverzalnih
kompetenc je omogociti integrirano ucenje preko meja disciplin kakor tudi spod-
bujanje povezovanja raznih podro¢ij ucenja, kar prispeva k razvoju klju¢nih kom-
petenc in spretnosti. V razliénih dezelah se »izmeni¢no« uporablja veliko pojmov
za opisovanje transverzalnih kompetenc/spretnosti, kot na primer medkulturne

kompetence/spretnosti, klju¢ne kompetence/spretnosti 21. stoletja ipd.

Nove naloge in vloge od uéiteljev zahtevajo tudi nove kompetence, kot je kompe-
tenca »ucenje ucenja« (vkljuéno s prilagajanjem spremembam, samouravnavanjem
ucenja in soo¢anjem z neuspehom). T izzivi uciteljem vsiljujejo potrebo po razvoju
vijih ravni znanja in bolj zapletenih kognitivnih spretnosti. Transverzalna kom-
petenca »ucenje ucenja« ter drzavljanske in socialne kompetence imajo klju¢no
vlogo v inkluzivnem izobrazZevanju, ki je definirano kot »proces usmerjanja in od-
govarjanja na razli¢ne potrebe vseh ucencey, s ciljem vecanja njihovega sodelovanja
pri uéenju, v komunikaciji in skupnosti ter zmanj$evanjem izkljucenosti znotraj in
izven izobrazevanja« (Unesco, 2005, str. 13). Uitelj v inkluzivnem razredu poucuje
razli¢ne uence z razli¢nimi vzgojno-izobrazevalnimi potrebami. To zahteva krepi-
tev uciteljevih interdisciplinarnih sodelovalnih spretnosti za modeliranje in razvoj

transverzalnih kompetenc med ucenci.

Transverzalne kompetence uciteljev na podrodju samouravnavanja ucenja in in-
kluzije niso dovolj raziskane; $e posebno je veliko moznosti na podrodju inter-
disciplinarnih in medkulturnih $tudij. U¢itelji se morajo spopadati s preobseznimi
uénimi naérti ter razli¢nimi zahtevami v inkluzivnih okoljih. Zato je morda tezko
najti naine za razvijanje zahtevnih transverzalnih kompetenc, ki naceloma zah-
tevajo visoko raven angaziranja in interakcije med uciteljem in ucencem. Razvoj
transverzalnih kompetenc je treba vkljuditi v zaetno in stalno strokovno izobra-
zevanje uciteljev. Po zadnjih podatkih iz dokumentov inkluzivne politike je skoraj
vsaka vzgojno-izobrazevalna skupina v vrtcu in osnovni $oli inkluzivna oziroma jo
sestavljajo uenci z razli¢nimi vzgojno-izobrazevalnimi potrebami. Zato je klju¢no
raziskovanje, Se posebej, ko gre za razmerje med kompetencami in motivacijskimi
dejavniki, dejavnostjo in okoljem, ki podpira samouravnavanje vedenja in kompe-

tenc v vzgoji in izobrazevanju. Ko gre za Ze zaposlene uitelje, je treba skozi proces
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poklicnega razvoja nameniti posebno pozornost razvoju navedenih kompetenc. To
lahko poveca uditeljeve sposobnosti reagiranja in spopadanja z zahtevnimi situaci-
jami v inkluzivnih izobrazevalnih okoljih in ima lahko pozitivne rezultate za ugled

uciteljev v druzbi.

Samouravnavanje ucenja je pomembna transverzalna kompetenca, ki je v predlo-
gu novega hrvaskega kurikula postala pomembna po uvedbi medpredmetne teme
»uenje ucenja«. Stalid¢a in prepricanja uciteljev o pomembnosti samouravnava-
nja uenja v precej$nji meri dolo¢ajo njihovo pripravljenost za uvajanje aktivnosti
in organizacijo pouka, ki spodbuja razvoj kompetence samouravnavanja ucenja.
Taka stalis¢a in prepricanja se oblikujejo med zacetnim in stalnim strokovnim
izobrazevanjem uciteljev, zato je zanimivo vprasanje, v kolik$ni meri je njihova
samoocena stopnje poklicne usposobljenosti povezana s pozitivnimi prepricanji
o pomembnosti spodbujanja samouravnavanja ucenja pri ucencih. Za preverjanje
povezanosti med samoocenjeno stopnjo poklicne usposobljenosti in uditeljevimi
prepricanji o samouravnavanju ucenja je bila v hrvaséino in slovenséino prevedena
lestvica prepricanj uditeljev o samouravnavanju uéenja (Lombaerts, Backer, En-
gels, van Braak in Athanasou, 2009) in prilagojena razmeram/pogojem v teh dveh
dezelah. Lestvica je pokazala zadovoljive merske karakteristike. Replicirana je bila
originalna faktorska struktura, ki je pokazala zadovoljivo faktorsko stabilnost na
podvzorcih slovenskih in hrvagkih uciteljev. Tudi zanesljivost lestvice je bila na
obeh podvzorcih zadovoljiva. Niso se pokazale statisti¢cno pomembne razlike v pre-
pricanjih slovenskih in hrvagkih uciteljev. Poklicna usposobljenost je nizko (éeprav
statisti¢no pomembno) pozitivno povezana s prepri¢anji o samouravnavanju uce-
nja, kar kaze na dolo¢en, minimalen prispevek poklicnega usposabljanja k razvoju
pozitivnih stali§¢ o samouravnavanju ucenja. Enak rezultat smo dobili na podvzor-
cih slovenskih in hrvaskih uditeljev, kar kaze na potrebno spremembo zacetnega in
stalnega strokovnega izobrazevanja v smislu boljse informiranosti o pomembnosti
spodbujanja kompetence samouravnavanja ucenja skozi razliéne medpredmetne
ucne dejavnosti. Predlog celovite kurikularne reforme, povezan z medpredmetno
temo »ucenje ucenja, ki je trenutno aktualen na Hrvaskem, ne bo dosegel Zelenega
ucinka, ¢e izobrazevanje uciteljev ne bo spodbujalo stali$¢ o pomembnosti omogo-
¢anja prostih in samostojnih izbir ter intrinzi¢no motiviranih dejavnosti ucencev
pri pouku s ciljem razvoja sposobnosti samouravnavanja ucenja kot pomembnega

predpogoja za vseZivljenjsko ucenje.

Inkluzivna izobrazevalna politika je pomembno vplivala na vkljucevanje ucen-
cev razli¢nih sposobnosti in interesov v redne heterogene razrede. Zato je kljuc-

no, da je poucevanje razli¢nih ucencev individualizirano oziroma da imajo ucitelji
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kompetence za izvajanje individualiziranega pouka. Paradoks inkluzivne izobra-
zevalne politike se odraza v zakonski regulativi, po kateri bi po eni strani morali
biti uditelji usposobljeni za kakovostno poucevanje vseh ucencev v skladu z nji-
hovimi vzgojno-izobrazevalnimi potrebami, po drugi strani pa je njihovo zace-
tno izobrazevanje v neskladju s sodobnimi zahtevami. Zacetno izobrazevanje bi
moralo usposobiti uditelje, da prevzamejo odgovornost za ucenje in dosezke vseh
ucencev, kar vkljucuje inkluzivna stali§¢a in vrednote kot tudi znanje in spretnosti
za poucevanje raznolikih ucencev. Ravno zacetno izobrazevanje uciteljev vpliva na
oblikovanje pozitivnih stalis¢ o inkluziji in razvijanje sposobnosti bodocih udite-
ljev za izdelavo, izvajanje in vrednotenje individualiziranih vzgojno-izobrazevalnih
programov za ucence s posebnimi potrebami. Se veg, rezultati dosedanjih raziskav
jasno kazejo, da ucitelji podpirajo inkluzivno izobrazevanje, vendar imajo zmerno

raven usposobljenosti za poucevanje raznolikih uéencev.

Inkluzivno izobrazevanje je globalni deskriptor izobrazevalnih politik s Stevilnimi
izzivi pri implementaciji zakonskih dolo¢il v praksi (Unesco, 2005). Rezultati opra-
vljene raziskave kazejo, da ucitelji ocenjujejo, da so delno do dobro usposobljeni za
poucevanje v inkluzivnih oddelkih, pri ¢emer mislijo, da so najbolj usposobljeni za
uravnavanje oddel¢ne discipline in spodbujanje razvoja socialnih spretnosti ucen-
cev. Raven njihove samoocenjene usposobljenosti za izvajanje individualiziranega
pouka je povezana s poklicno usposobljenostjo, ne pa s starostjo ali z delovno dobo.
Utiteljice se ocenjujejo za bolj usposobljene za izvajanje individualiziranega pouka.
Pricakovane razlike v usposobljenosti za izvajanje individualiziranega pouka med
hrvaskimi in slovenskimi u¢itelji niso bile potrjene, razen v povezanosti ravni nji-

hove poklicne in inkluzivne usposobljenosti, ki je vi§ja pri hrvaskih uciteljih.

Poucevanje v danasnjih izrazito heterogenih razredih zaradi vzgojno-izobrazeval-
nih potreb raznolikih uéencev zahteva visoko raven spretnosti, potrebnih za indi-
vidualizirani pouk, kot je izdelava, izvajanje in vrednotenje IP (individualiziranega
vzgojno-izobrazevalnega programa), ob uporabi nasvetov strokovnih sodelavcev,
uporabi individualiziranih postopkov za vse uence, ki imajo posebne vzgojno-izo-
brazevalne potrebe, sodelovanju s kolegi in oblikovanju oddeléne klime preko krepi-
tve socialnih spretnosti vseh ucencev in pozitivni oddel¢ni disciplini. Z usmerjeno-
stjo zaetnega izobrazevanja uciteljev v poucevanje tipi¢nih ucencev in pridobivanje
uciteljskih kompetenc za delo v inkluzivnih oddelkih v najvecji meri s samostojnim
ucenjem ni mogoce ustrezno odgovoriti na sodobne zahteve vzgojno-izobrazevalne
prakse. Sodobni inkluzivni in izobrazZevalni trendi namre¢ poudarjajo, da je znadil-
nost kakovostnega poucevanja individualizirani pristop, ki temelji na mo¢nih po-

dro¢jih vsakega ucenca. Inkluzivna politika je vplivala na povecanje Stevila otrok s
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posebnimi potrebami v rednih razredih, Se posebej uencev z vedjimi potrebami po
ucni individualizaciji. Zato je pomembno uditeljem med zacetnim izobraZzevanjem
omogociti pridobivanje specifi¢nih spretnosti za delo z otroki s posebnimi potre-
bami v inkluzivnih okoljih, krepitev samoucinkovitosti, e posebej ucinkovitosti v
sodelovanju s strokovnimi sodelavci in drugimi uditelji, kar je povezano z mnenjem
uciteljev o inkluziji, kakor tudi krepitev spretnosti uditeljev za interdisciplinarno
sodelovanje. Zato je poklicni razvoj uciteljev kot vsezivljenjski proces, ki vkljucuje
razli¢ne oblike sistemsko nacrtovanih priloZnosti in pridobivanja izkusenj, kljucen
za razvoj kompetenc, potrebnih inkluzivnemu ucitelju, kar potrjujejo rezultati pri-

Cujoce raziskave.

Kon¢éno, uditelji so odgovorni za $irjenje meja poklicnega znanja skozi refleksivno
prakso in sistemati¢no vklju¢evanje v programe stalnega poklicnega razvoja. Ce je
nas cilj prispevati k ustvarjanju inovativne vzgojno-izobrazevalne prakse in spod-
bujati razvoj inovativnosti, ustvarjalnosti, reSevanja problemov, kriti¢nega mislje-
nja, podjetnosti, informacijske pismenosti, socialnih in drugih kompetenc uéencev,
in sicer z implementacijo ustreznih dejavnosti v razredih, potem je, med drugim,
treba preveriti tradicionalne vzgojno-izobrazevalne pristope in pri tem postaviti

pod vprasaj veliko ustaljenih izobrazevalnih teorij in prakti¢nih resitev.

Kljub priznavanju pomembnosti poklicnega razvoja in pritiskov, ki izhajajo iz so-
dobnih izobrazevalnih potreb, ve¢ina moznosti poklicnega razvoja ostaja fragmen-
tirana, nezadostno povezana s kurikuli in neustrezna glede na uditeljeve potrebe,
pogoje in moznosti. Da bi uditelji pridobili kompetence za te nove vloge, je treba
zagotoviti kakovostno zacetno izobrazevanje kot tudi ustrezne programe stalne-
ga poklicnega razvoja. Poklicni razvoj ne poteka v vakuumu in pomembno je, da
vkljucuje ostale elemente v irSem kontekstu (kot so poklicna identiteta, znacilnosti
okolja, druzbene okoli§éine razvoja in razlogi za sodelovanje v poklicnem razvoju),

ki ravno tako lahko vplivajo na institucionalno prakso poklicnega razvoja.

Velik izziv za sodobne vzgojno-izobrazevalne ustanove je iskanje inovativnih na-
¢inov za uporabo situiranega/kontekstualiziranega znanja uciteljev ter izkuSenj
in strokovnosti pri spodbujanju razvoja transverzalnih kompetenc ucencev, kot je
uresnicevanje poklicnega razvoja znotraj razredne prakse uditeljev oziroma znotraj
prakse poklicnega razvoja z uditelji v njihovi praksi. Vzdrzevanje visoke stopnje
usposobljenosti uditeljev za delovanje na razliénih podrogjih poklicnega delovanja
in njihovo napredovanje v kriti¢nem, neodvisnem in odgovornem odlo¢anju in delo-
vanju zahteva ustrezno institucionalno, administrativno in organizacijsko strukturo,
ki priznava pomembnost njihovega stalnega ucenja in spodbujanja razvoja na indi-

vidualni in institucionalni ravni. Zagotavljanje okolja, ki podpira ucenje, ima kriti¢no
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vlogo za u¢ni uspeh in izobrazevalna prizadevanja, e posebej ¢e upostevamo sodobni
kontekst dela in ucenja, ki ga oznacujejo stalne spremembe. Pogoj za take pobude je
vzpostavljanje organizacijske kulture in klime, ki temeljita na zaupanju, spo$tovanju,

kriti¢ni refleksiji, sodelovanju, komunikaciji in delitvi odgovornosti.

Vse to ima pomemben vpliv na poklicni razvoj uéiteljev kot kriti¢nih intelektual-
cev, ki v okviru svoje osebne strukture ohranjajo odprtost za novo znanje. Konéno,
ucitelji so sposobni spreminjati/transformirati svojo prakso samo, ¢e preverjajo in
spreminjajo tudi lastne teorije in razumevanje poucevanja in uéenja. V tem kon-
tekstu so v sredi$¢u izobrazevalnih prioritet izboljsanje splo$no nizkega ekonom-
skega in statusnega polozaja uciteljskega poklica v druzbi, priznavanje uciteljev
kot enakopravnih partnerjev pri ustvarjanju izobrazevalne politike in izbolj$anje

kakovosti zaCetnega in stalnega poklicnega razvoja uditeljev.
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TEACHERS' PROFESSIONAL
DEVELOPMENT
Status and transversal
competencies






Foreword

In the last few decades, education experts and decision-makers have been focused on
issues concerning the teaching profession, professionalism, the need for the profes-
sionalisation of the teacher’s calling, and the development of quality education. The
quality of teaching is the decisive factor in the quality of education, with education
and continuing professional development of teachers undeniably being among the
central issues relevant for the realisation, quality, dissemination, and innovation of
educational activities. The professional development of teachers is understood as a
lifelong learning and development process in the personal, social, and narrow pro-
fessional fields, whereby it is important how the teacher views his/her competencies
and how he/she assesses the opportunities for professional action in the direction
of critical, independent, and responsible decision-making and action. Within the
framework of the research project 13. 10. 2. 2. 02, Teachers’ professional development:
status, personality and transversal competencies (Croatian title: Profesionalni razvoj uci-
telja: status, licnost i transverzalne kompetencije), which was approved and funded by
the University of Rijeka, the researchers focused on three main concepts that are key
to the effective and modern professional development of teachers: teacher status,
personality, and professional competencies in developing pupils’ transversal compe-
tencies in educational practice. To date, educational practice has paid little attention

to these questions, and scientific literature lacks comprehensive studies.

Although the teaching profession has changed significantly over the last few deca-
des, it still has to define itself in relation to other professions. Teachers often find
themselves in the midst of the high expectations of society (and probably their
own expectations as well) and low professional reputation. Many international re-
ports and studies warn that the role of teachers is becoming increasingly deman-
ding and complex, while, on the other hand, their status in society is stagnating or
even decreasing compared to other professions. The modern teacher works in an
inclusive educational environment comprising children with different educational
needs, while transversal competencies (such as “learning to learn”, sustainability,
and inclusive teaching) place before teachers the demand for the development of
higher levels of knowledge and more complex cognitive skills. Teachers are thus
required to possess a new level of responsibility, as they must help children to fulfil
their creative potential for the benefit of not only their personal development, but
also that of the societies they belong to. Transversal competencies for lifelong le-
arning, which are the very foundation of creativity, innovation, critical thinking, or
entrepreneurship, are considered to be crucial for the realisation of social goals that

are important to all individuals.
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Bearing in mind all of the above, the purpose of this research was to explore the
experiences and attitudes of elementary classroom teachers and subject teachers
from the Republic of Croatia and Republic of Slovenia towards professional deve-
lopment and status, and their personality and transversal competencies in the areas
of self-regulation, inclusion, and sustainable development. The research survey in-
cluded a total of 1,867 teachers who correctly completed the entire questionnaire:
1,103 (59.1%) Croatian and 764 (40.9%) Slovenian elementary school teachers.

As aresult of a team effort of researchers and associates from the Faculty of Teacher
Education in Rijeka and the Faculty of Arts in Ljubljana, a scientific monograph
was published in the Croatian language within the framework of the same-named
scientific research project in 2017. With the help of the obtained right from the
University of Rijeka Foundation and Scientific Foundation of Faculty of Arts from
University of Ljubljana to co-finance publishing activities in 2017, we were also
able to publish the English and Slovenian translations of the said scientific mono-

graph, which was one of the project goals given that this is a cross-cultural study.

'This edition of the scientific monograph contains four main chapters.! In addi-
tion to the theoretical insights, each chapter provides empirically based findings
on the focal topic. The measurement characteristics of all applied instruments
and the results obtained in the Slovenian and Croatian subsamples are descri-
bed in the chapters of the monograph. The Introduction theoretically positions
the conducted empirical research and points to the fundamental methodological
starting points of the scientific research project. The second chapter, Zeachers’
professional development: Context, perspectives, and challenges, provides a theoreti-
cal-conceptual framework based on a review of scientifically relevant knowledge
on the professional development of teachers. The basic conceptual definitions
and key features of the dominant approaches to professional development are
emphasised, and special attention is given to contemporary views that highlight
some of the perspectives that give rise to new interpretations and fundamental
characteristics of professional development. The third chapter, Reputation of the
teacher and the teaching profession: views from within, is devoted to the analysis
of factors that reflect the position and status of the teaching profession. Difte-
rent approaches are considered regarding the definition of status and the pro-

blems of non-recognition of the teaching profession, and various implications

1 Pursuant to the decision of the Board of Directors of the University of Rijeka Foundation (class
612-10/17-01/17; contract number - N-IZ 8/2017), the right was obtained to co-finance the
translation of the printed version into English and Slovenian that does not include two chapters
published in the Croatian university edition under the approved title Profesionalni razvoj ucitelja:
status, licnost i transverzalne kompetencije.
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are analysed aimed at improving teachers’ position within the profession and
society. In the fourth chapter, Teachers’ professional competencies as predictors of
teacher beliefs about self-regulated learning are discussed as important transver-
sal competencies that have gained prominence with the proposal of the new
Croatian curriculum, which has introduced the cross-curricular topic “learning
to learn”. Teacher attitudes and beliefs about the importance of self-regulated
learning largely determine their readiness to introduce activities and organise te-
aching incentives for the development of the self-regulated learning competency.
Such attitudes and beliefs are formed during pre-service and in-service teacher
education; therefore, it would be interesting to find out to what extent are their
self-estimates of professional competency associated with positive beliefs about
the importance of encouraging self-regulated learning in pupils. Finally, in the
fifth chapter, Teachers’ professional competencies for individualised instruction in in-
clusive classrooms, special attention is devoted to the inclusive education policy
and teacher competencies for inclusive teaching. An effort is made to identify
the self-assessed level of teacher competencies for individualized instruction, its
correlation with age, work experience, and the level of professional competen-
cies, as well as if there are any differences in this regard between Croatian and

Slovenian teachers.

Based on the analysed literature and the empirical results of the conducted inter-
national research, we discuss possibilities for the improvement of teachers’ pro-
fessional competencies in these areas. The research has resulted in a set of proven
instruments that can serve as a good empirical foundation for further monitoring
of this issue. Additionally, these results allow for new insights into the mentioned
areas and also highlight those topics that require additional deep and extensive
research, particularly when it comes to the understudied complex relationships
between social status and teachers’ professional competencies in developing pu-
pils’ transversal competencies. The obtained findings can be useful as a scientific
foundation for designing changes and improving in-service programs of teachers’
professional development. It is also expected that the findings will contribute to
the promotion of the quality of professional development of teachers in accordance
with contemporary approaches, and will raise the scientific and professional publi-

cs’ awareness of the importance of further research in these areas.

We wish to express our gratitude to all those who cooperated on the project and
the chapter authors who, while writing on specific topics, integrated contemporary
theoretical approaches with the results of empirical research and thus contributed to

a better understanding of the complex relationships among the discussed topics by
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embedding new knowledge into the field of educational science. We are grateful to
our reviewers for their helpful suggestions and our proofreader on his improvements
to the manuscript. We are also thankful to the University of Rijeka Foundation and
Scientific Foundation of the Faculty of Arts from the University of Ljubljana for co-
-financing the translations of the scientific monograph into English and Slovenian.
We are especially grateful to the teachers for their willingness to participate in our

research; without them, this manuscript would not have been possible.

Editors: Jana Kalin, Renata CCpié
Ljubljana/Rijeka, January 2019
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1 Introduction

Renata Cepi¢ and Jana Kalin

The professional development of teachers is essential both for the improvement of
the quality and effectiveness of education, as well as encouragement of teachers to
commit themselves to their learning, responsibility, identity, and professional satis-
faction. We understand the professional development of teachers as a process du-
ring which the teacher establishes and maintains the highest levels of professional
competencies which he/she is capable of achieving. The idea of the so-called “new
professionalism” highlights some of the basic requirements for teaching, such as
professional commitment to one’s own learning, professional autonomy, dynamic
understanding of learning (the teacher supports co-responsibility for the pupils’
learning outcomes and is an active and reflective “learner”), as well as cooperation
and connectedness with the social community. Raising the quality and effective-
ness of education depends on the professional development of teachers — and thus
pre-service and in-service teacher education — and it requires the development
of key transversal competencies for lifelong learning that are based on creativity,
innovation, critical thinking, and entrepreneurship.

Research shows that the development of pupils’ achievements depends on the pro-
cess of learning and teaching. For this reason, it is strongly emphasised that edu-
cation systems are only as good as their education staf. The quality of the teacher
positively affects pupils’ achievements and educational institutions, the atmosphere,
management, and financial circumstances. The teacher is the result of his/her “cu-
mulative autobiography” — he/she acts on the basis of his/her constructs, beliefs, un-
derstanding of human beings, learning, professional growth, and development. The
teaching profession does not have high social status; it has no characteristics that
would result in fame, wealth, or power, which mark the essential elements of the
professional status in general. However, social status, personal development, and tea-
cher personality are key determinants of teachers’ professional development. Starting
from these insights, we researched the professional development of teachers, social
status, teacher personality, and transversal competencies for lifelong learning.!

Transversal or cross-curricular competencies for lifelong learning are conside-

red crucial for the realisation of social goals (such as “learning to learn”) that are

1 Given that the Introduction theoretically positions the conducted empirical research and highlights,
among other things, the fundamental methodological starting points of the scientific research project,
it is identical to the Introduction in the Croatian university edition of the scientific monograph.
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important to all individuals (Rieckmann, 2012). New tasks, knowledge, roles, and
teacher competencies necessarily require teachers’ professional development and a

change of the “typical classroom image”.

Teacher competencies are a complex combination of knowledge, skills, understan-
ding, values, and attitudes focused on quality work throughout the curriculum. This
implies the strengthening of their interdisciplinary cooperative skills in modelling
and developing pupils’ transversal competencies. One of the most important tran-
sversal/cross-curricular competencies that a teacher develops through all preschool
and elementary school activities is “learning to learn”. In this regard, research fo-
cuses on identifying motivational factors, activities, and environments that are sti-
mulating for self-regulation of behaviour, learning, and persistence in situations of
potential failure. Moreover, in such research teachers reveal the need for further
development of competencies that would stimulate and develop self-regulation

and persistence in situations of potential failure.

The use of an inclusive education policy has significantly affected the inclusion of
pupils with different educational needs, interests, and opportunities into regular,
heterogeneous classes. Therefore, special attention is devoted to questions of inclu-

sive education policies and teachers’ competencies for inclusive education.

As yet it is unclear to what extent teachers acquire the transversal competencies
for lifelong learning during their initial education and continuing professional de-
velopment, and how the strengthening of these competencies contributes to their

professional status.

1.1 Problem and research aims

'The aforementioned conceptual settings are the theoretical framework for the re-
search on specific transversal competencies for the lifelong learning of teachers in

the context of their continuing professional development.

'The main purpose of this research was to explore the experiences and attitudes of
elementary school classroom teachers and subject teachers in the Republic of Cro-
atia and Republic of Slovenia about professional development and status, as well as
their personality and transversal competencies in the fields of self-regulation, inclu-
sion, and sustainable development. Particular attention was given to research on the
professional status of teachers in society and their personalities, which significantly
determine the framework of teachers’ professional development. In this context, the

research conducted on a sample of teachers focused on the following specific aims:
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1. Examination of the professional development of teachers, the fundamental
understanding of professional development, the assessment of the degree of
teacher competencies in certain areas of professional activity, the strongest in-
centives, and the most significant barriers to their professional development.

2. Analysis of the attitudes about teacher status; how teachers assess the reputa-
tion of certain professions in society and how the reputation of the teaching
profession can be improved.

3. Analysis of the teachers’ personality traits, and their relation to self-assessed
professional competencies and some socio-demographic variables.

4. Examination of transversal competencies in the areas of self-regulation, work
in inclusive groups, and education for sustainable development, including su-
stainable behaviour.

5. Exploration of the professional development of teachers in the fields of tran-
sversal competencies, professional status, and personality in Croatia and Slo-

venia using comparative analysis.

'This scientific monograph does not include the research findings that refer to tasks
related to teacher personality and education for sustainable development, because
they are not part of the English and Slovenian translation of the monograph. In all
parts of this research, we elaborated on the appropriate theoretical approaches to

the selected research problems and defined specific research objectives accordingly.

1.2 Research methodology
1.2.1 Sample

The research was conducted on a stratified, representative sample. Based on the
official list of all schools in the Republic of Croatia (from a database with a list
of schools obtained from the Croatian Educational and Teacher Training Agency,
school year 2014/2015) and the Republic of Slovenia (elementary school list, 2014),
approximately 10% of schools from each county were selected using the algorithm
for random sampling implemented in the SPSS 22 program. Based on the list of all
schools in the Republic of Croatia in the school year 2014/2015 (n = 864), 48 cle-
mentary schools were randomly selected, which makes up 5.56% of all schools in the
country. The Slovenian sample comprised 48 elementary schools selected through
random sampling, which makes up 10.67% of all elementary schools in Slovenia for
the school year 2014/2015 (n = 450). The questionnaires were distributed to all clas-
sroom and subject teachers, provided that the school principal had previously agreed
to take part in the research. If the principal of the selected school did not give his/
her approval, the selected school was replaced with another from the same county.
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Replacement schools were selected according to the principle of random number

tables. The representation of schools by region is shown in Table 1.1.

Table 1.1. Representation of schools whose teachers participated in the research

Representation of schools by region

Croatia Slovenia
County Region f
Zagreb County Mura 4
Krapina-Zagorje County Drava 7
Sisak-Moslovina County Carinthia 2
Karlovac County Savinja 5
Varazdin County Central Sava 1
Koprivnica-Krizevei County Lower Sava 3
Bjelovar-Bilogora County Southeast Slovenia 5
Primorje-Gorski Kotar County Central Slovenia 10
Lika-Senj County Upper Carniola 4
Virovitica-Podravina County Littoral-Inner Carniola 2
Pozega-Slavonia County Gorizia 3
Brod-Posavina County Coastal-Karst 2

Zadar County

Osijek-Baranja County

Sibenik-Knin County

Vukovar-Srijem County

Split-Dalmacija County

Istra County

Dubrovnik-Neretva County

Medimurje County

City of Zagreb

FN N R N Ot N i S e N e e i e B N R S B N EPS N RN CH B SN i OF

A total of 1,989 teachers (CRO = 1,195, SLO = 794) completed the questionnai-
res, although some were not filled out correctly (6%) and were therefore excluded
from data processing. The final sample, which provided the foundation for stati-
stical data analysis, included 1,867 participants (CRO = 1,103, SLO = 764). The
characteristics of the participants are presented in Table 1.2.
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Table 1.2. Socio-demographic data of the participants

Respondent Croatia (n = 1103) Slovenia (n = 764)
characteristics % %
Gender

Female 83.75 89.20
Male 16.25 10.80
Workplace

Classroom teacher 38.99 47.66
Subject teacher 61.01 52.34
Trainee

No 91.57 98.53
Yes 5.17 1.47
Employment status

Full-time employment 87.28 87.50
Part-time employment 12.72 12.50

Age

M=43.62, SD=9.39,

M=41.38, SD=10.53, min=25, max=65 min=25, max=66

Years of work experience as
a teacher

M-=18.94,SD=10.77,

M-=15.93, SD=10.96, min=0, max=44 .
min=0, max=40

Level of education

Croatia %  Slovenia %
Higher education program completed

2-year professional studies 21.72 by 1994; higher education professional 27.5
program

4-year professional studies

Spec. higher education program, higher

4-year university studies

8.05 vocational program, university program, 18.3
(first Bologna cycle)
Spec. higher vocational program, university

50.84 program, Master's degree (second Bologna 46.3
cycle)

5-year university studies —

Spec. university program, Master of

Master’s degree 18.73  Science 7.9

Master of science 0.47

Doctorate 0.19

Obtained title

Croatia %  Slovenia %

Without a title 62.84 Without a title 17.28

Teacher/professor mentor ~ 33.58 Teacher mentor 37.34

Teacher/professor advisor ~ 3.58  Teacher advisor 41.29
Teacher councillor 4.09
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We sent the questionnaires to the selected schools along with envelopes with whi-
ch the questionnaires were to be returned to ensure the participants’ anonymity.
A total of 1,867 teachers filled out the questionnaire correctly, of which 1,103
(59.1%) were Croatian and 764 (40.9%) were Slovenian elementary school tea-
chers. Regarding gender, female teachers dominate in both samples: 83.7% in the
Croatian sample and 89.2% in the Slovenian one. Subject teachers dominate over
classroom teachers in both samples, with 61% subject teachers and 39% classroom
teachers in the Croatian sample, and 52.3% subject teachers and 47.7% classroom
teachers in the Slovenian sample. For the Croatian sample, 5.17% are teacher-trai-
nees, while in the Slovenian sample they account 1.5% of the participants. Most
of the Croatian teachers who answered this question do not have a positional title
(62.8%), while 33.6% of them have the title of a mentor and 3.6% of an advisor.
Among the Slovenian teachers, 17.3% do not have a positional title, while 37.3%
of them are mentors, 41.3% are advisors, and 4.1% are councillors, which is the
highest possible professional title in Slovenia. The Slovenian sample, therefore,
indicates that significantly more teachers with higher positional titles participated
in the research. The majority of teachers in the sample, both in Croatia (87.3%)
and in Slovenia (87.5%), are employed full-time.

1.2.2 Instruments for data collection

'The instrument for collecting empirical data was developed as a structured que-
stionnaire, which for particular research questions included already existing
questionnaire items that were translated into Croatian and Slovenian, such as
Self-Regulated Learning Teacher Belief Scale (Lombaerts, De Backer, Engels, Van
Braak, and Athanasou, 2009); and Teachers’ Perceptions of Skills Needed for
Teaching Diverse Students (Avramidis, Bayliss, and Burden, 2000). The questio-
nnaire also included original items such as those in the Scale of Teachers’ Profes-
sional Competencies and the Reputation Scale, and the Scale of Competencies
in the Education for Sustainable Development, which were constructed after a

review of the theory and current research on the topic.

The questionnaire contained a total of 33 questions. In addition to the afo-
rementioned assessment scales, Likert-type scales, and basic independent va-
riables (gender, age, years of teaching experience, professional title, etc.), the
questionnaire included one item that required ranking the responses as well as
several open-ended questions. The construct validity of all applied scales was ve-
rified using factor analysis, whereby the scales showed satisfactory measurement

characteristics. Instrument reliability was verified using the method of internal

128



consistency (by calculating the Cronbach’s alpha coefficient). All applied sca-
les in the questionnaire had a satisfactory level of reliability. The measurement
characteristics of all the applied instruments, as well as the results obtained in
the Slovenian and Croatian subsamples, are described in the related chapters of

this monograph.

In the continuation of this text, we are going to present the measurement charac-
teristics of the Scale of Teachers’ Professional Competencies as well as the results
obtained in the Slovenian and the Croatian subsamples given that, in all chapters
of the monograph, it was necessary to determine the extent to which teachers’
self-assessments of the degree of their professional competencies are related to
socio-demographic variables, teacher reputation, the degree of teacher skills for
inclusive teaching, and their positive beliefs about the importance of encouraging
self-regulation of pupils’ learning both in the total sample as well as in the Slove-

nian and Croatian subsamples.

1.2.3 Measurement characteristics of the Scale of Teachers’
Professional Competencies

'The theoretical approach was applied in the construction of the Scale of Teachers’
Professional Competencies, whereby its items were designed based on an examina-
tion of the theory and previous research on the basic areas of teachers’ professional
activity (Marenti¢ Pozarnik, Kalin, Steh, and Valenci¢ Zuljan, 2005; Peklaj, Kalin,
Pegjak, Puklek Levpuscéek, Valenci¢ Zuljan, and Ajdisek, 2009; Mursak, Javrh, and
Kalin, 2011). The scale contains seven items referring to teachers’ competencies to
establish partnerships with other schools, institutions, and experts for the purpose
of incorporating new insights into their educational work, serving a constructive
role in research and development projects, cooperating with parents, analysing po-
sitive and negative sides of their educational work, mentoring students in practice
and for teacher trainees, and establishing constructive dialogue with their peers.
Teachers were asked to assess their competencies on a five-point scale (I - not
competent, 2 - poorly competent, 3 - partially competent, 4 - well competent, 5 - very
well competent). This was completed correctly by a total of 1,755 teachers, of which
1,010 (57.5%) were Croatian, and 42.5% were Slovenian. The exploratory factor
analysis was performed using the main component method to verify the factor
structure and the measurement characteristics of the Scale of Teachers’ Profes-
sional Competencies. The existence of a single factor was determined using the
Guttman-Kaiser criteria (characteristic root greater than 1) and the Scree-Test

criteria, which explains 49.55% of the total variance. The single-factor structure
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was obtained both in the Croatian and Slovenian subsample, with the percentage
of variance explained in the Croatian sample being 51.27% and in the Slovenian

one 46.82%. Statistical analysis was performed on the linear composite.

1.24 Process of data collection

A research survey was conducted between June 2015 and the end of January 2016
on a representative sample of elementary school classroom teachers and subject
teachers in the Republic of Croatia and Republic of Slovenia. We sent the que-
stionnaires to the selected schools along with envelopes inside which the questio-
nnaires were to be returned to ensure the participants’ anonymity. If teachers had
not responded within the agreed time, we contacted them by phone or email and

encouraged them to fill out the questionnaire.

1.3 Data processing

Data were processed using the SPSS 22.0 program. The processing was performed
on a sample of 1,867 teachers who had correctly filled out the questionnaire, and it
included descriptive and multivariate analyses and procedures. Comparative data
analysis was also performed on all indicators obtained in the Croatian (n = 1103)

and Slovenian (n = 764) subsamples.

In the following chapters of this monograph we will present some of the results
of our empirical research, namely the results referring to the verification of the
measurement characteristics, the characteristics of all applied scales, the results and
their interpretation, descriptive and correlative analyses of teachers’ self-assessed
competencies for professional performance, as well as the questions on teacher
reputation, personality traits, and transversal competencies in the total sample and

separately in the subsamples of Croatian and Slovenian teachers.
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2 Teachers’ professional development: Context,
perspectives, and challenges

Renata Cepi¢, Jana Kalin, and Barbara Steh

2.1 Theoretical starting points

Lifelong education/learning and teachers’ continuing professional development
are key issues that lie at the very heart of many studies dealing with the accessi-
bility, mobility, and quality of the education system. These are the main mecha-
nisms that encourage personal and professional growth and development, and
prevent stagnation in the life of the individual and society. In this regard, the
fundamental question is how to ensure the achievement of educational needs,
conditions, and opportunities as the main prerequisites for lifelong learning and
teachers’ professional development, as well as how to support the curricular mo-
delling of their education.

The term teachers’ professional development suggests it is a process, not a one-time
event or sequence of events. Continuity is an important aspect of professional de-
velopment that goes beyond the traditional intertwining of elementary and further
teacher education. Rudduck (1991, in Marcelo, 2009, p. 7) states that a teacher’s
professional development determines his/her ability to maintain curiosity, whereby
the teacher starts from his/her interest in the process of learning and teaching. In
this process, the teacher seeks a dialogue with experienced colleagues as a source
of support in the analysis of individual situations. From this perspective, we might
understand the professional development of teachers as a constant questioning and
seeking adequate solutions to different situations. Some important definitions of
the professional development of teachers are as follows:

*  'The process of professional development implies adaptation to change by
changing the teaching and learning, altering teacher attitudes, and impro-
ving the pupils’learning outcomes. The professional development of teachers
is concerned with individual and organisational needs (Heideman, 1990, ac-
cording to Marcelo, 2009).

*  Professional development of teachers is a broad area that includes any activity
or process that changes attitudes and improves the understanding or the per-
forming of current or future roles (Fullan, 1990).

* Itisdefined as an internal process that improves the knowledge or the teacher’s
point of view (Sparks and Loucks-Horsley, 1990).
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* It refers to the working opportunities that stimulate teachers’ creative and re-
flective skills, thus enabling them to improve their practices (Bredeson, 2002,
according to Marcelo, 2009).

* It represents the teacher’s professional growth, which he/she acquires as a re-
sult of his/her experience and systematic analysis of his/her practice (Villegas-

-Reimers, 2003, according to Marcelo, 2009).

In addition to the abovementioned definitions, we wish to emphasise two additi-
onal complex definitions, which highlight the wider context in which the profes-
sional development of teachers takes place, in addition to the important emphasis
on the learning process, reflection of one’s own experience, and changing teacher

attitudes and actions.

Valenti¢ Zuljan (2001, p. 131) describes teachers’ professional development as a
“process of meaningful and lifelong learning, in which (students) teachers create
and develop their understanding and change their teaching practice. It is a pro-
cess that involves the teacher’s personal, professional, and social dimension and
signifies his/her progress in the direction of critical, independent, and responsible

decision making and action.”

'The definition also highlights a change in the understanding and concrete action —
acquiring and enhancing professional skills. Valenci¢-Zuljan (2001, p. 134) defines
the teachers’ professional development as a “personal and implicit construct that
is shaped in the personal history of the individual as a sort of sediment of all his
experiences, impressions, and insights regarding the phenomenon of perception,
and it plays the role of a compass in the individual’s life, which is expressed in qua-
litatively different ways from the individual’s understanding, interpretation, and
performance.” In their research on the individual process of change, many authors
highlight teachers’ prejudices and beliefs. For this reason, significant emphasis is
placed on analysing teacher beliefs when entering the education process throug-
hout teacher education. Beliefs influence the learning process and the process of
change in which they participate (Richardson, 1996 in Marcelo, 2009). A review of
available research on learning and teaching reveals three categories of experiences
that influence teacher beliefs and knowledge: personal experience (worldview, self-
-respect, how they treat others, views on the relationship between the individual
and the school, views on the family and culture in general), experience based on
formal knowledge (subject knowledge, attitude towards the learning content and
teaching methods), and school and classroom experience (all experiences that have
formed the idea of what it means to teach and what a teacher’s work includes).

One of the most important insights into the teachers’ professional development
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is that teacher beliefs directly influence the interpretation and importance which
they attribute to their teaching experience. Many authors see this as the reason
why numerous professional development programs have no real impact on changes
in teaching practices, and even less impact on pupils’learning. Therefore, it is very
important to understand how teachers progress professionally and which conditi-

ons contribute to their growth/progress and encourage it.

Day (1999, p. 4) provides a holistic view of teachers’ continuing professional de-
velopment, which has a complex, dynamic, and professional nature: “Professional
development consists of all natural learning experiences and those conscious and
planned activities which are intended to be of direct or indirect benefit to the
individual, group or school, which contribute, through these, to the quality of edu-
cation in the classroom. It is the process by which, alone and with others, teachers
review, renew and extend their commitment as change agents to the moral purpose
of teaching; and by which they acquire and develop critically the knowledge, skills
and emotional intelligence essential to good professional thinking, planning and
practice with children, young people and colleagues throughout each phase of their

teaching lives.”

In the last few years, researchers have recognised professional development as an
inclusive concept that involves all formal and nonformal activities undertaken for
the purpose of the teacher’s learning and professional growth (Marcelo, 1994; Flo-
res, Rajala, Veiga Simao, Tornberg, Petrovi¢, and Jerkovi¢, 2007; Corcoran, 2007,
Fullan, 1995; Hargreaves and Fullan, 2012).

'The many different definitions thus highlight the process as the foundation of pro-
fessional development, which can be either individual or group (or an intertwined
version of both processes). It is contextually connected to the teacher’s workplace —
school — and it contributes to the development of professional competencies based

on a variety of formal or nonformal experiences.

Newer definitions emphasise, for the most part, professional development as a
long-term process that involves various forms of systematically planned oppor-
tunities and gained experiences that stimulate professional growth and teacher
development. This view highlights some of the perspectives from which new inter-
pretations and fundamental features of professional development emerge (Marce-

lo, 2009; Ball and Cohen, 1999; Feiman-Nemser, 2001; Putnam and Borko, 2000):

* Itis based on the constructivist concept of learning in which the teacher is an
active subject who learns through direct involvement in teaching tasks, but also

through evaluation, monitoring, and reflection about his/her own teaching.
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* Itisalong-term process that implies that teachers learn in different periods.
Moreover, the experience is more effective if it allows teachers to connect new
experiences with prior knowledge; it is, therefore, necessary to enable proper
monitoring as well as occasional demands for change.

* Itis a process that takes place in a specific context; the most efficient experi-
ences for the teachers’ professional development are those that are based on
concrete school situations and relate to day-to-day teaching activities.

*  Teachers’ professional development is linked to the changing of the school,
i.e., transformations of school culture in which the teachers participate as
professionals.

*  'The teacher is seen as a reflective practitioner who has certain pre-knowledge
when he/she begins working, and constantly acquires new knowledge through
self-reflection on his/her own experience; professional development includes
activities that encourage teachers to formulate new theoretical knowledge and
new pedagogical practices.

*  Professional development is a collaborative process, though it also presuppo-
ses and enables individual work and reflection.

* It can take place in various forms and in different contexts; there is not only
one model of professional development that would be eftective and applicable
to all schools; schools and teachers need to analyse their needs, beliefs, and
practices so that they can decide which model of professional development is

more appropriate for them.

Professional development is always significantly more than a behavioural change.
Teacher development is a process during which the teacher establishes and ma-
intains the highest level of professional competencies he/she is able to achieve
(Terhart, 1997, p. 1). It is true that teacher development can be encouraged and
supported “from the outside”, but we cannot achieve it in a technological way. It is
an internal process not all teachers are aware of. The awareness of one’s own profes-
sional development (continuing development, stagnation, regression) is one of the

important conditions for the further development of professional competencies.

It is very important for professional development not to be limited to the deve-
lopment of skills if the aim is to achieve good performance overall. This is not a mere
accumulation of knowledge and experience, but also a process of maturation within
personal development, which means that the teacher becomes a reflective practiti-
oner characterised by flexibility, the ability to distinguish feelings, respect for indi-
viduality, tolerance of conflicts and ambiguities, fostering mutual relationships, and

a broad social perspective (Witherell and Erickson, 1978 in Zuzovsky, 1990, p. 4).
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This is a process of personal change and growth, not just behavioural changes.
Development should lead to “higher,” “better,

”«

more complete” degrees of profes-
sionalism and personal competencies (Terhart, 1997).

Every teacher in the process of his professional development goes through certain
periods, each of which has its own specific role, characteristics, and consequen-
ces. Teacher development takes place within the teacher. Since it is a process of
learning, and complex learning at that, the teacher should treat personal learning
in a way that he/she shapes it for him/herself as an individual. Of course, there is
always some resistance to learning and change, especially to personal and profes-

sional change.

We can and should start fostering and encouraging teachers’ professional deve-
lopment from the outside; however, we must be aware that it is essentially a pro-
cess of the self-development of each individual in different areas. Quality teaching
places teaching expertise at the very centre of teaching competencies, but these
must not be limited to teaching alone. In a broader sense, these competencies
include social and socio-moral competencies, the ability to diagnose and counsel,
to collaborate with colleagues, parents, and school leadership so as to develop the
professional culture of schools. Finally, it includes the ability to observe oneself as
a teacher. As such, the literature (e.g. Edwards, 2009; Leavy, McSorley and Botg,
2007; Richardson, 1990; Wood and Bennett, 2000) highlights that teachers are
able to change/transform their practice only if they also question and change their

own theories and notions about teaching and learning.

The literature on teachers’ professional development sets out from various me-
thodological, structural, and philosophical perspectives/approaches to teacher
training and development, as well as the role of teachers in the process of deve-
lopment (Cepié, Tatalovi¢ Vorkapi¢, Loncari¢, Andi¢, and Sko¢i¢ Mihi¢, 2015;
Day, 1999; Day, 2013; Eraut, 1993; Hargreaves, 1994; Krolak-Schwerdt, Glock,
and Bohmer, 2014; Vizek Vidovi¢ and Velkovski, 2013). For example, Cepic’ et
al. (2015) offered a theoretical framework of complex relationships among tea-
cher reputation, personality, and transversal competencies within contemporary
educational contexts. Approaches to studying the professional development of
teachers depend on the position of experts who deal with this topic. Specifically,
Zeichner (1983, in Creemers, Kyriakides, and Antoniou, 2013, p. 4) was the
first to identify and describe four representative (typical, essential) paradigms
in the education and professional development of teachers. Zeichner defines a
paradigm as “a matrix of beliefs and assumptions about the nature and purposes

of schooling, teaching, teachers, and their education that gives shape to specific
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forms of practice in teacher education” (Creemers, Kyriakides, and Antoniou,

2013, p. 4). The four paradigms he identifies are:

«  Traditional craft paradigm, an apprenticeship model that focuses on the accumu-
lation of wisdom and gaining experience in teaching, which involves methods
of trial and error.

*  Expanding the repertoire paradigm, as Sprinthall, Reiman and Thies-Sprinthall
call it (1996, in Creemers et al. 2013, p. 4), focuses less on highly explicit and
discrete instructional strategies and teaching skills, and more on the acquisiti-
on of comprehensive instructional models, such as the knowledge transmitter
model, inductive inquiry, and interpersonal approaches to learning.

«  Competency-based paradigm, also known as the expert paradigm, prevails in te-
acher education. It is based on a technical production metaphor and positi-
vist epistemology, and focuses on the mastery of key knowledge and teaching
skills, as identified by expert academics and university researchers.

«  Inquiry-oriented paradigm, also known as the holistic or reflective paradigm,
appears primarily as a metaphor of liberation. It emphasises the development
of teachers’ capacity for reflective action through an examination of the moral

and political implications of their teaching.

Contemporary views on professional development are characterised by seeing pro-
fessional learning not as a short-term activity but as a long-term process, exten-
ding from teacher education studies to in-service training (Ball and Cohen, 1999;
Feiman-Nemser, 2001; Putnam and Borko, 2000; etc.). Although recent reforms
support the concept of lifelong learning, there is insufficient knowledge about te-
acher learning opportunities or how forms of activity change during a teacher’s
career (Corcoran, 2007). Empirical research on teacher participation in profes-
sional development has identified age-related differences (e.g., Desimone, Smith
and Ueno, 2006; Desimone, 2009; Mok and Kwon, 1999), but outside the context
of teachers’ career development. For example, Richter, Kunter, Klusmann, Liidtke,
and Baumert (2014, p. 97-121) explored the participation of teachers in formal
and nonformal forms of professional learning/development, taking thereby into
account the content of the learning, and they concluded, among other things, that

older teachers are less involved in professional development and training.

'The literature suggests that a teacher’s career can be divided into consecutive pha-
ses marked by a different intensities of motivation to participate in professional
development (Huberman, 1989). Huberman was among the first to point out that
the teachers’ professional development does not take place according to a clearly

defined scheme, but that there are fluctuations in the progress within each career
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period and different paths of development depending on the interaction of in-
ternal and external factors for each individual (Vizek Vidovi¢, 2011, p. 42). The
Huberman model, which emerged as the result of extensive qualitative research,
describes development as a set of five consecutive phases (i.e., survival or discovery,
stabilisation, experimentation/activism and stock-taking/interrogations, serenity and
conservatism, and disengagement), which are closely related to the individual tea-
ching experience. These phases represent the main stages of teacher development,

but they do not have to refer to each teacher or occur in the same way.

Recent research on the professional development of teachers clearly indicates that
a readiness to engage in lifelong learning is largely dependent on one’s initial pre-
paration for the occupation and the support received during the first years of tea-
ching (Javrh, 2008; Vizek Vidovi¢, 2011, p. 62). While there is a lack of empirical
findings, the available results of recent research indicate that novice teachers tend
to rely on observation and informal discussion with colleagues to enhance their
practice, while experienced teachers turn to formal meetings for their professi-
onal learning (e.g., Grangeat and Gray, 2007). In other words, as highlighted by
Richter, Kunter, Klusmann, Liidtke, and Baumert (2014), teachers seem to seize
different learning opportunities during their career, but empirical studies have not
systematically explored how teachers of different age groups utilise opportunities

for professional development.

According to Vizek Vidovi¢ (2011), approaches to studying the professional de-
velopment of teachers can be divided into three groups: (1) research in which
prototype phases or degrees of career development in teaching and their characte-
ristics are identified; (2) research that analyses the internal and external factors of
teachers’ professional development that contribute to the formation of professional
identity; and (3) research focused on effective approaches to learning and teaching
in individual phases of the teachers’ professional development. Based on the above-
-mentioned classification by Vizek Vidovi¢ (2011, p. 39-95), the three approaches

are described in slightly more detail below.

The first approach relates to research that seeks to identify prototype stages or degre-
es of teacher career development and their characteristics, based on which models
of professional development are shaped, such as, e.g., Huberman’s career deve-
lopment model and Berliner’s model of expertise development (Huberman, 1993;
Berliner, 2001; Bayer, Brinkkjer, Plauborg, and Rolls, 2009; Day, Sammons, Sto-
bart, Kingston, and Gu, 2007). For example, unlike the Huberman model, which
is based on observing the development of teacher autonomy and involvement in

a professional community, Berliner’s model is based on monitoring the changes
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in teacher competencies, which are observed on a continuum starting from the
novice level to that of expertise. Day et al. (2007) applied a “synergy approach” to
the analysis of the variations of teacher motivational-emotional and competency
features through six degrees of professional development. Qualitative longitudinal
research on teachers throughout their careers and comparative studies of novice
teachers’ and expert teachers’ behaviours are the main methodological approaches

in this area (Vizek Vidovi¢, 2011, p. 39).

Internal and external factors of professional development of teachers are analysed
within the second approach. Experts in the field of education have recently been inc-
reasingly occupied with the question of providing the conditions and availability
that would allow teachers to freely engage in the education process and continu-
ing professional development. There is significant interest by scholars in different
organisational variables of the school, which includes the concept of the school
atmosphere or the school climate and culture, as part of exploring the factors nee-
ded to achieve greater school effectiveness. These issues are linked to ensuring the
quality of this process and the measures through which it can be realised. Most
authors in this area believe that the professional development of teachers should be
considered in the light of social-constructivist theory as a result of the individual’s
self-activity, which is influenced by personal and professional environmental fac-
tors. Constructivism and self-regulation of the learning process emphasise the
responsibility of individuals for their own learning processes (Boekaerts, 1999,
2002). Different terms are used to describe new ideas, such as constructivism and
self~regulated learning, but what they have in common are the same specific cha-
racteristics of learning (De Corte, 1996). Numerous conditions can stimulate or
prevent the professional development of teachers. Among the most important
ones are a vision and mission that are clear and accessible to most employees in
educational institutions, a cooperative culture, a structure characterised by open
and inclusive decision-making processes, a systematic strategy for determining the
goals of educational institutions, as well as policies and resources that support pro-

fessional development (Cepié, 2009; Cepié and Krstovié¢, 2011).

The third approach relates to research aimed at effective approaches to learning and
teaching in individual phases of teachers’ professional development, i.e., at iden-
tifying those forms of learning that are inherent to the process of acquiring tea-
cher competencies and appropriate forms of support that are important for each
phase in the process (Day et al., 2007; Hattie, 2012; Creemers and Kyriakides,
2012; Creemers, Kyriakides and Sammons, 2010; Cepic’, Tatalovi¢ Vorkapi¢ and
Sveti¢, 2014; and others). Over the last few years, the demand for an improved
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quality of teaching and learning, increased accountability, and higher academic
standards have become one of the burning topics of interest among scholars and
policy-makers. The underlying research questions in this approach are what kind
of approaches to learning and teaching are most fruitful to the achievement of
teacher competencies in particular phases of professional development, and what

kind of teacher training programs should be offered to improve teachers’ efficacy.

Bearing in mind the previously discussed approaches to studying the professional
development of teachers, let us consider how Creemers, Kyriakides, and Antoniou

(2013) and Grimmett (2014) have approached this issue.

Creemers et al. (2013) provide a comprehensive and critical review of two domi-
nant approaches to the professional development of teachers, competency-based and
holistic, and they reveal that there are both advantages and disadvantages to these.
Before summarising how these authors tackle this issue, we should emphasise a few
key features of the two approaches. The competency-based approach has had an impor-
tant impact on teacher education and development, and it is currently being used in
many countries (Christie and O’Brien, 2005). This is based on standards that refer to
the competencies expected in different phases of a teacher’s career, and they provide
a framework for developing a professional development program. For example, in
the manual of the Croatian National Center for External Evaluation of Educati-
on titled “Monitoring and Evaluating the Professional Development of Teachers
- Competitive Approach/Foundation for a Licensing Model” (2014), authors Vizek
Vidovi¢, Domovi¢, and Marusi¢ emphasise that the national qualification standard
for teachers is a systematic requirement to ensure the acquisition and development

of competencies through a licensing and re-licensing system.

On the other hand, the Ao/istic or reflective practice now prevails in the approaches
used to the education and professional development of teachers (Golby and Viant,
2007). Schon's works, Reflective Practitioner (1983) and Educating the Reflective
Practitioner (1987), have had a significant impact on the main ideas of educational
experts on reflection. This approach relates to different practices: from reflection as
an integral part of the skills and means to foster effective teaching, to reflection as
an enhancement of the individual’s awareness of social justice in educational prac-
tice. This holistic approach is also described as a reaction to the governing public
policies on the training and professional development of teachers, which view the

teacher as a technician — a view which the competency-based approach promotes.

Creemers et al. (2013) warn that the discussion should not be limited to this classi-
cal content-related dichotomy, and that an integrated approach to professional teacher
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education should be developed, which would be aimed at an improved way of gro-
uping factors that are connected to teachers’ behaviour inside the classroom. For
this purpose, these authors find it necessary not only to stimulate reflection and
understanding of the practice, but also to consider teachers’ efficacy. Adding to
the previous discussion of the dominant approaches to professional development
research, they argue that these two approaches can be integrated into a dynamic
approach, which would help overcome their main weaknesses. Without taking
both approaches into account, the emphasis on education or professional impro-
vement of teachers can hardly yield good results. From this dynamic perspective,
the use of verified theoretical models of teacher efficacy is essential if teachers are
to be helped in their gradual direction from simple towards more specific compe-
tencies (Creemers et al., 2013, p.10). Meijer, Korthagen, and Vasalos (2009) also
emphasise that the contrast between the two approaches is unnecessary, and that
it would make sense to combine the advantages of both approaches in promoting
professional development. The critical issue is, therefore, how we can encourage
the development of the necessary competencies within teacher education, based on

who teachers are, and what continues to inspire them in their work.

However, many researchers in the field of professional development are critical of
the eclectic approach that is often reflected in the field of teacher education, preci-
sely by combining elements of the two dominant traditions in different ways (e.g.,
Donmoyer, 1996). More specifically, although these traditions are generally consi-
dered useful in the analysis of the implications for teacher education and teaching,

researchers also warn of their unequal, interwoven, and contradictory nature.

According to Grimmett (2014), current global research is focused on what experts
learn by participating in professional development activities, but they thus neglect
the difficulties which teachers face during the transfer of what they have learned
into practical application. By applying a cultural-historical theory as a methodolo-
gical and analytical framework for understanding the institutional practice of pro-
fessional development, Grimmett (2014) reveals a system of essential relationships
needed to ensure the conditions in which teachers can develop unique concepts
that can be consciously used in the planning, implementation, and reflective evalu-
ation of new imaginative ways of acting, not only to change their classroom practi-
ce, but also to ultimately contribute to the development of their students, families,
schools, and colleagues, as well as a broader professional education. Professional
development does not take place in a vacuum, and it is essential that it incorpo-
rates other elements in a broader context (such as professional identity, enviro-

nmental features, social circumstances of development, and motivation to engage
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in professional development), which may also have an impact on the institutional
practice of professional development. Traditional professional development, as
Grimmett points out (2014, p. 163-164), takes place outside the classroom prac-
tice of teachers instead of inside the practice of professional development with

teachers in their practice.

As can be seen from the previously discussed approaches, the authors emphasi-
se numerous features of professional development, depending on the perspective
from which they approach its analysis. To obtain a more valid and complete picture
of educational needs, it would be useful to combine different approaches to the
research on teachers’ professional development, thereby taking into account the

specificities of the focal problem.

2.2 Purpose of empirical research

As part of the study on the professional development of teachers, we wanted to
determine how teachers assess their level of competencies for professional perfor-
mance in the core areas of their performance. We were, therefore, interested in how
they assess their competencies to introduce new insights into their educational
work and to reflect on their own pedagogical practices of establishing constructive
dialogue with their colleagues, mentoring trainee-teachers and pre-service stu-
dents, for constructive participation in research and education projects, establis-
hment of partnerships with other schools, institutions, and various experts as well
as cooperation with parents. Concerning this, we were also interested to know if
they differ in their assessments of competencies with regard to years of teaching
experience, and whether there are differences in the results between Croatian and

Slovenian teachers.

2.3 Method

We applied the descriptive and causal non-experimental method. In the process of
double sampling, we randomly selected a number of elementary schools from each
region in Croatia and Slovenia (based on the total number of schools in the region),

and then we tried to include in the sample all teachers from the selected schools.

We attempted to establish how teachers assess their competencies in different
areas of professional activity, and for this purpose we formulated seven state-
ments that form the Scale of Competencies. The theoretical approach was applied
in the construction of the Scale of Teachers’ Professional Competencies, in the

way that the items were designed based on the examination of the theory and
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previous research on the basic areas of teachers’ professional activity (Marentic
Pozarnik, Kalin, Steh, and Valenci¢ Zuljan, 2005; Peklaj, Kalin, Pe¢jak, Puklek
Levpuséek, Valen¢i¢ Zuljan, and Ajdisek, 2009; Mursak, Javrh, and Kalin, 2011).
Teachers were asked to evaluate their competencies for each item on a five-point
Likert-type scale (1 — not competent, 2 - poorly competent, 3 - somewhat competent,
4 - quite competent, 5 - very competent). A total of 1,755 teachers answered these
questions, of which 1,010 (57.5%) were Croatian and 745 (42.5%) were Slovenian
teachers. We performed an exploratory factor analysis using the main component
method to verify the factor structure and measurement characteristics of the Scale
of Teachers’ Professional Competencies. Based on the Guttman-Kaiser criterion
(characteristic root is greater than 1) and the Scree-Test criterion, we determined
the existence of a single factor that explains 49.55% of the total variance. The
single-factor structure was obtained on both the Croatian and Slovenian subsam-
ples, whereby the percentage of the explained variance in the Croatian sample is
51.27% and 46.82% in the Slovenian sample. Table 2.1 shows the factor saturati-
on and communalities, eigenvalues, and percentage of variance explained for the
factor analyses performed on the total sample, and then separately in the Croatian

and Slovenian subsamples.

Table 2.1. Results of the factor analysis of the Scale of Teachers’ Professional Competencies

Total CRO SLO
- - -

8 8 8

»n gu) %) = @« i)
«§ & <8 3 =§ I
S = c S =l S l
SE 2 2§ 22 88 2
£32 E &2 § £32 E
< E < E < E
@ ] @2 o e (]
@] @] @]

Establishing partnerships with other schools,

R . 0.72
institutions, and different experts.

I
n
0

0.77

g
n
o

0.79

e
<N
e}

Thoughtful inclusion of new knowledge into

8 . 0.76 058 0.78 0.60 0.73 0.54
one’s educational work.

oot ngngementin rescarch and 075 057 076 058 074 054
Cooperation with parents. 0.69 047 0.70 0.49 0.67 0.45
Analysis of the strengths and weaknesses of one’s
educational work.

Mentoring pre-service students and teacher-trainees. 0.65 042 0.64 042 0.67 0.45
Establishing a constructive dialogue with

068 046 0.70 0.49 0.64 0.41

0.62 039 0.63 0.40 0.61 037

colleagues.
Eigenvalues 3.47 3.59 3.28
% variance explained 49.55 51.27 46.82
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It is evident from Table 2.1 that the obtained factors are saturated with items
related to teachers’ competencies to establish partnerships with other schools, in-
stitutions, and different experts, thoughtful inclusion of new knowledge into their
educational work, constructive engagement in research and development projects,
cooperation with parents, analysis of the strengths and weaknesses of their educa-
tional work, mentoring pre-service students and trainee-teachers, and establishing
constructive dialogue with their colleagues. The results allow a calculation of the
linear composite of the scale, i.e., the total mean value of all items on the Scale
of Teachers’ Professional Competencies. The internal consistency reliability coef-
ficient indicates high reliability of the scale both in the total sample (Cronbach
a = 0.82) and in the subsamples of Croatian (Cronbach a = 0.83) and Slovenian
teachers (Cronbach a = 0.80).

24 Results and discussion
24.1  Teachers' professional competencies

The results indicate that teachers assess themselves on average as quite competent
(M =3.85,SD =0.56,n =1,755) on the Scale of Teachers’ Professional Competen-
cies. We were interested to know whether there are statistically significant diffe-
rences in assessments of individual competencies between Croatian and Slovenian
teachers. The results of the t-test conducted for independent samples point to a
significant difference (p<0.05) in the self-evaluated degree of professional com-
petencies between Croatian and Slovenian teachers, whereby Croatian teachers
assess themselves as slightly more competent than Slovenian ones.

Table 2.2. Descriptive data of the Scale of Teachers’ Professional Competencies for the

total, Croatian, and Slovenian samples and the differences between the latter two

e CRO SLO
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M 3.85 3.88 3.82 Cohoms 420,10
sD 0.56 0.59 0.51
@ 0.82 0.83 0.80

* p<0.05

Furthermore, we were interested in the teachers’ self-assessments of their compe-

tencies for each statement, as shown in Table 2.3.
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We established that both Croatian and Slovenian teachers assess their
competencies in all researched fields of activity, on average, as quite high. The
question thuds arises as to whether the teachers were realistic while assessing
their competencies and are genuinely, on average, quite competent to work in
all seven areas, or if perhaps they attempted to provide desirable answers to
present a better picture of their abilities. Statistically significant differences
between Croatian and Slovenian teachers were determined in the competencies
to engage in constructive dialogue with their colleagues (M = 4.23: M = 4.12),
analysis of the pros and cons in their educational work (M = 4.01: M = 3.88),
and establishment of partnerships with other schools, institutions, and experts
(M =3.54: M = 3.45). We may also wonder whether the Slovenian teachers were
a bit more critical in the assessment of their own competencies. On average, the
Slovenian teachers assess the lowest their competency to establish partnerships
with other schools and institutions, i.e., interconnectedness and cooperation
with the broader community. In Slovenia, during the fall of 2014, a quantitative
and qualitative empirical study on collaboration between elementary schools
and various community partners was carried out in over half of all such schools
in the country (n = 245, 54%) (Gregor¢i¢ Mrvar, Kalin, Mazgon, Mursak, and
Steh, 2016; Steh, Kalin, and Gregor¢i¢ Mrvar, 2015). Different degrees of
cooperation can be noticed in the assessments of the collaboration between the
schools, both smaller and larger, and the community, and it is not uncommon
for such collaboration to be more or less present in all areas we researched at
the local community level, as well as at the broader social and international
level. Based on the examples of good practice provided by the school principals,
we found that they rarely succeed in establishing partnerships in accordance
with the fundamental characteristics, which is in line with what, for example,
Sheridan, Napolitano, and Swearer (2002) and Epstein (1995) highlighted. It
should be emphasised, however, that some do succeed at this in quite different
ways. Amongst the barriers to achieving cooperation between schools and
communities, the principals especially point out the lack of time, overburdened
school staft and individuals from the community, and the lack of adequate
financial, spatial, and material resources. Significant barriers are also attributed
to the lack of school staff and community institutions that would take part in
such cooperation. This is a common problem, and too much organisational work
is needed for mutual collaboration. It is thus possible that teachers do not devote
as much effort to this area of their professional work as they would like, and thus

feel less competent than in other aspects of their work.
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In addition to the aforementioned area, both Croatian and Slovenian teachers
reported the lowest average degree of competencies in the area of constructive
work in research and development projects, as well as in the mentoring of pre-
-service students and teacher-trainees. Indeed, not all teachers are competent to
be mentors or take over that role. It is also possible that some teachers do not
appreciate the extent to which cooperation on various research and development
projects and establishing collaboration with the broader community are among

their key tasks.

Furthermore, we were interested in whether teachers differ in how they evaluate
their competencies with regard to the years of teaching experience. With this in
mind, we first grouped teachers into five categories according to the teacher ca-
reer development based on the Huberman model and S-model, which takes into
account Slovenian specificities (Javrh, 2006; Javrh, 2008; Javrh and Jamsek, 2008).
Both models assume that the career development of teachers comprises several
major periods (early career period, when the teacher enters the profession; middle ca-
reer period, when he/she goes through several important phases and finds stability;
and mature career period, when he/she slowly begins to unburden and retires) and
that there are “harmonious”and “problematic” ways of developing a teaching career
(Javrh, 2008). However, while there are some differences between the Swiss and
Slovenian studies, both models assume the following phases (Javrh, 2006; Javrh,
2008; Javrh and Jamsek, 2008):

1. Entrance into the teaching process (up to three years of teaching experience),
which includes survival and discovery: teachers try out different roles within
the profession. They struggle for survival, are excessively preoccupied with
themselves and the feeling of inadequacy, as well as with a big difference
between the job’s requirements and their abilities to achieve them in the clas-
sroom. On the other hand, they are overwhelmed by a sense of pride in belon-
ging to a professional team, and the feeling that teaching is the right calling
for them and they are full of enthusiasm. In the case of Slovenian teachers,
this phase ends rather quickly, and the stage of stabilisation begins.

2. Stabilisation in the occupation (between four and six years of teaching expe-
rience): Huberman (1993, according to Javrh, 2008) emphasises that career
stabilisation means that a teacher has become a teacher in his/her own eyes
and those of others, but it also implies stabilisation in teaching — the teacher
feels relieved, more satisfied, and is becoming more competent. Javrh (2008)
reveals that Slovenian teachers are required to develop full autonomy when

entering the occupation (many do not receive the right kind of support from
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the principal and mentor) and the sooner they overcome the initial shock, the
sooner they develop a sense of self-confidence and sovereignty. This has both
its pros and cons. Some teachers hold a distinctly individualistic position and
do not create a close relationship with their colleagues. There is also a group
of teachers who already in this period begin to open themselves up to their
environment, and are trying to share their experience with their colleagues
within the occupation.

Professional activity and experimentation or unwanted slipping into uncer-
tainty (between seven and 18 years of teaching experience): various paths
appear in the middle career period — in the direction of professional growth
or growing doubts, dissatisfaction, and the fear of routine. Most important are
three aspects of professional growth: a classroom teacher sovereignly tries out
different approaches, is aware of institutional barriers and therefore attempts
to initiate change, seeks challenges, and wants to be involved in more wide-
-ranging projects. Support factors include teamwork among colleagues and
continuing professional education with the aim of overcoming difficulties. It
may be that the teacher goes through a traumatic experience, which ends up
leading him/her to isolation and uncertainty. The specificity of the S-model
is that some teachers in this period already verbalise pronounced accounts of
burnout, especially those who had overburdened themselves with a number of
difficult tasks.

'The teacher achieves serenity or feels an ever-growing powerless (between 19
and 30 years of teaching experience). The first part of the late career begins
between the ages of 43 and 54, and Huberman (1993 in Javrh, 2008) diffe-
rentiates between two possible paths — serenity and conservatism. On the one
hand, Huberman describes an optimistic teacher who accepts him/herself the
way he/she is and no longer feels the need to prove him/herself, is less en-
gaged, and reshapes and reduces certain goals into more achievable ones. On
the other hand, he describes teachers who move away from insecurity towards
bitterness or even conservatism — they are sceptical of innovations and re-
forms and try to hold onto what they have already acquired, which is followed
by bitter withdrawal. The S-model thereby moves away from the original mo-
del in multiple respects. Those teachers who are moving in an unfavourable
direction of development are characterised more by resignation, breakdown
or burnout than conservatism, which Huberman mentions. For this reason,
Javrh (2008) calls this the phase of powerlessness. A new group is also being
formed among Slovenian teachers — those who continue to pursue their pro-

fessional activities differently — in the direction of critical responsibility.
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5. Disengaged or bitter gradual burnout (between 31 and 40 years of teaching
experience): both optimistic and bitter teachers begin to descend into the
background and no longer assume more complex tasks, burdens, and respon-
sibilities. However, optimistic teachers remain “professional to the end” and
maintain their energy for quality work, while bitter teachers become critical,
pessimistic, and, above all, tired and exhausted. The specificity of the S-model
is that some relaxed teachers remain quite engaged, maintain “live” contact

with their pupils, and continue to experiment.

While grouping teachers concerning the years of teaching experience we assumed
we would start from the phases envisaged in the models described above, where-
by we predicted that the position of Croatian and Slovenian elementary school
teachers, in spite of certain differences, would be similar in both school systems.
Furthermore, due to the small representation of the final two categories, we mer-
ged the group of novice teachers with those who have been teaching between four
and six years, and we combined the teachers who have been teaching for more than
31 years with those with 19 to 30 years of teaching experience. It was revealed in
the S-model (Javrh, 2008) that many teachers complete the first phase of entrance
into teaching rather quickly, and transition into the phase of stabilisation in which
they have to immediately develop independent performance, which justifies the
merger of the first two phases. In the last two phases, the positive direction of de-
velopment grows into relaxed disengagement, while the negative direction grows

into bitter disengagement.

Following this, we divided the participants into three groups with regard to the
years of work experience: a) up to six years, b) between seven and 18 years, and c)
19 years and above. A total of 244 (69.9%) Croatian and 105 (30.1%) Slovenian
teachers with up to six years of work experience, 391 (58.4%) Croatian and 278
(41.6%) Slovenian teachers with between seven and 18 years of work experience,
and 359 (50.8%) Croatian and 347 (49.2%) Slovenian teachers with more than 19

years of work experience assessed their competencies.

Differences in teachers’ professional competencies in the total sample and subsam-
ples of Croatian and Slovenian teachers, and in relation to the years of work expe-
rience, were examined using analysis of the variance, and the results are shown in
Table 2.4. Since the condition of the variance homogeneity was not satisfied in the
total sample, which was verified using Levene’s test, the table shows the results of the
Welch test and the Games-Howell Post-Hoc test. The results indicate that there is
a significant difference in the self-assessed degree of professional competencies con-

cerning the years of work experience both in the total sample and in the subsamples,
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whereby teachers with 19 and above years of work experience consider themselves
to be the most competent. Teachers between seven and 18 years of work experience
consider themselves somewhat less competent, while teachers with up to six years of

work experience consider themselves to be the least competent.

Table 2.4. Differences in teachers’ professional competencies with regard to the years of

work experience

TOTAL CROATIA SLOVENIA

M M M
" (SD) Foss51®) n (SD) Fpo1(?) n (SD) Fo,727(n?)

1) upto6 3.65 3.72 3.5
years 349 (0.61) 244 (0.62) 105 (0.56)

2)7to18 669 3.85  33.12%* 391 3.89 14327 50 3.8 32.30**

years (0.54)  (0.04) (0.58) (0.03) (0.48)  (0.08)

3) 19 and 3.96 3.97 3.94
more years (0.51) 359 (0.54) 347 (0.48)

Self-evaluations of the degree
of professional competencies

*p<0.01
¥p<0.001

Differences were expected given that teachers with more years of work experience
on average assess their competencies higher (see Table 2.4). This can be expected
especially if the majority of teachers pursue the desired direction of professional
development and are characterised by active and critical activity in their mature
career period (with more than 19 years of teaching experience), which then de-
velops into relaxed disengagement. These teachers have achieved a certain level of
autonomy; they act thoughtfully and responsibly in accordance with their views
and values (Javrh, 2008). Therefore, we can expect that they will assess their com-
petencies in the key areas of teaching with higher values. This tendency is noticed
among both Croatian and Slovenian teachers.

2.5 Conclusion

Teachers’ professional development requires the appropriate institutional, admini-
strative, and organisational structures, which recognise the importance of teachers’
continuous learning and encourage development at the individual and institutional
levels. For continuing education, the teacher requires certain skills, determinati-
on for professional growth, and an appropriate climate within an institution that
supports development and learning. We view teachers’ professional development
as a lifelong learning and development process in the personal, social, and narrow
areas of expertise. It is important, therefore, for the teacher to observe his/her
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competencies and to evaluate the opportunities for his/her professional work in

the direction of critical, independent, and responsible decision-making and action.

In our research, we found that teachers with more years of teaching experience
assess their professional competencies in different areas, on average, with higher
values; this was found on the subsamples of both Croatian and Slovenian teachers.
The Croatian teachers, moreover, assessed their competencies somewhat higher
than Slovenian teachers in all the offered statements (except for mentoring pre-
-service students and teacher-trainees), but no statistically significant differences
were noticed between the two subsamples of teachers. Statistically significant
differences in teachers’ assessments of teachers’ professional competencies were
determined between Croatian and Slovenian teachers in their ability to analyse
the strengths and weaknesses of their educational work, the establishment of a
constructive dialogue with their colleagues, partnerships with other schools and
institutions, and cooperation with parents. We found that Croatian teachers assess
their skills higher in all of these statements. These are important areas of establis-
hing communication with external stakeholders with whom the school cooperates
in carrying out its mission, and which contribute significantly to the establishment
of conditions for a quality school climate and culture, as well as the professional
development of teachers. One of the characteristics of the so-called new profes-
sionalism (Niemi and Kohonen, 1995) is precisely the ability to cooperate with
others, which transcends the confines of a particular school and views teachers’
mission as bringing change in the broader culture of the society in which the te-
acher works and explores. We recognise the ability to reflect on one’s educational
work, i.e., the analysis of the strengths and weaknesses of such work, as an impor-
tant factor and condition for professional development. It is interesting that both
Croatian and Slovenian teachers assessed their competencies with relatively high
values in all statements (on a five-point Likert-type scale the lowest average grade
among Croatian teachers is 3.49, and among the Slovenian it is 3.45), so we might
raise the question as to whether the teachers were sufficiently critical when asses-
sing their own abilities. The teachers gave the lowest values to their competencies
to work on research and development projects, to mentor pre-service students and
teacher-trainees, and to establish partnerships with other schools and institutions.
It can thus be assumed that these are the areas in which it would make sense
to provide teachers with additional incentives and support in the future. We are
aware that these are also areas that require more knowledge, skills, and innovative-
ness and, no less important, time. However, not all teachers are willing to commit
themselves to this kind of professional activity because they prefer to devote time

to their basic tasks and mission.
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Maintaining a high degree of teachers’ professional competencies in other areas also
requires adequate leadership support and mutual learning with colleagues — both
inside a particular school and in the broader context. While doubts remain whether
the teachers attempted to provide socially desirable responses in their evaluations,
their self-assessments of their competencies in the different areas of work should be
trusted, because it has been found that the teachers assessed their competencies to

work in some areas of professional activity somewhat lower than others.

Based on the theoretical starting points, we can emphasise the importance of
establishing such conditions and working opportunities that would encourage
teacher reflection in different areas of their work, and enable them to impro-
ve their practice. Only a systematic analysis of one’s practice (experiences) can
lead to the awareness of subjective teacher perceptions and a gradual change
of educational activities in the classroom, as well as in other fields of teachers’
professional work (e.g., mentoring, researching one’s own teaching, partnerships
with external institutions, etc.). Only then will a teacher become a reflective
practitioner and thrive in his/her critical, independent, and responsible decisi-

on-making and action.
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3 Status of the teacher and the teaching profession:
views from within

Barbara Steh, Jana Kalin, and Renata Cepi¢

3.1 Approaches to defining status

A large number of different conceptual definitions of status, which are used as a
framework for analysing different professions, appear in the scientific literature,
whereby it should be emphasised that there is no generally accepted, unambiguous
definition or theoretical construct of status. For example, Haralambos (1994) defi-
nes reputation as the amount of respect or honour related to a person’s social posi-
tion, characteristics and way of life, while social status, as a determined position in
society accompanied by certain roles, is defined as a series of norms that determine

the behaviours expected from the member of a certain status.

A large number of definitions of status, which point to its complexity and multi-
ple and indefinite nature, can be found when reviewing the available literature on
professionalism and the status of teachers (Ball and Goodson, 1985; Hargreaves
and Goodson, 1996; Hargreaves, Cunningham, Everton, Hansen, Hopper, McIn-
tyre, Maddock, Mukherjee, Pell, Rouse, Turner, and Wilson, 2006; Hoyle, 1969,
2001; Monteiro, 2015; Sachs, 2003; and others). Monteiro (2015, p. 53-60), when
considering some conceptual questions of teacher professionalism, i.e., their global
profile, highlights four main factors in determining the level of professionalism:
value of service (the importance for individuals and society of the scope of profes-
sional expertise), identity content (formed by knowledge, values, and qualities that
distinguish a profession and should distinguish professionals), professional autono-
my (i.e., the independence and responsibility with which the profession may be
individually practiced and collectively governed), and professional and social status
(which results from the previous factors and is reflected in the income, influence
and prestige of the profession). In this regard, Monteiro (2015, p. 56) emphasises
the following: “Professional status and social status are two faces of the same coin:
the former consists in the identity content and the autonomy of a profession; and
the other side means a profession’s position within a hierarchy of occupational
prestige in a society, resulting both from the value of the service provided and
from its professional status.” Furthermore, he points out that the highest level of
professionality applies to those professions that have the highest social relevance,
responsibility, and distinctiveness that correspond to the ideal type of professional

model and have the following characteristics (Monteiro, 2015, p. 56):
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*  'They provide services that are fundamental for the life, security, and general
well-being of individuals and society, requiring from their professionals a sen-
se of service that puts the interests of those they serve and the public interest
in general over their (legitimate) interests.

*  ‘They contain certain know-how skills with a very specialised and systemati-
sed knowledge base, learned through a more or less lengthy theoretical and
practical higher education, whose application demands great independence of
judgment and decision.

*  'The power with which professionals are endowed, resulting from their exper-
tise and independence, with the corresponding responsibility, implies compli-
ance with high professional standards of competency, practice, and conduct in

every professional circumstance.

Hoyle (2001) offers a three-component definition of occupational status, accor-
ding to which the prestige, status, and esteem of a profession are three different
aspects of professional status. Accordingly, he suggests that occupational prestige
refers to the status which is defined by public opinion (public perception of the
relative position of the profession within the hierarchy of professions); occupa-
tional status, which is defined by educational and comparable professions (the
category in which educated groups classify a particular profession and to which
they refer, e.g., to public servants, politicians, sociologists, educational professi-
onals); and the occupational esteem of those who can observe the qualities which
individuals show in their work (the perception of the profession by the general
public due to personal qualities which individuals express during the performan-
ce of their core tasks, i.e., their concern, competency, and commitment to work).
So, for example, as part of a four-year study on the status of teachers and the
teaching profession in England (2003-2006), Zhe Teacher Status Project (Har-
greaves et al., 2006), the researchers implemented these differences in line with
Hoyle’s definition, but they also included teachers’ personal attitudes regarding
their status and the factors affecting it.

Taking into account different definitions of status, this project focuses on the
insider’s perspective, i.e., the teacher’s perception of his/her status and reputation.
'This includes the teacher’s perception with regard to the respect received from pu-
pils and parents, satisfaction with work, salary and financial independence, media
representation of the teaching profession, their reputation as compared to other
professions, as well as other factors. Although we believe that public opinion, the
press, and media contribute to our understanding of the general opinion regarding

the reputation of the teaching profession, they are not considered in this research.
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3.2 The problem of not recognising the teaching profession

In the last few decades, education experts and decision-makers have been focusing
their attention on the teaching profession, professionalism, and the need for pro-
fessionalisation in the context of the teacher’s calling and development of quality
education. A crucial factor in the quality of education is the quality of the teaching
profession, which has been the conclusion of numerous international and national

reports and research on the teaching profession and education systems.

The results of recent research undoubtedly show that the development of pupils’
achievements greatly depends on the process of learning and teaching, and that the
teacher’s impact on the pupils’ achievements is significant (Darling-Hammond,
2000; Darling-Hammond and Bransford, 2005; Day, 2013; Day, Sammons, Stobart,
Kington, and Gu, 2007; Monteiro, 2015; Sanders and Rivers, 1996; Scheerens, Ver-
meulen, and Pelgrum, 1989; Tymms, 1993; Vizek Vidovi¢, 2005; Vizek Vidovi¢ and
Velkovski, 2013). For example, CCPié, Tatalovi¢ Vorkapi¢, Lon¢ari¢, Andi¢, and Sko-
¢i¢ Mihi¢ (2015) presented the theoretical framework of the complex relationships
among the reputation, personalities, and transversal competencies of teachers in light
of contemporary education contexts. Their findings are an important argument in
support of rejecting the notion of the teaching vocation as only an occupation, one
that should be replaced with the understanding of the teaching occupation as a pro-
fession. However, we should not neglect the important fact that the overall status of

the teaching profession in most countries is low or very low.

How, then, should we understand this degraded status and improve the quality of
the teaching profession? How do we enable teachers to more frequently and more
decisively influence their own position within the profession and society? How can
teachers make their contribution to this issue? These and other related issues are

discussed in the remainder of this chapter.

For example, an ILO/UNESCO report from 1997 provides an overview of the
state of the teaching profession, with particular emphasis on the problems of lower
status and salaries compared to other occupations, the unattractiveness of the tea-
ching profession, and factors or causes of the decline/reduction and inadequate re-
cognition of the teaching profession. The ILO/UNESCO report, published nearly
twenty years ago, is still very topical. Among other things, it points out some of the
general causes for the decline of teacher status, as follows (pp. 6-7):

*  'The perceived failure of effective government communication with teachers in
order to establish appropriate education policies and provide funding for their

implementation, with reduced public funding for education a particular issue.
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*  Teachers neglecting to promote their own status and professionalism in an
era of economic austerity. Almost without resistance, teachers have allowed
the perception to develop within the community that their main concerns
are their salaries and benefits, which account for up to 90% of the education
budget in many countries.

*  The emerging perception within the community that teachers fail to achieve
satisfactory educational outcomes, thereby becoming a target of public critici-
sm and the government at the expense of their professional status.

* In the context of government efforts to cut spending, teacher organisations
resisting measures which seek to increase class sizes but reduce teacher qua-
lifications, working conditions, and salaries have often been considered major
obstacles to the development of education. Such a relationship dynamic tends
to insult teachers and leads to a decline in the overall societal perception of the
quality and value of public education. Schools and educational professionals
have a significant share of the responsibility for the vast economic and social
changes that are now taking place, including economic globalisation, social

dislocation, slow-growing economic productivity, and rising unemployment.

Although the teaching vocation has changed significantly over the last few de-
cades, it is still faced with having to define itself in relation to other professions.
It is clear that, over time, the roles and tasks of teachers are increasing, yet their
status, in comparison with that of other professions, is stagnating or decreasing, as
evidenced by the results of various international and national reports and studi-
es (UNESCO, 1998; 11O, 2012; OECD, 2005; OECD, 2011a; OECD, 2011b;
EC, 2012; and others). MacBeath (2012) noticed that teachers, unlike most pro-
fessionals, are burdened with the excessive expectations that society imposes on
them; they are caught between high expectations and low professional respect. In
their work, numerous authors (e.g., Hargreaves and Goodson, 1996; Hargreaves et
al., 2006; Hoyle, 2001; Kadum, Vidovi¢, and Vrankovi¢, 2007; MacBeath, 2012;
Monteiro, 2015; Radeka and Sori¢, 2006; Vrgo¢, 2012; Whitty, 2006; and others)
highlight the many factors that adversely aftect the social position and status of the
teacher’s calling, which remain low in the relative hierarchy of occupations. Among
these factors are the problems of low teacher salaries — which lag behind those seen
in the private and public sectors — low living standards, understathing, feminisation
of the profession, insufficient autonomy and exclusion from the development of
education policies, lack of control over access to the profession, misconceptions
about teachers’working hours, i.e., the general perception that teachers work fewer
hours than other professionals, and numerous other issues, which, in the authors’

opinion, reflect the low position and status of the teaching profession.
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Unlike places such as Scotland, Ireland, Sweden, Finland, and Iceland, where the
teaching profession even nowadays enjoys a high social status, the social status
of teachers in England, France, Germany, New Zealand, and Austria is not as
favourable (Verin, 2004, according to Juki¢ and Rei¢-Ercegovac, 2008). The few
studies conducted in Croatia (e.g. Marsi¢, 2007; Radeka, 2007) also point to the
teachers’ dissatisfaction with their social reputation and status. For example, the
results of research conducted by Radek and Sori¢ (2006) show that teachers are
not satisfied with their working conditions, and that they are particularly burde-
ned by the low living standards and a weak social reputation of the profession. In
addition, it was found that as many as one-third of teachers had at some point
considered leaving their calling, and assess their living standards, the reputation
of the teaching profession, and professional qualifications as worse than those
who have not considered leaving. Such teachers feel less content in their work
than those who have not considered leaving their profession. Radeka and Sorié
(2006) pointed out that the existing status of the teaching profession is fatal for
the modern school and society as a whole. The results of research conducted by
Kadum et al. (2007) also point to the fact that the vast majority of employed
teachers consider the status of the profession to be insufficient (86%), while only

14% considering it to be at a decent level.

By synthesising the findings of international and national reports and studies,
Monteiro (2015, p. 63-66) summarised the main features of the overall status of
the teaching profession into four groups. These are: 1) Professional and social status
are not very prestigious — a group of features related to undemanding selection crite-
ria, education, and evaluation, low salaries compared to those of other professions
with a similar academic background, limited teacher autonomy, lack of control over
the main factors of their own success, frequent reductionist, unfair, and unmoti-
vating assessments, deprofessionalisation and feminisation of the profession, and
insufficient incentives for professional advancement, among others factors. 2) Lack
of or reduced working conditions, which include features such as: often inadequate
and unpleasant jobs, too large and very heterogeneous classes, the continuous inc-
rease and expansion of programs, an overwhelming number of tasks, and a lack of
resources. 3) Other factors diminishing the importance of the teaching profession in pu-
blic eye,among which he points out how the teaching profession is, possibly, among
the professions that is most exposed to public opinion — and such visibility puts it
in a position of greater exposure to criticism and increases social consequences in
the event of failure and the average results of weak teachers. 4) Other factors — those
factors related to pupils’ dissatisfaction with the school, school reforms, aggressi-

ve pupils and at times even parents, understanding the teaching profession as a
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second-class profession because of the lack of a strong “class consciousness” and
opportunities to work part-time, and the loss of a traditional direct monopoly as a

source of knowledge.

It should also be noted that the lack of teachers is a worrying trend in many co-
untries, which has emerged due to a decreasing school population and the number
of people leaving the profession. According to an OECD report (2005, p. 18), in
countries with a lack of teachers this is most often because the profession is not
considered respectable, attractive, or competitive. With regard to teachers’job sa-
tisfaction, which is considerably lower today than it once was, and issues in terms
of permanent teacher employment and retention, many government policies now

aim to improve the status of teachers both inside and outside the profession.

What are the implications of the previous analysis for the improvement of tea-
ching as a profession and in society? How can we contribute to the betterment of

teachers’ position and status in this context?

'The results of research conducted by Fuller, Goodwyn, and Francis-Brophy (2013)
indicate that teaching grades (“The Advanced Skills Teacher” (AST), introduced
as a tool for recognising and rewarding teacher expertise, were conceived as a way
of raising the status of the teaching profession), which recognise and further deve-
lop teaching excellence, contributing in important ways to the professional identity
of teachers through an increased sense of recognition, reward, and job satisfaction.
'The results of this research also suggest that recognising the skills and expertise of
teachers is obviously important to their retention within the profession, as it allows

successful teachers to stay where they want to be — inside the classroom.

Radeka and Sori¢ (2006) point to the fact that if we want to positively influen-
ce teachers’ motivation, and thus the development of modern schools, we need
to increase their job satisfaction and improve their living standards (with a more
elaborate financing system of funding and rewarding), build the social reputation
of the teaching profession, improve the conditions of teaching, and continuously

improve the teaching competencies of the related individuals.

Verhoeven, Aelterman, Rots, and Buvens (2006), while researching the public per-
ception of teacher status, found that in Flanders teachers enjoy a positive image
among most people, and that teachers can count on a high degree of respect. Ac-
cording to Verhoeven et al. (2006), a certain degree of responsibility for this situ-
ation lies in the hands of the teachers themselves, because teachers can contribute
to this respect through their actions, and can also improve it. The same authors

point out that satisfaction with education, pupils’ well-being, assumptions about
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the role of a child-educator, parental participation and interest, are all things that
the teacher can impact depending on the way in which he/she deals with pupils
and their parents, and in this way teachers can also contribute to raising the social

status of the profession.

We will end this review with the following statement from Monteiro (2015, p. 61):
“The improvement of [the teaching profession’s] quality should begin at ... the be-
ginning. The human quality of the candidates to exercising the profession should be
taken into account when deciding on the criteria for entering professional education
and evaluating professional performance. Besides selection, education, and evalu-
ation, improving the quality of the teaching profession should also include other
aspects of its professional and social status, such as working conditions, as well as pay

and career perspectives without overlooking the relevance of school management.”

Teachers should become examples of professional excellence that, as Monteiro po-
ints out, should be perceived as an exceptional incarnation of a blend of qualities,

values, and knowledge.

33 Purpose of empirical research

Many authors claim that the teaching profession no longer enjoys the reputati-
on it once did. With this research we tried to discover the views of elementary
school teachers about the reputation of the teaching profession in society, and how
they rank this in terms of the reputations of other professions, such as that of a
preschool teacher, high school teacher, university professor, doctor, nurse, lawyer,
entrepreneur, journalist, and stage actor. We were also interested in the differences

in the answers between Croatian and Slovenian teachers.

3.4 Method

'The Scale of Reputation was constructed based on a review of theory and previo-
us research on teacher reputation. We created eight items that make up the Scale
of Reputation, and included four positive and four negative statements about
teacher reputation that were alternately listed in the questionnaire. The state-
ments relate both to the general view of teacher reputation and the importance
of a teacher’s work for society, as well as the respect from and relationships with
the parents, pupils, and media, and the financial dimension of the profession.
Teachers assessed their degree of agreement with the statements on a five-point
Likert-type scale (7 - strongly disagree, 2 — I disagree, 3 — I partly agree, 4 - I agree,
5 - Istrongly agree). Not all teachers expressed their degree of agreement for each
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of the statements, and the number of teachers who rated their agreement with
individual statements varied between 1,837 and 1,813. The number of Croatian
teachers who assessed individual statements ranged between 1,076 and 1,061
(58.6% to 58.5%), and with Slovenian teachers it ranged between 761 and 752
(41.1% to 41.5%). Both Croatian and Slovenian teachers most often skipped
assessing their degree of agreement with the statement Zhe media usually portray
teachers in a negative light, while they most often responded to more general sta-
tements such as 4 teacher’s work is among the most important ones in society and The

teaching occupation enjoys a low reputation in society.

Exploratory factor analysis was performed using the main component method
with oblimin rotation for the purpose of verifying the factor structure and measu-
rement characteristics of the Scale of Reputation. According to the Guttman-Ka-
iser criterion (characteristic root is greater than 1) and the Scree-test criterion, the
existence of two factors was determined, the first of which explains 28.33% and the
other 17.15% of the total variance. The two-factor structure was obtained on both
the Croatian and Slovenian subsamples. Table 3.1 shows the factor saturation from
the matrix form and communalities. The first factor is saturated with four items
that describe the factors associated with the negative perceptions of the teaching
profession (lower wages, low social reputation, media presentation of teachers in a
negative light, and lower work satisfaction) and the item A teacher’s work is among
the most important ones in society. The second factor is saturated with four items that
content-wise most closely match the factors associated with the positive percep-
tion of the teaching profession (pupils’ and parents’ respect for teachers, regular
income, and financial independence). The item A feacher’s work is among the most
important ones in society is included in the second factor, whereby the theoretical
classification of the items is given an advantage over the empirical results. This
factor shows low reliability: the internal reliability coefficient (Cronbach’s a) is
0.42 on the total sample. Given the low reliability of the second factor, only the
first factor was used in the second analysis, whose reliability (Cronbach’s a) is 0.59
on the total sample, 0.57 on the subsample of Croatian teachers and 0.61 on the
subsample of Slovenian teachers. For the Scale of Low Reputation, the total result

was calculated with the linear combination of these items.
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Table 3.1. Results of factor analysis of the Scale of Reputation

Total CRO SLO
= 3= = 0 a=| = O =]
S .S = o -5 -~ o .= -
EEE EEO0E EE 8
= B = = 2 & = 2 g
< o ] o ] o
@ Q O Q

F1 F2 F1 F2 F1 F2

In the teaching profession, salaries
are lower than in other equally
demanding jobs with an equal
degree of education.

0.72 0.07 051 0.72 0.2 051 0.72 0.19 0.52

The teaching profession enjoys a

s ] 0.71 -0.17 0.56 0.72 -0.15 0.57 0.70 -0.11 0.52
low reputation in society.

The media usually portray teachers
in a negative light.

0.52 -0.10 0.30 0.55 -0.11 0.33 0.59 -0.09 0.37

The low reputation of the teaching
profession impacts my job 051 -0.24 036 048 -0.25 0.33 0.61 -0.17 0.43
satisfaction.

A teacher’s work is among the

. . . 0.51 0.37 034 052 0.33 034 034 049 031
most important ones in society.

Pupils respect teachers. -0.02 0.81 0.66 -0.07 0.79 0.64 -0.11 0.78 0.64
Parents respect teachers. -0.10 0.79 0.66 -0.10 0.79 0.66 -0.29 0.71 0.63
The teaching profession provides

regular income and financial -0.05 049 025 0.03 054 029 -0.04 0.44 0.20
independence.

Eigen values 227 1.37 219 147 230 132

% of the explained variance 28.33 17.15 27.34 18.42 28.76 16.43

We also asked the teachers to classify ten professions (elementary school teacher,
high school teacher, preschool teacher, university professor, physician, nurse, law-
yer, entrepreneur, journalist, and stage actor) on a scale from 1 to 10 with regard to
their degree of reputation, whereby 1 stands for the least respected profession in
society and 10 for the most.

Our starting point was Hoyle’s (2001) three-component definition of professional
status, according to which occupational prestige refers to the status that is defined by
public opinion — the public perception of the relative position of the profession in
the hierarchy of professions. Some teachers did not classify all professions, so the
number of the total sample ranges from 1,844 to 1,829. The number of teachers in
the Croatian subsample who ranked individual professions ranges between 1,087
and 1,077 (59.0% to 58.9%) and the number of Slovenian teachers between 757
and 750 (41.1% to 41.0%). The majority of teachers in both the Croatian and
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Slovenian subsamples ranked their profession — Croatian teachers most often ski-
1% P
pped ranking the reputation of university professors, while the Slovenian teachers

skipped ranking the reputation of nurses.

3.5 Results and discussion

3.5.1  Attitudes of teachers about the reputation of their
profession

We wanted to determine what views elementary school teachers share regarding
the reputation of the teaching profession. It was revealed that Croatian teachers
score higher on average on the Scale of Low Reputation than Slovenian teachers
(M =4.01 : M = 3.83), and that the differences are statistically significant. It fol-
lows that Croatian teachers have a lower perception of their reputation than Slo-
venian teachers.

Table 3.2. Descriptive data of the Scale of Low Reputation in the total sample and the

Croatian and Slovenian subsamples, and the differences between Croatia and Slovenia

o CRO SLO

a 1794 1050 744

Min 1.50 1.50 2.00
Max 5.00 5.00 5.00 35'35163

M 3.94 401 3.83 Cohons 4032
SD 0.59 0.57 0.59

o 0.59 0.57 0.61

#0<0.001

'The second factor, which is saturated with items associated with the positive per-
ception of the teaching profession, resulted in a too low internal reliability to ju-
stify the calculation of a common result. However, we can check whether there are
statistically significant differences in the estimates of the reputation for individual
items, both positive and negative, between Croatian and Slovenian teachers, as
shown in Table 3.3, in addition to descriptive data for assessments of the reputati-

on in the total sample and in the Croatian and Slovenian subsamples.

With regard to the statements that form the Scale of Low Reputation, the diffe-
rences between the Croatian and Slovenian teachers were statistically significant
for all but one statement — The low reputation of the teaching profession impacts my

Jjob satisfaction. On average, teachers tend to agree with the statement (the average
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rating for the total sample is 3.74). The teachers in the total sample agree to the
greatest extent that the teaching occupation enjoys a low reputation in society (M
= 4.28), with the Croatian teachers having an even higher statistically significant
average score than the Slovenian teachers (M = 4.39 : M = 4.13). A total of 85.6%
of Croatian and 77.2% of Slovenian teachers either agree or strongly agree with
this. It is thus clear that the teachers agree with the statement that their profession
is characterised by lower salaries than other equally demanding professions with
the same degree of education (M = 4.23). Croatian teachers achieved the highest
average score on this statement, and showed a statistically significant difference
from Slovenian teachers (M = 4.42 : M = 3.97), which is probably the result of the
worse economic situation in Croatia and factually lower average salaries of ele-
mentary school teachers. A total of 58.1% of Croatian teachers strongly agree and
30.2% agree with this statement. Even Slovenian teachers agree on average that
they are paid less in comparison to other equally demanding professions: 29.6%
of them fully agree and 41.4% agree with this statement. In this respect, it should
be noted that the Republic of Croatia significantly lags behind the EU average
and is not following EU recommendations or directives in terms of its GDP al-
locations for education and scientific research activities. Thus, the EU average for
spending on education is around 4.5% of GDP, while in Croatia it is 3.5%. While
the EU average for scientific research exceeds 2.5% of GDP, in Croatia it is only
at about 0.7%. According to the data obtained from the Institute of Education
Development (2015), Slovenia allocates 5.7% of its GDP for education, which
places it among the top 15 EU countries. In this respect, it should be noted that the
main requirements or recommendations of UNESCO (2015) address this issue.
According to UNESCO, countries should allocate at least 6% of their GDP for
education, which is yet to be achieved in many countries. Among the factors that
adversely affect the social position and status of teachers are the particularly low
salaries (e.g. Hargreaves and Goodson, 1996; Hoyle, 2001; Hargreaves et al., 2006;
Radeka and Sori¢, 2006; Vrgo¢, 2012; Monteiro, 2015), and in this research it was

found that elementary school teachers share this view.

Compared to the Croatian teachers, the Slovenian teachers achieved a statistically
significant higher degree of agreement with another statement in the Scale of
Low Reputation, as they mostly agree with the statement that the media usually
portray teachers in a negative light (M = 3.56: M = 3.44). Half of the Slovenian
teachers (49.8%) agree or strongly agree with this statement, compared to 41% of
Croatian teachers. This raises the question of what teachers can do to improve their

reputation in society in terms of promoting their own status and professionalism.
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Among the positive statements about teacher reputation, the teachers in the total-
sample strongly agree that their work is among the most important in society (M
= 4.15), which is in line with our expectations. Significantly more Croatian than
Slovenian teachers (M = 4.25 : M = 4.01) agree with this statement. As many as
53.9% of Croatian teachers and only 38.2% of Slovenian teachers strongly agree
with it. Slightly fewer teachers agree with the statement that the teaching professi-
on provides regular income and financial independence (M = 3.32), although most
teachers in the sample have permanent employment. The share of teachers with
temporary employment who completed the survey is only between 12 and 13%.
There are also statistically significant differences between Croatian and Slovenian
teachers, which we can probably attribute to the weaker economic situation in
Croatia. According to the results of the survey, the Croatian teachers believe to a
lesser extent that the teaching profession provides a regular income (M =3.10: M
= 3.62)."The biggest group of Slovenian teachers (44.9%) agree with this statement,
while that of the Croatian teachers (47.2%) partially agree with it.

In the total sample, teachers overall least agree with the statement that parents re-
spect teachers (M = 2.66) and that pupils respect teachers (M = 2.91). Once again,
significant differences appear between Croatian and Slovenian teachers. In both cases,
Slovenian teachers generally agree more with the statement that parents (M = 2.71
: M =2.62) and pupils (M = 3.00 : M = 2.85) respect teachers. As many as 35.9% of
the Croatian teachers strongly disagree or disagree with the statement that parents re-
spect teachers, while 30.4% of the Slovenian teachers share this view. A total of 24.4%
of Croatian teachers strongly disagree or disagree with the statement that pupils re-
spect teachers, as opposed to 17.7% of Slovenian teachers. In this context we mention
Verhoeven et al. (2006), who point out that the responsibility for the reputation of the
profession in society is in the hands of the teachers themselves, and that their profes-
sionalism can certainly contribute to the pupils’and parents’ greater respect for them

and their work, and thus contribute to improving the status of teachers.

The Croatian teachers agree to a greater extent than the Slovenian teachers that
their work is one of the most important in society, while, on the other hand, they
also agree even more strongly that a teacher’s work has a low reputation in society
and that it is paid less than other equally demanding professions. Moreover, the
Croatian teachers agree to a lesser extent than Slovenian teachers that their occu-
pation is a source of regular income and financial independence and that parents
and pupils respect them. In this sense, it is possible to conclude that Croatian
elementary school teachers believe that the teaching profession enjoys a lower re-

putation in society than is the case with Slovenian elementary school teachers. This
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goes somewhat against the statistically significant higher estimates provided by
Croatian teachers regarding their own competencies in the four areas of teachers’
professional work: cooperation with parents, establishing a constructive dialogue
with colleagues, analysing the pros and cons of their educational work, and establi-

shing partnerships with schools, institutions, and experts.

At the same time, the Croatian teachers assessed themselves to be well qualified
for their professional performance, but also expressed that others insufficiently ac-
knowledge them as opposed to how they think they should be acknowledged. This

disparity is evident also among the Slovenian teachers, but is less pronounced.

3.5.2  Reputation of the teaching profession compared to
other professions

We were interested to know how elementary school teachers rank the reputation
of their profession compared to that of other professions. Table 3.4 shows the de-
scriptive data on ranking professions depending on the degree of reputation on the
total Croatian and Slovenian sample and the results of the t-test for independent
samples, which we used to verify the statistical significance of differences between

the average scores of Croatian and Slovenian teachers.

Table 3.4. Descriptive data on ranking professions depending on the degree of reputation
Jor the total sample and Croatian and Slovenian subsample, and differences between the

average ranks of Croatian and Slovenian teachers

Total Croatia Slovenia

n M SD n M SD n M SD t df Cohend
Elementary 00/ 375 251 1087 3.61 260 757 3.94 236 -2.90% 1717 014
school teacher
Highschool 1037 469 1.87 1083 455 1.95 754 489 173 -3.95" 1731 0.9
teacher
Lzl 1833 3.44 2.74 1080 3.41 271 753 347 279 -0.42 1831
teacher
sy 1829 632 1.96 1077 632 1.99 752 6.45 1.92 -2.45* 1827 0.1
professor
Physician 1837 7.97 2.80 1082 7.85 2.73 755 8.14 2.88 222 1835 0.10
Nurse 1831 4.45 2.46 1081 4.76 228 750 4.00 2.63 6.40™ 1460  0.33
Lawyer 1839 7.68 2.73 1084 7.70 2.63 755 7.64 2.87 045 1532
Entreprencur 1838 6.88 2.60 1084 7.07 2.68 754 6.62 2.47 3.64™ 1836 0.7
Journalist 1837 5.11 2.12 1083 5.01 2.26 754 526 191 -2.56* 1765 0.12
Stageactor 1836 5.17 2.37 1082 523 2.35 754 5.08 240 137 1834
*p<0.05
**p<0.01
ok p<0.001
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In terms of the reputation enjoyed in society, Croatian and Slovenian teachers
rank, on average, the profession of physician as the highest, with this being signi-
ficantly much higher in the Slovenian subsample compared to the Croatian one
(M = 8.14 : M = 7.85). The profession of lawyers takes the second place among
both Slovenian and Croatian teachers, and there are no major differences between
them. The profession of entrepreneurs is ranked third in both the Croatian and
Slovenian subsamples of teachers, although it enjoys a considerably higher average
rank in the former (M = 7.07: M = 6.62). These results might not be surprising due
to the increasingly consumer-oriented societies in both Slovenia and Croatia, in
which good economic status and plenty of material goods rank high on the scale
of values. In contrast, the profession of university professor is ranked only fourth,

although with a slightly better position among Slovenian than Croatian teachers

(M =6.45:M =6.23).

Both Croatian and Slovenian teachers rank the profession of stage actor and jour-
nalist in the middle of the Scale of Reputation. However, the profession of jour-
nalists enjoys a slightly better position among Slovenian teachers (M =5.26 : M =
5.01), which may be surprising given that this same group to a greater extent agre-

es with the statement that the media usually portrays teachers in a negative light.

As expected, the following professions found themselves at the low end of the
Scale of Reputation: high school teacher, nurse, elementary school teacher, and,
at the very bottom, preschool teacher. It is interesting to note that the Croatian
teachers assess nurses as having a higher reputation than high school teachers (M =
4.76 : M = 4.55), while the Slovenian group ranks high school teachers higher than
nurses (M = 4.89 : M = 4.00). In view of this, statistically significant differences
revealed themselves between these two subsamples. On average, the Croatian and
Slovenian teachers rank the lowest the reputation of preschool teachers, while they
rank as second lowest their own profession, whereby the profession of elementary
school teachers has a somewhat higher average rank in the Slovenian subsample

compared to the Croatian subsample (M = 3.94 : M = 3.61).

In line with our expectations, both Croatian and Slovenian teachers ranked the re-
putation of physicians the highest, which is then followed by those of lawyers and
entrepreneurs. The profession of university professors is ranked only fourth. Both
Croatian and Slovenian teachers place the reputations of preschool teachers and
elementary school teachers in the lower part of the Scale of Reputation. Among
Croatian teachers, high school teachers occupy the third place in the lower part
of the Scale of Reputation, while nurses take up this position in the Slovenian

subsample. Monteiro (2015) argues that the position of a profession within the
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hierarchy of professional reputation in society is the result of the value of the ser-
vice offered and professional status. The highest level of professionalism is related
to those professions that have the highest social significance, accountability, and
recognisability. In our research, elementary school teachers attribute these features
to physicians, lawyers, and entrepreneurs rather than themselves or the other pro-

fessions included in the scale.

3.6 Conclusion

'The issue of teacher reputation has attracted the attention of many researchers
around the world. Looking at research from different countries, it can be ob-
served that this issue has been explored from several perspectives: how teachers
view their own profession and how others view it. In the current study we were
interested in how teachers experience their own status — they thus assessed their
agreement with some views associated with the reputation of the teaching pro-
fession in society and how, in their opinion, they view the pupils and parents who
most often come into contact with their work. As such, we could not omit eva-
luations of the role of the media, which in a certain way co-create the reputation

of the teaching profession in society.

Statistically significant differences were found between the Croatian and Slove-
nian subsamples for all the statements used to assess the reputation of teachers,
except for the statement The low reputation of the teaching profession impacts my job
satisfaction. 'The Croatian teachers largely agree with the statement that teacher
salaries are lower than in other similar professions, while Slovenian teachers agree
the most with the statement that the teaching profession enjoys a low reputation in
society; however, their average degree of agreement is still statistically significantly

lower than the average assessments of the Croatian teachers.

Of all the offered statements, the Croatian teachers ranked 7be teaching profession
enjoys a low reputation in society second. This subsample also expressed their par-
tial agreement with the fact that the teaching profession provides regular income
and financial independence to an even lesser extent than the Slovenian teachers,
and that parents and pupils respect them. In this regard, it can be concluded that,
when compared to Slovenian elementary school teachers, Croatian teachers belie-
ve that the teaching profession enjoys a lower reputation in society. It should also
be emphasised that Croatian teachers assess their competences in different areas of
professional activity significantly higher than Slovenian teachers, and also believe

that others insufficiently acknowledge them as compared to how acknowledged
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they believe they should be. A similar tendency also occurs with the Slovenian

teachers, but it is less pronounced.

In addition to the results outlined above, we were also interested in how teachers
assess their occupation compared to other occupations — those which require a
similar degree of education and those which require a lower level, in relation to
some professions that are more widely recognised in society (e.g., stage actor)
or in relation to those professions which we encounter in important situations
when it comes to our health. In other words, we were curious to know how tea-
chers view the importance of professions that require a higher degree of educa-
tion, such as university professor or physician. In line with our expectations, the
results show that both Croatian as well as Slovenian teachers rank the reputation
of physicians the highest, followed by lawyers and entrepreneurs, while univer-
sity professors are only ranked fourth (the highest among the given pedagogical
occupations). The Croatian and Slovenian teachers ranked the occupations of
preschool and elementary school teachers at the lower end of the Scale of Repu-
tation. Among the Croatian subsample, the occupation of high school teachers
is third from the bottom, while this place is taken up by that of nurses in the

Slovenian subsample.

'The results obtained in our research have also been confirmed by the results of
another study (e.g., Symeonidis, 2015), according to which the status of teachers
varies depending on the education sector. The general perception of teachers’
professional status is “average” in all sectors, except in higher education. A lower
status is perceived more often in the fields of early childhood education, voca-
tional education and the training of assistant teaching staft. Preschool teachers,
teachers in vocational education, and assistant staft thus have lower professio-
nal status than other sectors, especially higher education. It is well known that
women dominate in preschool and primary education, and research has establi-
shed a link between professional status and salary as well as a link between the

feminisation of the teaching profession, low status, and lower salaries.

It would also be interesting to determine how others assess teachers’ work and
reputation. Imamovi¢ (2014) found on a sample of Slovenian teachers that they
assess themselves lower on the Scale of Professional Importance than the parents
of their pupils do. It is worth reflecting how teachers perceive their position in
society and how much importance they attach to it. It is perhaps a worrying
fact that both the Croatian and Slovenian teachers in our research agree the
least with the statement that their pupils, as the first “users” of their knowledge,

respect them.
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One of the central and open questions raised in relation to all the previously con-
sidered findings is the question of how to improve the status of teachers in society.
There is also the question of to what extent teachers respect their profession and
whether the results would be different if we asked them about their personal ran-

king scales, and where they would place the teaching profession.

A recent report by Education International (Symeonidis, 2015, p. 12-13) on
the improvement of the status of teachers and the teaching profession empha-
sised the following priorities in creating education policies: 1) improving sala-
ries and working conditions have proven to be the most critical factors affec-
ting the professional status and personal self-esteem of teachers; 2) ensuring
high quality teacher education, opportunities for personal development, and
promising careers; 3) ensuring academic freedom, autonomy, and participation
in decision-making; 4) advocating a strong public education system in local
communities; and 5) maintaining regular dialogue between educational as-
sociations and governments, and encouraging the participation of teachers in

policy development.

Finally, let us briefly mention what education analysts emphasise when expla-
ining the extraordinary educational achievement seen in Finland, with most
(e.g., Sahlberg, 2010, 2012) noting that excellent teachers play a key role in
this. The following factors should also be emphasised among the successful

Finnish practices:

*  The development of robust research-based teacher education programs, which
prepare teachers for content, pedagogy, and education theory, but also the
capacity to carry out personal research work, which includes expert work over-
seen by experts.

*  Significant financial support for teacher education, professional development,
reasonable and fair salaries, and stimulating working conditions.

*  Creating a valued profession in which teachers have considerable authority
and autonomy, including the responsibility for curriculum and pupil evalu-

ations, which leads them to continuous analysis and practical improvement.

It is to be expected that the dynamic changes that occur in our environment will

impose the need to act in these directions.
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4 Teachers’ professional competencies as predictors of
teacher beliefs about self-regulated learning

Darko Loncari¢

4.1 Self-regulated learning

Self-regulated learning is most often defined (Zimmerman, 2002) as a stand-
-alone form of learning determined by a specific pattern of metacognitive (plan-
ning, goal setting, organisation, self-monitoring, self-evaluation), motivational
(intrinsic motivation, self-efficacy, and attribution of success and failure), and
behavioural elements (choosing, structuring, and creating an optimally stimula-

ting learning environment).

The description and definition of self-regulated learning at the conceptual level
is not easy to understand or to translate so that it would be understandable and
useful to practitioners. When communicating with teachers, it has been found
useful to provide them with an example of an ideal self-regulated pupil as a kind
of pattern that can be recognised in their daily work with children. When presen-
ting a model that differentiates proactive and defensive self-regulation of learning,
Loncari¢ (2013) describes a proactively self~regulated pupil as one who knows what
he/she wants and is actively finding ways to achieve it; chooses and creates learning
opportunities and situations; uses strategies for advancement and modifies/chan-
ges them if they are not effective; successfully deals with problems and overcomes
obstacles; is intrinsically motivated; keeps track of his/her progress and does not
compare himself/herself with others; associates success and failure with his/her
own efforts; does not perceive failure as a catastrophe and does not seek justifica-
tion in external factors; perceives acquiring new knowledge and skills as a greater
reward than praise; rewards himself/herself for success and provides encourage-
ment in challenging situations; values his or her performance and achievements

according to his or her own standards.

As it is the case with most research on self-regulated learning, this paper places
emphasis on the proactive self-regulation of learning, although there are other
less researched patterns. Loncari¢ (2008, 2011, 2013; Loncari¢ and Peklaj, 2008)
describes a pupil with a defensive pattern of self~regulated learning as one who only
wants: good grades or passing grades and uses unauthorised means, such as chea-
ting, to achieve this; to finish school or studies with minimal effort, and negatively
assesses academic achievement so that a poor result would not weaken his/her

self-esteem; to leave a good impression on others and does everything to avoid
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situations in which it may be revealed that he/she does not know or cannot do
something; to be perceived as competent and does not want to get embarrassed;
maintains his/her own self-esteem in the situation of failure by undermining aca-

demic goals and attributing failure to external factors.

The model also predicts a third and, concerning academic and health outcomes,
the worst pattern of depressive self-regulation — related to learned helplessness or
the complete lack of effort to advance towards goals or to use self-protective beha-
viours or cognitions (Lon¢ari¢, 2011). Such pupils do not defend themselves from
failure and negative (self-)assessments. They negatively self-assess themselves, have
a low self-esteem, and are passive because they are convinced there is nothing they
can do to succeed, which leads to a complete absence of proactive or defensive

self-regulation.

Other authors have found it necessary to describe the theoretical conception of
the features and behaviours of a self-regulated pupil as clearly as possible in the
communication with teachers that work in educational practice. For instance,
when measuring teacher beliefs about self-regulated learning, Lombaerts, De
Backer, Engels, van Braak, and Athanasou (2009; p.90) considered it necessa-
ry to describe the self-regulated learning construct using the following story
(Appendix 1): “We compare ‘learning to self-regulate’ with riding and steering
a bike. Imagine a pupil steering a bike. He can and has to decide about a lot of
things: where to go to, how fast to drive, which road to choose. (...). Self-regula-
ted learning can be described in similar terms. After all, the same terms could be
used when describing self-regulated learning. When fully self-regulated pupils:
— determine what they want to learn (where to go); — find out what they need for
it (gathering information); — develop a plan to tackle a learning task (map out a
route); — determine the working tempo (how fast); — decide how to learn (road
to choose); — regularly control progress (control); — make adjustments until the

desired results are attained.”

'The self-regulated learning paradigm (Boekaerts, 1997) can attribute a part of its
popularity to its clear contrast with the historically dominant approach to educa-
tion that views the pupil as a passive receiver of information. According to such a
view of the learning and teaching process, the pupil responds to the teaching me-
thods and the environment that informs him/her, sets the goals, directs and leads
him/her, and extrinsically motivates him/her. Such an approach usually requires
the pupils to reproduce the learned content. The many problems that arise from
this overly regulated and reactive approach to education have directed researchers’

focus towards self-regulated and proactive models of the pupil’s personal learning
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process. The self-regulated learning framework places the teacher in the role of
an environment designer who tailors the environment to the needs of individual
pupils and makes it stimulating for intrinsically motivated, self-regulated learning.
In doing so, a significant part of the responsibility is placed on the pupil who ma-
nages the personal process of discovering and formulating his/her own goals and
monitors the progress on the path to achieving the goal. Teacher support mainly
comes down to the individualised approach to each pupil, as well as the formal and
content-oriented organisation of the environment and learning processes. They, in
turn, should be organised in such a way that the pupil can act independently, but
also in cooperation with the teacher and other pupils with whom he/she achieves
the learning outcomes by working on personally relevant tasks, with self-evaluati-

on of his/her progress and achievements.

4.2 Common misconceptions about self-regulated learning

Like any new initiative that goes against the dominant and common viewpoints,
self-regulated learning has been the subject of criticisms that over time have pro-
ven to be unfounded. In this paper, we will focus on two misconceptions that pre-
vent a broad acceptance of the model of self-regulated learning. Due to the wrong
assumption that early school-aged or preschool-aged children cannot self-regulate
their personal learning process, most studies have been conducted on adolescents
and adults (Perry, Phillips, and Dowler, 2004). Contrary to this belief, many studies
show that children successfully develop the skill of self-regulation during early
schooling (Bronson, 2000, Zimmerman, Bonner, and Kovach, 1996) and that even
preschool-aged children and children in the first four grades of elementary school
can successfully plan, monitor, and self-assess their own learning process while ma-
stering complex tasks (Martinez-Pons, 2002; Neuman, 1996; Turner, 1995; Perry,
1998; Perry and VandeKamp, 2000).

Another misconception is that self-regulated learning does not require a teacher
at all, and that a teacher’s beliefs, qualities, and competencies are not an important
element of self-regulated learning. On the contrary, teachers need to develop new
competencies if they are to become successful designers of self-directed learning
environments, whereby this environment is no longer just a classroom; it extends
both in the spatial and informational sense to extracurricular, family activities and
virtual spaces provided through ICT infrastructure. The pupil’s environment also
includes the teacher with all his/her skills, competencies, and the skill to commu-
nicate to the pupil his/her support and encouragement for independent, project-

-based learning. As part of the pupil’s environment, the teacher must, through his/
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her actions, clearly communicate an absolute respect for the pupil’s specific needs,
which is especially important for the positive development of the pupil’s sense of
self-efficacy (Pajares, 1997). The teacher’s role is most pronounced in the ability to
teach self-regulated learning (Zimmerman, 2002) as a core competency that each

pupil needs to develop to become a lifelong learner.

4.3 Teacher beliefs and competencies

The first step towards a change is the acknowledgment that change is necessary.
In this sense, teacher beliefs are crucial for the acceptance of the principle of self-
-regulated learning and their inclusion in the teaching process. A large body of re-
search has warned of the importance of teacher beliefs and epistemological beliefs
about knowledge and cognition (Calderhead, 1996; Errington, 2004; Fang, 1996;
Hofer and Pintrich, 1997; Kagan, 1992; Nespor, 1987; Richardson, 1996). Howe-
ver, some authors have emphasised the problem of the conceptualisation of teacher
beliefs (Pajares, 1992). Although they are closely related to knowledge (Verloop,
Van Driel, and Meijer, 2001), beliefs have the special role of a filter through which
new information and experiences are interpreted, and they thus serve as a critical
mediator for behavioural change (Ertmer, 2005, Smith and Croom, 2000). Some
authors are focused on investigating the correlation between teacher beliefs and
specific teacher behaviours (Pearson, 1985). Different authors have explored su-
bject-specific teacher beliefs in the fields of information-communication and edu-
cation technology (Antonietti and Giorgetti, 2006; Ertmer, 2005), natural sciences
(Bryan and Atwater, 2002), or mathematics (Warfield, Wood and Lehman, 2005).

Teacher beliefs are of utmost importance in the teaching process and for the
achievement of educational outcomes; therefore, researchers have specifical-
ly studied the impact of future teachers’ education on their beliefs about lear-
ning and teaching (Tatto, 1998). A large number of studies include university
lecturers or students of various professions who, in addition to their primary
profession, are receiving additional training for the teaching profession (Kane,
Sandetto, and Heath, 2002; Errington, 2001). A smaller number of studies focus
on teacher education students who are preparing to work in the lower grades of
elementary or preschool education (Goodman, 1988; Hart, 2002; Klien, 1996;
Minor, Onwuegbuzie, Witcher and James, 2002; McDiarmid, 1990; Hermans,
Van Braak, and Van Keer, 2008). Some research has also attempted to simul-
taneously include student and teacher beliefs about development-appropriate
education practice (Smith and Croom, 2000).
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Given that teacher beliefs are largely formed during initial teacher education, it
would be interesting to know to what extent teachers feel competent to engage in
professional activity in today’s world that requires a highly developed ability for
lifelong learning and adaptability to the changing demands of a dynamic society
and education. Different definitions of professional development have emphasi-
sed a process that contributes to the development of professional competencies
based on a variety of formal and informal experiences (Cepié, Kalin, and Steh,
2017). Terhart (1997) emphasises teacher development as a process during which
the teacher establishes and maintains the highest level of professional competency
he/she is capable of achieving. Therefore, self-evaluations of teachers’ professional
competencies are a quality indicator of their lifelong learning, which can play a

crucial role in forming their beliefs about self-regulated learning.

CCpié, Kalin, and Steh (2017) constructed the Scale of Teachers’ Professional
Competencies with the aim of verifying how teachers assess their competencies
in different areas of professional activity, including the introduction of new insi-
ghts into their educational work. The scale was constructed and the items desi-
gned based on a review of theory and previous research on the fundamental areas
of teachers' professional work. Teachers were asked to assess their competencies
using five-point Likert-type scale items (I - no# competent to 5 - very competent).
A total of 1,755 teachers provided a valid response on this scale, of which 1,010
(57.5%) are Croatian, and 745 (42.5%) Slovenian. A single-factor structure was
obtained in both subsamples, based on which a seven-item scale with satisfactory

reliability was constructed.

44 Measuring teacher beliefs about self-regulated learning

Disproportionately to the importance of this topic, only a small number of rese-
arch papers have the construction of teacher belief measurements as their primary
aim. Some of the available studies focused on measuring teacher beliefs combine
qualitative and quantitative methodologies (Harwood, Hansen, and Lotter, 2006),
while others emphasise the “Q-sort” method (Rimm-Kaufman, Storm, Sawyer,
Plant, and LaParo, 2006) or the verification of the factor structure of general edu-
cation beliefs (Silvernail, 1992).

Analysis of the available literature has revealed that only one paper attempts to
measure teacher beliefs about self-regulated learning. The Se/f~Regulated Learning
Teacher Belief Scale (Lombaerts et al., 2009) was designed to assess teacher be-

liefs about introducing self-regulated learning into the everyday practical work
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of teachers in primary education. In order to enable differentiation between self-
-regulated learning and other similar theoretical constructs, and to avoid different
erroneous interpretations of that term at the beginning of the questionnaire, the
authors of the scale provided teachers with a concrete description of the construct
(Appendix 1). Based on a detailed review of the literature, the authors developed
39 positive and negative statements about the possibilities and consequences of
self-regulated learning during class instruction. The items were formulated so that
the participants could provide answers on a Likert-type scale that ranged from
0 (I fully disagree) to 4 (I fully agree). A panel of six experts — elementary school
teachers — assessed the face validity of the items, while a panel of eight experts in
the field of education sciences assessed the content validity. All items were retai-
ned, and small changes were made based on the suggestions of panel experts who
assessed the questionnaire. A verification of the scale’s measurement characteristics
was performed on a stratified sample (based on school management: private and
public schools; region: urban and suburban schools; and application of educational
priorities policy resources: schools that apply them and those that do not) of 399
teachers of primary education (76.1% women). The participants were employees
of 91 city schools from the wider Brussels region in Belgium. Most participants
taught children enrolled in grades four through six of elementary school (ages
nine through 12), with an average class size of 20 pupils. A secondary sample of
68 schools in the Antwerp, Brussels, and Ghent regions was also used to verify the
stability of the scale’s structure. The analysis pointed to the need to exclude items
which in two successive analyses showed low discriminating potential, low factor
saturation, or deviation from the theoretical structure of the scale. The final version
contained ten items with a single-factor structure and satisfactory reliability. The
authors emphasise that the reduction in the number of items significantly nar-
rowed the field of teacher beliefs which the scale measures, but they note that the
scale contains key items that describe the belief that self-regulated learning is an

appropriate method of learning in lower grades of elementary school.

4.5 Competencies and self-regulated learning

Since there are no standard measures of teacher beliefs about self-regulated learning
in Slovenian and Croatian, one of the aims of this research was to translate and adapt
the scale created by Lombaerts et al. (2009) and make it accessible to those resear-
chers and teachers who are interested in determining the potential for the applica-
tion of the principles of self-regulated learning in Slovenian and Croatian schools.
Also, in addition to the existing Scale of Teachers’ Professional Competencies (Cepic’
etal.,2017), an opportunity arose for the very first time to determine on the national
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level to which degree teachers’ self-assessments of their competencies overlap with
their beliefs about self-regulated learning. From the results thus obtained we gained
a preliminary insight into the contribution of the professional training of teachers
to their readiness to apply the principle of self-regulated learning in their teaching.
Even from an international perspective, this was the first analysis of the correlation
between competencies and teacher beliefs about self-regulated learning, which po-
ints to an unjustified neglect of research on self-regulation from the perspective of
teachers in lower grades of elementary school. The aim of this empirical research was
also to refute the simplified misconceptions about the inability of young children to
self-regulate their process of acquiring new knowledge and skills, and the false as-
sumption that teachers and teacher competencies are not important for a successful

acquisition of skills for self-regulated learning.

4.6 Method
4.6.1 Participants

The analyses were conducted on a subsample of participants from Slovenia and
Croatia who answered questions about professional development and beliefs about
self-regulated learning within the framework of broader research conducted as
part of the project Teachers’ Professional Development: Status, Personality and Tran-
sversal Competencies (total sample of n = 1,867 teachers, of which 59.1% are from
Croatia). n = 1,632 participants (87.4% of the total number of participants in the
study) provided responses to all items used in this study. Of these, 931 participants
(57%) are from Croatia and 701 from Slovenia. Regarding gender, the subsample
includes 1,382 women (84.7%), 230 men (14.1%), and the remaining 20 partici-
pants did not provide information on their gender. The subsample includes 678
classroom teachers (41.5%), 908 subject teachers (55.6%), and 46 participants did
not provide information on their place of employment. The subsample is equiva-
lent to the sample with regard to the proportional representation of participants by
gender and workplace. The equivalence analysis of both the sample and subsample
shows a statistically significant contingency, indicating that more participants (x?
(1, n = 1867) = 22,148; p <0.001; C = 0,108) from Croatia (15.6% of the total
number of participants from Croatia) than Slovenia (8.2% of the total number of
participants from Slovenia) did not fill out both scales. Due to the disproportiona-
te representation of the participants from Croatia and Slovenia in the subsample,
the aggregate results are somewhat more representative for Slovenia, and therefore
all analyses were carried out both on the total sample and separately on the sub-
samples of participants from Croatia and Slovenia.
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4.6.2 Instruments

The extensive survey covered many socio-demographic variables and measures,
but in this paper we use gender information and the results of the Scale of Te-

achers’ Professional Competencies and the Self-Regulated Learning Teacher
Belief Scale.

The Scale of Teachers’ Professional Competencies (Cepié et al., 2017) contains
seven items, on which teachers were asked to assess their competencies on a
five-point Likert-type scale (I - not competent to 5 - very competent). The verifi-
cation of the factor structure confirmed a single-factor measure with acceptable
reliability. Croatian teachers achieved a significantly higher score on the scale
when compared to Slovenian teachers (M = 3.85, SD = 0.56, a = 0.82; in the
subsample of Croatian teachers: M = 3.88,SD = 0.59, a = 0.83; in the subsample
of Slovenian teachers: M = 3.82, SD = 0.51, a = 0.80). Higher scores on the scale
indicate higher self-assessed teacher competencies in the areas of cooperation
with co-workers and parents, use of contemporary knowledge in one’s work, re-
search and development activities, analysis of educational work, mentoring, and

constructive dialogue with colleagues.

The Self-Regulated Learning Teacher Belief Scale (Lombaerts et al., 2009) contains
ten items assessed on a five-point Likert-type scale (0 - I fully disagree to 4 - 1 fully
agree) that measure the beliefs about the importance and ability of applying the
principles of self-regulated learning when teaching pupils. The results section pro-
vides a detailed description of the method of translating and adapting the scale and
the verification of measurement characteristics. The original single-factor structure
of the scale was confirmed with a satisfactory internal reliability coefficient (a =
0.856; in the subsample of Croatian teachers a = 0.864; in the subsample of Slo-

venian teachers a = 0.848).

46.3 Procedure

'The researchers sent the questionnaires to the schools by post, with a description
of the research and an invitation for teachers to participate in a study that is part
of a more extensive project covering various measures in the field of professional
activity of Slovenian and Croatian classroom and subject teachers. The stratified
sample included 10% of schools from all Croatian counties (the City of Zagreb
and 20 counties) and 12 Slovenian administrative regions. The schools were se-
lected using a randomised algorithm from the school list (using the SPSS 20
software). After all the schools on the initial list were contacted, those that did

188



not agree to participate in the research were replaced with substitute schools
from the school list through a random number table. In schools that agreed to
participate in the research, the principal or the administrative services staff gave
the questionnaires to the teachers, collected them, and sent them back to the

researchers by post.

4.7 Results and discussion

In order to provide an answer to the question of whether self-assessments of pro-
fessional competencies are related to beliefs about self-regulated learning, we used
the Scale of Teachers’ Professional Competencies (Cepic’ et al., 2017) and adapted
and translated the Self-Regulated Learning Teacher Belief Scale (Lombaerts et
al., 2009) into Slovenian and Croatian. In this chapter, we present the basic infor-
mation on the translation and adaptation of the scale, its basic descriptive and me-
asurement characteristics (average scores, measures of dispersion, factor structure,
and reliability coefficient on the whole sample and subsample of participants from
Slovenia and Croatia). Finally, we analysed the correlation between professional
competencies and teacher beliefs about self-regulated learning using the regressi-
on analysis and bivariate correlations. An English language expert translated the
Self-Regulated Learning Teacher Belief Scale (Lombaerts et al., 2009) with the help
of two psychology experts using the back-translation method. It was taken into
account that the translations needed to be in line with the Slovenian and Croatian
education contexts. Once the back-translation had been carried out from Slove-
nian/Croatian into English, those expressions which did not match the original
ones were individually analysed and, if necessary, adapted to reflect the original

versions, provided they were clear, relevant, and meaningful in both Slovenian and

Croatian (Table 4.1).

'The descriptive analysis of the results showed that each item has a maximum
response range (from 0 to 4) in both subsamples. As presented by the standard
deviations and arithmetic means shown in Table 4.2, the participants’ respon-
ses to the items have a satisfactory coefficient of variation, which indicates an
appropriate sensitivity of the measurement instrument. An overview of the
arithmetic means obtained from the Slovenian and Croatian subsamples shows
that they are very similar, and that teachers from Croatia achieved a higher
score on a larger number of items. No detailed analyses of the observed diffe-
rences were made, since cross-cultural differences did not represent the main
aim of this research.
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An overview of the mean values shows that the participants expressed relatively
higher agreement with statement No. 1, Self~regulated learning enables pupils to
evaluate their approach to learning better, and statement No. 4, I# is easier to ackno-
wledge pupils’ experiences and interests in an environment that is stimulating for self-
-regulated learning. The participants expressed the least agreement with statement
No. 5, Pupils have the ability to determine what they want to learn, and statement
No. 10, In elementary school, pupils have the required level of discipline to assume
responsibility for their learning. These results suggest that the belief that younger
pupils lack adequate abilities for self-regulated learning still prevails among te-
achers, which is not in line with contemporary research (Martinez-Pons, 2002,

Neuman, 1996; Turner, 1995; Perry, 1998; Perry and VandeKamp, 2000).

'The obtained results, especially teacher beliefs that pupils cannot determine what
they want to learn and do not have the required level of discipline to assume
responsibility for their learning, are a significant obstacle for the introduction of
methods that would be stimulating for the development of self-regulated lear-
ning. Teacher beliefs determine their perceptions and decision-making proces-
ses, practical approaches to teaching, and knowledge (Errington, 2004, Ertmer,
2005), which, in turn, significantly affect their teaching (Warfield et al., 2005).
When they have to make a quick decision, their beliefs provide them with ha-
bituated answers about the possible reactions in a given situation. In this regard,
they represent open or closed doors for change in educational practice, which
can support or hamper innovative changes in teaching (Errington, 2004). The
initial review of the results suggests that certain teaching beliefs could represent
a significant obstacle to the introduction of methods for the development of
self-regulated learning. Subsequent analysis of the assessments of teachers’ pro-
fessional competencies will be used to verify if there is room for progress in the
initial education of teachers. Also, it is necessary to verify whether the obtained
results were influenced by the instructions on how to complete the instrument,
which contain an explanation of self-regulated learning, in which the authors of
the scale (Lombaerts et al., 2009, p. 90) state: “During the bicycle story, you may
have wondered if it is quite dangerous to send out pupils on their own during
a long trip in an unknown environment. The same goes for self-regulated lear-
ning. Full self-regulated learning is not attainable in compulsory education.” By
applying the scale without the clarification of self-regulated learning, it might
be possible to determine to what extent the very explanation of the construct of
self-regulated learning influences the somewhat reserved teacher beliefs regar-

ding the applicability of such learning in an educational context.
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Table 4.1. Individual items of the Self~-Regulated Learning Teacher Belief Scale —

Croatian, Slovenian, and FEnglish versions

gtrl:cwatcd Croatian version Slovenian version English version
Samoregulirano uéenje ~ Samouravnavanje ucenja Self-regulated learning
SARUO01 omogucuje ucenicima omogoca ucencem boljse makes pupils evaluate
bolje vrednovanje vlasti-  ovrednotenje svojega their learning approach
tog pristupa ucenju. pristopa k u¢enju. better.
Ucenici bi trebali Ucenci bi morali pogosteje  Pupils should be able to
SARUO2 Ce$ée imati moguénost imeti moznost odloanjao  make decisions about the
odlucivati o tijeku i zaporedju in trajanju uénih  sequence and duration of
trajanju aktivnosti aktivnostih. their learning activities
tijekom ucenja. more often.
Ucenici bi trebali ¢e§¢e  Ucenci bi morali pogosteje  Pupils should be able to
SARUO03 imati moguénost odlu¢iti imeti moznost odlocanja, decide when they work on
kada ¢e raditi na zadatku. kdaj bodo opravljali an assignment more often.
dolo¢eno u¢no nalogo.
Lakse je uvaziti ucenicka  V okolju, v katerem se A self-regulated learning
SARUO4 iskustva i interese u spodbuja samouravnavanje  environment makes it
okolini poticajnoj za ucenja, je lazje upostevati easier to take into account
samo- regulirano uenje.  izkusnje in interese ucencev.  pupils’ experiences and
interests.
Ucenici imaju sposobnost  Uéenci so zmozni sami Pupils have the capacity to
SARUO05 e o . .
odrediti §to Zele uciti. dolociti, ¢esa se Zelijo determine what they want
nauciti. to learn
Svakom uéeniku bi Vsak ucenec bi moral imeti Each pupil should be
SARU06 trebalo pruziti priliku priloznost Uravnavati svoje  given the opportunity
da upravlja vlastitim ucenje. to regulate his/her own
procesom ucenja. learning process.
SARUO7 Samoregulirano ucenje ~ Samouravnavanje ucenja je  Self-regulated learning
moze se primijeniti u moZno izvajati v osnovni is practicable in primary
osnovnoj skoli. Soli. education.
Samoregulirano ucenje  Samouravnavanje ucenja Self-regulated learning
pruza ucenicima zagotavlja ucencem provides pupils with
SARUO08 temeljitiju pripremu za  temeljitejSo pripravo na a more thorough
prijelaz u srednju skolu.  prehod v srednjo Solo. preparation for their
transition to secondary
education.
Samoregulirano ucenje ~ Samouravnavanje uenja Self-regulated learning
SARU09 dovodi do ucinkovitije vodi v uéinkovitejse leads to a more efficient
suradnje medu ucenicima. medsebojno sodelovanje cooperation between pupils.
med ucenci.
U osnovnoj skoli ucenici ~ Osnovnosolski ucenci so Pupils have the required
SARU10 imaju potrebnu razinu dovolj samodisciplinirani, da  self- discipline to take

discipliniranosti za
preuzimanje odgovornosti
za vlastito ucenje.

prevzamejo odgovornost za
svoje ucenje.

responsibility for their
learning in primary
education.
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Table 4.2. Descriptive data for individual items on the Self-Regulated Learning Teacher
Belief Scale

Total CRO SLO

n M SD n M SD n M SD
SARUO01 1837 2.99 0.77 1086 2.95 0.80 751 3.04 0.71
SARUO02 1849 2.38 0.92 1091 2.49 0.91 758 2.23 0.92
SARUO03 1846 2.04 0.95 1092 2.09 0.97 754 1.95 091
SARU04 1837 2.95 0.75 1083 2.95 0.78 754 294  0.70
SARUO5 1839 1.96 0.93 1085 2.07 0.92 754 1.81 092
SARU06 1829 2.46 0.89 1083 2.42 0.91 746 2.51 0.86
SARU07 1830 2.24 0.94 1079 2.25 0.96 751 2.23 0.90
SARUO0S8 1843 2.72 0.88 1089 2.64 0.91 754 2.84 0.82
SARU09 1842 2.79 0.81 1085 2.79 0.84 757 2.78 0.78
SARU10 1844 1.86 0.99 1090 2.00 1.00 754 1.65 0.94

In order to determine the factor structure of the scale, the principal component
analysis was performed with the Cattell scree test as a criterion for retaining si-
gnificant components. The analysis was repeated on the subsamples of Slovenian
and Croatian participants in order to determine the stability of the factor structure
(Table 4.3). The results mostly support the single-factor structure obtained by the
authors of the original scale. Although the first two factors have an eigenvalue gre-
ater than 1, the graphical analysis of the decrease in the eigenvalue on successively
extracted factors (the first four eigenvalues: 4.423, 1.087, 0.910, 0.740) indicates
that the first factor explains a significantly greater amount of scale variance com-
pared to the remaining factors. All items show high factor loadings (above 0.5) on
the retained factor and satisfactory communalities (above 0.3, with the exception
of the SARU10 item in the subsample of Slovenian teachers). These results indi-
cate that all ten items measure a single construct and that a linear composite of
items results in a single measure on the Self-Regulated Learning Teacher Belief
Scale, whereby a higher score on the scale indicates more positive beliefs about the
usefulness and applicability of the principle of self-regulated learning in teaching.

The preliminary results of the exploratory factor analysis suggest that the condi-
tions for the factor structure invariance were met with regard to the number of
significant factors (in both analyses there was a similar pattern of the decreasing
eigenvalue, which suggests a single-factor structure). Moreover, the equivalence of
factor loadings was demonstrated with a high correlation of factor loadings of the
first factor obtained in the two subsamples (r=0.92).These data indicate the pos-
sibility of the aggregate use of the obtained data and a comparison of the results
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in the subsamples. This conclusion should be additionally verified with more de-
tailed analyses and confirmatory models in separate research that would focus on
cross-cultural differences. For now, we can conclude that the original, single-factor
structure obtained by Lombaerts et al. (2009) on Belgian teachers was confirmed

on Slovenian and Croatian teachers.

Table 4.3. Results of the factor analysis of the Self-Regulated Learning Teacher
Belief Scale

Total CRO SLO

E E RN R B B

5 g 5 g 5 g

S B B :

F~ O = O = O
SARUO1 .564 318 570 325 .565 319
SARU02 .695 483 .706 499 .682 465
SARUO03 .681 464 .683 466 .674 455
SARU04 .624 .389 .612 .375 640 410
SARU05 .563 317 .562 .316 .565 -320
SARU06 672 452 .666 444 .693 480
SARU07 750 .563 .768 591 720 519
SARUO08 734 .539 .758 574 727 528
SARU09 754 .568 772 .597 722 521
SARU10 .575 .330 .601 .362 .535 286
eigenvalues 4.423 4.548 4.302
% of variance explained 44.227 45.476 43.021

'The descriptive analysis of the Self-Regulated Learning Teacher Belief Scale on
the total, Croatian, and Slovenian samples (Table 4.4) shows that the theoretical
range of results (in the Slovenian sample no one had a theoretical minimum, while
in the Croatian sample no one had a theoretical maximum) was obtained on the
scale, and that Croatian and Slovenian participants share an almost identical mean
value (even though preliminary analyses indicate that a small difference in favour
of the Croatian teachers is statistically significant, this result should be further

analysed in subsequent cross-cultural research).
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Table 4.4. Descriptive data of the Self~Regulated Learning Teacher Belief Scale for the

total, Croatian, and Slovenian samples

Total CRO SLO
n 1735 1017 718
Min 0.00 0.00 0.30
Max 4.00 3.90 4.00
M 2.4427 2.4715 2.4018
SD 0.5826 0.6030 0.5503
o 0.856 0.864 0.848

*p<0.05

Analyses of the main research question were conducted with the aim of exploring
the extent to which teachers’ professional competencies correlate with their beliefs
about self-regulated learning, and whether this correlation is different in Croatia
and Slovenia. A bivariate regression analysis was conducted to determine the de-
gree to which the variance of beliefs about self-regulated learning can be explained
with the self-assessment of professional competencies. The results of the analysis
showed that an exceptionally small, albeit statistically significant, part of the vari-
ance of beliefs about self-regulated learning could be explained with teacher com-
petencies: R?=0.015, F (1, 1630) = 24.104, p <0.01. For the increase in one point
on the Scale of Competencies, the model predicts an increase of b = 0.126 points
(t=4.91; p <0.01) on the Self-Regulated Learning Teacher Belief Scale measuring
positive teacher beliefs about self-regulated learning. It should be noted that the
connection is extremely weak, and that the predictor explains a very small part of
the variance of the criteria. The obtained parameters are statistically significant
only due to the size of the sample and the small standard error of the parameters,
and not because of the significant or practically relevant effects of teacher compe-
tencies on their beliefs about self-regulated learning.

A test of the significance of differences between independent correlations was con-
ducted using the Fisher z-transformation of the correlations (Cohen and Cohen,
1983; Preacher, 2002) in order to ascertain whether the Pearson correlation bet-
ween the Self-Regulated Learning Teacher Belief Scale and the Scale of Teachers’
Professional Competencies is statistically significantly different on the subsamples
of Slovenian and Croatian participants.

It was established that the correlation between the beliefs about self-regulated
learning and competencies in the entire sample (n = 1632; r = 0.121; p <0.001) and
in the subsamples is low, positive, statistically significant, and does not statistically
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significantly differ in the subsample of Croatian participants in relation to the cor-
relation obtained in the subsample of Slovenian participants: 1o, (n = 931) = 0.111;

p =0.001, ry, (n = 701) = 0.130; p = 0.001; z = 1.850, p = 0.700.

'The authors of the Scale of Teachers’ Professional Competencies (Cepié et al.,
2017) note that Croatian and Slovenian teachers assess their competencies with
high values for all scale items. They leave open the possibility that this is more
likely to reflect the tendency to give socially desirable responses than the actual
competencies of the research participants. The results presented in this paper
indicate that these competencies do not have a substantial positive effect on
proactive beliefs about the possibility of applying methods that would encoura-
ge self-regulated learning in primary education, and that there is no difterence
between Slovenian and Croatian teachers in this regard. The only more dishear-
tening insight than this result is that teachers regard the level of their competen-
cies as sufficient, even in light of rather unfounded beliefs about self-regulated
learning, which is a conclusion that should be verified with future research that is
specifically oriented towards the development of self-regulated learning during

initial teacher education.

4.8 Conclusion

Self-regulation of learning is a personal process of a pupil who, among other thin-
gs, is affected by teacher competencies and characteristics. It is difficult to learn in a
fully independent and self-regulated manner without a teacher, because the teacher
is always present in the inseparable connection between learning and teaching, at
least in terms of directing and organising information, which in the modern world
can be a significantly automated information process. In everyday work, especially
with younger children, the instructor plays a vital role in self-regulated learning as
a designer of the environment and the conditions suitable for such learning. His/
her role in teaching self-regulated learning through cross-curricular topics, such as
the topic “learning to learn”, is even more significant. The teacher is also crucial for
developing the competency of self-regulated learning as a fundamental precondi-

tion for lifelong learning.

Unfortunately, research shows that teachers insufficiently encourage self-regula-
ted learning. Part of the reason can be found in the excessively prescriptive and
regulative nature of the core curriculum, but also in the insecurity of teachers with
regard to applying such a method, which they consider excessively radical and un-

certain in terms of learning outcomes. Due to the shortcomings of initial teacher
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education, teachers are not sure to what extent they can guide their pupils or ena-
ble them to be in charge of their learning process (Perry and VandeKamp, 2000).
Moreover, teachers do not consider themselves sufficiently skilled in developing
self-discipline skills in their pupils (Boekaerts, 1997). If we systematically study
the relationships among teacher beliefs about self-regulated learning, their practice
and learning outcomes, we could come up with an answer to the question of why
some teachers change and adapt their teaching to make it more stimulating for
proactive self-regulated learning, while others only stick to established teaching
methods (Warfield et al., 2005).

After the adaptation and translation of the scale constructed by Lombaerts et al.
(2009), the original single-factor structure was replicated, and it showed satisfac-
tory factor stability on the subsamples of Slovenian and Croatian teachers. The
reliability of the scale on both subsamples was also satisfactory. Self-assessed tea-
cher competencies show an extremely low (though statistically significant) positive
association with proactive beliefs about self-regulated learning, which points to a
certain minimal contribution of professional training to the development of posi-
tive, proactive views on such learning. A similar result was obtained for both the
Slovenian and Croatian teachers, which points to the need for changes in initial
and continuing education regarding better familiarisation with the importance of
encouraging the self-regulated learning competency through various interpersonal
teaching activities. The current proposal for comprehensive curricular reform in
Croatia with regard to the cross-curricular topic “learning to learn” will not achi-
eve the desired effect if teacher education programs do not encourage proactive

attitudes about the importance of self-regulated learning in classroom instruction.
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Appendix 1
Guidelines for the application of the Self-Regulated Learning Teacher Belief Scale

'The procedure and the texts were translated, and adapted in accordance with the
material provided by authors of the original scale after permission was obtained
to translate and use it (Lombaerts, De Backer, Engels, van Braak, and Athanasou,
2009). Deviation from this instruction and structure may hamper the comparison
of the results.

'The scale comprises the ten items shown in Table 1 and the following instruction:

After reading the description of self-regulated learning, please circle on the fol-
lowing scale the number that best reflects your degree of agreement with each
statement; 0 = I fully disagree; 1 = I mostly do not agree; 2 = I neither agree nor disagree;
3 = I 'mostly agree; 4 = I fully agree.

Croatian version

Nakon procitanog opisa samoreguliranog ucenja molimo Vas da na sljedecoj skali
zaokruZite broj koji najbolje odrazava stupanj Vasega slaganja s pojedinom tvr-
dnjom. 0 = Uopée se ne slazem; 1 = Uglavnom se ne slazem; 2 = Niti se slazem, niti

se ne slazem; 3 = Uglavnom se slazem; 4 = U potpunosti se slazem.

Slovenian version

Na osnovi prebranega opisa samouravnavanja ucenja vas prosimo, da na spodnji
lestvici obkrozite §tevilko, ki najbolj izraza stopnjo vasega strinja- nja s posamezno
trditvijo.; 0 = Sploh se ne strinjam; 1 = V glavnem se ne strinjam; 2 = Niti se stri-

njam niti se ne strinjam; 3 = V glavnem se strinjam; 4 = Popolnoma se strinjam.

Before the instruction was provided and the scale was filled out, the construct
of self-regulated learning was explained to the participants in the form of a
short story. When the scale was being constructed, the authors assumed that
the participants had not received enough information about self-regulated le-
arning during their initial education or professional training, so they found it
appropriate to describe this construct to teachers in a clear and understandable
way. Over time, the use of this story might no longer be necessary, but there is
always the possibility that a participant might not know what the term implies,
or might have a false idea of its meaning. Therefore, it would be desirable to use

this description in every research for the sake of uniformity and comparability
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of the obtained results. By applying the scale, we are also informing (reminding)

teachers about self-regulated learning.

“We compare ‘learning to self-regulate’ with riding and steering a bike. Imagine a
pupil steering a bike. He can and has to decide about a lot of things: where fo go to,
how fast to drive, which road fo choose. If it is a longer ride, he should also consider
when to insert a short stop, e.g., to check the road map, to consrol if he is still on the
right track, or to check out something that comes across, etc. At the same time, he
also assumes responsibility: when driving in an unknown environment, he must
gather information about the area first, map out a route to take... and can’t blame

someone else if he drives in the wrong direction.

You will have noticed that a lot of words are presented in italics. After all, the same

terms could be used when describing self-regulated learning. When fully self-re-
gulating, a pupil:

*  determines what he wants to learn (where to go)

*  finds out what he needs for it (gathering information)

*  developing a plan to tackle a learning task (map out a route)
*  determining the working tempo (how fast)

*  deciding how to learn (road to choose)

* regularly controlling progress (control)

*  making adjustments until the desired results are attained

During the bicycle story, you may have thought that it is quite dangerous to send
out pupils on their own for a long trip in an unknown environment. The same goes
for self-regulated learning. Full self-regulated learning is not attainable in compul-
sory education. Still, in educational settings, a learner can take responsibility for
several tasks that are traditionally taken care of by the teacher. Moreover, self-regu-
lated learning is not a synonym of ‘learning on your own’. Working together with
fellow pupils, and seeking their advice, are essential within self-regulated learning.

Indeed, a bicycle ride can be made together with others.

Croatian version of the story

Ucenje samoregulacije moZemo usporediti s voznjom i upravljanjem biciklom. Za-
mislite u¢enika koji upravlja biciklom. On moze i mora odluciti o puno toga: kamo
i¢i, koliko brzo voziti, koju cestu odabrati. Ako je voznja duga, mora razmisliti i
kada ¢e napraviti stanku kako bi npr., provjerio svoj polozaj na karti, kontrolirao je

li jo$ uvijek na pravom putu ili provjerio §to mu slijedi na putu i sl. Istodobno, on
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preuzima odgovornost: vozedi kroz nepoznato podrudje mora prikupiti informacije
o tom podrudju, utvrditi rutu kojom zeli voziti, pri ¢emu ne moze druge okriviti
ako vozi u pogresnom smjeru. Na sli¢an nacin moze se opisati samoregulirano

ucenje. Potpuno samoreguliran ucenik:

*  odreduje $to zeli uciti (kamo zeli i¢i)

*  utvrduje $to mu je sve za to potrebno (prikuplja informacije)

*  razvija plan kako ¢e savladati zadatak ucenja (utvrduje rutu voznje)
*  utvrduje ritam rada (koliko brzo Zeli voziti)

*  odlutuje kako ¢e uciti (odabir ceste)

*  redovito prati napredak (kontrola)

*  radi prilagodbe sve do postizanja Zeljenih rezultata.

Citajuéi ovu pricu o biciklistu, mozda ste se zapitali nije li prilicno opasno po-
slati u€enike same na dug put u nepoznatom okruzenju. Isto vrijedi za samo-
regulirano ulenje. Potpuno samoregulirano ucenje nije ostvarivo u obaveznom
obrazovanju. Ipak, u obrazovnom okruzenju ucenik moze preuzeti odgovornost
za razli¢ite zadatke kroz koje ga tradicionalno vodi i o kojima se brine uditelj.
Takoder, samoregulirano uciti ne znadi uciti sam. Suradivati s drugim ucenicima
i traziti savjet, klju¢ni su elementi samoreguliranog ucenja. Voznja biciklom mo-

guca je i u drustvu.

Slovenian version of the story

Ucenje samouravnavanja lahko primerjamo z voZnjo in upravljanjem kolesa.
Zamislite si, da u¢enec vozi kolo. Uéenec se lahko in se mora odlo¢iti o mnogih
stvareh: kam bo $el, kako hitro bo vozil, katero pot bo izbral. Ce gre za daljSo
voznjo, mora razmisliti, kje bo naredil krajsi postanek, torej mora preveriti svoj
polozaj na zemljevidu, ¢e je Se na pravi poti, ali predvideti, kaj na poti $e lahko
sledi, ipd. Istocasno ucenec prevzema odgovornost: ker se vozi po nepoznanem
podro¢ju, mora najprej zbrati informacije o tem podroéju, narediti naért poti ...
in ne more kriviti drugih, ¢e se pelje v napa¢no smer. Lahko ste opazili, da so
bili dolo¢eni izrazi zapisani posevno. Konec koncev bi lahko enake izraze upo-
rabili, ko opisujemo samouravnavanje uenja. U¢enec, ki v celoti samouravnava
svoje ucenje: doloca, kaj se zeli uciti (kam bo Sel), ugotovi, kaj vse potrebuje
za to (zbira informacije), nacrtuje resevanje ucne naloge (naért poti), odloca
o delovnem tempu (kako hitro), odlo¢a, kako se bo ucil (izbira poti), redno
preverja, nadzira napredek (preverjanje), se prilagaja, dokler ne doseze Zelenih

rezultatov.
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Med branjem te zgodbe o kolesarjenju, ste se lahko zaceli sprasevati, ali ni morda
nevarno ucencev samih poslati na tako dolgo pot in to v nepoznano okolje. Enako
je s samouravnavanjem ucenja. V obveznem izobrazevanju popolnega samostojnega
uravnavanja u¢enja ni mogoce doseci. Kljub temu lahko ucenci v formalnih izobra-
zevalnih okoljih prevzamejo odgovornost za mnoge naloge, za katere tradicionalno
poskrbi uditelj. Prav tako samouravnavanje ucenja ni sinonim za to, da se nekdo uci
sam. Skupno delo z ostalimi ucenci in iskanje nasvetov so klju¢ni elementi samourav-

navanja ucenja. Na pot s kolesom gremo lahko tudi skupaj z drugimi.
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5 Teachers’ professional competencies for
individualised instruction in inclusive classrooms

Sanja Skoci¢ Mihi¢

5.1 Introduction

An inclusive education policy, as initiated at United Nations World Conferences
(UNESCO, 1990; 1994), promotes the inclusion of children and youth with disa-
bilities in regular education. The right of people with disabilities to “an inclusive,
quality and free primary education and secondary education on an equal basis
with others in the communities in which they live, reasonable accommodation of
the individual’s requirements, the support required, within the general education
system, to facilitate their effective education, and effective individualised support
measures provided in environments that maximise academic and social deve-
lopment, consistent with the goal of full inclusion”, is defined in Article 24 of the
Convention on the Rights of Persons with Disabilities (UN, 2006).

'The Republic of Croatia, as well as most European countries (Meijer, 2010), shapes
its inclusive educational legislation, which is complementary to the educational
policy of integration, through the ratification of the aforementioned convention
(Education Act, 1980). The harmonisation of the national education policy with
international and European inclusive legislation began around the mid-2010s
(State Pedagogical Standard for Primary Education, 2008, Primary and Seconda-
ry Education Act, 2008; Primary and Secondary Education Act, 2008). The most
important turning point towards a more inclusive education policy was the Ru-
lebook on the Primary Education of Children with Developmental Difficulties
(2015), which envisages adjusting the primary education system to the needs of
each child with disabilities, as well as developing a system of professional support

for children, their parents, and educational staft.

Inclusive education is “a process of addressing and responding to the diversity of
needs of all learners through increasing participation in learning, cultures, and
communities, and reducing exclusion within and from education” (UNESCO,
2005, p. 13). It is a comprehensive concept and a continuous process of elimi-
nating all forms of discrimination and ensuring education for all (UNESCO,
2009), and a global descriptor of education policies (Vislie, 2003). The deve-
lopment of a quality education system is a key challenge in building more in-
clusive and equitable communities that are ready to respond to the vast range of

educational needs as well as respect for diversity, including the consideration of
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different needs and abilities, characteristics and academic achievements (Acedo,

Amadio, and Operetti, 2008).

The creators of the European education policy agree that teachers require kno-
wledge, skills, attitudes, and values to teach in accordance with the individual
educational needs of all pupils (Kaikkonen, Maunonen-Eskelinen, and Aiduki-
ene, 2007). The European Agency for Development in Special Needs Education
has developed an “inclusive” teacher profile, identifying the basic skills, knowled-
ge, understanding, attitudes, and values which candidates need for the teaching
profession, regardless of the subject they teach, their profession, age, or the type
of school in to which they are employed (European Agency for Development in
Special Needs Education, 2012). Four core values and areas of teacher competen-
cy for inclusive education are defined as follows: “(1) valuing learner diversity
as a resource and an asset of education; (2) supporting all learners and having
high expectations for all learners’ achievement; (3) cooperation and teamwork
as essential approaches for all teachers; (4) personal, professional development
includes teaching as a learning activity and teachers who take responsibility for

their lifelong learning” (p.11).

Teacher attitudes are considered the foundation for the development of an inclu-
sive educational practice, given that behaviours are known to be aligned with atti-
tudes (Avramidis and Norwich, 2002). Numerous studies (Avramidis and Kalyva,
2007, Beacham and Rouse, 2012; Campbell, Gilmore, and Cuskelly, 2003; Cook,
Cameron, and Tankersley, 2007; de Boer, Timmerman, Pijl, and Minnaert, 2012;
Malinen, Savolainen, and Xu, 2012; Sharma and Sokal, 2015; Wilde and Avrami-
dis, 2011) have identified positive teacher attitudes towards inclusive education.
In accordance with the findings of meta-analyses (Avramidis and Norwich, 2002;
Scruggs and Mastropieri, 1996), teachers support inclusive education, but they do
not feel sufficiently qualified to implement it. They assess themselves as particular-
ly insufficiently qualified to teach pupils with severe disabilities such as behaviou-
ral, intellectual, and multiple disabilities (Avramidis, Bayliss, and Burden, 2000a).
Therefore, the aforementioned authors believe that teacher attitudes continue to
reflect the integration paradigm and the medical model rather than the inclusion

paradigm and the social model.

Furthermore, despite the positive attitudes towards inclusive education, tea-
chers do not assess themselves as sufficiently competent to teach pupils with
disabilities in regular classes. In general, teachers demonstrate lower levels of
qualifications for inclusive teaching (Avramidis and Norwich, 2002; McHat-
ton and McCray, 2007; Scruggs and Mastropieri, 1996; Skoc¢i¢ Mihi¢, 2011;
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Stanisavljevi¢-Petrovi¢ and Stanci¢, 2010; Cains and Brown, 1996; Lombardi
and Hunka, 2001; Sko¢i¢ Mihi¢, Loncari¢, Kolumbo, Perger, Nasti¢, and Trgo-
vi¢, 2014, Skoci¢ Mihi¢, 2011, Kudek Mirosevi¢, 2016; Kudek Mirosevi¢ and
Jureevi¢ Lozanci¢, 2014). Teachers who were trained to work with children with
disabilities and have the experience of working with them assess themselves as
more competent (Avramidis and Norwich, 2002; Forlin, 2001; Skoci¢ Mihi,
2011). Moreover, students who had volunteering experience with pupils with
disabilities during their pre-service education assess themselves as more compe-
tent for inclusive teaching (Sko¢i¢ Mihi¢, Loncari¢, and Rudeli¢, 2011), as well
as preschool teachers who have a positive attitude towards preschool inclusion
(Skoci¢ Mihi¢, Sekusak-Galesev, 2017). Higher levels of primary teacher and
preschool teacher competencies are associated with more positive attitudes and

participation in pre- and in-service education for inclusive teaching (Sharma

and Sokal, 2015).

Many authors emphasise the importance of pre-service education in acquiring
teacher competencies for inclusive teaching (Acedo, 2008, Avramidis, Bayliss, and
Burden, 2000a, Avramidis, Bayliss, and Burden, 2000b, Avramidis and Norwich,
2002, Florian, 2012, Pecek and Macura-Milovanovié, 2012; Conderman and
Johnston-Rodriguez, 2009; Harvey, Yssel, Bauserman and Merbler, 2010; Sze,
2009). Pre-service education also has an impact on teachers’ and future teachers’
positive attitudes towards inclusion, as well as their competency for the deve-
lopment, implementation, and evaluation of an Individualised Education Pro-
gram (IEP) for students with disabilities (Avramidis, Bayliss, and Burden, 2000a;
Avramidis, Bayliss, and Burden, 2000b; Van Laarhoven, Munk, Lynch, Bosma,
and Rouse, 2007). Sharma and Sokal (2015) carried out a comparative pre- and
post-designed study and measured the impact of course participation, and found
that it raised the positive attitudes of teachers, reduced their concerns and impro-

ved teaching confidence and efficacy.

In a major study conducted by Scruggs and Mastropieria (1996), only one-third
of teachers believe that they possess the skills, preparedness, and support needed
to teach students with disabilities successfully. Teachers should have the compe-
tencies to organise and adapt the classroom environment, teaching strategies, and
ways of monitoring and evaluating progress based on their students’ strengths and
opportunities for success (Martan, Sko¢i¢ Mihi¢, and Loncari¢, 2015). Individu-
alization and orientation towards the child, inclusivity, integrity, cooperation, and
availability are ensured through the development of IEP (Sko¢i¢ Mihi¢, Beaudoin,

and Krsnik, 2016). A teacher requires specific competencies, teaching methods for
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children with disabilities, and specific professional skills to implement IEP pro-
grams, which are created through a team effort in cooperation with professional
experts, teachers, and other professionals (Bouillet, 2010). Preschool teachers, who
have written an IEP for children with disabilities, recognise the importance of
the knowledge and skills needed for its implementation in successful inclusion, as
opposed to preschool teachers who do not have IEP (Rudeli¢, Sko¢i¢ Mihi¢, and
Pinoza Kukurin, 2013).

The skills of individualised instruction are at the very core of inclusive educa-
tion, and the inclusive teacher should identify the pupil’s individual needs and
learning style (Kudek Mirosevi¢, 2016). The use of effective teaching strategies
tailored to the individual needs of students with disabilities is a fundamental
challenge for teachers working in inclusive classrooms (Yuen, Westwood, and
Wong, 2004). Contemporary inclusive and educational trends emphasise that
the quality of teaching lies in the individualised approach that is based on each
pupil’s strengths. Teaching in today’s highly heterogeneous classes, in terms of
the pupils’ educational needs, requires a high level of teacher competencies for

differentiated instruction.

In line with the aforementioned current knowledge, this paper focuses on deter-
mining the following: (1) verification of the measurement characteristics of the
Scale of Teachers’ Competencies for Individualised Instruction, (2) self-assessed
levels of competencies of Croatian and Slovenian teachers for inclusive teaching/
individualised instruction, 3) differences in teacher competencies for individuali-
sed instruction with regard to gender and the workplace, (4) correlation between
teacher competencies for individualised instruction and professional competencies

with regard to the age and years of teaching experience.

5.2 Method
5.2.1 Sample of participants

The research included 1,989 classroom and subject teachers, of which 1,195 were
Croatian and 794 were Slovenian. The average age of the teachers is 42 (SD =
10.20; Min = 24; Max = 66), with an average of 17 years of work experience (SD
= 11.01; Min = 0; Max = 44). The average age and years of teaching experience in
the subsamples are presented in Table 5.1.
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Table 5.1. Basic statistical indicators of age and years of teaching experience for the

subsamples of Croatian and Slovenian teachers

Croatian teachers Slovenian teachers
n Min-Max M (SD) n Min-Max M (SD)
Age 1173 24-65 41.69 (10.64) 771 25-66 43.60 (9.37)

Years of teaching 1169 0-44 1623 (11.08) 775 0-40 18.93 (10.73)
CXPCIICHCC

Of the total number of teachers in the total sample who answered the question on
their place of employment, 42% reported being classroom teachers and 58% being
subject teachers. In the Croatian subsample, 39% are classroom teachers and 61%
are subject teachers, while in the Slovenian subsample, 48% are classroom teachers

and 52% are subject teachers.

52.2  Measurement characteristics of the measuring instrument

The Scale of Teachers’ Competencies for Individualised Instruction is a modified
version of measuring teachers’ perceptions of the skills they possess for teaching
a diverse group of learners and meeting all their needs (Avramidis, Bayliss, and
Burden, 2000a). The short version contains eight items that describe teachers’self-
-assessed competencies for writing, implementing, and evaluating an IEP, and the
use of professional experts’advice, cooperation with colleagues to provide coherent
teaching programmes for learners who need them, individualization in teaching
different groups of pupils, encouraging the development of pupils’social skills and
managing classroom discipline. Teachers responded on a five-point Likert scale,
with the following values: 1 - not competent, 2 - poorly competent, 3 - somewbhat
competent, 4 - well competent, 5 - highly competent.'The factor analysis of the Scale
of Teachers’ Competencies for Individualised Instruction revealed one factor that
explains 61.17% of the common variance (eigenvalue of 4.893) in the subsample
of Croatian teachers, and 56.80% of the common variance (eigenvalue of 4.544) in
the subsample of Slovenian teachers. The Cronbach’s alpha reliability coefficient is
a = 0.908 for the Croatian subsample and o = 0.889 for the Slovenian one. Table
5.2 shows the communality and factor saturation on the items of the Scale of Te-

achers’ Competencies for Individualised Instruction.
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Table 5.2. Factor structure of the Scale of Teachers’ Competencies for Individualised

Instruction

Teacher competencies for: Croatia Slovenia
h2 p h2 B

implementing IEP 765 .875 747 .864
evaluating IEP 761 .872 .760 .872
using expert associates’ advice” 671 .819 656 .810
writing IEP .664 815 575 758
cooperating with teachers' .663 815 .607 779
individualised instruction of pupils’ .570 755 .554 774
encouraging the development of pupils’ social skills 416 .645 364 .604
classroom behaviour management .383 .619 281 .530

IEP - individualised education program; 1 — with colleagues to provide coherent teaching programmes
for students with “SEN” pupils; 2 — (e.g. educational rehabilitators, psychologists, speech therapists)
in the creation, implementation, and evaluation of IEP; 3 - from diverse multicultural environments

5.2.3  Methods of data processing

Basic statistical indicators (arithmetic mean, standard deviation, minimum and
maximum score) are presented for the questionnaire items. The factor structure
was determined using the factor analysis, maximum likelihood method, for the
factor extraction with oblimin rotation and Cattell’s graphical representation of
the decreasing value of the scree plot. The Pearson correlation coefficient was used
to establish the correlation between the scale factors and continuous variables. The
t-test for independent variables was used to test the differences between the groups
of teachers with regard to gender and place of employment: classroom and subject
teaching. The Pearson correlation coeficient was calculated for the scale factors,
while the significance of the difference between the non-dependent correlations
was verified using Fisher’s z-transformation to test the obtained difterences in the

subsamples of Slovenian and Croatian participants.

53 Results and Discussion

5.3.1 Croatian and Slovenian teachers’ competencies for
individualised instruction

Basic statistical indicators for the Scale of Teachers’ Competencies for Individua-
lised Instruction in the samples of Croatian and Slovenian teachers are presented

in Table 5.3.
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Table 5.3. Basic statistical indicators on the Scale of Teachers’ Competencies for
Individualised Instruction

Teacher competencies for: Croatia Slovenia
n M (SD) n M (SD)

classroom behaviour management 1088 4.11 (.410) 755 3.95 (.720)
enc.ourag.;ing the development of pupils’ 1093 4,03 (740) 754 3.80 (718)
social skills

cooperating with teachers! 1088 3.61 (.846) 752 3.82 (.771)
using expert associates’ advice 2 1086 3.50 (.848) 751 3.78 (.783)
implementing IEP 1097 3.30 (.897) 756 3.28 (.888)
individualised instruction of pupils 3 1082 3.29 (.928) 753 3.27 (.853)
evaluating IEP 1092 3.20 (.920) 754 3.20 (.933)
writing IEP 1093 3.13 (.965) 754 3.79 (1.03)
Total 117 3.53 (.685) 750 3.52(.629)

IEP - individualised education program; 1 — with colleagues to provide coherent teaching programmes
for students with “SEN”; 2 — (e.g. educational rehabilitators, psychologists, speech therapists) in the
creation, implementation, and evaluation of IEP; 3 - from diverse multicultural environments

Both the maximum and minimum scores were obtained across all items of the
Scale of Teachers’ Competencies for Individualised Instruction, with the greatest
dispersion of results on the items that describe the development, implementation,
and evaluation of an IEP and individualization in teaching pupils from diverse
multicultural backgrounds, pupils with special educational needs, and others.

Croatian and Slovenian teachers to a large extent assess themselves as competent
to manage classroom behaviour and encourage the development of the pupils’
social skills. This is followed by the cooperation with other colleagues to provide
coherent teaching programmes for students who need them, and professional
experts, such as educational rehabilitators, psychologists, speech therapists, and
others in the preparation, implementation, and evaluation of an IEP for pupils
with disabilities. They assess themselves as well competent for the aforementi-
oned abilities, while both Croatian and Slovenian teachers consider themselves
moderately competent for individualised instruction of pupils from diverse mul-
ticultural backgrounds and for the implementation and evaluation of IEP for
pupils with disabilities. Among the aforementioned skills, the only difference
between Slovenian and Croatian teachers lies in the assessment of the compe-
tencies for the development of IEP for pupils with disabilities. On this point,
the Slovenian teachers see themselves as competent while the Croatian teachers
as moderately competent.
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Among the mentioned abilities, the only difference between Croatian and Slove-
nian teachers is found in the assessments of their competencies for the creation of

IEP for pupils with disabilities.

Competencies represent a dynamic combination of cognitive and metacognitive
skills, knowledge, and understanding, interpersonal and practical skills, and ethical
values (Loncari¢ and Peji¢ Papak, 2009; Novovi¢, 2010). They indicate the utilisa-
tion of specific abilities or skills to perform tasks, the ability to assess achievements,
and they can be developed through training and education (Tuning, 2006, accor-
ding to Vizek Vidovi¢, 2009).

According to the findings of this cross-cultural study, Croatian and Slovenian tea-
chers uniformly assess themselves as well qualified, albeit with lower values, for the
performance of individualised instruction. The values of their self-assessments are
only slightly above partial competence, which is in line with the abovementioned
international and domestic research results (Skoc¢i¢ Mihi¢ et al., 2014; Skoci¢ Mihi¢,
2011; Kudek Mirogevi¢, 2016; Kudek MiroSevi¢ and Juréevié Lozanéi¢, Martan, Ma-
tosevi¢, and Skoci¢ Mihi¢, 2017). These consistently highlight that teachers, preschool

teachers, and student teachers feel insufficiently prepared for inclusive teaching.

Research findings by Kudek Mirosevi¢ (2016), which are based on a sample of
teachers and students, show a higher level of self-assessed competencies of third-
-year students and employed teachers for the planning of teaching and creation of
customised teaching materials and individualised education programs compared
to the fifth-year students. Precisely in the third year of studies such students take
part in the course Inclusive Education, which is a possible reason why they assess
their competencies similarly to employed teachers and higher than the fifth-year
students. Teachers consider themselves more competent to write and implement
an IEP than preschool teachers (Kudek Mirosevi¢ and Jurevi¢ Lozanci¢, 2014).
In the early and preschool period, the obligation to write an IEP has not been
standardised. Preschool teachers express the willingness to write and implement
an IEP, but they do not feel sufficiently competent to do so, whereby only 14%
of preschool teachers write an IEP for children with disabilities (Skoc¢i¢ Mihig,
Beaudoin, and Krsnik, 2016). In the current study, a higher level of self-assessed
preschool teacher competencies for the implementation of the goals and tasks of
an Individualised Education Program is related to their assessment of their com-

petencies for the implementation of an IEP.

Overall, it should be emphasised that the obtained differences in teachers’ self-

-assessed competencies to perform individualised instruction among Croatian and
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Slovenian classroom teachers are negligible, and this refers to their competencies
to write an IEP. This finding did not confirm the expected differences regarding
variations in legal regulations, pre-service education, and inclusive practice. In
other words, the starting point in thinking about differences derives from difte-
rences in social contexts. Although Croatian and Slovenian teachers shared the
same social context at the beginning of the education policy of integration in the
1980s, there have been significant social differences in trying to overcome the exi-
sting segregation and discrimination patterns, as well as in promoting the right to

inclusive education for all, in these two independent countries.

5.3.2  Differences in teacher competencies for instruction with
regard to gender and the workplace

'The Mann-Whitney test was carried out on the subsamples in order to determine
whether there are differences in self-assessed teacher competencies to perform in-
dividualised instruction with regard to gender and the workplace: classroom and

subject teaching (Table 5.4).

Table 5.4. Results of the Mann-Whitney test in the subsamples

Croatia Slovenia
n M rank (SD) U n M rank U
Female 911 555.23 667 38051 .
Gender Male 188 524.63 80865.00 73 308.74 21001.00
CT 27 59213 . 343 395.64
Workplace ST 668 51979 123775.00 370 32118 50203.00

Legend: CT - classroom teaching, ST — subject teaching, U — Mann-Whitney U value; *p<0.05,
*p<0.01, **p<0.001

Statistically significant differences were obtained in the self-assessed competencies
of Slovenian teachers for individualised instructions with regard to gender (U =
21001.00; p <0.01) and the workplace of classroom teachers and subject teachers
(U =50203.00; p<0.001). Slovenian female teachers (M,k = 380.51) assess them-
selves as more competent to perform individualised instruction compared to their
male counterparts (Mung = 308.74), as well as elementary school classroom tea-
chers (Mang = 395.64) compared to subject teachers (M, = 321.18).

Statistically significant differences were obtained in the self-assessed competencies
to perform individualised instructions on the subsample of Croatian teachers with
regards to the workplace (U = 123775.00; p<0.001), but not with regard to gender.
As was the case with Slovenian classroom teachers, Croatian classroom teachers
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(M;ank = 592.13) assess themselves more competent to perform individualised in-

structions as opposed to subject teachers (M, = 519.79).

Concerning the obtained gender differences, it should be noted that the share of
male teachers in the Croatian subsample is 20.63%, while in the Slovenian sample
it is just 11.69%. In the subsample of Slovenian teachers, the differences found
indicate a higher level of assessed competencies among Slovenian female teachers
compared to male teachers. On the other hand, no gender differences were obta-
ined in the attitudes towards and concerns about inclusive education among the
students and teachers in the research conducted by Bradshaw and Mundia (2006).

With regard to the teachers'workplace, the obtained differences show a statistically
significantly higher level of assessed competencies among Croatian and Slovenian
classroom teachers compared to subject teachers. Similarly, Martan, Sko¢i¢ Mihié¢,
and Puljar (2017) found that classroom teachers and those who during their pre-
-service education attended a course on special education and had volunteer expe-
rience working with pupils with specific learning difficulties reported that they
more frequently applied appropriate didactic strategies with such students. Kudek
Mirosevi¢ and Juréevi¢ Lozanc¢i¢ (2014) note that the inadequate competencies of
elementary school teachers and preschool teachers in this context are the result of
traditional education, because teachers are mostly educated to teach regular pupils.
Moreover, study programs for subject teaching do not ensure the acquisition of
competencies for teaching in inclusive classrooms, while for classroom teachers
these competencies are provided only in a single mandatory course (Koki¢, Vuke-
li¢, and Ljubi¢, 2009), as is also the case in some other countries (Bouillet, 2008;
McHatton and McCray, 2007; Skoci¢ Mici¢, 2011; Sze, 2009; Pecek, Macura-
-Milovanovi¢, and Cuk, 2015). Sko¢i¢ Mihi¢, Beaudoin, and Giugno Modrusan
(2016) also found that it is mainly through independent learning that teachers
acquire the competencies needed for teaching pupils with different educational

needs in inclusive classrooms.

5.3.3  Correlation between teacher competencies for
individualised instructions and professional
competencies

The Pearson correlation coeflicient was calculated in order to establish the correla-
tion between self-assessed teacher competencies for individualised instruction and

their age and years of work experience (Table 5.5).
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Table 5.5. Pearson correlation coefficient of teachers’ competencies for individualised

instruction and their age and years of teaching experience

Croatia Slovenia
Teacher Years of . Years Professional
. . Professional .
competencies for Age teaching . ge of work competencies
o pad . competencies .
individualised experience experience
instruction .089** .089** 5167 -0.103** -.058 3787

Professional competencies - Scale of Teachers’ Professional Competencies (see Chapter 2)

No statistically significant correlation was determined between teacher com-
petencies for individualised instruction and their age and years of teaching

experience.

In order to determine if the Pearson correlation between the self-assessed levels of
teacher competencies for individualised instruction and professional competencies
is statistically significantly different between the Slovenian and Croatian subsam-
ples, the significance of differences between independent correlations was tested
using Fisher’s z-transformation correlation (Cohen and Cohen, 1983). For the
sake of clarity, statistically significant correlations obtained in the subsamples are
indicated with asterisks (**p< .05), and the significance of correlation differences
is noted as the p-value.

It was determined that the correlation between the self-assessed level of professio-
nal competencies with teachers’ competencies for individualised instruction is sta-
tistically significantly higher for the subsample of Croatian participants compared
to the correlation obtained in the subsample of Slovenian participants: rh (n = 964)
=.516 ", rs (n = 719) = . 378 ¥,z = 3.209, p = 0. 001.

The assessment of teachers’ professional competencies is presented in the second
chapter of this monograph. It is interesting to note that there is a statistically
significant correlation between these competencies and teacher competencies
for individualised instructions among Croatian teachers and a low statistically
significant correlation among Slovenian teachers. It is precisely the relationship
between the skills for professional activity, which includes the analysis of the
strengths and weaknesses of their educational work, constructive dialogue, men-
torship, reflective and cooperative skills, and the skills required for individualised
instruction, that supports the theoretical construct of transversal skills presented
in the work of Cepié, Tatalovi¢ Vorkapi¢, Loncari¢, Andi¢, and Skoc¢i¢ Mihi¢
(2015). It should be added that when considering the quality of education we are
referring to the importance of the skills contained in intersubject topics, which
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are referred to by different names, such as transversal competencies or soft skills.
The very high level of teachers’ transversal competencies, among other things,
and their competency to shape the learning environment by providing a high
level of self-regulated learning, can significantly contribute to the respect for the
individual educational needs of pupils and the promotion of their strengths in
teaching. In formerly homogeneous classrooms, teachers taught regular pupils,
while in heterogeneous classrooms their teaching should focus on the educatio-

nal needs of diverse pupils.

The professional development of teachers, which includes pre- and in-service
education, is crucial for the development of competencies for inclusive teaching
(Kudek Mirosevi¢ and Jurcevi¢ Lozanci¢, 2014). Kurniawati, de Boer, Minnaert,
and Mangunsong (2014) confirmed through an analysis of 13 studies the positive
impact of in-service training on the teachers’ readiness to teach students in ac-
cordance with their individual needs. They also found that most related research

focuses on teacher attitudes, knowledge, and abilities.

The professional development of the educational staff is neither standardised nor
licensed, but is instead realised in accordance with the available education and
in line with their interests and voluntariness. Also, the role of teacher education
in inclusive teaching has not been adequately discussed at the international level
(Savolainen, Engelbrecht, Nel, and Malinen, 2012). Bouillet (2008) suggests that
the development of teacher competency for inclusive education in most countries
is a topical issue without universal answers. Moreover, there is an open debate as to

how teacher competencies are linked to teaching practice and real-life situations

(Kaikkonen et al., 2007).

In conclusion, there are many challenges to the implementation of the inclusi-
ve legislative policy in practice, without a joint perspective at both the state and
school levels (Acedo, 2008; Ainscow and César, 2006; Ainscow, Farrell, and Twed-
dle, 2000; Booth, 1996; Bouillet, 2010; Igri¢, 2015). Also, it is indisputable that
inclusive legislation has influenced the increase in the number of children with
disabilities in regular classrooms, especially in the number of pupils with a gre-
ater need for program individualization and accommodation. However, national
education policies in most developed countries have not ensured the acquisition
of sufficient teacher competencies during pre- and in-service education to achieve

this, as proven by the results of this research.
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5.4 Conclusion

Inclusive education is a global descriptor of education policy in developed countri-
es around the world with different national education policies. The findings of this
cross-cultural study point to a very uniform assessment of teachers’ competencies
for inclusive teaching, i.e., the writing, implementation, and evaluation of an IEP
with the use of professional experts’ advice, implementation of individualised in-
structions to diverse learners, cooperation, and the creation of a positive classroom
climate through the strengthening of the social skills of all students. They differ
only in their competencies to assess the IEP, whereby Slovenian teachers assess
themselves somewhat well competent. Furthermore, the differences in the com-
petencies were obtained with regards to the workplace, i.e., classroom or subject
teaching. Croatian and Slovenian classroom teachers assess themselves as more
competent to perform individualised instruction. Croatian classroom teachers
acquire competencies for inclusive teaching during their pre-service education,
unlike the subject teachers. Moreover, Slovenian female teachers assess themselves
as more competent than male teachers, while this was not found with the Croatian
subsample. Given the inadequate pre-service education of teachers for inclusive
teaching, continuing professional development is crucial. The assessed professional
competencies of Croatian and Slovenian teachers are associated with a higher level
of competencies for the performance of individualised instruction, whereby the

correlation is more significant in the subsample of Croatian teachers.

Although there are differences in national inclusive education policies in the two
countries examined in this study, as well as in the implementation of an inclusive
education policy, it is interesting that the teachers assess themselves as equally well
competent for individualised instruction. In further research the content of study
programs of classroom and subject teaching in both countries should be analysed
in order to determine the possible impact on the results obtained in this work, as
well as other contextual factors. Furthermore, given that the findings on the repre-
sentative sample of teachers were obtained using a measurement instrument with
good measurement characteristics, it would be worthwhile to compare the relati-
onship between teacher competencies to perform individualised instruction with
the other constructs used in this study. This would help to identify the contributing
factors, rooted in knowledge of the characteristics of particular groups of pupils
as well as effective teaching strategies, to teaching children with different abilities
through teacher competencies for individualised instruction that are in line with

the educational needs of such pupils.
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6 Concluding remarks

Jana Kalin and Renata Cepi¢

In the previous chapters, we focused on the two main concepts crucial for the
efficient and up-to-date professional development of teachers: teachers’ status and
professional competencies for the development of pupils’ transversal competen-
cies in educational practice. Too little attention is paid to these issues in practice,
and virtually no comprehensive studies can be found in the scientific literature.
After the introductory theoretical and methodological starting points, the second
chapter provides a theoretical and conceptual framework based on an overview
of relevant scientific knowledge about the professional development of teachers.
Some basic conceptual definitions and key features of the dominant approach to
professional development are also presented, with a special emphasis on the cur-
rent views which underscore the perspectives of professional development. We de-
voted the third chapter to the analysis of factors affecting the position and status
of the teaching profession, as well as to various approaches to the definition of
status and problems of the non-recognition of the teaching profession. Some im-
plications of this analysis are presented here with the aim of improving the status
of teaching within the profession and society. The fourth chapter explores self-re-
gulated learning as an important transversal competency, which has, as part of the
Comprehensive Curricular Reform, gained in importance with the introduction of
the cross-curricular topic “learning to learn”. In the fifth chapter, special attention
is paid to questions of inclusive education policies and teachers’ competencies for

inclusive education.

Theoretical considerations and the results of empirical research permeate the
chapters of this monograph, which, among other things, seeks to explore the expe-
rience and attitudes of elementary school classroom teachers and subject teachers
in Croatia and Slovenia towards professional development and status, as well as
transversal competencies in the field of self-regulation and inclusion.

The research included a total of 1,867 teachers (1,103 (59.1%) Croatian and 764
(40.9%) Slovenian elementary school teachers), who correctly filled out the que-
stionnaire. The research has resulted, among other things, in a set of verified tools
that can serve as good empirical support for future follow-ups on this topic. In
addition to the already existing questionnaires which have been translated and

adapted to Croatian and Slovenian, such as the Self-Regulated Learning Teacher
Belief Scale, SRLTB (Lombaerts, De Backer, Engels, Van Braak and Athanasou,
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2009), and the Teachers’ Perceptions of Skills Needed for Teaching Diverse Stu-
dents, original questionnaires were also used in this work. These included the Scale
of Teachers’ Professional Competencies and Scale of Reputation, which were con-
structed based on an overview of theory and available research in this subject area.
The measurement characteristics of all the applied instruments and the results
obtained on the Slovenian and Croatian subsamples are described in the chapters

of the monograph.

In this Conclusion, we will reflect on the most important results of our research,
and in the light of the obtained findings try to provide effective answers to achieve

the desired changes.

The professional development of teachers is observed as a lifelong process of
learning and development in the personal, social, and narrow fields of expertise.
It is important how teachers perceive their competencies and assess the possibi-
lities for their professional performance in the direction of critical, independent,
and responsible decision-making and action. The worldview, attitude towards
oneself and others, perception of the relationship between the individual and the
school, family and culture in general, knowledge, attitude towards the learning
content and methods of teaching, as well as all the experiences that shape the
idea of what teaching is and what a teacher’s work includes, affect the interpreta-
tion and importance which teachers attribute to their teaching experience. Many
authors see this as the reason why many professional development programs are
not having a genuine impact on changing teaching practices, and even less so on
pupils’learning. It is therefore of utmost importance to understand how teachers
progress professionally and which conditions contribute to and encourage their

growth and progress.

The results obtained in this study show that Croatian and Slovenian teachers on
average assess themselves as well qualified, which raises the question of whether
they provided realistic assessments of their qualifications or if they maybe attemp-
ted to provide favourable responses. Croatian teachers assess their qualifications
significantly higher than Slovenian teachers in all areas covered with this research
(competency to analyse strengths and weaknesses of their educational work, the
establishment of constructive dialogue with their counterparts, and a cooperati-
ve partnership with other schools, institutions, and parents), with the exception
of the competency of mentoring pre-service students and teacher-trainees. One
may wonder whether Croatian teachers are truly more qualified, or whether their
self-assessments are less self-critical, i.e., whether the Slovenian teachers are too

critical in assessing their competencies when compared to the Croatian ones.
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Despite the relatively high assessments of their readiness for professional activity,
it was found that Croatian and Slovenian teachers assess their capacity for action
in research and development projects, mentoring pre-service students and stu-
dent-trainees, and establishing a collaborative partnership with other schools and
institutions with the lowest values. This suggests that not all teachers have been
trained to provide mentorship or to assume the role of a mentor. It is also possible
that teachers understand to a somewhat lesser degree the notion of cooperation on
various research and development projects and the establishment of cooperation
with the broader community as one of their essential tasks. Based on this it can be
noted that these are areas in which it would make sense to apply more incentives

and provide teachers with additional support in the future.

As expected, teachers with more years of experience assess their qualifications for
professional performance in various fields, on average, with higher values, as seen
with both the Croatian and Slovenian subsamples. This would be expected if most
teachers pursued the desired direction of professional development and were in
the mature period of their career (with more than 19 years of teaching experience),
which is characterised by a hands-on, critical action, which then develops into
relaxed disengagement. The results of previous research suggest that these teachers
have achieved a certain degree of autonomy; they act prudently and responsibly
in accordance with their views and values; therefore we can expect them to assess

their qualifications in key areas with high values.

It is clear that the role and tasks of teachers have increased over time, while their
status, compared to other professions, has remained stagnant or has even worse-
ned, as confirmed by the results of many national and international reports and
studies. It may be stated that teachers are often caught between the high expec-
tations of society (and probably their own as well) and low professional respect.
Problems of low teacher salaries, which lag behind those in the private and public
sectors, low living standards, understaffing, feminisation of the profession, insufh-
cient autonomy and exclusion from the development of education policies, lack of
entrance control into the profession, misconceptions about the working time of
teachers, the general perception that teachers work fewer hours than other profes-
sionals, and many other factors belong to the long list of issues that adversely affect
the social position and status of such work, which is positioned rather low when

observed on a global scale.

Croatian teachers agree, to a greater extent than Slovenian teachers, with the state-
ment that teaching is one of the most important jobs in society, while, on the other

hand, they also agree to a greater extent that teachers’ work enjoys a low social
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reputation and is paid less in comparison to other equally demanding professions.
On the other hand, Croatian teachers agree to a lesser extent than Slovenian te-
achers that their profession provides regular income and financial independence,
and that parents and pupils respect them. In this regard, it can be concluded that
Croatian elementary school teachers perceive their reputation in society as being
lower than is the case with Slovenian teachers, although the Croatian teachers
also assess their qualifications for professional activity significantly higher than
their Slovenian colleagues. At the same time, they assess themselves as being well
qualified for their professional performance, but also as being under-recognised by
others compared to how much they think they should be recognised. This discre-
pancy signals the existence of a number of factors affecting the teachers’ self-posi-
tioning and the status of the profession. It also appears among Slovenian teachers,

but is less pronounced.

'The results of this research highlight how teachers rank the reputation of their pro-
fession in comparison with the reputation of other professions, such as a preschool
teacher, high school teacher, university professor, doctor, nurse, lawyer, entrepreneur,
journalist, and stage actor. Regarding the degree of reputation, it was found that
Croatian and Slovenian teachers ranked doctors the highest, followed by lawyers and
entrepreneurs. The reputation of university professors is ranked only fourth (the hi-
ghest among teaching professions). In accordance with the results of other research,
it is not surprising that Croatian and Slovenian teachers ranked the professions of
preschool and elementary school teachers the lowest. Croatian teachers placed high
school teachers in the lower part of the Scale of Reputation and ranked the profes-
sion third, while nurses occupy this place for the subsample of Slovenian teachers.
'The results obtained in our research confirm the findings of other studies, according
to which the status of teachers varies depending on the education sector. The general
perception of the professional status of teachers is “average” in all education sectors,
except in higher education. The lower status is more noticeable in the field of ear-
ly childhood and vocational training and the education of auxiliary teaching staff.
Lower professional status is attributed to preschool teachers, teachers in vocational
education, and auxiliary teaching staff when compared to other sectors, particularly
higher education. It is known that women dominate the preschool and elementary
school education fields, but research has found connections between professional
status and salary, as well as the existence of a link between the feminisation of the

teaching profession, low status, and reduced salary.

It is a disturbing fact that both the Croatian and Slovenian teachers in our research

agree the least with the statement that they are respected by the pupils who are the
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first “users” of their knowledge. In this context, we should mention that a certain
degree of responsibility for the profession’s reputation in society lies in the hands
of teachers themselves, and that through providing high quality and excellence in
their professional activities they can contribute to achieving greater respect from
pupils and parents, both for themselves and their work, and thus to improving their

reputation, status, and respect in society.

Reputation, status, and respect are three different characteristics of an occupation.
Reputation is defined by public opinion and the public perception of the relative posi-
tion of an occupation in the hierarchy of occupations. It points to szazus as a category
into which educated groups classify a particular occupation and respect for those who
can observe the qualities which individuals demonstrate in their work (the perception
of an occupation by the general public due to the personal qualities which individuals
demonstrate while performing basic tasks, i.e., their care, competence, and commit-
ment to work). Undoubtedly, a certain degree of responsibility is on the teachers
themselves because they hold this respect in their hands and can improve it. Satisfac-
tion with education, the well-being of pupils, assumptions about the child-preschool
teacher role, parents’ participation and interest — these are all things that a teacher can
impact depending on how he/she deals with pupils and their parents, and therefore
teachers can also contribute to raising the respect that society has for teachers. It
should be expected that the dynamic changes taking place in our region will impose a
need for the creation of an education policy that gives priority to the improvement of
salaries and working conditions, as these appear to be the most critical factors affec-
ting the professional status and self-esteem of teachers, the provision of high quality
teacher education, professional development opportunities and promising careers,
ensurance of academic freedom, autonomy, and participation in decision-making,
advocating for a strong system of public education in local communities, maintenan-
ce of a regular dialogue between educational associations and the government, and

encouragement for teachers’ participation in public policy development.

Although many factors significantly affect the process of learning and teaching,
some aspects of teachers’ roles have a greater impact on the quality of the learning
process and outcomes than others. Two equally important dimensions that cha-
racterise the role of teachers, associated with the concept of identity, are related
to the professional and personal dimensions. The professionalism of teachers is
not only the totality of their competencies. A true teacher, at any level of teaching,
is determined above all things, as emphasised by Korthagen (2009), by his/her
personal qualities such as beliefs, emotional engagement, intrinsic motivation for

professional activity, ethical commitment, and identification of the mission in their
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profession. In other words, a teacher is the result of his/her “cumulative autobio-
graphy” that operates from personal constructs, beliefs, understanding, learning,
professional growth, and development. In this monograph we do not show the
results of the analysis of differences in personality dimensions and self-assessed le-
vels of professional competencies, nor the correlation between socio-demographic
variables and personality dimensions. In pedagogical situations, the importance of
articulating and verifying teachers’values, beliefs, and attitudes is of utmost impor-
tance, as they contribute to a better understanding and development of their pro-

fessionalism and professional identity, as well as to ensuring children’s wellbeing.

In modern educational contexts emphasis is placed on the development of inno-
vation, creativity, problem-solving, critical thinking, entrepreneurship, computer
literacy, and social and other competencies that cannot be achieved in a traditional
education sector with its emphasis on knowledge transfer. Transversal competen-
ces are recognised as important teaching skills in the organisation of the learning
and teaching process and the teachers’ professional development, as well as in the
process of teaching these competencies to pupils. The purpose of transversal com-
petencies is to provide integrated learning across disciplinary boundaries, as well as
to encourage the connecting of various areas of learning, which contributes to the
development of key competencies and skills. Many terms are “alternately” used to
describe transversal competencies/skills in different countries, such as cross-curri-

cular competencies/skills, key competencies, 21st-century skills, and so on.

New tasks and roles require of teachers the acquisition of new competences, such
as the competence “learning to learn” (including the adaptability to change, self-
-regulated learning, and coping with failure). These challenges impose on the tea-
cher the need to develop higher levels of knowledge and complex cognitive skills.
'The transversal competence “learning to learn” and both civic and social skills play
a key role in education. Inclusive education is defined as “a process of addressing
and responding to the diversity of needs of all learners through increasing partici-
pation in learning, cultures and communities, and reducing exclusion within and
from education” (UNESCO, 2005, p.13). In an inclusive classroom the teacher
work with pupils with different educational needs. This implies strengthening the
teacher’s interdisciplinary collaborative skills for modelling and the development

of transversal competencies among pupils.

Teachers’ transversal competencies in the field of self-regulation and inclusion have
not yet been sufficiently explored, and there is room for improvement in the area of
interdisciplinary and cross-cultural research. Teachers already have to deal with an

overloaded curriculum and different requirements in inclusive settings. Therefore,
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it might be difficult to find a way to develop demanding transversal competencies,
since they generally require a high level of the teacher’s and learner’s engagement
and interaction. It is necessary to implement the development of transversal com-
petences into initial and continuing teacher education. According to the latest
documents on inclusive policies, almost every preschool and elementary classroom
teacher has worked in an inclusive classroom made up of pupils with different
educational needs. Therefore, it is crucial to expand the related research, especially
when it comes to the relationships among competence and the various motivatio-
nal factors, activities, and environments that support self-regulation of behaviour
and competencies in education. When it comes to teachers who are already in the
workforce, it is necessary to further invest in the growth of the aforementioned
competencies through professional development. This can increase the teachers’
ability to respond and cope with demanding situations in inclusive educational

settings, and can result in benefits for the reputation of teachers in society.

Self-regulated learning is a vital transversal competence, which in the draft version
of the new Croatian curriculum gained importance with the introduction of the
cross-curricular topic “learning to learn”. Teachers’ attitudes and beliefs about the
importance of self-regulated learning largely determine their readiness to intro-
duce the activities and organisation of classes which would be stimulating for the
development of the competence of such learning. Such attitudes and beliefs are
formed during the initial and continuing education of teachers, so it is an intere-
sting question to what extent their self-assessment of the degree of professional
competence can be associated with positive beliefs about the importance of enco-
uraging the self-regulation of learning in pupils. In order to investigate the cor-
relation between the self-assessment of professional competencies and proactive
teachers’ beliefs about self-regulated learning, the Scale of Teachers’ Beliefs about
Self-Regulated Learning (Lombaerts, Backer, Engels, van Braak, & Athanasou,
2009) was translated into Croatian and Slovenian and adapted to the local condi-
tions in these two countries. The scale showed satisfactory psychometric properties.
'The original factor structure was replicated and showed a stable factor structure
across the Slovenian and Croatian subsamples. The reliability of the scale on both
samples was also satisfactory. No statistically significant differences with regard to
the teachers’ beliefs were found between Slovenian and Croatian groups. Professi-
onal competence has a low (although statistically significantly) positive association
with proactive beliefs about self-regulated learning, pointing to a certain minimum
contribution of vocational training to the development of a positive, proactive at-
titude toward self-regulated learning. An almost equal result was obtained on the

subsamples of Slovenian and Croatian teachers indicating a need to change initial
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and continuing education in order to provide better information about the impor-
tance of encouraging the competence of self-regulated learning through a variety
of cross-curricular teaching activities. In Croatia, the latest proposal of the com-
prehensive curricular reform related to the cross-curricular topic “learning to learn”
will not produce the desired effect if the education of teachers does not encourage
proactive attitudes towards the importance of facilitating free and independent
choices, and if it does not intrinsically motivate the activities of pupils in the clas-
sroom with the goal of developing self-regulated learning skills as an important

precondition for lifelong learning.

An inclusive education policy has significantly affected the inclusion of pupils with
different educational needs, interests, and opportunities in the regular heterogeneous
classes. Therefore, it is crucial for the teaching of pupils with different educational
needs to be individualised, and that teachers have the competence for individualised
instruction. The paradox of the inclusive education policy is reflected in the legislati-
on, according to which teachers should be trained well to teach all pupils according
to their educational needs, while at the same time their pre-service education does
not conform with modern requirements. Pre-service education should enable tea-
chers to take responsibility for the learning and achievements of all pupils, including
inclusive attitudes and values, as well as the knowledge and skills for teaching in
inclusive classes. This is because pre-service education can enhance positive attitudes
toward inclusion and the skills of prospective teachers, as well as raising their con-
fidence in the development, implementation, and evaluation of individualised edu-
cational programs for pupils with different educational needs. Moreover, the results
of previous studies clearly show that teachers support inclusive education, although

they report a moderate level of qualification for teaching in inclusive classrooms.

Inclusive education is a global descriptor of education policies with many chal-
lenges in the implementation of inclusive legal policies in practice (UNESCO,
2005). The results of this work indicate a moderate level of the studied teachers’
competencies for inclusive teaching, whereby a higher level is perceived for mana-
ging classroom discipline and encouraging the development of social skills. Their
level of self-perceived competencies for individualised instruction is associated
with professional competencies, but not with the age or years of teaching experi-
ence. Female teachers perceived themselves as more competent for individualised
instruction. No cross-cultural differences in perceived competencies for individu-
alised instruction were observed between the Croatian and Slovenian teachers,
except in connection with their level of professional and inclusive competence,

which is higher in Croatian teachers.
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Teaching in today’s highly heterogeneous classes regarding the pupils’ educati-
onal needs requires a high level of teaching skills for individualised instruction,
writing, implementation, and evaluation of IEPs, co-operation with professional
experts and creating positive a classroom climate by strengthening the pupils’so-
cial skills. Considering that the contents of the pre-service teachers’ educational
programs focused on the competencies needed to teach regular pupils, as well as
the dominant acquisition of competencies for inclusive teaching through self-
-directed learning, it is difficult to assume that teachers are able to respond to the
demands of today’s inclusive practice, which emphasises that quality teaching
is characterised by an individualised approach based on the strengths of each
pupil. The number of children with disabilities, especially those with significant
needs for individualisation, is increasing in regular classes under the influence
of the inclusive policy. Therefore, it is important to provide teachers with the
set of competencies needed to teach diverse pupils in inclusive settings during
pre-service teacher education, to strengthen self-efficacy, as well as efficiency in
collaboration with professional experts, as all of these steps can have enhance
teachers’ positive attitudes towards inclusion. Therefore, seeing the professional
development of teachers as a long-term process that involves various forms of
systematically planned opportunities and gaining experience is crucial for the
development of the competencies that are essential for an inclusive teacher, as

evidenced by the results of this research.

Finally, teachers are responsible for the expansion of the boundaries of professi-
onal knowledge through reflective practice and systematic engagement in con-
tinuing professional development. If our goal is to contribute to the creation of
innovative educational practice and to encourage the development of innova-
tion, creativity, problem-solving, critical thinking, entrepreneurship, computer
literacy, social and other competencies, and the implementation of appropriate
activities in the classroom, then, among other things, we ought to reconsider tra-
ditional educational approaches while questioning many established educational

theories and practical solutions.

Despite recognising the importance of professional development and the pressures
arising from current educational requirements, most of the opportunities for pro-
fessional development remain fragmented, insufficiently linked to the curriculum,
and inappropriate in relation to the teachers’ needs, requirements, and opportu-
nities. In order for teachers to acquire competencies needed for these new roles,
it is necessary to ensure the quality of initial education and a coherent process of

continuing professional development. Professional development does not happen
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in a vacuum, and it is essential that it includes other elements in a broader context
(such as professional identity, characteristics of the environment, social conditions,
and development of motives for participation in professional development), which

can also affect the institutional practice of professional development.

'The great challenge of modern educational institutions is finding innovative ways
to apply the situated/contextualised knowledge of teachers, as well as their expe-
rience and expertise, in promoting the development of transversal competenci-
es, such as professional development within the teachers’ classroom practice or
of the teachers’ practice. Maintaining a high level of teachers’ abilities to act in
different fields of professional activity and their progress in critical, independent,
and responsible decision-making and action require an appropriate institutional,
administrative, and organisational structure, which recognises the importance of
continuous learning and promoting such developments at the individual and in-
stitutional levels. Providing an environment that supports learning plays a critical
role in the success of learning and educational efforts, especially if one considers
the contemporary context of work and learning, which is characterised by con-
tinuous change. A prerequisite for such an initiative is the establishment of an
organisational culture and climate that would be based on trust, respect, critical

reflection, collaboration, communication, and the distribution of responsibilities.

All this has a significant impact on the professional development of teachers as
critical intellectuals who, in the context of intellectual and personal structures, in-
tegrate openness to new knowledge. Finally, teachers can change/transform their
practices only if they also examine and modify their theories and concepts of tea-
ching and learning. In this context, improving the generally low economic status
and position of the teaching profession in society, recognition of teachers as equal
partners in the creation of educational policy, and improvement of the quality of
initial and continuing professional development of teachers are at the very centre

of educational priorities.
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Povzetek

Monografija se osredotoca na dva koncepta, ki sta klju¢na za uéinkovit in sodoben
poklicni razvoj uditeljev: uéiteljev status in poklicne kompetence za razvoj tran-
sverzalnih kompetenc uencev v vzgojno-izobrazevalnih praksah. Tem vprasanjem
se v praksi posveca premalo pozornosti, pa tudi v znanstveni literaturi o tem ni
celovitih $tudij. Po uvodnih teoreti¢nih in metodoloskih izhodis¢ih je v drugem
poglavju postavljen teoreti¢no-konceptualni okvir, ki temelji na pregledu znanstve-
no relevantnih spoznanj o poklicnem razvoju uciteljev. Izpostavljena so osnovna
pojmovna dolo¢ila in kljuéne znacilnosti prevladujocih pristopov k poklicnemu ra-
zvoju, posebno pozornost pa smo namenili sodobnim vidikom, ki poudarjajo neka-
tere perspektive poklicnega razvoja. Tretje poglavje je posveceno analizi dejavnikov,
ki vplivajo na polozaj in status uciteljskega poklica. Prouc¢ili smo razli¢ne pristope
k dolo¢anju statusa, probleme nepriznavanja uciteljskega poklica in predstavili im-
plikacije opravljene analize za izboljanje polozaja uciteljev v stroki in druzbi. V
etrtem poglavju govorimo o samouravnavanju ucenja kot pomembni transverzalni
kompetenci, ki je kot del trenutno aktualnega predloga celovite kurikularne refor-
me na Hrvaskem postala pomembna z uvajanjem medpredmetne teme »ucenje
ucenja«. V petem poglavju posebno pozornost posveamo vprasanjem inkluzivne

izobrazevalne politike in kompetencam uciteljev za inkluzivno izobraZevanje.

V navedenih poglavjih znanstvene monografije pregled teorije nadgrajujemo z re-
zultati empiri¢nega raziskovanja, ki je, med drugim, imelo cilj raziskati izkusnje
in stali$¢a razrednih in predmetnih osnovnos$olskih uéiteljev na Hrvaskem in v
Sloveniji do poklicnega razvoja, statusa uciteljev ter transverzalnih kompetenc na
podro¢ju samouravnavanja ucenja in inkluzije. V empiri¢no raziskavo je bilo vklju-
¢enih 1867 uditeljev, ki so pravilno izpolnili celotni anketni vprasalnik: od tega je
bilo 1103 (59,1 %) hrvaskih in 764 (40,9 %) slovenskih osnovnosolskih uciteljev.
Rezultat raziskovanja je poleg pomembnih vsebinskih ugotovitev tudi nabor pre-
verjenih instrumentov, ki jih lahko uporabimo kot dobro empiri¢no izhodisée za

nadaljnje raziskovanje tematike.

Poklicni razvoj uciteljev razumemo kot vsezivljenjski proces u¢enja in razvoja na
osebnem, druzbenem in oZjem strokovnem podro¢ju. Pri tem je pomembno, kako
ucitelj vidi svojo usposobljenost in kako ocenjuje moznosti za svoje poklicno delo-

vanje v smeri kriti¢nega, neodvisnega in odgovornega odlocanja in delovanja.

Pregled raziskovanj na podroéju ucenja in poucevanja izpostavlja tri kategorije iz-
kugenj, ki vplivajo na prepricanja in uditeljevo znanje: osebne izkusnje (pogled na

svet, odnos do sebe in drugih, pogled na odnos med posameznikom in $olo, pogledi
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na druzino in kulturo na splosno), izkusnje, ki temeljijo na formalnem znanju
(predmetno znanje, odnos do vsebine ucenja in nacinov poucevanja), izkusnje sole
in razreda (vse izkudnje, ki so oblikovale idejo, kaj je poucevanje in kaj uciteljevo
delo vkljucuje). Eno najpomembnejsih spoznanj o uliteljevem poklicnem razvoju
je, da uciteljeva prepri¢anja neposredno vplivajo na interpretacijo in pomembnost,
ki jo ucitelji pripisujejo svoji izkusnji poucevanja. V tem veliko avtorjev vidi razlog,
zakaj Stevilni programi poklicnega razvoja nimajo resni¢nega vpliva na spremi-
njanje prakse poucevanja, e manj pa na ucenje ucencev. Zato je zelo pomembno
razumeti, kako ucitelji poklicno napredujejo in kateri pogoji prispevajo k tej rasti/

napredku in ga spodbujajo.

Rezultati raziskave kazejo, da so tako hrvaski kot slovenski u¢itelji v vseh trditvah
razmeroma visoko ocenili svojo usposobljenost za poklicno delovanje, tako da bi
se lahko vprasali, ali so bili ucitelji dovolj kriti¢ni pri ocenjevanju svoje usposo-
bljenosti oz. ali so bili nagnjeni k dajanju zazelenih odgovorov. Hrvaski uéitelji
so pri vseh navedenih trditvah (spretnost analize mo¢nih in §ibkih plati svojega
vzgojno-izobrazevalnega dela, vzpostavljanje konstruktivnega dialoga s svojimi
kolegi, vzpostavljanje partnerskega sodelovanja z drugimi $olami, institucijami ter
stardi) nekoliko vi§je ocenjevali svojo usposobljenost kakor slovenski ucitelji, ra-
zen pri trditvi o usposobljenosti za mentoriranje ucencev na praksi in uciteljev
pripravnikov. Lahko bi se vprasali, ali so hrvaski ucitelji res bolj kompetentni ali
pa je njihova samoocena manj kriti¢na oziroma ali so bili slovenski uditelji preve¢
kriti¢éni pri oceni svoje usposobljenosti v primerjavi s hrvaskimi ucitelji. Navkljub
visokim ocenam uditeljev glede lastne usposobljenosti za strokovno delovanje na
razli¢nih podrogjih smo ugotovili, da so hrvaski in slovenski uc¢itelji najniZje ocenili
svojo usposobljenost za delovanje v raziskovalno-razvojnih projektih, mentoriranje
bodocih uditeljev na praksi in uéiteljev-pripravnikov ter za vzpostavljanje partner-
skega sodelovanja z drugimi $olami in institucijami. Na osnovi tega domnevamo,
da so to podrodja, na katerih bi bilo smiselno v prihodnje uéitelje bolj spodbujati
in podpirati. Zavedamo se, da so to hkrati tudi podrodja, ki zahtevajo nekaj vec
znanja, spretnosti in inovativnosti ter, kar ni manj pomembno, tudi ¢asa, ki ga niso
prav vsi uditelji pripravljeni nameniti tovrstnemu strokovnemu delovanju, saj ga

raje namenjajo svojim osnovnim nalogam in poslanstvu.

Razvidno je, da se vloge in delo uditelja stasoma povecujejo, medtem ko njihov
status v primerjavi z drugimi poklici stagnira ali pa se slabsa, kar potrjujejo tudi
rezultati Stevilnih mednarodnih in nacionalnih poro¢il ter studij. Lahko bi rekli, da
so uditelji pogosto v precepu med visokimi pri¢akovanji druzbe (verjetno tudi njih

samih) in nizkim poklicnim spostovanjem.
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Hrvaski ucitelji se v vedji meri kot slovenski strinjajo s tem, da je delo ucitelja med
najpomembnej$imi v druzbi, medtem ko po drugi strani v e vecji meri ocenjujejo,
da ima delo uéitelja nizek ugled v druzbi in je slabse pla¢ano od ostalih enako zah-
tevnih poklicev. Po drugi strani pa se hrvaski uditelji v manjsi meri kot slovenski
strinjajo s tem, da jim njihov poklic omogoca reden zasluzek in finan¢no neodvi-
snost ter da jih star§i in uéenci spostujejo. V zvezi s tem je mogoce sklepati, da ima
uciteljski poklic v oceh hrvaskih osnovnosolskih uéiteljev nizji ugled v druzbi kot
pa v oceh slovenskih osnovnos$olskih uciteljev. Hkrati torej ocenjujejo, da so dobro
usposobljeni za svoje poklicno delovanje, vendar pa jih drugi ne priznavajo dovolj
glede na to, koliko sami mislijo, da bi morali biti priznani. Omenjeno nasprotje
nas opozarja na obstoj §tevilnih dejavnikov, ki vplivajo na uditeljev status in ugled
poklica. Podobno nasprotje smo ugotovili tudi pri slovenskih uciteljih, vendar je

izraZeno v manjsi meri.

Rezultati raziskave kazejo tudi, kako uditelji ocenjujejo polozaj svojega poklica
v primerjavi z nekaterimi drugimi poklici, kot so vzgojitelj, srednjesolski ucitelj,
univerzitetni profesor, zdravnik, medicinska sestra, odvetnik, podjetnik, novinar in
dramski igralec. Skladno s pricakovanji so rezultati pokazali, da tako hrvaski kot
slovenski ucitelji po stopnji ugleda najvisje rangirajo poklic zdravnika, zatem odve-
tnika in podjetnika. Prav tako je v skladu z rezultati drugih raziskav, da sta najnizje
na lestvici ugleda pri hrvaskih in slovenskih u¢iteljih uvrs¢ena poklica vzgojitelja

in osnovnosolskega ucitelja.

Zaskrbljujoce je dejstvo, da se hrvaski in slovenski ucitelji v nasi raziskavi najmanj
strinjajo s tem, da jih spostujejo uéenci, ki so prvi »uporabniki« njihovega znanja.
V tem kontekstu naj omenimo tudi, da je dolo¢ena stopnja odgovornosti za ugled
v druzbi zagotovo v rokah samih uciteljev in da oni sami s svojo kakovostjo in
odli¢nostjo v poklicnem delovanju zagotovo lahko prispevajo k vejemu sposto-
vanju uéencev in starSev do njih in njihovega poklica ter na ta nacin prispevajo k

izbolj$anju svojega ugleda, statusa in spo$tovanja v druzbi.

Pricakujemo lahko, da bodo dinami¢ne spremembe, ki se dogajajo v nasem okolju,
spodbudile potrebo po ustvarjanju izobrazevalnih politik z naslednjimi priorite-
tami: izboljsati place in pogoje dela, ki se kazejo kot najbolj kriti¢ni dejavniki, ki
vplivajo na poklicni status in osebno samospostovanje uditeljev; zagotoviti visoko
kakovost izobrazevanja uciteljev, moznosti poklicnega razvoja in razvoja kariere;
zagotoviti akademsko svobodo, avtonomijo in sodelovanje pri odlo¢anju; zagovar-
jati mocan sistem javnega izobrazevanja v lokalnih skupnostih; vzdrzevati reden
dialog med izobrazevalnimi zdruZenji in vlado; spodbujati sodelovanje uciteljev pri

oblikovanju sistemskih resitev.
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V sodobnih izobrazevalnih kontekstih je poudarek na razvoju inovativnosti, ustvar-
jalnosti, reSevanju problemov, razvoju kriti¢nega misljenja, podjetnistva, informa-
cijski pismenosti, socialnih in drugih kompetencah, ki jih ni mogoce uresniciti v
tradicionalnem vzgojno-izobrazevalnem sistemu s poudarkom na prenosu znanja.
Transverzalne kompetence prepoznavamo kot pomembne spretnosti uciteljev pri
organizaciji procesa ucenja in poucevanja ter lastnega poklicnega razvoja, kot tudi

v procesu razvijanja teh kompetenc pri ucencih.

Transverzalna kompetenca »uéenje ucenja« ter drzavljanske in socialne kompe-
tence imajo kljuéno vlogo v inkluzivnem izobrazevanju, ki je definirano kot »pro-
ces usmerjanja in odgovarjanja na razli¢ne potrebe vseh ucencev, s povecevanjem
njihove participacije pri u€enju, v komunikaciji in skupnosti ter z zmanjsevanjem
izkljuCenosti znotraj in iz izobrazevanja« (Unesco 2005, str. 13). Uite]j v inklu-
zivnem razredu poucuje razli¢ne ucence z razli¢nimi vzgojno-izobrazevalnimi po-
trebami. To zahteva krepitev uciteljevih interdisciplinarnih sodelovalnih spretno-
sti za modeliranje in razvoj transverzalnih kompetenc med ucenci. Transverzalne
kompetence uéiteljev na podro¢ju samouravnavanja ucenja in inkluzije niso dovolj
raziskane; $e posebno je veliko moznosti na podro¢ju interdisciplinarnih in med-
kulturnih $tudjj.

Stali¢a in prepri¢anja uciteljev o pomembnosti samouravnavanja ucenja v precejsnji
meri dolo¢ajo njihovo pripravljenost za uvajanje aktivnosti in organizacijo pouka, ki
spodbuja razvoj kompetence samouravnavanja uenja. Taka stalis¢a in prepric¢anja
se oblikujejo med zaletnim in stalnim strokovnim izobrazevanjem uciteljev, zato je
zanimivo vpra$anje, v kolik$ni meri je njihova samoocena stopnje poklicne usposo-
bljenosti povezana s pozitivnimi prepricanji o pomembnosti spodbujanja samou-
ravnavanja ucenja pri ucencih. Za preverjanje povezanosti med samoocenjeno sto-
pnjo poklicne usposobljenosti in uéiteljevimi prepri¢anji o samouravnavanju uenja
je bila v hrvaséino in slovens¢ino prevedena lestvica prepricanj uditeljev o samourav-
navanju ucenja (Lombaerts, Backer, Engels, van Braak in Athanasou 2009) in prila-
gojena razmeram v teh dveh drzavah. Med slovenskimi in hrvaskimi u¢itelji se niso
pokazale statisticno pomembne razlike v njihovih prepri¢anjih o samouravnavanju
ucenja. Poklicna usposobljenost je nizko (Ceprav statisticno pomembno) pozitivno
povezana s prepricanji o samouravnavanju ucenja, kar kaze na dolo¢en, minimalen
prispevek poklicnega usposabljanja k razvoju pozitivnih stalis¢ o samouravnavanju
ucenja. Enak rezultat smo dobili na podvzorcih slovenskih in hrvaskih uciteljev, kar
kaze na potrebno spremembo zacetnega in stalnega strokovnega izobrazevanja v
smislu bolj$e informiranosti o pomembnosti spodbujanja kompetence samouravna-

vanja ucenja skozi razliéne medpredmetne u¢ne dejavnosti.
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Inkluzivna izobrazevalna politika je pomembno vplivala na vkljuéevanje ucencev
razli¢nih sposobnosti, interesov in priloZnosti v redne heterogene razrede. Zato
je klju¢no, da je poucevanje razli¢nih ucencev individualizirano oziroma da imajo
ucitelji kompetence za izvajanje individualiziranega pouka. Zacetno izobrazevanje
bi moralo uéitelje usposobiti, da prevzamejo odgovornost za poucevanje in dosezke
vseh ucencev, kar vkljuuje inkluzivna stali$¢a in vrednote, kot tudi znanje in spre-
tnosti za poucevanje raznolikih ucencev. Rezultati opravljene raziskave kazejo, da
ucitelji ocenjujejo, da so delno do dobro usposobljeni za poudevanje v inkluzivnih
oddelkih, pri ¢emer mislijo, da so najbolj usposobljeni za uravnavanje oddel¢ne
discipline in spodbujanje razvoja socialnih spretnosti u¢encev. Raven njihove sa-
moocenjene usposobljenosti za izvajanje individualiziranega pouka je povezana s
poklicno usposobljenostjo, ne pa s starostjo ali z delovno dobo. U¢iteljice se oce-
njujejo za bolj usposobljene za izvajanje individualiziranega pouka. Pricakovane
razlike v usposobljenosti za izvajanje individualiziranega pouka med hrvaskimi in
slovenskimi uditelji niso bile potrjene, razen v povezanosti ravni njihove poklicne

in inkluzivne usposobljenosti, ki je glede na samoocene visja pri hrvaskih uditeljih.

Sodobni inkluzivni in izobrazevalni trendi poudarjajo, da je znacilnost kakovo-
stnega poucevanja individualiziran pristop, ki temelji na mo¢nih podro¢jih vsa-
kega ucenca. Inkluzivna politika je vplivala na povecanje $tevila otrok s posebni-
mi potrebami v rednih razredih, e posebej uencev z vec¢jimi potrebami po uéni
individualizaciji. Zato je pomembno uliteljem med zaletnim izobrazevanjem
omogoditi pridobivanje specifi¢nih spretnosti za delo z otroki s posebnimi potre-
bami v inkluzivnih okoljih, krepitev samoucinkovitosti, Se posebej uc¢inkovitosti
v sodelovanju s strokovnimi sodelavci in drugimi uéitelji, kar je povezano z nji-
hovim mnenjem o inkluziji, kakor tudi krepitev spretnosti uéiteljev za interdisci-
plinarno sodelovanje. Zato je poklicni razvoj uciteljev kot vsezivljenjski proces,
ki vkljucuje razlicne oblike sistemsko nacrtovanih priloznosti in pridobivanja
izkusenj, kljucen za razvoj kompetenc, potrebnih inkluzivnemu uéitelju, kar po-

trjujejo rezultati pricujoce raziskave.

Kon¢éno, uditelji so odgovorni za Sirjenje meja poklicnega znanja skozi refleksivno
prakso in sistemati¢no vklju¢evanje v programe stalnega poklicnega razvoja. Ce je
nas cilj prispevati k ustvarjanju inovativne vzgojno-izobrazevalne prakse in spod-
bujati razvoj inovativnosti, ustvarjalnosti, reSevanja problemov, kriti¢nega misljenja,
podjetnosti, informacijske pismenosti, socialnih in drugih kompetenc uéencev, in
sicer z implementacijo ustreznih dejavnosti v razredih, potem je, med drugim, tre-
ba preveriti tradicionalne vzgojno-izobrazevalne pristope in pri tem postaviti pod

vprasaj veliko ustaljenih izobrazevalnih teorij in prakti¢nih resitev. Da bi uditelji
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pridobili kompetence za te nove vloge, je treba zagotoviti kakovostno zacetno iz-
obrazevanje in ustrezne programe stalnega poklicnega razvoja. Poklicni razvoj ne
poteka v vakuumu in pomembno je, da vkljucuje ostale elemente v $irem konte-
kstu (kot so poklicna identiteta, znacilnosti okolja, druzbene okolidline razvoja
in razlogi za sodelovanje v poklicnem razvoju), ki ravno tako lahko vplivajo na
institucionalno prakso poklicnega razvoja. Vzdrzevanje visoke stopnje usposoblje-
nosti uditeljev za delovanje na razli¢nih podrogjih poklicnega delovanja in njihovo
napredovanje v kritiénem, neodvisnem in odgovornem odlocanju ter delovanju
zahteva ustrezno institucionalno, administrativno in organizacijsko strukturo, ki
priznava pomembnost njihovega stalnega ucenja in spodbujanja razvoja na indivi-
dualni in institucionalni ravni. Zagotavljanje okolja, ki podpira ucenje, ima kriti¢no
vlogo za uéni uspeh in izobrazevalna prizadevanja, zlasti ¢e upostevamo sodobni
kontekst dela in ucenja, ki ga oznacujejo nenehne spremembe. Pogoj za take po-
bude je vzpostavljanje organizacijske kulture in klime, ki temeljita na zaupanju,

spostovanju, kriti¢ni refleksiji, sodelovanju, komunikaciji in delitvi odgovornosti.
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Summary

'This book is focused on two main concepts that are key to the efficient and mod-
ern professional development of teachers: teachers’status, and professional compe-
tence for the development of the students’ transversal competences in educational
practices. After the introductory theoretical and methodological starting points,
the second chapter sets out the theoretical and conceptual framework based on
a review of relevant scientific knowledge about the professional development of
teachers. Some basic conceptual definitions and key features of the dominant ap-
proach to professional development are also presented, while special attention is
given to current views that underscore the perspectives of professional develop-
ment. The third chapter is devoted to the analysis of factors affecting the position
and status of the teaching profession and various approaches to the definition of
status, as well as problems of not recognising the teaching profession, and the im-
plications of the conducted analysis are presented with the aim of improving the
position of teaching both within the profession and the society. The fourth chap-
ter explores self-regulated learning as an important transversal competence, which
has, as part of the Comprehensive Curricular Reform, gained importance with the
introduction of the cross-curricular topic “learning to learn”. Finally, in the fifth
chapter special attention is paid to questions of inclusive education policies and

competences of teachers for inclusive education.

Theoretical considerations and the results of empirical research permeate all chap-
ters of this monograph, whose aim is to explore the experience and attitude of
class and subject teachers of elementary schools in Croatia and Slovenia toward
professional development and status, as well as transversal competences in the field
of self-regulation and inclusion. The research included a total of 1,867 teachers
(1103 (59.1%) Croatian and 764 (40.9%) Slovenian elementary school teachers)
who correctly completed a questionnaire. The research, among other things, has
resulted in a set of proven tools that can serve as good empirical support for future

follow-ups of this topic.

Professional development of teachers is observed as a lifelong process of learn-
ing and development in the personal, social, and narrow field of expertise. It is
important how teachers perceive their competences and assess the possibilities for
their professional activity in the direction of critical, independent, and responsible

decision-making and action.

A person’s worldview, attitude toward oneself and others, the perception of the

relationship between the individual and school, family and culture in general,
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knowledge, attitude toward the learning content and methods of teaching, as well
as all the experiences that have shaped the idea of what teaching is and what a
teacher's work includes, affect the interpretation and importance which teachers
attribute to their teaching experience. In fact, many authors see this as the reason
why many professional development programmes do not have a genuine impact on
changing teaching practices and even less on student learning. It is therefore very
important to understand how teachers progress professionally and which condi-

tions contribute to and encourage their growth.

'The obtained results show that Croatian and Slovenian teachers on average assess
themselves as well trained, which raises the question as to whether the teachers pro-
vided realistic estimates of their qualifications or if they perhaps chose to give re-
sponses that showed themselves in a more favourable light than reality. The Croatian
teachers assess their qualifications as being significantly higher than the Slovenian
ones in all areas covered by this research (competence to analyse the strengths and
weaknesses of their educational work, establishment of a constructive dialogue with
their counterparts and a cooperative partnership with other schools, institutions, and
parents) except in the competence of mentoring pre-service students and teacher-
trainees. One may wonder whether Croatian teachers are truly more competent
or whether their self-assessment is less self-critical, i.e. whether Slovenian teach-
ers are too critical in assessing their competences in relation to Croatian teachers.
Despite the relatively high assessments of their readiness for professional activity, it
was found that Croatian and Slovenian teachers assess the lowest their capacity for
action in research and development projects, mentoring pre-service students and
student-trainees, and establishing a cooperative partnership with other schools and
institutions. This suggests that not all teachers have been trained to provide mentor-
ship or to assume the role of a mentor. It is also possible that teachers understand
to a somewhat lesser degree that collaboration on various research and development
projects and the establishment of cooperation with the wider community as one of
their key tasks. Based on this, it can be noted that these are areas in which it would

make sense to apply more incentives and support to teachers in the future.

It is clear that over time the role and tasks of teachers have increased, while their
status, compared to other professions, has remained stagnant or has even wors-
ened, as confirmed by the results of many different national and international re-
ports and studies. It can be stated that teachers are often caught between the high

expectations of society (and probably themselves) and low professional respect.

Croatian teachers, to a greater extent than Slovenian ones, agreed with the fact

that teachers’ work is among the most important in society, while, on the other
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hand, they feel to an even greater extent that the teachers’ work has a low social
reputation and is paid less in comparison to other equally demanding professions.
In contrast, Croatian teachers agree to a lesser extent than Slovenian teachers that
their profession provides regular income and financial independence, and that par-
ents and students respect them. In this sense, it can be concluded that Croatian
elementary school teachers perceive their reputation in society as being lower than
Slovenian teachers do, although they assess their qualifications for professional
activity to be significantly higher. At the same time, they assess themselves as being
well qualified for their professional activity, but also as under-recognised by others
in relation to how much they think they should be recognised. Such a discrepancy
signals the existence of a number of factors affecting the teachers’self-positioning
and status of the profession. This discrepancy also appears among Slovenian teach-

ers, but is less pronounced.

The results of this research also point to how teachers rank the reputation of their
profession in relation to the reputation of others, such as preschool teacher, high
school teacher, university professor, physician, nurse, lawyer, entrepreneur, journal-
ist, and stage actor. It was found that Croatian and Slovenian teachers ranked
highest the profession of physician followed by lawyer and entrepreneur. In ac-
cordance with the results of other research, it is not surprising that both Croatian
and Slovenian teachers ranked lowest the professions of preschool and primary

school teachers.

It is a disturbing fact that the Croatian and Slovenian teachers in our research ex-
press the least agreement for the statement that they are respected by the students
who are the first “users” of their knowledge. In this context we should mention
that a certain degree of responsibility for their reputation in society certainly lies
in the hands of teachers themselves, and that through demonstrating quality and
excellence in their professional activity they can certainly contribute to achieving
greater respect among students and parents, both toward themselves and their

work, and thus contribute to improving their prestige and status in society.

It should be expected that the dynamic changes taking place in our region impose
a need for the creation of an educational policy in which the following outcomes
will have priority: the improvement of salaries and working conditions, which ap-
pear to be the most critical factors affecting the professional status and personal
self-esteem of teachers, the provision of high quality teacher education, profes-
sional development opportunities and promising careers, the assurance of aca-
demic freedom, autonomy, and participation in decision-making, advocating for a

strong system of public education in local communities, maintenance of a regular
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dialogue between educational associations and the government, and encouraging

teacher participation in public policy development.

In modern educational contexts emphasis is placed on the development of in-
novation, creativity, problem solving, critical thinking, entrepreneurship, computer
literacy, social and other competences that cannot be achieved in a traditional edu-
cation sector with its emphasis on knowledge transfer. Transversal competences
are recognised as important teaching skills in the organisation of the learning
and teaching process and the teachers’ professional development, as well as in the
process of teaching these competences to students. The transversal competence
“learning to learn” and the various civic and social skills play a key role in inclusive
education, which is defined as “a process of addressing and responding to the di-
versity of needs of all learners through increasing participation in learning, cultures
and communities, and reducing exclusion within and from education” (UNESCO,
2005). In an inclusive classroom the teacher teaches different students with dif-
ferent educational needs. This implies strengthening the teacher’s interdisciplinary
collaborative skills for modelling and development of transversal competences
among students. Teachers’ transversal competences in the field of self-regulation
and inclusion have not been sufficiently explored, although there is room for im-

provement in the area of interdisciplinary and cross-cultural research.

Teachers’ attitudes and beliefs about the importance of self-regulated learning
largely determine their readiness to introduce activities and carry out the organi-
sation of classes in ways which would be stimulating for the development of the
competence of self-regulated learning. Such attitudes and beliefs are formed dur-
ing the initial and continuing education of teachers, so it is an interesting question
to what extent their self-assessment of the degree of professional competence can
be associated with positive beliefs about the importance of encouraging self-reg-
ulation of learning in students. In order to investigate the correlation between the
self-assessment of professional competences and proactive teachers’ beliefs about
self-regulated learning, the Scale of Teachers’ Beliefs about Self-regulated Learn-
ing (Lombaerts, Backer, Engels, van Braak, & Athanasou, 2009) was translated
into the Croatian and Slovenian languages and adapted to the local conditions in
these two countries. No statistically significant differences in teachers’ beliefs were
found between Slovenian and Croatian teachers. Professional competence has a
low (although statistically significantly) positive association with proactive beliefs
about self-regulated learning, pointing to a certain, minimum contribution of vo-
cational training to the development of a positive, proactive attitude toward self-

regulated learning. An almost identical result was obtained on the sub-samples of
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Slovenian and Croatian teachers, indicating a need to change initial and continu-
ing education in terms of better information about the importance of encourag-
ing the competence of self-regulated learning through a variety of cross-curricular

teaching activities.

An inclusive education policy has had a significant effect on the inclusion of stu-
dents with different abilities, interests, and opportunities in the regular heteroge-
neous classes. Therefore, it is crucial for the teaching of different students to be
individualised, and that teachers have the competence for such work. Initial edu-
cation should enable teachers to take responsibility for the learning and achieve-
ments of all students, including inclusive attitudes and values, as well as give them

the knowledge and skills needed for teaching in inclusive classes.

The results of the research presented in this work indicate that teachers assess
themselves as being partially to well-qualified to teach in inclusive classrooms,
whereby they consider themselves most qualified to manage classroom discipline
and encourage the development of social skills. Their level of self-perceived com-
petence with regard to individualised instruction is associated with professional
competence, but not with age or length of service. Female teachers perceive them-
selves as more competent for individualised teaching. No cross-cultural differences
in qualifications for individualised instruction are observed between the Croatian
and Slovenian teachers, except in connection with their level of professional and

inclusive competence, which is higher in Croatian teachers.

Current trends in inclusive education emphasise that one of the characteristics
of quality teaching is an individualised approach based on the strengths of each
student. An inclusive policy increases the number of children with disabilities in
regular classes, especially students with significant needs for individualisation.
'Therefore, it is important to allow teachers to acquire specific skills in their work
with children with special needs in inclusive settings during initial education, to
strengthen self-efficacy, particularly efficiency in collaboration with professional
colleagues and other teachers, which is associated with the attitude of teachers
towards inclusion, and to strengthen teachers’ skills for interdisciplinary coopera-
tion. Therefore, the professional development of teachers as a long-term process
that involves various forms of systematically planned opportunities and gaining
experience is crucial for the development of the competences that are essential for

an inclusive teacher, as evidenced by the results of this research.

Finally, teachers are responsible for the expansion of the boundaries of professional

knowledge through reflective practice and systematic engagement in continuous
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professional development. If our goal is to contribute to the creation of innova-
tive educational practice and encourage the development of innovation, creativity,
problem solving, critical thinking, entrepreneurship, computer literacy, social and
other competences, and the implementation of appropriate activities in the class-
room then, among other things, we ought to reconsider traditional educational
approaches while putting into question many established educational theories and

practical solutions.

In order for teachers to acquire the competences needed for these new roles, it is
necessary to ensure the quality of initial education and a coherent process of con-
tinuous professional development. Professional development does not happen in
a vacuum, and it is important that it includes other elements in a broader context
(such as professional identity, characteristics of the environment, social conditions,
and the development of motives for participation in professional development),
which can also affect the institutional practice of professional development. Main-
taining a high level of teachers’ abilities to act in different fields of professional ac-
tivity and their progress in critical, independent, and responsible decision-making
and action requires an appropriate institutional, administrative, and organisational
structure, which recognises the importance of continuous learning and promoting
development at the individual and institutional levels. Providing an environment
that supports learning plays a critical role in the success of learning and educa-
tional efforts, especially if one considers the contemporary context of work and
learning, which is characterised by continuous change. A prerequisite for such an
initiative is the establishment of an organisational culture and climate that would
be based on trust, respect, critical reflection, collaboration, communication, and the

distribution of responsibilities.
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