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Povzetek 

Profesionalni razvoj pedagoških delavcev v zadnjih letih postaja vse pomembnejši v 

raziskovalnem in praktičnem kontekstu. Večina raziskav na področju profesionalnega razvoja 

je bila narejena na vzorcih učiteljev osnovnih ali srednjih šol. Enako velja tudi za modele 

profesionalnega razvoja. Pomanjkanje raziskav in odsotnost sodobnega modela 

profesionalnega razvoja vzgojiteljev onemogočata uveljavljanje specifičnosti vzgojiteljskega 

poklica, zato je bila naša raziskava usmerjena v oblikovanje modela profesionalnega razvoja 

vzgojiteljev. 

V teoretičnih izhodiščih so opredeljene znanstvene in družbene spremembe, ki so 

pripeljale do potrebe po profesionalnom razvoju vzgojiteljev. Pri tem je poudarek na sodobnem 

vzgojitelju v evropskem kontekstu, spoznanjih o pomenu otroštva in kakovostne zgodnje pa 

tudi predšolske vzgoje ter nevroznanstvenih odkritij. Nadalje so opredeljeni temeljni pojmi 

stroke in merila, ki jih mora izpolnjevati poklic, da postane profesija. Podan je pregled 

evropskega razumevanja inicialnega izobraževanja vzgojiteljev pa tudi zgodovinski pregled iz 

hrvaškega konteksta. Opisani so različni pristopi, oblike in načini ter dejavniki profesionalnega 

razvoja vzgojiteljev. Poseben poudarek je na pregledu modelov profesionalnega razvoja, ki 

služijo kot izhodišče za oblikovanje našega modela profesionalnega razvoja vzgojitelja. 

Namen empirične raziskave je bil preučiti mnenja, stališča in izkušnje vzgojiteljev o 

določenih elementih profesionalnega razvoja in na tej osnovi zasnovati model profesionalnega 

razvoja, ki bi bil specifičen za vzgojiteljski poklic. V kvantitativni del raziskave je bilo 

vključenih 524 vzgojiteljev in 45 ravnateljev, v kvalitativni del pa 10 vzgojiteljev. Podatki so 

bili pridobljeni z vprašalnikom, ki je bil oblikovan za namene raziskave, in z intervjujem. 

Zanimalo nas je, kateri dejavniki vplivajo na odločitev vzgojiteljev za profesionalni razvoj in 

katere ključne elemente, kot so osebe, trenutki pri njihovem delu itn., poudarjajo kot pomembne 

pri svojem profesionalnem razvoju. V raziskavi so nas zanimala tudi stališča vzgojiteljev o 

dejavnikih, ki po njihovem mnenju vplivajo na spremembo podobe vzgojiteljskega poklica v 

družbi. Raziskovali smo tudi kompetence, in sicer z dveh vidikov: njihovega razvoja v času 

začetnega študija in mnenj vzgojiteljev glede pomembnosti navedenih kompetenc v njihovi 

pedagoški praksi. Podatke smo obdelali na ravni deskriptivne in inferenčne statistike. 

Raziskava je pokazala, da večina vzgojiteljev kljub oceni težavnosti dela in poklicnih 

vlog ni nikoli želela opustiti svojega poklica. V sklopu dejavnikov profesionalnega razvoja med 

drugim ugotavljamo, da se vzgojitelji ne udeležujejo konferenc in ne objavljajo svojih del. Del 
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intervjuvanih vzgojiteljev kot ključno osebo, ki je imela nanje poseben vpliv pri njihovem 

profesionalnem razvoju, navaja ravnatelja ali člana strokovnega odbora. Pomembno vlogo 

pripisujejo tudi sodelavcem. Večina ob tem navaja pozitivne izkušnje v obliki neposrednega 

vpliva, kot so nasveti ali besedne spodbude. Ena izmed pomembnih ugotovitev raziskave je tudi 

ta, da mlajši vzgojitelji o profesionalnem razvoju razmišljajo večplastno. Zlasti pri zaznavanju 

negotovosti so bile med vzgojitelji z različno delovno dobo ugotovljene statistično pomembne 

razlike; začetniki v primerjavi z drugimi vzgojitelji občutijo višjo stopnjo negotovosti, ki se z 

delovno dobo zmanjšuje. Vzgojitelji začetniki visoko ocenjujejo svojo strokovnost. Vzgojitelji 

z različno dolgo delovno dobo se ne razlikujejo statistično pomembno v presoji vzgojiteljskega 

poslanstva, neposredne strokovne dejavnosti ter materialnih pogojev in zunanjih dejavnosti.  

Izhajajoč iz pridobljenih rezultatov in teoretičnih spoznanj o profesionalnem 

izobraževanju pedagoških delavcev, smo oblikovali šestfazni model profesionalnega razvoja 

vzgojiteljev: vzgojitelj začetnik (0–3); refleksivni vzgojitelj (4–7); napredni vzgojitelj (8–12); 

rutinski vzgojitelj (16–23); vzgojitelj ekspert (24–30); vzgojitelj veteran (nad 30 let). Faze so 

poimenovane glede na specifike posameznega obdobja; pri vsaki so podane tudi usmeritve za 

spodbujanje profesionalnega razvoja, in sicer na individualni, institucionalni in na sistemski 

ravni. 

Ključne besede: dejavniki, kompetence, model , profesionalna identiteta, profesionalni 

razvoj 
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Abstract  

 Professional development of preschool teachers has over the last few years gained in 

importance, both in research and practice. European education policy recognizes the importance 

of preschool teachers’ role in developing self-awareness as well as the importance of early and 

preschool education in which the professional development of teachers represents an indivisible 

component of culture. However, most research in the field of professional training focuses on 

elementary and high school teachers, and the same applies to professional development models. 

Lack of research and the absence of a modern model of preschool teachers’ professional 

development makes it impossible to appreciate the specificity of the preschool teacher 

profession and the needs arising from these specificities in shaping and evaluating preschool 

teachers’ professional development. 

The theoretical part of this thesis tries to explain scientific and social changes that have 

led to professional development of preschool teachers. Emphasis is placed on the contemporary 

preschool teacher in the European context, acknowledgement of the importance of childhood 

and the quality of early and preschool education, as well as on neuroscientific discoveries, 

which influence the practice and society in this field. Furthermore, the basic concepts of 

profession and requirements are determined, which an occupation must meet in order to become 

a profession. This thesis emphasizes professional development with an overview of the 

European understanding of initial preschool teachers’ education, as well as a historical 

overview of the Croatian context as the foundation of today’s approach. It also discusses 

different approaches, forms, and ways of professional development and numerous factors of 

preschool teachers’ professional development. This part is particularly focused on the overview 

of the models of professional development, which have served as a starting point for the creation 

of our model of professional development of preschool teachers. 

The aim of this thesis is therefore to examine the opinions, attitudes, and experiences of 

preschool teachers about certain elements of professional development, and to create a model 

of professional development that is specific to the preschool teacher profession. 524 preschool 

teachers and 45 principals participated in the quantitative part of research and 10 preschool 

teacher-mentors and preschool teacher-advisors took part in its qualitative part. Data was 

collected by means of a questionnaire, which was created for the purspose of this research, and 

interviews with preschool teacher-mentors and preschool teacher-advisors. We were curious to 

find out which factors particularly affect preschool teachers’ choices in their professional 
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development and which key elements, such as people or moments at work, are emphasized as 

important in their professional development. In addition, the thesis explores and analyzes 

preschool teachers’ attitudes towards factors that may affect the image of the preschool teacher 

in society. Insight is also provided into competences from two aspects – preschool teachers’ 

development during initial research and their opinions about which of the mentioned 

competences they deem important in practice. Data was analyzed at the level of descriptive and 

inferential statistics. 

 Despite the work difficulty and roles that keep piling up year after year, research shows 

that most preschool teachers have never considered leaving their job. Still, the most common 

reasons for considering it are stressful and difficult work and bad relations with other 

stakeholders in the education process. Research has also shown that preschool teachers do not 

attend conferences and do not publish papers. A part of the interviewed preschool teachers 

mention the principal or a team member as a key person who has had a certain influence on 

them in their professional development. Overall, they describe positive experiences in the form 

of direct influence, such as counseling or verbal stimulation. Preschool teachers describe, 

almost to the same extent, professional development either as a fairly simple concept or as part 

of a reflective practice focused on the child. It has been established that younger preschool 

teachers reflect about professional development in multi-dimensional terms. 

 Statistically significant differences in the perception of insecurity were obtained 

in the category of novice preschool teachers who, in relation to other preschool teachers, feel a 

higher level of insecurity that decreases over time. Novice preschool teachers also evaluted a 

high level of professional expertise. Preschool teachers with different types of work experience 

do not differ in the importance of professionalizing the preschool teacher calling, direct 

professional activities, and material conditions and external activities. All this data points to the 

need for a model of professional development of preschool teachers given that some data 

obtained through research, due to the specificity of the preschool teacher profession, differ 

significantly from research of the school teaching profession. For this reason we have created 

a six-phase model of preschool teachers’ professional development based on the obtained 

results and theoretical insights. Phases are named according to the specifics of each particular 

period: a) Novice preschool teachers (0-3); b) Reflective preschool teacher (4-7-); c) Advanced 

preschool teacher (8-12); d) Routine preschool teacher (16-23); e) Expert preschool teacher 

(24-30); f) Preschool teacher veteran (over 30 years of work experience). In each of these phases 
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the focus is on achieving professional development at the (1) individual level, (2) level of 

institutions and institutional groups, and (3) system level.  

 

Key words: factors, competences, model, professional identity, professional development 
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1. INTRODUCTION 
 

The notion of professionalism in early and preschool education has never been as 

pressing as in recent years. Child and childhood in the modern society have become valuable 

in and of themselves; this is a period that cannot be replaced nor easily understood. New 

discoveries in the fields of medicine, pedagogy, sociology, psychology, and other sciences place 

an emphasis on the importance of this period in the creation of a wholesome personality. 

Therefore, it is not irrelevant who these “professionals” that work with children are, what their 

competences are, and how their professional development occurs. Although all this is well-

known and clear, the European Commission has concluded that early and preschool education 

is still given less importance than any other (subsequent) level of education (Council of the EU, 

2011). The same document outlines the objectives placed before the education policy, including 

the “high quality” of early and preschool education, a holistic approach to the child, family and 

preschool co-operation, and all levels of education (Council of the EU, 2011). It recognizes the 

importance of promoting the professionalism of employees included in preschool institutions, 

encouraging the development of their competences, qualifications, working conditions, and 

enhancing the reputation of the teaching profession. Among other objectives, it is important to 

highlight the promotion of research projects in the area of early and preschool education that 

are based on reflective practice and action research, which speaks in favor of the preschool 

teacher profession. All this clearly points to the need to explore a new educational practice in 

which the professional preschool teacher must be competent to present new roles that (s)he will 

develop through a personal plan of professional development. 

 A quality early and preschool education professional is a key factor in determining 

positive outcomes of learning and the child’s development, as well as his success in later life. 

The initial preschool teacher education provides, in a short period of time, the development of 

an entire spectrum of competences as a good starting point to enter the educational practice, but 

it can hardly equip the preschool teacher with all the skills (s)he will need throughout their 

working life. Additional professional development takes on this key role in the creation of a 

modern preschool teacher. Based on the review of national and international literature on the 

professional development and competences of preschool teachers, it is observable that fewer 

researches exist compared to other levels of the education system. Therefore, research on the 

professional development of preschool teachers is of utmost importance for the development of 
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the preschool teacher profession and the quality of preschool teachers’ professional activities, 

which is the subject of this research. 

 With this is line, this thesis is designed to provide in its theoretical and empirical parts 

an overview of the current state, knowledge, and aspirations on which the need for professional 

development of preschool teachers is based. The theoretical part will thereby cover three units. 

 In the first part, we will try to explain who the modern preschool teacher is in the 

European context and what the knowledge foundation is for the need for such a teacher. In this 

regard, the emphasis is placed on two basic starting points. One starts from the aspects of 

contemporary childhood awareness, primarily neuroscience, which in the past decade 

discovered, for early and preschool education, extremely important findings, which influences 

the changed image and position of the child in society. Consequently, the position and role of 

the preschool teacher has also changed. The second point focuses on the aspect of the changed 

image of early and preschool education itself. Namely, research that has recently been intensely 

pursued in this area proves the impact of quality institutional education on long-term child 

benefit, as well as the benefits for the European society. Quality professional development of 

preschool teachers is directly related to the effectiveness of institutional early and preschool 

education. These two starting points, among other things, explain the need for 

professionalization of the preschool teacher calling, which is discussed in the second part. 

 Professionalization leads to systematic improvement of the profession’s educational 

quality, its work, control of work, and finally the image of the profession in society. In the 

second part, therefore, the basic concepts of the profession and the criteria that the calling will 

have to satisfy will be defined in order to move towards a profession. It should be emphasized 

that professional development is one of the key preconditions of professional development, 

which indirectly affects and/or is linked to other criteria. 

 In the third part of the theoretical part of the thesis, the emphasis will be on the 

professional development of the preschool teacher. Different approaches, forms and ways of 

professional development will be discussed that give new insight into the importance of 

professional development of preschool teachers. An overview of the European understanding 

of initial preschool teacher education will be given, as well as its historical review from the 

Croatian context. Furthermore, a brief overview of the program foundation and internship in 

the Republic of Croatia will be briefly discussed. Special attention will be paid to the various 

factors of preschool teachers’ professional development, who, in the author’s opinion, occupy 

a key place in the contemporary aspect of the professional development of preschool teachers, 
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such as resilience, preschool teachers’ research, the principal, etc. The competence approach to 

professional development is one of the approaches that have been significantly discussed lately. 

Therefore, insight will be provided into this approach as well, because preschool teachers’ 

competences will be discussed in the empirical part. Finally, an overview will be presented of 

the professional development model, which serves as the starting point for the formation of our 

professional development model. 

 The empirical part will clarify the purpose and purpose of research, describe the course 

of data collection, used methodology, the sample, and research questions. Particular attention 

will be given to the measurement characteristics of the scales created for the purpose of this 

research. 

 Chapters Results and Discussion, using research questions as a starting point for 

analysis, will give insight into the data obtained through conducted research. Finally, the key 

findings of this research, as well as the basic settings of the theoretical part of this thesis, will 

be used to develop a model of preschool teachers’ professional development. The professional 

development model of preschool teachers is also the scientific contribution of this work, since 

models of professional development usually focus on schoolteachers. 
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2. THE MODERN EUROPEAN PRESCHOOL TEACHER 
 

In the European Union, with Croatia as one of its members states, there are significant 

differences in understanding the system of preschool education and teacher education, which 

has as a consequence a variety of views on the profession and implementation of professional 

preschool teachers’ development. 

There are even terminological differences between these countries; however, the term 

“teacher” is used in the common area of the Union, referring to the person who works in early 

and preschool education. The term “teacher” is mentioned in European documents in the 

context of a person who has the status of a teacher (or its equivalent) in accordance with legal 

regulations and practices of each country. Since the work of the preschool teacher is also viewed 

in this context, “teacher,” as an umbrella term, will be used in the following text in the review 

of documents, studies, and articles related both to preschool teachers and elementary school 

teachers, while the term “preschool teacher” will be emphasized only when specific reasons for 

that occur. 

Although the developmental trajectory of preschool institutions in most EU countries 

has followed a similar path from social to educational institutions, the same cannot be stated 

for the path of educational development and access to professional development of preschool 

teachers. There are many differences in this area within the European Union and only recently 

has the impetus been given to move in the direction of the same common objectives. Therefore, 

a series of documents have recently been adopted and many research projects have been 

initiated for the purpose of establishing a current status and benefits of the professionalization 

of early and preschool education. 

The first key EU document for early childhood education and care1 was created in 1992 

(Council of the European Communities, 1992). It is noticeable that the very title of the 

document still refers to “child care.” Since then, a lot of attention has been given to this issue 

and a profound shift has been felt in the foundations on which European ECEC policies are 

based (Urban, Vandenbroeck, Lazzari, Van Laere and Peeters,  2011). Initially, arguments for 

investing in ECEC were mainly prompted by the socio-economic issues around employment, 

competitiveness, and gender equality. Recently, the emphasis has been on children’s rights, 

issues of citizenship, equality of educational opportunities, and social cohesion (Urban, 

                                                           
1 Hereinafter ECEC. 



 
5 

 

Vandenbroeck, Lazzari, Van Laere and Peeters,  2011; Council of the EU, 2010). The European 

Union highlights the institutional importance of early and preschool education because 

investment in the early and preschool community reaps the greatest benefits for the future – 

from the success in later life to the social adaptation of children. 

Today, the European Union recognizes the importance of ECEC from three perspectives 

(Urban, Vandenbroeck, Lazzari, Van Laere and Peeters,  2011): 

1. Economic perspective – the foundations of lifelong education are built during the 

preschool age, which increases individual achievements and thus the achievement of the 

entire society (Council of the EU, 2006). 

2. Educational perspective –early entry into the education system reduces dropout rates, 

serves as the most beneficial foundation for efficient lifelong learning, individual 

achievements and thus the achievement of the entire society (Council of the EU, 2006). 

3. Social perspective – attending a preschool institution prevents violence and helps to 

improve family relationships and health. In particular, positive effects are visible in 

children from socially deprived families, families of lower economic opportunities for 

children with disabilities, in the inclusion of children with other linguistic backgrounds, 

etc. 

 

Therefore, it is understandable that one of the goals which the Member States are 

striving to achieve by the year 2020 is the inclusion of at least 95% of children between their 

fourth year of age and enrollment in institutional preschool education (Council of the EU, 

2009b). An increase in the number of children included in institutional education, new 

knowledge, and understanding of the importance of childhood, among other things, require a 

more qualified staff, high standards, and continuing professional development, but also the 

creation of a rapport between the leading figures of preschool education at all levels and areas. 

In the Council conclusions from 2009 about framework strategies for a European 

cooperation in education and training, known under the abbreviation ET 2020, four strategic 

goals are emphasized, which EU Member States should especially focus on until 2020 (Council 

of the EU, 2009b):  

1. Making lifelong learning and mobility a reality; 

2. Improving the quality and efficiency of education and training; 

3. Promoting equality, social cohesion, and active citizenship; and 
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4. Encouraging creativity and innovation, including entrepreneurship, at all levels of 

education and training. 

 

We are of the opinion that these strategies place new expectations before preschool 

teachers in which they participate in a myriad of ways – as European citizens, who should be 

enabled access to the aforementioned aspects, and twice as professionals, on the one hand, with 

regards to their profession (in the broadest sense) in accordance with the strategies, and, on the 

other hand, with regards towards children as European citizens. The importance of professional 

development of teachers is highlighted as part of priority areas of the first cycle of ET 2020 

realizations, whereby focus is placed on the quality of initial education, support of new teachers, 

and possibilities of further quality professional development. 

The way in which the European Union places high hopes on early and preschool 

education, and to which extent it believes in the power and strength of its impact is best 

described in the part of the document that describes early childhood education as a potential 

which provides children with a good start for the world of today and as an opportunity to break 

the vicious circle of transferring the disadvantaged position from one generation to the next 

(Council of the EU, 2011). 

In February 2011, the European Commission presented its key assumptions for the 

future European cooperation in the field of early and preschool education in the document titled 

“Early Childhood Education and Care: Providing all our children with the best start for the 

world of tomorrow,” with the intention of increasing its quality and accessibility for children 

from their birth to the start of compulsory education. High quality early and preschool 

education, through the empowerment of all children to develop their potential, can strongly 

contribute to the achievement of two leading objectives of the European Union. These are the 

objectives set out in the “ET 2020” strategic framework and they relate to the reduction of 

school dropout rates to below 10% and raising at least 20 million people out of poverty and 

social exclusion (European Commision, 2011). 

Yet despite recommendations, there are many differences in Europe in terms of 

preschool teacher education, organization of early and preschool education, funding, etc. Figure 

1, taken from the document CoRe 2011 (European Commision, 2011), clearly shows the 

difference in the preschool teachers' access to education in the countries that participated in this 

project.       
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Figure 1. Differences in the access to preschool teacher education (Source: European 

Commision (Core), 2011) 

 

 

It is noticeable that Croatia finds itself in an enviable position that can serve as an example 

to other countries. Nowadays, a preschool teacher in the Republic of Croatia is graduating from 

university studies, at least the undergraduate level, and in the recent years even the graduate 

(Master) level. 

Oberhuemer, Schreyer, and Neuman (2010) categorized, as part of the SEERPO2 project, 

early and preschool education professionals in the European Union (at that point 27 member 

states) on the basis of their education into the following categories: 

1. “Early childhood professional” – in essence, this category refers to professionals who 

were educated in the combination of “education and care.” Early and preschool 

education has its own status that is distinct from elementary school. These are 

professionals who are trained to work with children from birth to school age. If we had 

                                                           
2 The SEERPO project (Systems of early education/care and professionalization In Europe) aim to track current 

developments regarding the qualification requirements and professional development of early childhood personnel 

in EU states (Oberhuemer, Schreyen and Neuman, 2010, p.7) 
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to include a Croatian preschool teacher into one of these categories, then he would fall 

under this group of professionals. 

2. “Pre-primary professional” (preschool professional) - as the name suggests, this 

professional is prepared to work with children who will soon begin with their 

elementary school education. This is the kind of professional who covers the narrowest 

area of activity, which is based on two to three years prior to the child’s enrollment in 

elementary school. Due to the fact that their area is understood as a kind of preparation 

for school, their training gives emphasis to the “education” component. 

3. “Pre-primary and primary school professional” (preschool and elementary school 

professional) – (s)he is educated for a much wider age range in comparison to the 

previous group, with a core focus on the dominant school sector, which is also the focus 

of their education. 

4. “Social pedagogy professional” (social pedagogist) – (s)he is qualified to work with 

all age groups. Although their education is not necessarily aimed at childhood, this 

professional plays the main role in a group of preschool children. 

5. “Infant-toddler professional” (“nursery” professional) 

6. “Health/care professional” 

Professionals who work in the field of early and preschool education in Europe go by 

different titles (preschool teacher, teacher, pedagogue...), and it is evident, based on the 

provided categorization, that they differ in terms of the level, area, duration of education, and 

activities they are involved in. “Infant-toddler professionals” and “Health/care professionals” 

work exclusively in the field of early childhood education, i.e. health care (ad 6), with children 

up to three years of age. It is in this sector that we find the greatest diversity of professionals 

and their education. Institutions that take care of children up to three years of age, in a part of 

European countries, are in the “hands” of the Ministry of Health and Social Welfare, and the 

other part is under the jurisdiction of the Ministry of Education. This fact alone gives us a hint 

at who the professionals working in those countries are and what the aims of institutions are 

that provide care for children. Institutions across Europe dealing with the education of children 

older than three years are under the jurisdiction of the Ministry of Education. It is evident that 

the “educational” work is associated with more qualified staff and “preschool” education, while 

“care and attention” is associated with lower, usually medically qualified personnel, i.e. to 

“early” care and education. Such division makes the professionalization of the teacher calling 

more difficult and it prevents a quality continuity of educational work (Blanuša Trošelj, 2012). 
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In order to provide preschool education with a place in the education system that it rightfully 

deserves, it is necessary to create a continuity of the education process with an emphasis on the 

importance of the first three years of life. This would, in our opinion, mean that a highly 

qualified professional is the only person allowed to work in the nursery. 

Despite the above-mentioned differences, the European Union understands the importance 

of the preschool teachers' role in the creation of a healthy and successful individual. Different 

understandings of this role are the result of new paradigms and scientific knowledge about the 

importance of childhood period both for the individual and the society, which will be elaborated 

on in the following chapter. 

 

2.1.TOWARDS A NEW PARADIGM OF THE CHILD AND 

CHILDHOOD 
 

The twentieth century has been called the century of the child. However, the path to the 

position in which childhood is qualitatively and quantitatively understood differently has been 

long. In order to understand how this significant change in the understanding of the preschool 

teachers' role in society came to be, it is crucial to take into consideration the changes that have 

taken place in the understanding of the child and childhood throughout history. 

Education has been present since the very beginning of humanity, but it has also been 

constantly changing within the society as its integral part (Vasta, Haith and Miller, 2004). Back 

in the day, children would, as soon as they could walk, receive assignments, and were usually 

taught by their parents (Zaninović, 1988). Childhood as a period of life did not matter (Ariès, 

1962), it was “in the service” of adults. As children were growing up, they were taking on more 

demanding duties. 

Although great civilizations such as Greece or Rome recognized the impact of childhood 

on later life, childhood itself did not matter. Education was only available to children belonging 

to the upper classes. Plato and Aristotle emphasized the importance of education (Platz, 2005), 

but predominately because of the political importance of education (Zaninović, 1985). Aristotel 

emphasized the importance of play in the education of preschool-aged children. However, 

practical actions advocated at that time would be unimaginable today. Children were often 

murdered, sold into slavery, sexually exploited, while no sanctions for such procedures existed. 

In civilizations like Sparta or Athens children's education served the purpose of achieving 

certain objectives and creating good citizens. Parents played the main role in children’s 
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education and it was not until the middle childhood that a teacher was included in children’s 

education. From the very beginning of civilization, the teacher had unquestioned authority over 

children and the right, for example, to their physical punishment. Children were considered as 

the property of the family, with the father as “the head of the family,” who also enjoyed absolute 

power. Such an understanding of the child and his or her childhood did not dramatically change 

in the years leading into the twentieth century. Childhood was misunderstood as evidenced by 

the nonexistence of childhood as a period or concept in the Middle Ages. Families mainly gave 

birth to many children and since infant mortality was high, the relationship between parents and 

children was restrained and more reserved than in later periods (Nemet, 2006). Philosophical 

interpretations of the unique nature of childhood and separate periods of development did not 

exist in the Middle Ages (Borstelmann, 1983, according to Berk, 2008). 

From the seventeenth century onwards many important people emerged who, even 

before the formation of preschool pedagogy as a separate pedagogical branch, contributed to a 

changed perception of the child, childhood, education, and the role of adults in a child’s life. 

The first person to emerge was John Amos Comenius, who deviated from the medieval 

conception of the child as a “miniature adult.” His work advocated the kind of education that 

would be appropriate to the nature of the child and his specific characteristics. He espoused the 

method of learning that enables fast and thorough learning, learning through research, 

interviews, and observations, i.e. the child’s self-activity. According to “the golden rule of 

didactics,” learning should activate many senses. From Comenius to the modern day and age, 

the number of authors who have written and researched children and/or the period of childhood 

has increased (King, 2007). Jean-Jacques Rousseau advocated natural education (naturalism in 

education) believing that children would remain good if they were removed from the society. 

In his work, “Emile, ou Traité de l'Education" (Emile, or on Education) published in 1763, he 

proposed the idea of the child’s right to be a child (Peltzman, 1998). Robert Owen founded the 

first preschools at the beginning of the nineteenth century because he believed that education 

of children should start during early childhood (Zaninović, 1985). However, the function of 

these preschools was primarily social in character – they were intended for the children of 

factory workers. Johann Heinrich Pestalozzia, who was a teacher, should also be mentioned 

here as well as his most influential student, Friedrich Wilhelm Fröbel. It was Fröbel, called the 

father of the preschool, who systematized the first organized early and preschool education, 

giving the preschool far more significance than reducing it merely to its social character 

(Peltzman, 1998). 
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“He saw hidden meaning in natural objects, believing they would reveal the world to 

children. His belief that development was unfolding the inborn capacities of the child led 

Froebel to state that the role of education must be to help the child make what is internal, 

external” (Peltzman, 1998: xv). 

First significant changes in the lives of children occurred in the eighteenth century. The 

industrial revolution affected the society and the family, as well as the position of children. 

Traditional families disintegrated as a consequence of large migrations to cities, and the role 

and status of women changed within the family. Due to the economic and political changes in 

this period, women managed to obtain their right to vote and a better position in the society 

(Ljubetić, 2007). A change in the social perception of marriage was felt as well. Marriage was 

now a personal choice of both partners, according to the criterion of love, which implies that 

marriage became acknowledged as an emotional rather than an economic unit (Ljubetić, 2007). 

Families suddenly included two generations, parents and children, separated from the extended 

family and society, and more attention was given to children, whose number in the family 

decreased. At this point, child labor still existed, but would later become abolished by the 

aforementioned Robert Owen. 

The twentieth century brought on a shift in the perception of the child and childhood, as 

well as in their position in the life of individuals and the society. We owe a great deal to Maria 

Montessori since we consider her as the founder of preschool pedagogy as a separate branch of 

pedagogy. Montessori provided the first scientific research and systematic collection of data on 

childhood and upbringing. The history of childhood as a separate branch of history begins in 

the 1960s with Philippe Ariès’s Centuries of Childhood: A Social History of Family Life, 

followed by other prominent authors studying the same subject, who, on the one hand, either 

criticized Ariès (Linda Pollock, Alan Macfarlane, Steven Ozment, and others) or, on the other, 

agreed with his views (Lawrence Stone et al.) (King, 2007). Among others, it is important to 

mention David Hunt’s Parents and Children in History (1970, according to King, 2007), 

Edward Shorter’s Making of the Modern Family (1975, according to King, 2007), and Lloyd 

de Mause – Asa’s The Evolution of Childhood (1973, according to King, 2007). It was Mause 

who established History of Childhood Quarterly, one of the first journals that published essays 

on the history of childhood (King, 2007). 

With this in mind, we notice that childhood has changed throughout time so that today 

children could become the very center of the education process, accepted as valuable and 
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important, with all their needs and peculiarities as individuals. The current altered image of the 

child and childhood could be summarized into a few basic ideas (Slunjski, 2012): 

- childhood is seen as a particularly important period in the entire life cycle, which is 

important in and of itself, not just as a “transition to adulthood” 

- a child is viewed as an individual marked by his/her unique qualities, with his/her 

own opinions and understanding, who is not an “incomplete” or “incompetent” adult 

- a child is an autonomous entity whose views and interests may differ from the 

members of his/her family and other adults 

- a child is a person with his/her own rights, which include the right to an opinion and 

participation in decisions that affect his/her life. 

 

 In the ISSA Pedagogical Standards, Competent Preschool teachers of the 21st Century, 

it is stated that “The young child [is] a citizen now, with a strong voice, rights, and 

responsibilities; and the role of preschool teacher [is] to support him/her to be a responsible 

member of society, to develop a sense of empathy and concern for others, to develop an 

openness and respect for diversity, to acquire skills to form, express, and justify their opinions, 

to listen respectfully and be tolerant to the opinions of others, and to resolve conflict” (Tuna, 

et al., 2011: 14). 

 The traditional paradigm of early childhood used to view the child as an inept, reactive 

being unable to function on his/her own. This approach regarded adults as teachers of skills that 

are necessary in children’s lives in order to foster development and learning. Modern scientific 

findings are changing such as image of children and are giving them a place they deserve. In 

the new paradigm of early childhood, children are seen as active and competent individuals, 

and as key actors of their own development. As a consequence, this changed understanding of 

children and their potential is redefining the role of adults. 

Childhood is socially constructed and, therefore, it differs (Šagud and Jurčević Lozančić, 

2012). Despite some universal characteristics, childhood is generally determined by 

surrounding factors. In such a conception, the preschool teacher becomes the holder of these 

changed roles, which are important for the realization of the new child and childhood paradigm. 

We place an emphasis on the quality of the teaching staff as one of the main factors that directly 

affect children’s achievement (Barth, 2001), which has now been generally accepted. 
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2.2. NEUROSCIENCE AND IMPLICATIONS FOR EARLY 

CHILDHOOD EDUCATION AND CARE 
 

 The end of the twentieth century was marked by the beginning of a new understanding 

of the importance of early childhood in an individual’s life and in the functioning of the society. 

“Revolutionary” scientific knowledge on the development and functioning of the brain at the 

time contributed to this notion. For this reason, the last decade of the twentieth century was 

termed the “Decade of the Brain.” 

 Insights collected at the end of the century branched out into two directions - one 

focusing on the promotion of the importance of learning during early childhood and the other 

on finding a foothold in the prevention of developmental disabilities (Shonkoff and Levitt, 

2010). Both are important, often without excluding each other, and as such they have created 

almost a mental pressure on the legislators. A good example is the growing number of 

documents that marked the beginning of the twenty-first century and which promote 

scientifically based investments in the development and education of early and preschool aged 

children. 

 Neuroscientific research has contributed to the creation of a big step forward in viewing 

the importance of early and preschool age. Over the past decades, innovations in technology 

have enabled a clearer picture of how the brain develops and what factors have special 

importance for its proper development. Although the processes occurring in the brain can partly 

be attributed to heritage (genes), the development of its full potential is largely credited to 

external influences and incentives. Brain cells (neurons) are produced astonishingly fast during 

the prenatal development and the diet of future mothers seems to have special influence. When 

a child is born, the brain size is at about 70% of an adult brain size and its weight is about 25% 

of an adult brain size. New neurons are still generated, which, triggered by the external stimuli, 

create reciprocal links called synapses and this enables their mutual communication. However, 

new neurons are formed only in specific parts of the brain (OECD, 2001b). During maturation, 

brain cells change their appearance and function. Threads connecting neurons (dendrites) create 

complex neural pathways, whereby they become thicker in case brain cells are frequently 

exposed to stimulation of equal characteristics (Jovančević and Ježić, 2007). As the child 

develops, synapses become increasingly more complex and the final effect is a dense network 

of neural pathways occurring as a result of physiological processes induced through stimulation 

and learning (Jovančević and Ježić, 2007). However, if the stimulus does not repeat itself, links 
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become thinner and they disappear sooner. This process slows down after the third year and 

lasts until about ten years of age. Such “drying out” of connections becomes more pronounced 

than the creation of new ones and the network connecting brain cells becomes scarcer. The 

brain of a three-year child has more synapses than (s)he will need during adulthood. Those 

synaptic connections and pathways of the brain that are not used will eventually disappear, but 

only the frequently used ones will remain and will become stronger through their frequent use.  

Developmental processes take place in the brain throughout the entire developmental period 

during which, in response to external stimuli, the brain alters its physical, chemical, and 

structural features (Jovančević and Ježić, 2007). By the sixth year of age, the child’s brain 

weighs 95% of an adult brain. Yet, many “critical periods” have already been overcome. It is a 

common fact that a child adopts the native language during infancy, which he then starts 

verbalizing around the first year. By the sixth year, it is very likely that the second language (if 

exposed to) will be pronounced with an authentic accent, which is nearly impossible later during 

adulthood. However, if the child is not exposed to language during early childhood, later 

exposure will not make a significant impact on his speech. There are a number of similar 

examples, but some of them are taken as a “natural course” of development, although it is clear 

that a lack of visual, motor, and other incentives cause damage for life, which is especially 

visible in cases of abused and neglected children. This is because certain parts of the brain, after 

the critical period, lose their plasticity. Plasticity is the ability of the brain to change with 

learning, while learning depends on memory. The brain must adapt to changes in order to store 

new information in memory. Given the “use or lose” rule, those children who have not been 

exposed to normally expected activities during their early childhood will later on “struggle” 

with activities that should be natural. In essence, the emotional response of the surrounding 

adults is extremely important for the child's brain development and him as a healthy individual. 

If the child feels protected and loved, the brain will look for new stimuli and will begin to 

investigate the environment. If the adult does not respond to the child's needs but does so rarely, 

inconsistently, harshly and strictly, the child will not feel safe and the brain will work in order 

to overcome this problem, losing precious time to explore his immediate surroundings. During 

the first year of life, the adults’ emotional involvement in childcare is particularly important. A 

safe relationship that a child develops during early age is a key factor and a basis for further 

emotional child’s development and his emotional stability in adulthood. 

 Stephan Rushton has formulated insights obtained in neuroscience, which serve as key 

factors for early and preschool education into four principles. A developmentally appropriate 



 
15 

 

program provides a child with a holistic approach that is compatible with insights of brain 

functioning and it builds on these principles (Rushton, 2011: 89-94): 

1. Every brain is uniquely organized. Education should be guided by the fact that children 

think, feel, and learn differently. Children should have graded materials, all of which 

enable them with a sense of success, but also with the opportunity to maximize their 

developmental potential. 

2.  The brain is constantly evolving, changing, and adapting to the environment. 

Intelligence is not given upon birth; it depends on the stimuli in the environment, but 

also on the level of hormones and other chemical reactions inside the body. Changes 

occur every day to every child, and many of them are biological and as such vary from 

one child to another. Therefore, one should constantly observe, accept, and modify the 

curriculum to the children's abilities, interests, needs, etc. 

3. Brain-appropriate educational environment allows the brain to connect the learning 

process with positive emotions. Children should be able to make decisions and choices 

that affect them and their learning. In order to make this possible it is necessary to plan 

and direct the objectives towards the knowledge of children's strengths and weaknesses. 

Different levels of neurochemicals (dopamine and serotonin) create different emotions, 

but too much or too little of the same affects children’s mood, motivation, and ability to 

learn or show a desired reaction. 

4. Children’s brain should be immersed into the real life and should take part in 

meaningful life experiences that require some level of problem-solving situations. 

 

Neuroscience warns us that early childhood and preschool period can both serve as a great 

opportunity and a great risk for the brain. Brain plasticity is most prominent during this period 

and it allows children to quickly learn huge amounts of new and challenging information which 

they will never be able to acquire at such a fast pace again. Experience during the early age of 

this sensitive period changes the brain circuits in their very foundations, which causes stability 

of nerve pathways that become very stable and therefore difficult to change. 

Changes that occur in the brain at an early age affect school performance, ability to focus, 

the possibility of making friendships, enjoying life, functioning of the person as a part of the 

society... When stimulated, the brain can literally create new connections (Jensen, 2005:38). 
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The key role of preschool teachers is manifested through the creation of a stimulating 

environment in educational institutions, in the need to constantly enrich the incentives that 

allow children to automatically detect, find, acquire their own experiences, and learn. 

Therefore, interaction between the child and the environment is very important when it comes 

to creating connections between neurons, especially in the first years of life (Diamond, 1996). 

This fact has influenced a redefinition of understanding the importance of institutional 

education of early and preschool aged children and the role of preschool teachers in a child's 

growth and development, as well as the creation of initial education and professional 

development of teachers as the key “other” adults in a child’s life. 

It is important to emphasize that, despite the encouraging stream of authors, there are those 

who believe that it is too early to implement the findings of neuroscience into the practice of 

early and preschool education because they emphasize the risk of separating the children based 

on the peculiarities of their brain (Corrie, 2000). The author cites Fitzpatrick, a neuroscientist, 

from his interview: “Anything that people would say right now has a good chance of not being 

true two years from now because the understanding is so rudimentary and people are looking 

at things at such a simplistic level” (according to Corrie, 2000). He believes that the “brain-

based learning” view mixes neuroscience and cognitive psychology in many ways, which is 

why people should be careful and use only scientifically proven facts in their practice. 

However, many revolutionary neuroscientific ideas have already been confirmed. A new 

paradigm of early childhood is based on the changed perceptions of the child, child’s learning, 

and childhood, and which the aforementioned neuroscientific findings confirm. Its foundation 

lies in the holistic understanding of the world and Vygotsky’s social constructivism from the 

early 1930s; he pointed out the importance of context and social environment for the child’s 

early learning. Contemporary educational policy of the European Union promotes lifelong 

learning and a knowledge society, whose foundations are found in the very pedagogical 

interpretation of constructivism. Productivity, according to the criteria of the “labor market” is 

achievable throughout lifelong learning (Babić, 2007). Long-term development of the European 

Union has given education a key role in achieving the strategic goal of becoming the most 

competitive and dynamic knowledge-based economy in the world capable of sustainable 

economic growth with more and better jobs and greater social cohesion (Council of the 

European Union, 2001). 

Constructivism is an alternative to the traditional objectivist, realistic epistemological 

paradigm (Babić, 2007). Social constructivism, as one branch of constructivism (along with 
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radical constructivism), puts emphasis on education as a source of change in the society, which 

positions the individual into a socio-cultural context. Accordingly, learning is a process in 

which students (children, preschool teachers and all those placed in a learning situation) are 

integrated into the knowledge community (Jukić, 2013). Constructivism in education is 

considered a “promising” theory of learning and teaching as well as an access to redefining the 

curriculum, creating an environment of learning and teaching, and a “promising” approach to 

teacher education, that is, as a set of educational beliefs on best ways to support learning in 

formal and non-formal contexts (Kanselaar, 2002, according to Babić 2007). 

According to the new documents governing institutionalized early and preschool education 

in Croatia, a child is seen as an active, capable, and competent entity. He is no longer an object 

of the education process conducted by the preschool teacher, but is the true subject of the 

education process, a co-constructor and partner in the creation of the curriculum of early and 

preschool education. Such an understanding of the child and childhood has resulted in an altered 

understanding of the role of the institutional quality of early and preschool education. 

 

2.3. BENEFITS OF QUALITY EARLY AND PRESCHOOL 

INSTITUTIONAL EDUCATION 
 

“An institution of early education should be a place of quality living, education, and 

learning of young children, which is happening “here and now.” It is the most vulnerable 

period of a child’s life, which in this sense deserves full attention and is not just a 

preparation for another and more important period of life that follows” (Slunjski, 

2012:48). 

 

Investment in early and preschool community results in a wide range of benefits 

(Magnuson, Ruhm, and Waldfogel, 2007; Barnett and Hustedt, 2003). But still, until recently 

socialization of children or preparation for school were regarded as main functions of preschool 

education (Bowman, Donovan and Burns, 2000). Nowadays, it is common knowledge that this 

period is extremely important and should under no circumstances be seen just as a “preparation” 

for something. Early and preschool age is an irreplaceable period in human development in 

which adults take special place. Newborns have the ability to research and control their 

environment, and for this reason it is not irrelevant what kind of environment surrounds him 
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and what kind of incentives he is presented with, as well as if the child’s needs are responded 

to. 

In addition to the family, as the first and most influential “preschool teacher,” the 

majority of children in the European Union attend one of the available programs of early and 

preschool education. Early and preschool education can be defined as a support system for 

children’s growth, development and learning, health care, healthy nutrition and hygiene, as well 

as cognitive, social, physical, and emotional development of children from birth until the start 

of school in formal, informal and non-formal conditions (UNESCO, 2007). Early and preschool 

education should be designed in such a way that a children can grow in a safe environment with 

emotional, psychological, social, and educational support which they need in order to develop 

their potential. Special importance is given to early and preschool education when it comes to 

children from deprived and unfavorable environments. 

In essence, there is evidence that children who attend a program of early and preschool 

education show better results in academic achievements, social aspects of life, but ultimately – 

in the economic welfare of the country (Barnett and Hustedt, 2003). Children who attend an 

ECEC program find and keep their jobs more easily and adapt better to the work environment 

in adulthood. Large differences are mainly felt in the school system when children who had 

attended ECEC programs repeat classes more rarely, have better reading skills from the very 

start (Kamerman, 2008), and develop the concept of understanding the world around them. 

Also, it is important what kind of program children attend. Part of the research has shown that 

children who spend more hours in an educational institution show some form of behavioral 

problems and the greater the number of hours the more pronounced socio-emotional difficulties 

are. But, when institutions with high quality work and trained staff were analyzed, no such 

connection was found; in fact, the very opposite occurred: the higher the quality of ECEC the 

better the socio-emotional development of a child (Burchinal and Cryer, 2003; McCartney, 

Dearing, Taylor, and Bub, 2007; NICHD ECCRN and Duncan, 2003; Vandell, 2007). The 

quality of ECEC is connected, on the one hand, with the involvement of preschool teachers in 

the interaction with children, and, on the other hand, with the conditions in which the program 

is implemented (incentives, security, children...). 

Studies have shown a relationship between preschool teachers who have attended 

“better” studies and the success of their children (Ballou and Podgursky, 1997; Ferguson, 1998, 

according to Bowman, Donovan and Burns, 2000). Preschool teachers with a bachelor’s degree 

and college graduates were more effective in early and preschool education (Ballou and 
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Podgursky, 1997); however, higher wages also play a role because they attract a better and more 

educated staff in early and preschool education, and this is usually not frequent. Preschool 

teachers, in comparison with other professions and responsibilities, are very poorly paid, and a 

low salary usually results in less satisfied professionals. 

In Eager to Learn (Bowman, Donovan and Burns, 2000), authors wonder why a 

preschool teacher should have a diploma and attend specialized training for early and preschool 

education. The authors highlight that research has shown that the actual decision (and 

responsibility) on what and how the child will learn depends on the adult who interacts with the 

child, despite the brain development and its plasticity, the child’s strong internal motivation, 

enthusiasm, and desire to explore. 

Adults support children’s learning through activities which they choose, the incentives 

which they offer, the environment, the atmosphere, and the interactions they create in the 

children’s environment. However, the preschool teacher must be able to create meaningful 

interactions and situations, respecting thereby the individuality of the child, while being familiar 

with group characteristics, the knowledge on learning in early and preschool age, and child 

development. Knowing and respecting family values and values of the child’s culture, family 

goals of upbringing and expectations of their child are also very important. 

Participation of children in a quality institutional program of early childhood education 

leads to a more righteous society (Council of the European Union, 2011). High quality of ECEC 

enables a wide range of short and long term benefits both for the individual and the society in 

general. Along with the family, as the first and irreplaceable preschool teacher, ECEC lays 

important groundwork for language learning, successful lifelong learning, social integration, 

personal development, and employability. Quality foundation in early childhood and preschool 

period enables more effective learning at an older age, reduces the risk of dropouts, and lowers 

the costs for the society in terms of unrealized potential, state funding for social welfare, health 

and/or the judicial system. 
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3. PROFESSION 
 

Although the increasing interest in the terms profession and professionalism in the 

context of early and preschool period is rather new, these words have been part of the language 

for hundreds of years. Yet, they have mostly been associated with medicine, law, and often civil 

service or government. The first use of the term “profession” appeared for the purpose of a 

solemn declaration or covenant by the person entering a religious order (Feeney, 2012: 4). Thus, 

a person joining a religious order would pledge to work for the common good. This is an 

important link between the moral and ethical elements of today’s profession and it provides us 

with the hint that the professional role is the “extension of moral character” (Feeney, 2012: 4).  

Over time, profession would become connected to education, while the term “learned 

profession” became related to the abovementioned professions such as medicine and the law. 

Because of the moral and ethical dimension and “service” to the society and the common good, 

the word “calling” often became associated with profession as something sublime and internally 

motivated. 

Division of labor, in which knowledge plays an important role, results in the formation 

of social groups that represent holders of knowledge, and these, in turn, are professionals 

(Šporer, 1990). According to the same author, the first significant division of labor from a 

historical point of view was on mental and physical work. This elementary division serves as a 

foundation for the formation of professionalization since professionals, or holders of 

intellectual knowledge, base their power on knowledge. Although power can appear in different 

forms (based on force, capital, etc.), it cannot survive without knowledge, i.e. the relationship 

between knowledge (and professions that are carriers of knowledge) and power is always such 

that those who have power use knowledge to turn power into an effective leadership (Šporer, 

1990, p. 10). In a utopian world, only knowledge would represent power, but in reality, power 

utilizes knowledge. 

Professionalism, therefore, is a multi-dimensional concept that can be observed from 

different areas. The definition of professionalism greatly depends on temporal/historical and 

cultural/social factors (Blanuša Trošelj, 2012). Wittorski (1997, according to Muršak, 2001) 

defines professionalism as a full range of competences that are important or necessary in a given 

area. The concept of professionalization refers to two related processes: professionality and 

professionalism. Professionality refers to the development of competences necessary for work, 
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while professionalism refers to the social role and position of professionals with regard to the 

work they do (Marinet, Raymond and Gauthier, 2001). 

According to the Oxford Dictionary, professionalism is a competence or skill required 

of professionals, and the key is quality and efficiency. 3  According to the same source, a 

professional is a person who belongs to a particular profession. Two levels are emphasized 

here: profession as the highest level, superior to the concept of competences belonging to a 

certain profession, and professionalism as a term subordinated to competence. 

Šporer (1990), in turn, defines profession as an occupation that has monopoly over some 

complex part of knowledge and practical skills that require long-term education, thus becoming 

recognizable in the society. According to Lučić (2007), profession (Lat. professio) implies a 

permanent pursuit of an occupation, independence, authority, service, striving for perfection, 

and professional association. Academic understanding of the term profession refers to a calling 

that promotes important values which the society recognizes (Feeney, 2012: 6). 

Sociologists of professions deal with various issues related to the existence of 

professionalization, among which is recruiting people who possess certain knowledge, and, a 

nowadays closely related matter, the existence of institutions for professional education. In 

addition, two types of professions exist: university (founded on university grounds, from the 

development of science and social needs of applying science) and specialist type (developed 

from occupation, expanding practical knowledge) (Šporer, 1990). 

Profession and professional can in everyday language mean something completely 

different, often having a different meaning from what is understood and interpreted by 

professionals. According to Feeney (2012), the term professional can be used in popular culture 

when one: 

- states that a job is well done 

- refers to a good employee 

- provides a reliable and competent service 

- pays for what he or she is doing 

- simply implies that something is good 

In everyday language, profession is often equated with the term occupation and this 

occurs when it relates to work that one performs in order to make a living out of it (Šporer, 

1990). Kunczik and Zipfel (2006) think that such designation actually refers to the term work 

                                                           
3 http://oxforddictionaries.com/definition/professionalism  

http://oxforddictionaries.com/definition/professionalism
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in which occupation becomes an activity that often lasts a lifetime and essentially marks a 

person. The same authors (2006) perceive the same term as a complex of specific activities 

mostly carried out within the working hours and by means of specific education and knowledge. 

In order to distinguish the concepts of profession and occupation, the position which occupation 

takes within a society in the moment of its (non)transformation into profession is crucial.  

Whether an occupation will become a profession depends on the area in which an individual 

can meet a created need and the resources he possesses (Svetlik, 1999). 

3.1. CRITERIA FOR THE EXISTENCE OF A PROFESSION 
 

Many authors discuss the conditions which occupation must satisfy in order to become 

a profession. Thus, according to Kunczik and Zipfel (2006), we talk about profession when the 

following requirements are met: 

1. highly specialized knowledge acquired in theory-based and long-term 

education process  

2. access to occupation is subject to control and members of the profession must 

adhere to certain rules of conduct in their professional environment  

3. there is a formal professional organization that represents the interests of this 

profession and one of its main tasks is to emphasize the importance of this 

profession. 

According to Svetlik (1999), we talk about profession when: 

1. all members of that profession are organized 

2. members possess a high level of knowledge and long-term education 

3. activity is based on a systematic theory 

4. users (clients) accept their expertise and work as unquestionable 

5. the State regulates their position 

6. members work in accordance with professional ethics 

7. members form a special professional culture 

8. mechanisms are established that control entering the profession  

9. there is a high degree of autonomy 

10. there is a strong identification with the profession. 

 

Feeney (2012: 7-9), in writing about the criteria that an occupation must meet in order 

to be considered a profession, states the following eight conditions: 
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1. specialized body of knowledge and expertise 

2. prolonged trainig 

3. rigorous requirements for entry in trainig and eligibility to practice 

4. standards of practice 

5. commitment to serving significant social values 

6. recognition as the only group in the society that can perform certain functions 

7. autonomy 

8. code of ethics 

 

Kunczik and Zipfel (2006) consider expertise, responsibility to customers, and 

autonomy as the key features that separate professional from unprofessional attitude, while 

Baskin, Aronoff and Lattimore (1997) add commitment as the fourth feature of profession. 

In addition to the above-mentioned conditions that a profession needs to satisfy, there is 

a series of behaviors common to all professions. Occupations, in principle, are closely 

connected to personal gains, while professions refer to achieving public good (which does not 

exclude personal interests of the individual). Thus, professionals are expected to be competent 

(Feeney, 2012) or to own specialized knowledge and skills necessary for the performance of 

specific functions of their profession in the society. In addition to competence, a group of 

professionals is expected to be devoted to the service of the society, putting their personal 

interests to the side. The third important determinant of professionals’ behavior is working in 

accordance with ethical standards. This usually includes honesty, integrity, loyalty, and 

discretion (Feeney, 2012: 10). Professionals whose actions directly affect the well being of an 

individual and mankind have a special obligation to act in a way that contributes to those whom 

they serve (Feeney, 2012). 

The modern society holds specialized experts known as professionals responsible for 

various aspects of social welfare (Feeney, 2012:6). They do what other individuals are not able 

to do for themselves or each other. They are understood to be qualified for this, i.e. they have 

been exposed to some kind of introduction by the most prominent members of their profession 

in terms of theoretical and/or practical competences and achievements. 

It seems that the contemporary society is going through a “crisis of professions” in 

which, on the one hand, a whole range of recently recognized professions exists, such as nurses, 

veterinary technicians, radiologists, social workers, and others (including preschool teachers 

and teachers), who strive to achieve professionalism, but are not given enough public support. 
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On the other hand, some of the first recognized professions are no longer enjoying their old 

reputations, privileges, and autonomy even though they are still in a better position than the 

abovementioned professions. The question is, which position does the preschool teacher take 

in all of this? 

Already Palmer (1953) contemplated about whether teaching is a profession. His work 

on this question reflects conditions that should be satisfied for the existence of a profession. 

Furthermore, Palmer elaborates on how a profession must include a relatively long and 

specialized preparation at a high level of education, a code of ethics as a way of guiding the 

profession, as well as a set of professional standards accepted by its members, public good as 

the object and purpose of the profession, prolonged preparation or training in the form of “in-

service” and similar preparations, the need for support and solidarity within the profession, 

continuous upgrading of standards, and a highly educated professional staff. The reason why 

we are pointing out Palmer's (1953) qualification is because his understanding of the profession 

entails the need for a continued raise of standards that can be viewed through the lens of 

professional development, which the other authors (like many others) do not mention as one of 

the conditions that a profession should satisfy. We believe professional development as one of 

the criteria of the profession existence is no longer a choice, but a necessity. 

 

3.2. PROFESSIONALIZATION PATHS OF TEACHERS' 

CALLING 
 

Historically speaking, teacher’s calling has not always enjoyed an equal status nor has 

it been marked by the same characteristics. However, during the 1960s, a movement emerged 

for the professionalization of teacher education. The desire for an occupation to become a 

profession emerged for several reasons (Zelena knjiga, 2001:29): 

- the observed shortcomings in performance and efficiency of traditional 

 models of education and training, 

- a strong need for improvement and reform of education and training, 

- new challenges, which are important for education and training (equality in 

 education, education for all...), 

- the emphasis on the importance of modernity (scientific knowledge, 

 interdisciplinarity...), 
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- various sociological factors including transition to higher education of 

 teachers. 

Hargreaves (2000) discusses the changes occurring in the teaching profession and explains 

that, on the one hand, teachers in a society focus their efforts on increasing the standards based 

on which they wish to teach and, on the other hand, they are working more and receiving new 

tasks under the influence of expectations and policies. In the same work, the author elaborates 

on two concepts: professionalism and professionalization, noting that, among teachers, stronger 

professionalization does not imply a higher level of professionalism. Of course, these concepts 

are not always the same and have even changed through the course of history depending on the 

climate, culture, and the context in which they arise. Hargreaves (2000) points out that the 

professionalization of the teacher’s calling has developed through the following four phases: 

1. The pre-professional era - in the early twentieth century, teachers were expected to keep 

their students’ attention so that they could be motivated and taught. It is a one-way 

process of learning with the teacher at the center of the whole process. Education of 

teachers was similarly based; it was expected that during the education one acquires 

pedagogical and psychological knowledge, elementary knowledge of subject areas, all 

based on the model that the teacher has already experienced being a student. 

2. The era of autonomous professionalism - during the 1960s, teacher education became 

part of the higher education system, starting with an education based on “child-oriented” 

teaching, while education was focused on each teacher individually. 

3. The era of collegial professionalism - teachers started to turn to each other and to 

develop a participating culture because of the complexity of their calling and everyday 

contingencies. Diversity of methods became more noticeable, while the teaching goals 

and qualitative differences among children became the key factors of choosing between 

them. 

4. The post-professional era - internal testing and verification, standards, control of 

institutions, system of promotion by certain requirements were being developed due to 

a strong influence of globalization and development of techniques. This approach to the 

profession, states Hargreaves (2000), jeopardizes its autonomy. 

In addition to historically conditioned changes in the profession, Versoor (1968, according 

to Javornik Krečić, 2008), by adding onto Beeby’s vision of a country’s educational 
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development (1966, 1980, according to Javornik Krečić, 2008), discusses four stages in the 

professionalization development of the teaching profession: 

- period of the clumsy teacher – content control is weak, (s)he feels lonely, lacks 

motivation, feels confused; (s)he is focused on the content and its repetition, at the same 

time depending on the students’ experiences. 

- period of the mechanical teacher – teacher devoted the most attention to lesson 

preparation and blindly follows its implementation; shows little interest in his/her own 

professional development, but that interest is easily lost. The significance of introducing 

such teachers to new techniques, methods, and forms of work is emphasized. 

- period of the routine teacher – (s)he possesses a wide range of abilities and skills, good 

knowledge of content, and different ways of working, but also lacks feedback so his/her 

practice does not show change and progress. 

- period of teachers-professionals – requires government investment in teacher 

education. Educational programs of such teachers are based on the use of innovative 

teaching and learning methods. 

  

Such an understanding of the professionalization of the teacher calling is in favor of 

professional development as a deliberate and continuing plan of implementing innovations in 

education, which requires giving importance to this profession, among other things, through 

major investment in the quality of teachers. Such an investment, it is known, ultimately results 

in economic benefits of education (Fullan, 2001, 2007). 

However, contemporary education, especially care, is found on the margins of 

professions due to some questions that are specific to this area. Drudy (2008), who discusses 

fundamental issues in education, notices different discourses that influence the development of 

the preschool teacher profession. 

Ideology of Family Discourse – (“family ideology”) (Drudy, 2008) suggests that women 

are “naturally” involved in education, much more so than men. Therefore, it is reasonable to 

give them priority in the education process, especially when dealing with young children. 

Recently, there has been a slight decline in the influence of this ideology, but still not enough 

to significantly change the gender representativeness of preschool teachers in early and 

preschool education. 

In the majority of classical professions, men are numerically superior. Such professions 

generally go “hand in hand” with prestige, high wages, and promotions within the profession. 
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This is usually the reason why some women choose “male” professions. In the field of early 

and preschool education the situation is somewhat different (Peeters, 2007). Although, as it will 

be discussed later, most of the criteria for a transition into the profession are satisfied, prestige 

is precisely what cannot be so easily changed. It takes time, but it is certain that slight changes 

do happen. This is evident in the growing number of paternity leaves and involvement of fathers 

in the partnership with kindergartens. Women are no longer just mothers and housewives; they 

often earn more than men, while men are slowly beginning to discover the beauty of 

parenthood. It reduces the gender gap, changing the view on parenting, and all this, as 

previously mentioned, is happening simultaneously with the changes in the concept of the child, 

childhood, and the new paradigm of education. 

Article 6 of Recommendations made in 1992 (Council of the European Communities) 

requires from the Member States to commit themselves to promoting and encouraging, while 

respecting individual freedoms, and increasing the participation of men in the area of childcare. 

Discourse of femininity - this is a question associated with the aforementioned; 

therefore, it is closely connected to family ideology. The point is that, although women want to 

overcome the common perception of teaching as a “female” profession, they often perceive 

their workplace through the image of a “feminine family” (Dillabough, 1999; 2005 to Drudy, 

2008). In other words, women in early and preschool education often create gender stereotypes 

(Gannrud 2001 according to Drudy, 2008), and the younger the children the greater the 

stereotypes. This is supported by the fact that most preschool teachers are precisely women 

whose motif to enter the profession was one of gender-conditioned factors, which will be 

discussed in the chapter on the factors of professional development. 

Discourse of care - a logical sequence after the previous two is the discourse of care, 

which is closely related to family ideology and discourse of femininity. When it comes to this 

subject, there are two key questions: one regarding the concept of care that is put into the center 

of discussions on competence, and, the other, ethics of care as the center of human, social, and 

economic development in general. In fact, outcomes of the care and/or nurture function as 

“nurturing capital” are present in many forms of “capital,”4 (Bourdieu and Passeron, 1990, 

according to Drudy, 2008). Nurture should be assessed as a key aspect of social relations for 

the general welfare (Drudy, 2008:45). 

                                                           
4 This notion was developed by the French sociologist Pierre Bourdieu. 
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Discourse of efficiency and “new managerism” – this question is closely associated with 

legislation and mechanisms for performance assessment. “New managerism” requires a 

constant production of evidence that someone is doing something effectively and the “right” 

way (Drudy, 2008:46). 

Although the question of effectiveness and quality is a basic question of education and 

every preschool and school system, it is necessary to define the notion of quality and efficiency. 

Dahlberg, Moss, and Pence (2007:8) speak of the initial view of quality as “one particular 

discourse – or language – of evaluation, produced from within a particular paradigm 

(modernity) and inscribed with the values and assumptions of that paradigm, including the 

importance of universality, objectivity, certainty, stability, and closure.” But they are 

proponents of a new view on quality within the early and preschool education as a postmodern 

paradigm within the language of meaning making welcomes conceptuality, values, subjectivity, 

uncertainty, and provisionality (Dahlberg, Moss, and Pence, 2007:8). 

The preschool teacher (teacher) is the fundamental factor of work quality. Although the 

original work quality results from core competences of a preschool teacher that were gained 

during his or her studies, this is not sustainable if it is not constantly renewed and upgraded. 

Some authors believe that clear teacher expectations should be defined in order to maintain the 

quality of educational work (Sučević, Cvjetićanin, Sakač, 2011). We wonder whether this 

means that quality can be assessed and quantified, and does such a way of thinking not imply 

stagnation over time, which is, in terms of today’s thinking and development of the society, 

hard to imagine. In fact, due to the accelerated pace of scientific discovery, technological 

innovation, and social change, expiration of knowledge is becoming ever more rapid 

(Pastuović, 2006: 422). The National Curriculum for Early and Preschool Education 

(Nacionalni kurikulum za rani i predškolski odgoj i obrazovanje, 2014) states already in its 

foreword that quality of education for all children in the Republic of Croatia is the goal and 

principle of the Croatian educational policy, which recognizes the need to modernize 

institutions of early and preschool education by accepting a curricular approach in order to 

respond to the developmental needs of the Croatian society, bearing in mind the European and 

worldwide context. 

It should be emphasized that efficiency in the field of education is a sensitive area that 

requires the consideration of both long-term and short-term efficiency in the pursuit of 

educational goals that seek to achieve the potential of the individual as well as social interests. 

Therefore, it is not an accident that the assessment of the teacher's word from the standpoint of 
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new managerism is accompanied by a lot of criticism, e.g. that it overshadows the educational 

side of professional activity (Forrester, 2005, according to Drudy, 2008), puts pressure on 

teachers to create “factories” of professionals (Taylor Webb, 2006, according to Drudy, 2008), 

reduces the creativity of teachers and stifles their authenticity. In addition, it is crucial to note 

that it undermines the autonomy of the profession, especially pedagogical (Thrupp, 2006, 

according to Drudy, 2008). Let us recall that the question of autonomy is one of the conditions 

for the professionalization of an occupation and, along with the profession of early and 

preschool education, it is a very unsafe area, which should be further developed instead of 

hindered. We will return to the question of the preschool teachers' autonomy in our discussion 

of the criteria for the existence of the preschool teacher profession. 

Discourse of professionalism - democratic professionalism (Drudy, 2008:50) emerges 

from the profession. The democratic vision emphasizes that professionalism cannot survive 

solely based on performance indicators (Stronach et al, 2002, according to Drudy, 2008). 

According to Sasch (2001, according to Drudy, 2008), democratic professionalism puts a key 

focus of collaborative and cooperative action between teachers and other educational 

stakeholders - the education system. Hargeaves  and Fullan (1998) also discuss cooperation as 

a key factor for reform. Their interactive professionalism promotes cooperation at all levels, 

especially between teachers and principals. “Collaboration should mean creating vision 

together, not complying with the principal's own ... The articulation of different voices may 

create initial conflict, but this should be confronted and worked through. It is part of the 

collaborative process” (Hargreaves and Fullan, 1998: 93). Indeed, we share the same opinion 

that preschool teachers' competences cannot be observed through the lens of a particular 

discipline, but as a synergy of inter-scientific knowledge, and the foundation of professionalism 

cannot be built on isolating preschool teachers/teachers as a profession. The complexity of the 

profession is reflected in the possibility of creating a common mission, taking into account the 

specifics, possibilities, and needs of all stakeholders in the education system, and its ability to 

adopt and implement critical and cooperative established ideas. True professionals see their 

knowledge as the cornerstone of building a continuous process of growth in which the 

foundations are firm to the extent they allow others to build on their specific knowledge, skills, 

and experience. According to Marentič Požarnik (1993), professionalization of the teacher 

calling is still not fully realized. The author points out that there are certain barriers that limit 

the professionalization of teachers: 

- voluminosity of the profession 
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- discussion surrounding “specific” knowledge 

- bureaucratic restrictions and work regulations  

- interference of parents and the general public in the work of teachers 

- relatively low income compared to other professions. 

 

Let us note that barriers such as “interference of parents and the general public” are 

actually contradictory to the democratic and interactive professionalism that was previously 

mentioned, because these stakeholders (parents, the public) should actually be teacher assistants 

in such a methodical system. Therefore, teachers as professionals should in the future work 

towards this goal. Likewise, one may ask how these barriers limit the achievement of quality in 

educational institutions. Perhaps evaluations and self-evaluations, which have in recent years 

been carried out in Croatian kindergartens, are possible ways of conciliating a part of these 

barriers with the concept of institutional quality. 

3.3. PRESCHOOL TEACHER-PROFESSION 
 

In the European Encyclopedia on National Education Systems, a range of meanings is 

attributed to the contemporary preschool teacher5. Yet despite such an exhaustive description 

of the preschool teacher, his roles and functions, there are still contradictions concerning the 

preschool teacher as a professional. 

Although many professions describe themselves in this way, the society does not 

perceive them as such. In an attempt to find reasons for this, one may wonder whether this is a 

vision through which the society projects its abilities onto specific occupations and the effort 

                                                           
5 The modern preschool teacher is an animator (who knows how to raise the child’s interest), a commentator, i.e. 

he can explain all doubts; he is a therapist, evaluator, methodic, observer, good organizer, and is well acquainted 

with psycho-physical characteristics and abilities of children of this age. He is a reflective practitioner who 

observes children, has access to his own work; he is constantly trying out and finding new opportunities of 

educational activities, identifying and creating new educational situations. A successful preschool teacher is 

aware of the differences in children’s thought process; he is carefully listening to what children say or do not say, 

and responds to it.  He allows children to learn at their own pace without imposing his own personal style of 

learning. He raises questions that motivate children; these questions are open to children's opinion; he encourages 

them to talk, express ideas, and come up with new questions. He creates an environment that offers many 

opportunities for subject and idea experimentation, and an active construction of acquired knowledge. The 

preschool teacher is intelligent, well educated and well mannered, optimistic, with positive attitudes toward the 

world which other people see as being special, friendly, and worthwhile. He requires broad ethical, educational, 

and moral maturity, a strong character to govern his actions, a developed sense of responsibility and dignity, and 

he must respect the personality of young people. 

European Encyclopedia on National Education Systems  

https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Hrvatska:Pou%C4%8Davanje_i_u%C4%8Denje_

u_vrti%C4%87nim_programima 

https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Hrvatska:Pou%C4%8Davanje_i_u%C4%8Denje_u_vrti%C4%87nim_programima
https://webgate.ec.europa.eu/fpfis/mwikis/eurydice/index.php/Hrvatska:Pou%C4%8Davanje_i_u%C4%8Denje_u_vrti%C4%87nim_programima
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which needs to be invested in order for something to be learned. When preschool teaching is 

viewed as a potential profession, the society sees the historical and social importance of 

education and preschool teachers as something that has existed without the profession, usually 

within the family and without any formal education, brought down from one generation to the 

next. A similar case is with nurses, for example, where basic medical care and care for the sick 

and dying are provided by the family. Historically, veterinary technicians have been farmers, 

cattle breeders who alone took care of animals and their underlying difficulties. But, on the 

other hand, doctors, lawyers, architects, etc., those professions requiring more knowledge and 

skills, cannot (usually) be transferred only through education within the family. With the rise 

in the quality of life and civilization, advances in the understanding of the value of the individual 

and the realization of his potential, the approach to the aforementioned occupations has 

changed, which are now becoming an upgraded form of “family” assignments, because 

professionals know more and better, and the effects of their activities are of high quality and 

are socially acceptable. However, when a part of the profession includes professionals who do 

not act professionally, then the professionalism of the entire profession is being challenged. 

Social opinion is created, among other things, through the actions of professionals that deviate 

from average behavior, thus becoming more noticeable to the public. But the very fact that 

professionals have allowed such an individual to enter into the profession also raises the 

question of this profession’s identity. Then the question is raised about the rapport between 

these three terms. Profession requires the existence of a “professional professional.” 

Therefore, the responsibility is on the profession (in the form of representatives of Professional 

Associations) to control the entry into the profession, to set out the terms of their stay in the 

profession, and to perform controls and sanctions against those who do not meet the 

requirements of professionalism. Professionalism is a condition that professionals must comply 

with, and being professional is a requirement of the profession. In order for someone to be 

considered a professional, (s)he must possess specialized education, work competently, and 

have the ability to convince the society that (s)he is serving the public good (Feeney, 2010). 

It is clear from previous chapters that there is a consensus on the need for a 

professionalization in ECEC, but not in the definition of profession and professionalism of 

preschool teachers, their competences, and competency requirements. 

Research on the preschool teacher profession most frequently focuses on analyses of the 

“educational” content, which refer to the “upper” part of the split system of early and preschool 

education, i.e. there is an emphasis on the preschool age and deliberations on the professional 
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development of teachers regarding the learning outcomes. This ignores the developmental 

dimension of the system of certain European countries (such as Slovenia, Croatia, etc.). 

However, the latter understanding inevitably leads to a broad and holistic comprehension of 

work competences and requirements in this area (Urban, Vandenbroeck, Lazzari, Van Laere 

and Peeters, 2011). 

According to Fullan and Hargreaves (2000), teachers have an important impact on the 

lives and development of young people. Their actions cannot be described in technical terms or 

as a set of techniques and applications of learned behavior (Fullan and Hargreaves, 2000). 

Preschool and elementary school teachers must make new decisions on a daily basis since every 

situation is unique and unrepeatable, but their effect is very important in everyday life and in 

the life of a child. Decisions about discipline, obligations, rights, freedom, help, etc. are actually 

a web of social, philosophical, psychological, and moral judgments (Fullan and Hargreaves, 

2000). “Teachers’ professionalism is equipped with the right combination of skills, wisdom, 

and expertise in a group’s changing environment, and the ability to accept unlimited decisions 

in such circumstances” (Fullan and Hargreaves, 2000:32). The purpose of teaching motivates 

teachers to work (Fullan and Hargreaves, 2000:32), i.e. the meaning of education motivates 

preschool teachers to work. That which they personally value and find morally justified, they 

will try to achieve in their work with children. 

“There are many questions and problems regarding the creation of the preschool 

teacher profession – especially the basic one: Does the preschool teacher have a clear role or 

a professional identity as a precondition to achieve professionalism? This does not refer solely 

to the individual level, but also to the creation of a new profession simultaneously with the 

process of professionalization of a wider workforce. In essence, this is about the development 

of a culture of high expectations from early and preschool care and education experts as a 

whole” (Rogulj, 2012:255). 

 While analyzing the available literature, many differences were noticed in the 

perception of early and preschool education, as well as different points of view. Firstly, the 

system of early and preschool education varies among countries, even within the European 

Union. Secondly, the very staff in those institutions is comprised of people with different 

education levels, even in the subject area and the duration of the studies. Even authors 

themselves do not agree on the perception of the staff in this field. Thus, some believe these are 

all individuals who work with young children as professionals in the education system. 

However, others understand professionals in early and preschool education as only those who 
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have completed a specific training and are less likely to have a university degree, while some 

consider professionals as those who are members of recognized professions (Feeney, 2012:13). 

According to Avril Brock (2006), personality traits that improve the quality of educational work 

are particularly important for a preschool teacher: values, ethics, attitudes, commitment, passion 

at work, joy in working, enthusiasm, and playfulness. Brock (2006) stresses that there is a big 

difference between the terms “being a professional,” which in her opinion implies social status, 

recognition, and rewards, and “behaving professionally,” which implies commitment, specific 

standards of conduct, and high ethics. Preschool teachers do not have the same opportunities of 

entering the profession and engaging in training and continuing professional development as it 

is the case with teachers at other levels (Urban, Vandenbroeck, Lazzari, Van Laere and Peeters, 

2011). Today’s “market” requirements require from the teacher to be a professional on many 

domains – in the knowledge and work with children and the cooperation with the parents and 

the community. The existing forms of professional training in Croatia (Šagud, 2011; Miljak, 

2009; Višnjić-Jevtić, 2011) cannot respond to such a wide range of new teacher roles. 

 According to ISSA standards, preschool teachers are understood as professionals only 

when they start affecting the decision making related to the education of early and preschool 

aged children (2012), i.e. when they have such an impact on the system that they instigate 

changes or reforms using the “bottom up” approach and not vice versa. 

 Despite the many changes occurring in recent decades, preschool teachers are not seen 

as professionals worthy of a profession with “a long tradition” such as medicine or law. 

Observing the profession of preschool teachers through key criteria, which the authors 

mentioned earlier, might help to “transfer” teaching from being an occupation to being a 

profession. It should be noted that all requirements contain substantial differences between 

individual countries of the European Union. In section 3.1 we indicated the division criteria for 

the existence of the profession according to Feeney (2012), and due to the criteria approach 

which she adjusted to the ECEC professional, we will use her example to analyze the position 

of preschool teachers. 
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3.4. CRITERIA FOR THE EXISTENCE OF THE 

PRESCHOOL TEACHER PROFESSION 
 

Specialized knowledge and expertise 

 

 Professionals (unlike amateurs) possess the expertise in a particular field of knowledge 

and skills. In various professions, specialization in a narrow field is required as proof of a 

professional’s excellence. This means, for example, that a doctor who specializes in the field 

of orthopedics will not perform brain surgery, a lawyer specializing in divorce will not deal 

with juvenile delinquency, etc. This seems to be clear to everyone. However, in the field of 

education such a specialization may be contradictory to the profession. Namely, a holistic 

approach to teacher training and, likewise, their holistic and interdisciplinary approach to 

working with children are the main characteristics of the teaching profession. The younger the 

child, the smaller the chance of specializing in a particular field, i.e. this is possible, but only as 

an upgrade. Specialization usually implies a greater autonomy of professionals, which 

consequently raises the question of both the preschool teachers’ and classroom teachers’ 

autonomy. Specialized knowledge includes the existence of specific competences that 

professions develop during the initial education and further professional development. It is 

essential to emphasize that they are constantly questioned, modified, and complemented due to 

new findings serving as prerequisites for a continued existence of specialized knowledge 

(Feeney 2012). In Croatia, such knowledge is primarily acquired during undergraduate and 

graduate studies of early and preschool education, which has been created to meet modern 

requirements of the preschool system and to enable new roles to be carried out. This is further 

upgraded with new knowledge and experience in planned professional trainings for preschool 

teachers regulated with legal requirements and the curriculum of early and preschool education. 

 Every author exploring professionalism emphasizes the meaning of specialized 

knowledge as the basic tenet of professionalism. They often put it into the same category with 

long-term education since they are understood as being inseparable. For example, Svetilik 

(1999) considers that professionals must possess a high level of specialized knowledge and 

engage in long-term education, while Kunczik and Zipfel (2006) consider that highly 

specialized knowledge is acquired through a theory-based, long-term education process. 
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Long-term education 

 

 The first component of profession, to possess specialized knowledge, necessarily 

implies the second component, long-term education, which enables an individual to reach 

specialized knowledge. This does not mean that long-term education is the final step of 

acquiring specialized knowledge; it is rather the first and necessary part of its existence. 

 Changes made to the system of preschool teacher education in Croatia, which have 

enabled preschool teachers to complete graduate (master) studies and to continue their 

education at one of the doctoral studies programs, have satisfied this criterion as well. Preschool 

teachers are now on equal footing with other preschool teacher professionals. This is a 

significant turning point in their education, which has enabled their vertical mobility, as well as 

the mobility to other related courses or faculties. This is not the case in all parts of Europe. 

Some EU countries have similar opportunities (e.g. Portugal), while some other countries have 

just started to establish faculties, departments, and studies aimed at training preschool teachers 

at the Bachelor’s degree level. We should remind that the European Union sees the future of 

preschool teachers at this level, and in its Recommendations to the Member States it notes that 

preschool teachers’ education must be at least at the BA level. However, there are still 

educational differences among preschool teachers who work with young children and those 

who work with preschool aged children. 

 Long-term education does not immediately imply quality, but in hope that studies 

programs are still creating a systematic, planned way with the aim of creating quality standards 

in educational practice, we emphasize that research speak in favor of the fact that well-prepared 

teachers 1) have greater impact on student achievement, 2) are more attuned to the students’ 

needs, and 3) are better able to devise instruction to meet individual needs (Wise and Leibbrand, 

2000). 

 

Requirements for entry to training and eligibility to practice 

 

  At this point we can contemplate about two questions: firstly, who decides on who enters 

the preschool teacher profession, and, secondly, what is the criteria to enter it? 

  In Croatia, the decision about entering this profession is made already at the first 

instance, that is, during the enrollment in the Faculty of Teacher Education. In doing so, the 

lack of autonomy in the preschool teacher profession is once again evident, because, unlike 



 
36 

 

doctors, lawyers or similar professions, whose representatives often teach at faculties, rarely 

(and at some faculties never) do preschool teachers teach at the faculty level. For this reason, 

the very process of controlling the entrance of candidates into the profession depends on the 

experts of, although related, in reality different professions. 

 When we discuss the criteria for entering the preschool teacher profession, given its 

long-term education, it is expected that it will be more rigorous and under greater control. In 

doing so, we might ask ourselves whether this is really the case? While there are significant 

positive examples of practices in Europe (e.g. Finland), Croatia has made a step backwards in 

this respect. With the introduction of the Bologna system and state graduation exam (državna 

matura), faculties of teacher education have abolished enrollment examinations, primarily 

because they did not have a significant effect on the enrollment order of candidates. However, 

there is a tendency to reintroduce enrollment examinations, because teaching is a specific job 

that requires a stable, cheerful, and creative person who will manage daily challenges and 

responsibilities and whose personality does not endanger the fulfillment of the child’s needs, 

development potential, and interest. The preschool teacher profession requires, among other 

things, a high level of empathy and strength, ability to improvise, and optimism. 

 Apart from enrollment examinations, entry into the profession in Croatia is controlled 

through pre-service training and a state license examination that is conducted upon finishing 

the pre-service training. Thus, we can state that this condition for professionalization is partially 

satisfied. Also, in the second step of controlling the entry into the profession, which occurs in 

the moment of taking the state license examination, the final decision is made by members of 

other professions6. 

 We would also like to mention the reasons for entering the preschool teacher profession 

that significantly reflect its current position in the society. The reasons for entering are mostly 

conditioned by gender. For example, Olsen’s study (2008), which examines, among other 

things, the reasons why the respondents enter the educational field, revealed the following 

teachers’ reasons for entry: (1) growing up “playing teacher,” (2) the fact that women in the 

family worked in education, and (3) schedule/structure of teaching is compatible with 

mothering (Olsen, 2008). There are many other similar examples. 

 

 

                                                           
6 In the form of the Commission for the State License Examination. 
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Standard of practice 

 

This is one of the conditions that faces many challenges and differences in the perception 

of what makes good practice. According to Wise and Leibbrand (2000), researchers have shown 

that licensed teachers (according to certain standards) are more effective than those who are 

not. 

The National Association for the Education of Young Children7 has issued guidelines 

for the best practice with young children called Developmentally Appropriate Practice (DAP), 

which could serve as an incentive for common standards in different countries. In fact, this 

association is very respected worldwide and many countries have taken over its Code of Ethics 

as a model and/or a starting point for creating their own Code. Since one of their main goals is 

to promote excellence in early childhood education, the mentioned document is being offered 

as a framework for best practice. Developmentally appropriate practice is informed by what we 

know from theory and literature about how children develop and learn (NAEYC, 2009). Taking 

into account new scientific findings/achievements, and consequently cognitions, this document 

provides Principles of child development and learning that inform practice are as follows:  

 

1.  All the domains of development and learning – physical, social and emotional, and 

cognitive – are important, and they are closely interrelated. Children’s development 

and learning in one domain influence and are influenced by what takes place in other 

domains. 

2. Many aspects of children’s learning and development follow well-documented 

sequences, with later abilities, skills, and knowledge building on those already 

acquired. 

3. Development and learning proceed at varying rates from child to child, as well as at 

uneven rates across different areas of a child’s individual functioning. 

4. Development and learning result from a dynamic and continuous interaction of 

biological maturation and experience. 

5. Early experiences have profound effects, both cumulative and delayed, on a child’s 

development and learning; and optimal periods exist for certain types of development 

and learning to occur. 

                                                           
7 Hereinafter NAEYC. 
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6. Development proceeds toward greater complexity, self-regulation, and symbolic or 

representational capacities. 

7. Children develop best when they have secure, consistent relationships with responsive 

adults and opportunities for positive relationships with peers. 

8. Development and learning occur in and are influenced by multiple social and cultural 

contexts.  

9. Always mentally active in seeking to understand the world around them, children learn 

in a variety of ways; a wide range of teaching strategies and interactions are effective 

in supporting all these kinds of learning. 

10. Play is an important vehicle for developing self-regulation as well as for promoting 

language, cognition, and social competence. 

11. Development and learning advance when children are challenged to achieve at a level 

just beyond their current mastery, and also when they have many opportunities to 

practice newly acquired skills. 

12. Children’s experiences shape their motivation and approaches to learning, such as 

persistence, initiative, and flexibility; in turn, these dispositions and behaviors affect 

their learning and development (NAEYC, 2009:11-16). 

 

Wise and Leibbrand (2000) stress that the focus on teacher standards and teacher quality 

is related to focus on student achievement. 

They emphasize that countries that believe in the value of teacher preparation devise 

policies governing accreditation, state licensing, and meaningful professional development. On 

the other hand, institutions that value teacher preparation demonstrate their commitment by 

meeting professional accreditation standards, by instituting and supporting professional 

development. Institutions are doing that by creating programs that help candidates develop 

competences which are assessed through professional teaching standards (Wise and Leibbrand, 

2000). 

A part of the countries or institutions have tried to formulate certain standards, such as 

the ISSA (Step by Step) standards. In fact, manuals “Theory in Practice” (Tankresley et al., 

2012) and “Steps towards Quality Practice” (Tankresley, Brajković and Handžak, 2012) 

attempt to explain the ISSA definition of quality teaching practice. Twenty standards that define 

the pedagogical practice are divided into seven areas. The assessment of the quality of preschool 

teachers’ and elementary school teachers’ work are carried out as self-evaluation and external 
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evaluation, adjusted to the age of the child, and it includes seven areas to assess their work in 

the following order: (1) Individualization, (2) Learning environment, (3) Participation of the 

family, (4) Strategies for teaching and meaningful learning, (5) Planning and evaluation, (6) 

Professional training, and (7) Social inclusion. Each of these areas has between two and six 

quality indicators, which actually reflect the preschool teacher’s/elementary school teacher’s 

level in a certain area, i.e. areas they should strive to improve. It is important to emphasize that 

indicators are observable at four levels (Tankresley, Brajković and Handžak, 2012:5): 

Level 0 – provides examples of inadequate practice that cannot be considered as 

practice aimed at children, 

Level 1 – good start shows examples of how preschool teachers can begin to improve 

their own practice which will be more focused on the child, 

Level 2 – quality practice lists examples of good practice, 

Level 3 – step forward shows examples of how preschool teachers can make their 

practice sustainable and how they can contribute to changes. 

These standards were created by ISSA primarily for assessing the quality of preschool 

teachers’ and elementary school teachers’ work, guided by these two principles: criteria of 

quality assessment has to be known, objective, and clear, and the result of assessment should 

be the starting point for a quality improvement plan.8 Wise and Leibbrand (2000) share a 

similar opinion. They point out that standards are important because they enable teachers to 

understand the criteria by which their professional competence will be judged. 

Unfortunately, in Croatia, the very mention of standards is still associated with technical 

requirements that need to be satisfied in an institution for preschool education, hours of work, 

division of teachers’ work and number of children in groups, etc. ISSA Pedagogical Standards, 

however, describe basic knowledge, skills, attitudes, and teaching methods that are consistent 

with the philosophy and principles of child-centered methodology, and apply them equally to 

preschool teachers and elementary school teachers, because they believe that the child and his 

needs must be at the center of a development-appropriate educational practice. Nevertheless, in 

Croatia, there are no formal standards for the work of preschool teachers. This question provides 

room for further development of the professional integrity of preschool teachers, but it is also 

an important area of debate about what kind of practice we want and need, and whether the 

                                                           
8 http://www.korakpokorak.hr/upload/dokumenti/vodic_za_certificiranje.pdf 
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definition of standards is in conflict with the concept of humanistic development and the 

National Curriculum (2014). 

 

Loyalty to serving an important social value 

 

Preschool teachers educate future generations. They are moral and ethical models, and 

their activities are directly related to the survival of social values. Therefore, there is no doubt 

that preschool teachers serve an important social value, i.e. a number of values, in which the 

first one is the child itself in the most critical period of his life, whose influence determines the 

future of the society. Chapters on the changed image of the child and childhood, and the benefits 

of non-formal education on early and preschool aged children clearly show that this is a 

significant social occupation. This is a criterion that is not pointed out by many other authors 

in the field of professionalism, and not even with the previously mentioned Svetlik (1999), 

Kunczik and Zipfel (2006). On the other hand, Palmer emphasized the importance of serving 

the public good as early as in 1953. We believe that this criterion greatly refers to the segment 

that touches upon professional ethics, but also the inner feeling that professionals, who 

experience their profession as a calling, should feel. Unfortunately, there are always some 

members in every profession who act almost contrary to this criterion, based on their own 

personal values that are not necessarily shared by the society. In the chapter Results and 

Discussion we will show that preschool teachers do not attribute greater meaning to nor do they 

find motivation for professional development in their contribution to the society. Therefore, we 

think of this criterion as being part of utopian thinking about professions, but it can be partially 

achieved through professional ethics and a Code of Ethics, which we will discuss in more detail 

later. 

Recognition as the only group in society that can perform certain functions 

 

This criterion is a stumbling stone of the preschool teacher profession. The fact cannot 

be denied that someone had played the role of educating and caring for children even prior to 

the existence of preschool teachers and preschool institutions. Whether these are mothers and 

fathers, aunts, uncles, brothers or nannies, there is always someone who can perform certain 

functions of this profession. However, preschool teachers are the only group in the society that 

has specialized knowledge and expertise in supporting the child’s development and learning in 

a group context (Feeney, 2012). Parents who recognize the importance of early childhood and 
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preschool education will require highly skilled preschool teachers and institutions. However, 

this acceptance usually occurs when it comes to our own preschool ages child, and the path of 

seeking public acceptance of ECEC professionals as the only group that can provide certain 

services is long and arduous. Although the shift from occupation to semi-profession and 

ultimately to profession is noticeable (Mijatović, 2000), there is still no fair division between 

reputation, on the one hand, and importance and responsibility, on the other (Jukić and Reić 

Ercegovac, 2008). Haralambos (1994: 36) points out that reputation brings “the amount of 

respect and honor associated with social status, individual’s characteristics, and the way of life,” 

which, in reality, for the preschool teacher profession means that it is faced with a significant 

obstacle on its path to strengthening its reputation – an unfavorable social position. Research 

conducted by Lučić (2007) supports this conclusion, in which even students of preschool 

education did not include preschool teaching into top 10 most respected professions. Although 

they did not rank their fellow teachers in this category, their perception of the elementary 

teaching profession remains slightly better than that of preschool teaching. 

Mijatović (2005) points out that in our ever-changing society, teachers’ teaching skills 

and sensibilities for children (although important) are no longer sufficient since there is a 

tendency towards professionalism. It is necessary to create a shift in this vicious circle in which 

reputation affects professionalism and professionalism, in turn, affects reputation, while the 

emphasis is removed from the “negatively” colored cycle to a “positive” one. The professional 

status of certain professions in society implies a relationship of mutual trust between the society 

and the profession (Feeney, 2012:7). 

 

Autonomy 

 

Although definitions of autonomy vary from one author to another, there is a common 

thread that runs through them. The concept of autonomy refers essentially to the teachers’ 

freedom and power in conducting their professional activities (Pearson and Hall, 1993; Short, 

1994). According to Öztürk (2012), the concept of teacher autonomy refers to the teachers’ 

authority and freedom to plan and implement instructional activities and decisions made during 

the instructional process. Öztürk (2012) observes that teachers have a larger area of autonomy 

in the application stage when compared to planning and implementing teaching activities. A 

great levels of autonomy and application is a possible result of the privacy nature of the 

classroom environment, which provides the teacher with a certain degree of autonomy. The 
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teacher is a unique authority in the classroom and there is hardly any direct control and 

supervision of his daily activities (Öztürk, 2012). 

 According to Goodlad (1984, according to Fullan, 2013), teacher autonomy exists more 

in the context of isolation than a rich professional dialogue. In order to build autonomy, it is 

necessary to transfer the teacher’s impact from the “private” to the “public” sphere of action. 

This refers to the removal of practices in which teachers operate independently within “their 

world,” according to reflective practice, dialogue, and involvement in interest groups. This shift 

actually refers to a responsibility that goes hand in hand with autonomy, the obligation to 

engage in discussions and decisions related to practice.  Control which teachers experience in 

different forms on a daily basis and in relation to different stakeholders prevents full 

development of this aspect of the profession. Preschool teachers in Croatia were given more 

freedom in the education process with the introduction of the Program orientation and the 

Concept Draft from 1991 (Programsko usmjerenje odgoja i obrazovanja djece predškolske dobi 

i Koncepcija razvoja predškolskog odgoja, 1991), and especially with the new documents 

Strategy of Education, Science, and Technology (Strategija obrazovanja, znanosti i tehnologije, 

2014) and the National Curriculum for Early and Preschool Education (Nacionalni kurikulum 

za rani i predškolski odgoj i obrazovanje, 2014), but the question is whether these changes have 

resulted in teachers having more autonomy. 

 Autonomy of teachers is essential in order to develop the autonomy of children. Only 

preschool teachers who participate in decision-making related to their work, group, institution, 

and all issues related to their profession can truly serve as models that encourage critical 

thinking and participation of children in creating and changing the group curriculum. 

 In order to “create” such a preschool teacher, it is crucial to create initial programs of 

their education in such a way that students are confronted with choices and decisions, reflective 

practices, and other ways that strengthen their autonomy. By doing so, autonomy becomes part 

of their identity even before entering the profession. Professional autonomy can be maintained 

only if members of the profession subject their activities and decisions to a critical evaluation 

by other members of the profession (Domović, 2009). It is very important that the preschool 

teacher has the ability to learn from experience, since this is one of the fundamental 

characteristics of a good preschool teacher (Vujičić and Đapić, 2009). 

 Outside Croatia there are some positive examples in the efforts to strengthen the 

autonomy of teachers. When it comes to the strengthening of the autonomy, professional 

associations could and should have a special role. Here is an example that can better illustrate 
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this point. British Columbia Teachers’ Federation has issued a statement about the professional 

rights and the autonomy of its members. According to BCTF,9 teachers have a professional 

right and autonomy to: 

1. to establish the teaching and learning environment including setting standards of 

behaviour and using classroom management strategies that best suit the needs of 

students and teachers 

2. to use discretion in carrying out their professional responsibilities and primary control 

in diagnosing learner needs, planning and delivering curriculum, and determining 

appropriate methods of instruction to meet those needs 

3. to use primary control over assessment and over the interpretation and communication 

of evaluation data in regard to students 

4. to use significant influence over curriculum development, learning resource evaluation 

and selection, policy formulation, and other decision-making through the school staff 

at the school level, through locals at the district level, and through the BC Teachers' 

Federation at the provincial level 

5. to a working environment, that supports the judgments and choices that teachers make 

in order to carry out their professional responsibilities, and is free from administrative 

procedures or supervision practices that limit or undermine their professional 

autonomy 

6. to significant opportunities and resources to organize and engage in professional 

development activities, which address their self-determined professional needs and 

interests 

7. to advocate for the rights of children and adult students 

8. to have unrestricted participation in union activities.  

Bottery and Wright (2000) suggest that the teaching profession is being de-professionalized 

through its increasing lack of autonomy in how and what it teaches. According to these authors, 

teachers no longer have the same degree of discretion they formerly had in what they teach and 

how they teach. They are pressed from above (in terms of government direction) and from 

below (in terms of market forces) (Bottery and Wright, 2000:2). 

 

                                                           
9 British Columbia Teachers’ Federation – www.bctf.ca/IssuesInEducation.aspx?id=29583  

http://www.bctf.ca/IssuesInEducation.aspx?id=29583
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 Code of Ethics 

 

 Code of Ethics should help preschool teachers to make decisions about what to do and 

what not to do. As a positive and widely known and used example is the NAEYC Code of 

Ethical Conduct and Statement of Commitment (2005), which has since its first version gone 

through several amendments, all in accordance with the changing notions of the contemporary 

role of preschool teachers. Professionals must act in accordance with professional ethics (Vela 

and Meng, 2010) and preschool teachers are no exception to this, because when experts do not 

adhere to basic ethical principles and fundamental moral values, a decline occurs in the quality 

of performance and a noticeable increase in negligent behavior (Johnson and Ridley, 2008). 

 In Croatia, there is no single Code of Preschool teachers’ ethics. However, there are a 

number of codes of ethics that have been adopted at the levels of preschool institutions. 

Unfortunately, in most cases, preschool teachers do not participate in the creation of these 

codes; they are created through the initiative and effort of preschool principals and the 

professional staff, which again speaks for itself regarding the autonomy of the profession. Not 

participating in the creation of a Code also implies a lack of knowledge of its content (Blanuša 

Trošelj and Ivković, 2016). Lately, there has been an initiative among the members of the 

Association of Preschool Teachers for the creation of a single Code of Preschool teachers’ 

ethics in Croatia. This is further supported by the UNESCO Recommendations concerning the 

Status of Teachers, which demanded already in 1966 that standards of conduct and evaluation 

instruments, which are the foundation of teaching activities, be defined in collaboration with 

teacher organizations, and then they would have to be obeyed. Namely, when professionals 

participate in the development of their Code of Ethics, it is expected that they will seriously 

comply with it and appropriately sanction its violators. 

 Many of these criteria could be correlated with the existence of professional 

associations, which, consequently, work on strengthening important elements such as 

autonomy, code of ethics, standards, and others. Therefore, it is not surprising that many authors 

mention professional associations as a separate criterion. Although Feeney does not speak 

specifically of associations as a criterion for the existence of a profession, the author of this 

thesis considers this category important for the professional development of preschool teachers. 
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Professional associations 

 

 The establishment of professional associations of teachers began in the Unites states 

already in the mid-nineteenth century. The National Education Association (NEA) was founded 

in 1857, but it did not concern itself with the welfare of teachers in terms of improving their 

working conditions, but rather with the standards, ethics, and the curriculum. Another great 

association, the American Federation of Teachers (AFT), founded in the early twentieth century 

(1916), focused on the protection of wages and working conditions of teachers (Lathan, 2011). 

However, let us notice that even though both of these are called associations, according to 

today’s understanding and functioning of associations, the AFT would fall under the category 

of a union organization. Professional associations are, or should be, bringing about changes in 

matters that concern their profession. Many teacher unions, through the protection of teacher 

autonomy, working conditions, power, and creativity, thus, empower teachers to critically 

engage and participate in the democratic formation of a more economically and socially 

equitable society (Lathan, 2011). 

An example from Croatia, which occurred in the 1930s, serves as a testament to the 

strength of professional associations. Members of the Teachers of Children’s Shelters 

Association in Zagreb highlighted the need for the establishment of a special school for teachers 

of children's shelters, which resulted in the founding of such a school in 1939 (Mendeš, 2012). 

The association was later an initiator for many trainings and professional journals. 

Until the beginning of the twenty-first century there were no active associations of 

preschool teachers in Croatia. A series of changes, which have already been mentioned, also 

led to the activation of the members of this profession and an increase in the awareness about 

the importance of their association. Today, there are about 10 preschool teacher associations in 

Croatia. One of the first associations of preschool teachers is the Preschool Teachers’ 

Association founded on 27 April 2006 in Zagreb. It is a non-profit organization that brings 

together only preschool teachers. Their aim is horizontal linking of preschool teachers and an 

improvement of their work on the principle of equal sharing of their experiences. The 

association promotes and supports continuing education of its members and all other interested 

members of the society, and it seeks to permanently promote the profession and the role of 
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trained professionals in the education of preschool-aged children, along with their families and 

the society as a whole.10 

Associations should also be a mediator between the education policy and the profession, 

which will serve as an advisor in decisions related to the professional development of preschool 

teachers. In addition, an association, as one of the basic criteria for the existence of a profession, 

must establish criteria for examining the participation and the effects of professional 

development of each individual preschool teacher, either through a licensing system or some 

other form. Although there is a need for locally-oriented, smaller associations in the promotion, 

but also offering of various forms of professional development, national and international 

associations (NAEYC, OMEP...) have a more significant role. 

Although there is no professional development as such among the criteria which a 

profession should meet in order to be a profession, we nevertheless believe that we have to 

observe it as one of the criteria. In fact, knowledge used to be almost static, therefore, research 

results could be properly interpreted for many years, even decades. Today it is widely known 

that knowledge “gets old” after five years, i.e. knowledge that was accepted and known five 

years ago might no longer be accepted as relevant today or it has been at least partially modified. 

Therefore, long-term education, expertise or specialization, standards, and the like depend on 

the continuing professional development that cannot be static; it changes within the continuum 

of scientific knowledge and technological progress. 

 

 

 

 

 

 

 

 

 

 

                                                           
10 http://udruga-odgajatelja.hr/o_udruzi/ 
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4. PROFESSIONAL DEVELOPMENT OF PRESCHOOL 

TEACHERS 
 

In order to professionalize the preschool teacher profile, one must constantly meet the 

requirements of the newly created societal needs, to apply new scientific knowledge in practice, 

to develop personal and professional level not only as an individual, but also in the context of 

one’s home professions and institutions. The professional development of teachers is part of 

the developmental network of educational institutions in which they operate, which owes its 

development to systematic, thoughtful, and diverse professional development of its employees. 

Preschool teachers also modify the culture of their institutions through change caused by such 

professional development, which they also implement in their practice. Therefore, we 

emphasize that professional development of the individual cannot be viewed independently 

from the development of the community in which he operates nor the profession that preserves 

its fundamental criteria due to professional development. 

Professional development is a term that, simply put, refers to the development of a person 

in his or her professional role. It includes various formal and informal experiences, which 

provide the preschool and elementary school teacher with growth within their calling. 

Professional development of teachers as a separate category rarely appears in literature, but it 

is more often implemented in the concept of professional development of teachers (teacher as 

a base concept). The role of teachers,11 as Vizek Vidović emphasizes (2005), as well as any 

other professional role can be understood as a system of interlocking expectations of individual 

participants. Valenčič Zuljan sees the teachers’ professional development as “a process of 

significant and lifelong learning in which teachers (students) make sense and develop their 

understanding of and change their teaching practice; it is a process, which includes the 

teachers' individual, professional, and social dimension, and it also comprises teachers' 

progress towards a critical, independent, and responsible decision-making and management” 

(2001:30). Professional development includes systematically planned opportunities and 

broadening of experiences that encourage professional growth and development (Čepić, Kalin 

and Šteh, 2017). 

 

                                                           
11 English term teacher includes preschool teachers as well. 
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Professional development can be viewed in the narrow and broad sense (Terhrat, 1997, 

according to Valenčič Zuljan, 2001): 

 

 - in the broad sense it is a development that begins with the entry into the education 

process and it ends by giving up the profession or with retirement; 

 - in the narrow sense it is a development limited to those critical periods in which the 

individual develops and progresses. This view emphasizes that differences in years of 

experience, challenges, quality and quantity, change, and progress must be taken into 

account. In fact, it may occur that a teacher does not progress or change for years; in this 

case we talk about years of “non-development.” Therefore, it is necessary to consider the 

entire context of teachers’ professional development and all factors that influence their 

professional development. 

 

The goal of professional development of teachers, in all domains of education, is the 

improvement of the teaching practice. 

Only recently has the professional development of both preschool and elementary 

school teachers become viewed as a long-term process that involves continuing opportunities 

and experiences planned systematically in order to promote the growth and development of 

their profession (Villegas-Reimers, 2003). This view has initiated a “revolution” in the aspect 

of the importance of teacher education, and thus many reforms in education of preschool and 

elementary school teachers. 

 It is recognized in the Council Conclusions on the Professional Development of 

Teachers (Council of the EU, 2009a) that the teachers’ knowledge, skills, and commitment are 

the most important factors in achieving high quality educational outcomes. It is very important 

that teachers inspire and motivate children to fulfill their potential, since a good approach can 

have positive effects throughout life. For this reason, the importance is emphasized of setting 

high standards in initial and subsequent professional development of teachers at all levels. The 

status and attractiveness of the profession depend on these standards. A professional should 

acquire a good foundation for scientific research in his or her initial education as well as first 

practical experiences. All three parts of professional development – initial training, 

introduction, and continuing professional development – must be seen and treated as a whole. 

The same Conclusions (2009a) clearly explain that no initial training, regardless of its 

quality, can “equip” a teacher with competences for his or her entire professional life. 
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Therefore, the development of a teacher should not stop with the obtained degree or work 

license. In our fast-paced world, in which needs, technology, and demands of the society are 

rapidly changing, it is essential to enable individuals to learn, to adequately motivate them, but 

also to support them in their development. Teachers must be able to self-reflect on their work 

and act in partnership with the business environment. 

 With the Conclusions from 2009, EU Member States are committed, among other 

things, to establishing a high quality of teacher education in accordance with the needs of the 

society and creating a connection between all levels of the teachers’ professional development 

(support, reflection, feedback on their work...). During the upcoming decade, Member States 

are going to be examining the means of teacher recruitment and the course of their formal 

education, while providing insight into the competences of European teachers. 

 During the initial and subsequent life-long learning, in terms of their professional 

competences, preschool teachers should be developing holistically, because a preschool 

teacher who is prepared and developed in such a way would be able to identify a child's 

potentials and through appropriate and individualized ways (s)he could further utilize and 

develop them (Šagud, 2011:268). 

 Initial preschool teacher education and the subsequent lifelong learning should be one 

continuous process aimed at strengthening the preschool teacher’s competences for achieving 

the child’s potentials in changeable social conditions. The reality, however, shows great 

discontinuity between these two levels of professional development of teachers (Šagud, 2011). 

One reason could be the social attitude towards preschool teachers, where there is also a 

significant disparity between the importance of understanding “other” important adults in a 

child's life and (not) seeking their expert advice. 

 Value systems of the modern Croatian family are still “struggling” with common 

attitudes, such as “a child is raised on its own” or “you do not need to be educated to raise 

children” and contemporary insights obtained from pedagogical, psychological, neurological, 

sociological, and other sciences. Teacher recruitment, pre-service preparation, in-service 

professional development, and teacher retention may be chronologically sequenced but, 

epistemologically, they are intertwined and continually loop back and forth to influence each 

other in mutually constitutive ways (Olsen, 2008). According to this author (2008), teacher 

development is at the same time circular and forward-moving, because a teacher is always 

collapsing the past, present, and future into a complex melange of professional beliefs, goals, 

memories, and predictions while enacting practice. 
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 Today’s professionals should not restrict themselves to the position and knowledge they 

currently have, because in an ever-changing society, a professional is also a variable category. 

For this reason, one of the key competences that a professional preschool teacher must possess 

is the skill of constant adjustment, replenishment, and gaining new abilities, skills and 

knowledge in accordance with modern scientific knowledge, demands, and needs of the society 

and the profession. One should thereby keep in mind, and ne guided by this principle in all 

stages of preschool teachers’ professional development, that, in addition to equal basic 

professional competences, preschool teachers should realize individual potential as well.  

As Valenčič Zuljan (2001) points out in the definition of professional development, it is 

necessary to connect the understanding of individuals and their practice, i.e. the teaching skills. 

Šagud (2011:269) also emphasizes this view and highlights that the education of a preschool 

teacher requires more focus on the flexible learning of individuals, taking into account their 

characteristics, interests, and motivation in different situations and environments. The 

preschool teacher’s professional development should not only result in advanced knowledge, 

but even more so in the changes in their beliefs and behaviors which the lecturing 

(informational) type of professional training cannot create (Slunjski, 2008:193). 

The notion of teacher professionalism is closely related to professional development 

(Evans, 2008; Hargreaves, 2001). Guskey argues that high quality professional development is 

a central component in nearly every modern proposal for improving education. Policy makers 

increasingly recognize that schools can be no better than the teachers and administrators who 

work within them (2002:381). These phases can be identified in various countries all over the 

world, but not in the same order. The concept of professionalism is socially constructed 

(Helsby, 1995; Troman, 1996) and it is also subject to geographical and cultural differences in 

interpretation, which themselves may change over time (Helsby, 1995:317). 

Fullan argues that professional development is the sum total of formal and informal 

learning pursued and experienced by the teacher in a compelling learning environment under 

conditions of complexity and dynamic change (1995:265). Day also, through a more descriptive 

interpretation of professional development, defines this term as the process by which, alone and 

with others, teachers review, renew and extend their commitment as change agents to the moral 

purposes of teaching; and by which they acquire and develop critically the knowledge, skills, 

planning and practice with children, young people and colleagues through each phase of their 

teaching lives (1999:4). Bredeson perceives the notion of professional development through 

three interdependent concepts: learning, engagement, and improved practice, and defines 
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professional development as learning opportunities that engage preschool teachers’ creative 

and reflective capacities in ways that strengthen their practice (2002:663).    

Lifelong learning and continuous professional development are the principal 

mechanisms that encourage personal growth and development, while preventing stagnation 

and routine in the life of the individual and the society (Vizek Vidović, 2005:15). It can be 

formally, non-formally, and informally organized learning. It is vertically integrated by the 

levels of education and horizontally by forms (Dave, 1976). We can conclude from this 

assumption that educational institutions are no longer the only or the dominant bearers of 

lifelong learning (Pastuović, 1999). 

Given the different epistemological origins, Valenčič Zuljan (1999) describes two 

concepts of a teacher’s professional development: 

 

1. Traditional understanding of the teacher’s growth and development, in which a 

teacher is seen as a passive object that should be forced to engage in development 

through external motivators. Education is focused on improvements in the teacher’s 

lack of knowledge, skills, and abilities, and all this must be accomplished in the 

initial formal education before graduation. 

2. Critical reflective understanding of the teacher’s professional development began to 

emerge in the late 1970s. The focus is increasingly on how teachers understand their 

behavior and the behavior of children, and what the relations are between the 

teacher’s internal processes and behavior (Javornik Krečič, 2008). Reflection as part 

of the teacher’s professional development will be discussed in more detail in the 

chapter on reflection. 

 

Professional development has become a recognizable link for change (Guskey, 1995); 

in addition, its components must be both institutional and personal development (Guskey, 

1995). Evaluations of every form are more seriously understood whereby the emphasis is on 

learning outcomes. However, the research field of professional development has resulted in an 

entire range of different approaches to professional development, which is why there is no 

consensus on what professional development should look like. In this diversity of approaches 

the emphasis should, however, be on its effectiveness.  

We believe that professional development as such can be a mix of different approaches 

in which the specifics of an individual, institution or society itself or the context in which 
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professional development take place are taken into account, while it is impossible to apply the 

same model to all situations in all cultures. Richness lies in the diversity of access to 

professional development when priority is the well being of children and the effectiveness of 

the professional development of preschool teachers. Bearing this in mind, Guskey (1995:3) 

discusses the need for finding the optimal mix - that assortment of professional development 

processes and technologies that will work best in a particular setting. 

Meta-analyses (Guskey and Sparks, 1991), conducted with the aim of establishing a 

successful professional development, have provided an insight into its assessment. In most 

cases, evaluations from participants, i.e. their feedback, are a measure of efficiency. Changes 

in practice are less frequently considered and the impact on children’s learning is the least 

frequently discussed (Guskey and Sparks, 1991). It is in this part that we observe significant 

action research in practice that would certainly replace the order of the aforementioned 

indicators of successful professional development. In Croatia, research in practice, conducted 

by preschool teachers themselves, has been increasingly implemented in recent years. Guskey 

(1995:4) points out that procedural guidelines that appear to be critical to the professional 

development process are the best we can offer. 

 ISSA Standards (Tanksrley et al., 2012) suggest the following indicators of quality of 

preschool teachers’ areas of work that are related to their professional development: 

 

1. the preschool teacher uses different opportunities for personal and professional 

development, showing thereby recognition of the importance of lifelong learning; 

2. the preschool teacher reflects, assesses, evaluates, and seeks feedback on the quality 

of teaching practice and the level of professional teaching knowledge, while making 

appropriate changes; 

3. the preschool teacher collaborates with others to improve the quality of their practice 

and the profession as a whole; 

4. the preschool teacher makes professional decisions using knowledge, skills, and 

independent and critical thinking; 

5. the preschool teacher is involved in community activities in order to promote the 

importance of quality teaching and access to quality education for all children. 

 

During the last decades of the twentieth century professional development was seen as 

“training,” which usually included one-time lectures and training programs. By contrast 
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professional development is nowadays observed as a change that involves professional growth 

and development, and individual learning. Also, a teacher’s learning is a lot like a student’s 

(children’s) learning with an emphasis on the active, constructivist side of the process, with a 

problem-solving approach closely linked to preschool teacher’s/elementary school teacher’s 

life in the group. 

Learning is the foundation of professional development. Dohmen (1996) perceives 

learning as the broadest concept that encompasses unintentional, so-called natural or 

spontaneous learning, and organized learning that is based on education and care. According to 

Pastuović (1999), self-training and improvement at work are the most widespread forms of 

teachers’ informal education. Learning is the “artery of life” – without learning there is no 

personal growth, no development of the society (Delors, 1998:1). In a knowledge society, 

access to the ability of acquiring necessary knowledge, skills, and competences is essential for 

social progress and work (Keeley, 2007:19).  

Therefore, knowledge in developed countries is viewed as the main resource 

development and such societies are called knowledge-based societies. Knowledge is considered 

as the kind of good that it is widely accessible with the aim of achieving general well being, 

while the term knowledge society defines a society of free enlightened and educated people who 

critically examine and discuss their knowledge. However, the present situation in quite a few 

countries refers to the fact that availability and quality of education are not sufficient criteria 

for the existence of a knowledge society (Mikelić Preradović, 2009:1), which the European 

Union strives to achieve. For this reason, professional development of preschool teachers needs 

to experience systematic and conceptual change (Maleš, according to Šagud, 2011: 270). 

Therefore, Maleš highlights that the professional development of preschool teachers should 

experience a systematic and conceptual change (according to Šagud, 2011). The first step is the 

very beginning, i.e. the initial education of preschool teachers. 

 

4.1. INITIAL EDUCATION OF PRESCHOOL TEACHERS 
 

Nowadays, initial education is viewed as the beginning of the professional development 

of the future pedagogical worker. However, even quality formal initial education is unable to 

train preschool teachers for a lifelong professional life. Formal education should provide core 

competences for the independent work of beginners, but above all it must prepare them for 

further professional development, lifelong learning, and direct them to learn and develop a 
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sense of individual responsibility to work on themselves, which includes the inevitable process 

of reflection and self-reflection, as well as the need, desire, and knowledge about the basic 

research on educational practice. Šagud (2011:272) points out that a different, non-research-

based approach to practice means that we approach it automatically and routinely, following 

the pre-learned steps or strategies that are often not in line with practical situations. In essence, 

professional development becomes an obligation, which makes it no longer a personal choice. 

The modern society expects active preschool teachers and their ability to continuously adjust 

to new complex situations and requirements. However, some authors emphasize that the pace 

and direction of their own professional development is in the hands of every professional 

(Šagud, 2011:271). However, teachers rely on embedded understandings of and for themselves 

as teachers, which derive from personal and prior experiences as well as professional and 

current ones (Olsen, 2008).  Keeping in mind that the preschool teachers’ understandings 

impact how they interpret, evaluate, and cooperate (Olsen, 2008) in practice, there exists a 

concern that a part of the preschool teachers would not comply with the standards of the 

profession, ethics, and/or modern scientific insights. We are therefore of the opinion that 

professional development should monitor both directions: the one created by external 

requirements and assessments, as well as the one resulting from personal characteristics of 

preschool teachers, by continually building on them and adding to them. In this sense, the 

period of initial preschool teacher education is especially sensitive because students greatly 

enrich it with their previous understandings and experiences created in the absence of 

professional competences which they are yet to acquire. Therefore, faculties carry the main 

responsibility of how and which competences will be fostered throughout their initial education. 

However, it is not unusual for the students to feel a tension between the student-centered, 

constructivist teaching model of their preparation program and the relatively traditional 

conceptions of teaching they had long carried with them (Olsen, 2008). 

“Competences, more specifically, professional competences, are a central element of 

teacher education with a new emphasis on professionalism” (Martiner, Raymond and Gauthier, 

2001: 43). There are several reasons why the European Union recognizes the importance of 

higher education in the development of competent professionals. Firstly, higher education 

creates content citizens with better social skills and a greater range of possible employment 

opportunities. Secondly, the profession of preschool teachers/elementary school teachers has a 

powerful impact on the society and it plays a vital role in nurturing human potential and shaping 

the values of future generations. Thus, it cannot be irrelevant how future preschool 
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teachers/elementary school teachers are educated, at which degree of education, and whether 

they perceive their formal education as part of lifelong learning that does not stop with the 

obtained university degree but rather serves as a foundation for their professional development. 

Therefore, the education of all teachers has to be carried out at the university level. For 

this purpose, there must be a strong partnership between universities, preschools, and other 

institutions in which they can be employed. However, the question remains whether there are 

any other institutions (except preschools and schools) in which teachers can be hired as 

professionals. Most experts agree that initial preschool teacher education should be organized 

at the Bachelor’s degree level (EACEA P9 Eurydice, 2009). However, in order to achieve 

necessary competences, preschool teachers must continue their professional development. 

Besides the level of the initial preschool teacher education, the mode of providing education is 

also important. It should introduce them to the requirements of their profession, as well as to 

various tasks they will be faced with. 

The document titled “Improving Competences for the 21st Century: An Agenda for 

European Cooperation on Schools” (Commission of the European Communities, 2008) 

highlights that initial preschool teacher education has to devise a way to represent a better 

connection between theory and practice. Teachers must understand the historical, social, and 

cultural context of their work. It is pointed out that the initial education must present education 

as “problem-solving” situations or “research-and-action” activities in which the methods and 

strategies are reviewed in relation to children, the learning process, and the lessons. Another 

segment that must be given more attention to is management in education and care. 

Common European principles (European Commission, 2010b), according to which 

education policies should also be developed, are: 

 

a) a well-qualified profession, 

b) a profession placed within the context of lifelong learning, 

c) a mobile profession, and 

d) a profession based on partnership. 

 

According to the first principle, education of teachers must be part of higher education 

and all of them must be able to continue their studies and to develop within their profession. 

Since the preschool teacher profession is multidisciplinary, education should be 

multidisciplinary as well. Teachers must possess broad subject knowledge, good knowledge of 
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pedagogy, skills, and competences that provide good guidance and support to the child, as well 

as an understanding of the social and cultural dimensions of education. Lifelong learning can 

be formal, non-formal, and informal (unofficial). This is why teachers should be supported in 

their efforts to actively participate in professional development. For the purpose of professional 

development, teachers should be supported to participate in European projects, as well as to 

spend a part of their studies or work in other European countries. However, since this document 

seeks to influence policy, it is pointed out in the text that teachers working on their development, 

thereby spending a part of their work in another country, must have a recognized status in their 

home country and their participation must, in addition to recognition, be adequately assessable. 

This means that each country should have a well-elaborated education policy, but also values 

that will understand learning and work as priorities. Partnership, in turn, is a domain that must 

take place at several levels. The European Commission points out that institutions participating 

in the formal education of preschool teachers must organize their work in a way that includes 

preschools, schools, and other institutions. Teaching at universities should be connected to and 

have a benefit from knowledge that emerges from practice. Thus, theory and practice should 

not be two separate entities, but a partnership from which both will benefit, while providing 

future teachers and all those who are realizing their professional growth through lifelong 

education with benefits of common knowledge. Teachers must develop competences that 

include the ability to create partnerships for the purpose of reflection of their own and others’ 

practices (European Commission, 2010b). 

With the aim of implementing these principles into policy, certain recommendations 

have been made for those who create educational policy at the national and regional levels 

(European Commission, 2010b). Based on these recommendations, the teaching profession 

should be well qualified. We would like to emphasize that the document cites three cycles of 

the teacher education program, which comprises Bachelor, Masters, and doctoral students 

within the Bologna process. The second segment of this recommendation, which has emerged 

as a novelty, is the contribution of teachers to research practices as a way of developing new 

theories and knowledge about education. In subsequent recommendations it is pointed out that 

profession is a part of continuity that, in addition to initial preschool teacher education, must 

include further professional development. Local and national authorities should encourage the 

mobility of preschool and elementary school teachers, and a partnership between the teaching 

profession and other stakeholders. 



 
57 

 

Teachers play a crucial role in educating the citizens of the European Union, therefore, 

they must be able to recognize and respect different cultures. In this context, the European 

Union keeps “open doors” and provides opportunities to gain experience in different countries, 

which enables teachers to directly experience the answer to this challenge. Since the teacher 

alone cannot emphasize the importance of his social role, it is very important how the national 

policy perceives teachers in general. It is responsible to provide the teacher with initial 

education as well as with the possibility of professional development. The policy must support 

those who educate teachers, because it is not irrelevant what kind of impct such institutions 

have on the quality of learning.  

Formal education, in the form of initial preschool teacher education and other 

educational professions, has for a long time been the only measure and requirement for the entry 

into the labor market. However, such an approach in a today’s changing world cannot meet the 

demands which the society places on a particular profession. Individuals are expected to think 

independently and to be able to combine their knowledge and work in complex systems 

(Muršak, 2001:70). Prior knowledge, which an individual had acquired during initial education, 

are developed through practice, and combined they create the professional identity of a person. 

Quality of education, form, and motivation during formal education certainly determine 

the way in which preschool teachers understand and practice their further professional 

development. According to Šagud (2011:273), some factors are of particular importance for the 

effect of subsequent lifelong learning of preschool teachers: the dominant way of teaching and 

learning during academic education, the role (level of activity) for which the student was 

encouraged during formal academic education, and opportunities to participate in team work 

that encourage reflection and self-reflection. Preschool teachers often feel that they have 

acquired the only relevant knowledge from formal education, while this is mostly related to 

psychological characteristics of children and methodical knowledge about the organization of 

specific activities (Šagud, 2011:273). Later on, in practice and during professional 

development, they expect general and single answers to problems that arise. 

In the context of lifelong learning, once the preschool teacher has finished his initial 

education, (s)he has gained “starting competences” (European Commission, 2010a). However, 

the preschool teacher calling is such that it must be continuously improved. Initial preschool 

teacher education should not be lower than the Bachelor’s level (EACEA P9 Eurydice, 2009). 

This should be the starting point of their professional path. Professional development of 

preschool teachers and elementary school teachers is a long-term process that involves 
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continuous opportunities and experiences that are planned systematically so as to promote 

growth and development of the profession (Villegas-Reimers, 2003). Knowledge, skills, and 

dedication of preschool teachers are important factors in achieving quality of educational 

outcomes. Therefore, it is necessary to set high standards in the initial and subsequent 

professional development at all levels (Coolahan, 2002). The status and attractiveness of the 

profession depend on these standards.  

Universities should be part of economic development and competitiveness (Drudy, 

2008). The relationship between education and economic development is clearly set out in the 

documents “Common European Principles of the Teacher Competences and Qualification” 

(European Commission, 2010b) and the “Statement of the Commission of the European 

Community to the European Parliament on Improving the Quality of Teacher Education” 

(Commission of the European Communities, 2007). These documents emphasize, among other 

elements, that teachers should be lifelong learners who understand that factors that create social 

cohesion and social exclusion, and that hey ought to be aware of the ethical dimensions of the 

knowledge society. Special emphasis is placed on analytical research of those who educate 

teachers, which develops as part of a partnership among all stakeholders. 

The implicit pedagogy of preschool teachers, including their understanding, attitudes, and 

motivation for further professional development, will largely depend on the content, progress, 

and duration of the studies, as well as the very models they are exposed to during that period. 

Different models of initial education can be seen in various preschool teacher education 

programs in the European Union, but there is a general tendency towards higher education. 

However, most countries have until recently based their preschool teacher education on high 

school education or short-term training and course levels. However, Croatia has a long tradition 

of preschool teacher education and as such belongs to the few countries in Europe that employ 

only preschool teachers with a Bachelor’s degree, but has also been offering Master degree 

programs of early and preschool education for years. 

4.1.1. DEVELOPMENT OF INITIAL PRESCHOOL TEACHER EDUCATION 

AND FOUNDATIONAL DOCUMENTS IN CROATIA 
 

The path to gaining the position and level of education of Croatian preschool teachers that 

we have today has been a long one. Also, the functions and the staff in preschool institutions 

have changed as well. In order to understand the context of the present position of preschool 
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teachers in Croatia, the following text provides a historical overview of the development of 

preschool institutions and their staff. 

First institutions of preschool education throughout the world, including Croatia, had a 

social character. Most often these were orphanages belonging to religious institutions and they 

were run by nuns. 

The history of preschool institutions in Croatia is half a millennium long. As part of the 

Monastery of St. Clara in Dubrovnik, children were provided with care as early as in 1290, 

especially abandoned and illegitimate children (Simunović, 2008). Another significant 

preschool institution with a social character in Croatia, also based in Dubrovnik, was founded 

in 1432 and was called House of Mercy (Hospital pietatis). It worked for five centuries and it 

primarily took care of abandoned children and later on of children from poor families. Children 

were prepared to work for “a master” as maids, workers on farms, etc. One could conclude that, 

in addition to education through prayer, education for work prevailed (Došen-Dobud, 2013). 

This was followed by the establishment of institutions in other cities, but their primary purpose 

remained taking care of illegitimate and abandoned children. In 1832, Institutes for the 

education of children up to the age of five (Zavodi) were founded and in 1842 the Karlovac 

County established a nursery for preschool-aged children (Mendeš, 2010). A sanctuary for 

children was founded on 17 January 1854 in Rovinj through the initiative of a group of 

enthusiasts and funds collected as charity (Došen-Dobud, 2013). It accommodated around 50 

children aged three to six. Interestingly enough, it was noticed that their return to their original 

place of residence at the age of six did not help these children, which is the reason why they 

were kept in an asylum up to the age of ten. A single female teacher worked with younger 

children, while a male supervisor took care of the older ones. Due to financial difficulties, the 

institution closed in 1863 and two decades later, in the same city, the Catholic Order of Sisters 

of Providence of God opened a shelter for a greater number of users (Došen-Dobud, 2013). 

Another shelter of this kind was established in Vodnjan in 1840. 

  Other forms of institutions for preschool children were founded by the end of the 

nineteenth century under the names pjestovalište (nursery) and zabavište (amusement center) 

(Mendeš, 2010). The first pjestovalište was founded in Zagreb in 1855, which looked after 

children up to the age of three. All these institutions were primarily established on the basis of 

mercy towards children. But, the impact of Fröbel’s idea, especially in zabavište was slowly 

gaining momentum. The first such zabavište was founded and headed by Antonija Cvijić-Lukić 

in 1872, the author of the first manual for work in preschool institutions called Rukoveđ za 
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zabavište (Manual for the amusement center) (Milanović et al., 2000), which had for a long 

time been the only and best educational preschool manual in the institutional context. 

Even the first legislation of institutional preschool education dates back to the nineteenth 

century, Regulation of the Royal Croatian-Slavonian-Dalmatian Government, Department of 

Theology and Education in the Organization of Amusement Centers (Naredbi kraljevske 

hrvatsko-slavonsko-dalmatinske zemaljske vlade, odjela za bogoštovlje i nastavu ob ustrojstvu 

zabavištah) of 19 December 1878, signed by the ban commoner Ivan Mažuranić. This 

Regulation was subject to the Act on the Organization of Elementary Schools (Zakonu ob 

ustrojstvu pučkih školah) from 1874 and was amended with other documents, including the first 

official Program for amusement centers (Program rada za zabavišta iz 1899. godine) from 

1899 (Došen-Dobud, 2013). The Regulation states that only women may work with children, 

while men could only perform managerial functions, but this was abolished in 1945, at the end 

of World War II. 

Amusement centers were intended for children between the ages of three and six. Its 

name was retained until the end of World War II even though names such as obdanište and 

dječji vrtić (preschool) were still used, the latter becoming a unique name after the Act on 

Preschools (Zakon o dječjim vrtićima) of 4 May 1956. This turned the preschool occupation 

into “an occupation of special social interest.” 

Various terms were used for institutions that took care of children up to the age of three: 

pjestovalište, hranilište, dadilište,  kolijevka  and dječje jaslice, but only the last term has 

remained in use. All these terms suggest the primary role of these institutions. The function of 

nurseries will continue to have a social character, in which the main roles are care, protection 

of children, and meeting their biological needs. This is why nurses and/or caregivers worked 

in nurseries until the late 1970s, just like nurses in hospitals, dressed in white coats. The first 

Program Forundations for Care and Upbringing of Nursery Children (Programske osnove za 

njegu i odgoj djece u dječjim jaslicama) were published in 1977. Today, it is clear that care, 

and education of children are inseparable. However, there are significant differences among 

European countries in the system of their implementation as well as among the staff who 

implements them, but this will be discussed in the chapter on preschool teachers in the European 

Union. 

Prior to World War II institutions of preschool education could be religious, municipal, 

private, and the like, but after World War II institutions have become exclusively public. 
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At the First General Teacher Council in Zagreb in 1871, Stjepan Basariček advocated 

a compelling need to include preschool aged children into zabavišta (Mendeš, 2010). It is 

important to note that throughout this entire period it was not necessary to have obtained a 

special professional-pedagogical education, and women could exclusively work in such 

institutions. 

The first Course for the education of amusement center preschool teachers (Tečaj za 

izobrazbu zabavišnih odgajateljica) was launched at the Teacher Training College in Zagreb in 

1880. The training lasted for a year and could be enrolled only by girls who had a completed 

women's school education, lower-level grammar school or public school. Upon completion, 

these girls had obtained basic pedagogical skills needed to work in kindergartens. The first 

School for Kindergarten Teacher Education was founded in 1883 (Mendeš, 2010). 

The first document to define the overall occupation of preschool education at the 

program level was adopted in 1920. Amusement Center Syllabus (Program rada u zabavištu) 

was part of the program book Syllabi for amusement centers, elementary schools, higher 

elementary schools, mercantile-trade schools, and public schools (Nastavni planovi i programi 

za zabavišta, osnovne škole, više osnovne škole, trgovačko-zanatlijske i građanske škole) 

(Mendeš, 2012). By the 1930s, the network of preschool institutions had spread, which 

increased the need for qualified staff. Due to insufficient staff, teachers who had completed the 

Teacher Training College were employed in preschool institutions. From that moment on 

institutions for preschool children were called children's shelters, which implemented modern 

educational concepts. 

It is significant that connecting educational experts emerged as early as 1934 when 

teachers of children’s shelters created the Association of Teachers of Children’s Shelters in 

Zagreb (Udruženje učiteljica dječjih skloništa grada Zagreba) (Mendeš, 2010), which had a 

significant impact on the development of professional staff by means of organizing seminars, 

lectures, connecting with other professions, and the establishment of a professional library. 

Soon, the Association began attracting teachers from other cities and field trips were organized 

for two teacher groups to Prague and Vienna for the purpose of studying the system of education 

and protection of children in appropriate facilities (Marinić, 1960, according to Mendeš, 2010). 

The Association encouraged the idea to open a special school for female teachers of children’s 

shelters, which occurred in 1939. The school program lasted for two years with a system 

providing additional training, dormitory for students, and a training facility, better known under 
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the name upper kindergarten (mala škola). This progress was stopped with the beginning of the 

outbreak of World War II. 

Once World War II had come to an end, the country was faced with the need to take 

care of those children who had lost their parents during the war. At the same time, during the 

period of the post-war industrialization, the need also emerged to take care of children whose 

mothers had entered the workforce in unprecedented numbers. Due to the expansion of the 

network of preschool institutions, it was necessary to increase the number of professional staff. 

Thus, in 1945, the Ministry of Social Affairs of the Social Republic of Croatia established a 

Socio-pedagogical school (Socijalno – pedagoška škola) in Zagreb. At the same time, it enabled 

the non-professional staff to receive additional training, with the requirement that they have 

completed at least four years of high school education. The school was renamed the following 

year into the School for preschool teachers (Škola za odgajatelje). The focus of its work was 

theoretical pedagogical-psychological education and methodical training of the participants. 

However, all these courses were short lived and primarily socially oriented. In 1947/48, the 

participants of the third grade of the Teacher Training College in Zagreb could opt for the 

preschool education calling and learn about preschool education (Franković, 1958, according 

to Mendeš, 2010). A regular School for teachers of preschool-aged children (Škola za 

odgajatelje predškolske djece) was opened in 1949 as a four-year high school. Education of 

preschool teachers was designed in a way that general subjects were studied in the first two 

grades and professional-methodical subjects in the third and fourth grade. Such curriculum was 

retained until the mid-1960s. Since a single school for preschool teachers could not meet labor 

market needs, a preschool education course was opened in the academic year 1958/59 at the 

Teacher Training College in Pula and in 1962/63 in Kastav, and somewhat later in the grammar 

school “Viktor Lenac” in Rijeka. 

On 17 May 1969, the plenum of the Association of Pedagogical Academies of the 

Socialist Republic of Croatia passed a Proposal of the syllabus for the organization and carrying 

out of studies at pedagogical academies of that time, which was implemented from 1969/70 

(Babić and Kuzma, 2003). In 1971, a preschool education department was opened at the 

Academy of Pedagogy in Rijeka (Krstović, 2012). The first concept of the studies was based 

on the concept of teacher education studies. Upon completion of preschool education, the 

student was awarded the title “teacher of preschool education.” 

Given that a new reform was carried out in a series of reforms in secondary education 

during the 1970s, the education of preschool teachers began with its implementation within the 
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Centers of Specialized Education (Centri usmjerenog obrazovanja), which awarded the title 

preschool education associate (suradnik u predškolskom odgoju). Upon finishing the first two 

general grades, students could choose an appropriate program in the third grade. However, 

associates could not be hired in preschool institutions (Mendeš, 2010), therefore they continued 

their education at the faculty level. 

Since the Faculty of Teacher Education in Rijeka has an important position in today's 

education of preschool teachers in the Republic of Croatia, we will pay special attention to the 

changes that have taken place at this Faculty, before and after its formation. 

The Pedagogical Academy existed in Rijeka until 1977, when its name was changed 

into Pedagogical Faculty. The study of preschool education was at this point still offered as a 

two-year program, with slight changes in the curriculum, and it offered general, common, and 

professional foundations. 

A new school reform was carried out during the 1980s, which enabled preschool 

teachers to enroll into appropriate educational programs after a completed elementary school 

education, which granted them the opportunity to slowly become acquainted with the 

profession. After four years of high school, they enrolled in two additional years at a higher 

education institution. So, teachers were educated according to the concept 4 + 2, which enabled 

them to acquire a professional qualification of the sixth degree (Krstović, 2012). Upon 

completion of their studies, these students acquired the title preschool teacher (odgajatelj 

predškolske djece). This concept was abolished in 1992 with the overturning of the Act on 

Specialized Education (Zakon o usmjerenom obrazovanju). The Act on Institutions of Higher 

Education signified a major change in the education of preschool teachers. Specifically, this 

Act regulated higher education institutions and their related professional and university studies. 

The former two-year studies of preschool education became professional studies in the newly 

formed Teacher Training College in Rijeka (1998), a constituent of the University of Rijeka. 

The two-year studies were offered until the beginning of the twenty-first century when 

the Teacher Training College made a step forward in the education of preschool teachers with 

the introduction of three-year studies in the duration of six semesters, carried out for the first 

time in the academic year 2001/2001. This was the first studies program of preschool education 

at that time in the Republic of Croatia, while in the next academic year three-year studies started 

at the Teacher Training College in Osijek (Babić and Kuzma, 2003), however this studies 

program was still offered as professional studies. 



 
64 

 

The Faculty of Teacher Education in Rijeka was established in 2006 as an autonomous 

institution of teacher education at the University of Rijeka (Krstović, 2012). It started with the 

five-year integrated undergraduate and graduate university studies and three-year professional 

studies of preschool education. Education of preschool teachers remained only in the context 

of an educational-teaching profession, which took place in professional studies (Krstović, 

2012). This continued to prevent the progress and mobility of qualified bachelors of preschool 

education, both vertically and horizontally. 

“The reform of higher education known as the “Bologna process,” which in Croatia 

began in the academic year 2006/2007, attempts to define the priorities of higher education, to 

provide a greater autonomy of universities, and to overcome some of its shortcomings. It stands 

for a better harmonization of higher education institutions, a system of undergraduate and 

postgraduate studies, two mutually open and connected cycles, and the introduction of a credit 

point system (ECTS) that allows a better mobility of students” (Šagud 2006:56-57). 

In the academic year of 2007/2008, Rijeka began with the adaptation of studies 

programs to the Bologna process and incorporating approaches based on learning outcomes and 

the competence framework.“In line with the promotion of the concept of lifelong learning and 

the vision of a need to build a new system of the professional role of experts in the context of 

modern and early preschool education, there have been considerations and requirements to 

redefine the traditional educational point of view of professional roles in the field of early and 

preschool education in such a way that different educational programs are conceptualized for 

different categories of professionals” (Krstović, 2012:6). The Development Plan of Education 

2005-2010 (Plan razvoja sustava odgoja i obrazovanja 2005-2010), in which the necessity of 

actualizing the education for the preschool teacher profession is emphasized, provided a fertile 

ground for changes. At the Session of the University of Rijeka on 9 June 2009 the Decision was 

adopted for the establishment and launching of university undergraduate studies in early and 

preschool education and university graduate studies in early and preschool education (Krstović, 

2012). The first generation of students of university undergraduate studies was enrolled in the 

academic year 2009/2010 at two faculties – the Faculty of Teacher Education in Rijeka and the 

Faculty of Teacher Education in Osijek. “University studies of early and preschool education 

is the answer to a changed role in terms of the contemporary definition of the extrafamilial 

institutional context. This level of education is the only fundamental phase which will, through 

processes of life-long learning, continuously develop preschool teachers’ autonomous, 
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personal, and professional competences as intellectuals and thinking, reflective practitioners” 

(Krstović, 2009:32). 

As a bridge from professional to undergraduate and graduate studies, the Faculty of 

Teacher Education in Rijeka introduced a Bridge Program, an accredited program of lifelong 

learning, which enables the progression of preschool teachers who have completed their 

education at one of the professional studies. The first generation students of university graduate 

studies enrolled in the studies in the academic year 2010/2011 and since then the studies have 

been carried out on a part-time basis. Today’s concept of education of modern preschool 

teachers in the Republic of Croatia is designed as a 3 + 2 concept. The title University Bachelor 

of Early and Preschool Education is awarded upon finishing the first six semesters and an oral 

defense of the final thesis. Upon graduation from the university graduate studies of early and 

preschool education the qualification of the Master of Early and Preschool Education12 is 

awarded. In July 2012, the first Masters of Early and Preschool Education received their degrees 

in Croatia and some of them have already continued their journey at one of the doctoral studies. 

4.1.2 PROGRAM CHANGES IN THE REPUBLIC OF CROATIA 
 

In the traditional paradigm of early childhood, the child was understood as an inept, 

reactive being who cannot function on its own. This approach viewed adults as bearers of 

knowledge that are necessary in the child’s life for development and learning. Modern scientific 

findings have reversed the image of the child and have given him the place he deserves. In the 

new paradigm of early childhood the child is seen as active and competent, and as the key factor 

of his own development. Such changed understanding of the child and his potential has also 

redefined the role of adults. 

The roots of the traditional paradigm are found in the philosophical movement –  

determinism – and it relies heavily on behavioral psychological theory based on Skinner’s 

model of stimulus and response (Petrović-Sočo, 2009). If we apply this approach to the system 

of teacher education, we are referring to the implementation of pre-planned and designed 

training and familiarization, which should result in appropriate forms and models of behavior. 

In Croatia, the preschool program called “Program of educational work in preschools” was 

founded precisely on this philosophy and its importance is evident in the fact that it is the first 

legal document on preschool education in Croatia. However, the program was created 

                                                           
12 Program of graduate studies of early and preschool education; more available on www.ufri.hr 
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exclusively for children between the ages of three and seven. Younger children were placed in 

the nurseries and under the responsibility of the health sector. This Program consisted of 

prescribed educational areas following the model of schooling areas: exploring the 

environment, learning the mother tongue, body and health, art, and music. The objective, 

educational tasks, and activities that were to be achieved were categorized according to 

children’s age. The role of the preschool teacher was strictly determined in advance and the 

dominant component of his or her work was the direct instruction of children. Within this 

approach, the child is nothing more than an object of the education process. 

The second legal document from 1983 titled “Program Basics of Work with Children of 

Preschool Age” has resulted in some significant changes. It was adopted in response to new 

insights into the development of preschool children and is related primarily to the fact that a 

preschool-aged child experiences the world as a whole. As a result of these findings, educational 

areas were reduced to three. “Program Basics” were significantly less structured and demanding 

to the preschool teacher in terms of the objectives, methods, and content that children should 

acquire. But still, its main feature was the fact that the preschool program includes children 

from the first year of age. From then until now, education of early and preschool children has 

been observed as a continuity of educational work. 

The third important document was adopted in 1991. “Program orientation of education 

of preschool children” embodies a new paradigm of early childhood and emphasizes children’s 

development, importance of playing games, richness in the physical and social environment, 

and the importance of meeting all their needs. This document provides guidelines for the 

preschool teacher’s work as a frame of reference based on which one can act. However, freedom 

also means responsibility. The importance of professional development is recognized in 

response to the changing role of preschool teachers. The perception of teachers as craftsmen 

who through their education “adopt” everything they need in order to successfully perform 

their job within a pre-created final inventory of roles in a closed educational curriculum “once 

and for all” is a thing of the past (Krstović, 2009). 

In 2014, the National Curriculum for Early and Preschool Education 13  (Nacionalni 

kurikulum za rani i predškolski odgoj i obrazovanje, 2014) was published as an official 

document promoting the core values of education of children of early and preschool age, while 

determining all relevant curricular components that should reflect on the entire organization 

                                                           
13 file:///E:/Users/danijelabt/Downloads/Nacionalni-kurikulum-za-rani-i-predskolski-odgoj-i-obrazovanje.pdf 
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and implementation of educational work in preschools in the Republic of Croatia. In its very 

center of values are principles and objectives, rather than the content of education, as it appeared 

in the documents prior to the 1990s. This is the first official document on early and preschool 

education, which discusses professional development. It points out that the professional 

development of preschool teachers should result not only in the advancement of knowledge, 

but also in changes in preschool teachers’ beliefs and actions. As such, changes are considered 

appropriate for those forms of professional development that have an informative and 

transformative potential or possess research characteristics and allow the questioning of 

beliefs, experiences, and everyday practices of preschool teachers (2014:57). 

4.1.3 PRE-SERVICE TRAINING IN CROATIA 
 

Pre-service training represents the first real encounter with practice in which young 

individuals are in the position to examine and question their knowledge. This period is of great 

importance for the construction of professional identity. However, unlike initial education and 

further professional development, this period has not changed much. 

The structure of pre-service training is determined by the Regulations on the means and 

conditions for taking the professional examination for preschool teachers and professional 

associates in preschools (Pravilnik o načinu i uvjetima polaganja stručnog ispita odgojitelja i 

stručnih suradnika u dječjem vrtiću, NN 133/97, 4/98). According to these Regulations, the 

following individuals have an obligation to perform pre-service and take the professional 

examination: 

1. trainees with permanent or temporary full-time employment 

2. trainees with permanent or temporary part-time employment 

3. trainees with work experience 

4. volunteer trainees 

5. employees in other institutions and companies, who under a contractual agreement 

with preschools carry out educational activities within the scope of their profession (external 

associates). 

It is evident that trainees can be found at different stages of professional development, 

but also with various levels of pre-service experiences. For example, trainees doing their pre-

service training with mentors will not be able to truly feel the dynamics of a group in which 

they should independently find solutions to problems. On the other hand, trainees who are 
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employed do not have many opportunities to learn from mentors, except what is legally 

prescribed (30 hours). 

However, the key problem is that pre-service training and professional examination 

have remained unchanged and have not implemented the changes in terms of early and 

preschool education, which often means that they do not satisfy the basic tenets of the new 

paradigm. The area of pre-service training, as a very important period in the professional 

development of preschool teachers, requires a fundamental redefinition. 

 

4.2. APROACHES TO PROFESSIONAL DEVELOPMENT 
 

The technical concept of profession is based on the positivist understanding of science 

which promotes trust and confidence in an ever-growing technological progress that should 

bring prosperity. World War II was followed by a rapid economic growth due to fast 

technological advances and strong international competition. The technical-rational model 

explains the importance of professional activity focused on using theoretical knowledge to solve 

problems (design, evaluation...). An expert is seen a person with specialized knowledge as a 

transmitted value, and as such it is transferable to users who use it to solve problems. Science 

formulates general theoretical solutions and transfers education onto students who will in the 

future use this knowledge to solve real problems. Elements of pragmatism and functional-

technical understanding of education are noticeable in this technological perspective and 

understanding of successful professional behavior (Bell et al., 1993, according to Valenčič 

Zuljan, 1999:86). 

Valenčič Zuljan (1999; 2008) observes professional development through traditional 

and contemporary prisms and the critical view on the role and development of teachers. The 

author (1999; 2008) puts professional development of the teaching staff into a wider context of 

understanding their actions. She also emphasizes the difference between the traditional 

paradigm of professional activity that is based on the rational-technical understanding of 

professions, and on the critical-reflective understanding of professional development. 

Statics and transferability of skills are common characteristics of foundations of the 

traditional concept of teacher professional development, as shown in Table 1 (Valenčič Zuljan, 

2008). Professional development is driven by the external, without taking into consideration 

the opinions of teachers, their needs, and desires. The only motive of such an approach is the 

need to change teachers and their work. Teachers are passive participants, forced to engage in 
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professional development, and all this is covered in a veil of negative connotation implying the 

inability for ensuring appropriate conditions for successful learning, support, and development 

of teachers (Valenčič Zuljan, 2008). The emphasis on professional development in the 

traditional understanding places a counterbalance to disadvantages of teachers in their 

knowledge and skills, and is directed precisely to the change of action and acquiring the missing 

skills shown in research to be necessary and effective. The diploma is taken as the final product 

of professional development. However, in the 1980s, changes occurred that moved the 

discussion towards the qualitative side of teacher cognition (Valenčič Zuljan, 2008). 

In the critical-reflective approach to understanding teachers’ professional development 

emphasis is placed on the motive coming from the inside, from the teacher. Teachers are neither 

passive nor helpless. On the contrary, their thinking is extremely important. This modern 

conception of professional development has resulted in the understanding that the professional 

development of teachers should be entrusted to the teachers themselves.14 At the same time, it 

is both a starting point of professional development and its highest goal (Valenčič Zuljan, 2008). 

Only self-encouraging professional development can result in a substantial change since it is 

moving from and working on “the inside.” In fact, reflective action of the subject takes on one 

of the key roles, which will be discussed more in the chapter on reflection. 

Table 1: Factors of distinction between the traditional and critical models of teacher’s 

professional development (taken from Valenčič Zuljan, 2008:75) 

 

                                                           
14 This trend is known as the “Self-Directed Professional Development” (Valenčič Zuljan, 2008:79). 

 

FACTORS 

 

TRADITIONAL MODEL 

 

CRITICAL MODEL 

 

1. Incentive 

Exterior – outside of the teacher  Interior – inside the teacher 

 

2. Focus 

Teacher’s actions Teacher's perceptions and actions 

 

3. Social course 

Individual process Collaborative process 

 

4. Time dimension 

Undergraduate education and 

occasional seminars for gathering 

new ideas 

Lifelong learning 

 

5. Perception of the teacher's 

professional role 

Passive – technician Active – a reflective and autonomous 

professional 

 

6. Activity 

Routines, acquired through a model Routine and reflection 

 

7. Cognition processes 

Rational and analytical Rational-analytical and intuitive 



 
70 

 

 

The traditional and critical-reflective approaches to professional development, in 

addition to the aforementioned epistemological factors such as understanding of the nature of 

the profession and teaching and learning, also differ from each other in other factors, which are 

shown in the table below.  

In his work, Schön discusses a special type of theoretical opinion called “technical 

rationality,” which recognizes prototypes of professional expertise in this sense – “learned 

professions” (1983:23). Professional activity consists in instrumental problem solving made 

rigorous by the application of scientific theory and technique (Schön, 1983:21). He points out 

that four types of professional knowledge are characteristic to this approach – specialized, 

firmly bounded, scientific, and standardized (Schön, 1983:23). Professional knowledge is 

hierarchically conceived with general knowledge at the top and problem solving at the bottom 

of the hierarchical structure (Schön, 1983). In his work, Schön (1983) observes that teachers’ 

actions and knowledge develop through their own action, which does not correspond to the at 

the time prevailing approach to technical thinking. Therefore, Schön’s “The Reflective 

Practitioner: How Professionals Think In Action” explains an alternative concept of 

professionalism, as an opposition to technical rationality. The key to his approach is that our 

knowing is in our action (Schön, 1983:49). This activity is particularly evident in unpredictable, 

uncertain, and complex situations teachers deal with on a daily basis. When we go about the 

spontaneous, intuitive performance of the actions of everyday life, we show ourselves to be 

knowledgeable in a special way. Often we cannot say what it is that we know (Schön, 1983:49). 

 According to Schön (1983) knowing has the following properties: 

• There are actions, recognitions, and judgments which we know how to carry out 

spontaneously; we do not have to think about them prior to or during their performance. 

• We are often unaware of having learned to do these things; we simply find 

ourselves doing them.  

• In some cases, we were once aware of the understandings which were 

subsequently internalized in our feeling for the stuff of action. In other cases, we may 

never have been aware of them. In both cases, however, we are usually unable to 

describe the knowledge which our action reveals (Schön, 1983:54). 

“Knowledge in action” also implies “reflection in action.” Intuitive action often leads to 

surprises, and unexpected outcomes of an action imply thinking about it, which is why we 

respond to the outcome with reflection-in-action (Schön, 1983). However, in order to bring 
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reflection closer to expected professional activities, the concept “reflection-in-practice” is 

introduced. As a practitioner experiences many variations of a small number of types of cases, 

he is able to “practice” his practice. He develops a repertoire of expectations, images, and 

techniques. He learns what to look for and how to respond to what he finds. As long as his 

practice is stable, in the sense that it brings him the same types of cases, he becomes increasingly 

less subject to surprise. His knowledge-in-practice tends to become increasingly tacit, 

spontaneous, and automatic thereby conferring upon him and his clients the benefits of 

specialization (Schön, 1983:60). Given the importance of reflective practice in professional 

development, we will repeatedly use the reflective practice term and description in the future, 

and in particular we will devote more to its significance in chapter Preschool teacher research 

as a factor of professional development. 

Teachers’ professional development should be integrated professional development 

(Bell et al., 1993, according to Valenčič Zuljan, 2008:87). At the same time, Bell and colleagues 

discuss three key components: social development, professional development, and personal 

growth. Among the different approaches to professional development, some of them place 

interpretation of different roles or elements of the development process at the very center. 

Approaches taken by Patton (1990) are described in Bognar’s work (2000): 

The behaviorist approach is focused on external associates. Preschool teachers are 

expected to follow given instructions and to introduce new educational approaches. They are 

trained to successfully implement planned changes. In doing so, they are not involved in making 

changes, which makes it difficult to adhere to them. 

The humanistic approach refers to how teachers, in changing their practices, get to 

choose between different ideas. This makes the effect, due to their active participation and 

internal motivation, greater. 

The development approach stems from the realization that individuals carry out only 

those changes which result from their own development. Significant differences among teachers 

are evident due to this fact. The development approach looks at the education process as a form 

of teachers’ self-realization. Due to differences among individuals, it is possible to make 

changes in the form of therapeutic work that strengthens their self-confidence. 

This approach is closely related to the cognitive-constructivist approach of professional 

teacher development. It is the kind of theory of knowledge creation (Marentič Požarnik and 

Cencič, 2003) in which every individual constructs his knowledge in the learning process and 

connects it to an existing network of concepts, data, and rules (Marentič Požarnik, 1987). The 
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individual is, according to this approach, an active constructor of his knowledge. Acquisition 

of new information and possible unexpected conflicts, which cannot be explained in the context 

of the existing scheme, represents a cognitive conflict, which can be a starting point – challenge 

– for individual development (Valenčič Zuljan, 2008). In this approach, it is important that 

teachers “put themselves in the shoes” of their students, as well as 1) assume the role of students 

(e.g. role play, experiential learning...) and 2) think in a metacognitive way about teaching 

methods, organization of teaching, about their feelings, and analyze themselves as students. 

Precisely this approach is the foundation for understanding professional development, which is 

nowadays being attempted to achieve. However, despite positive changes in the approaches to 

professional development, there are still large differences between individuals in their personal 

professional development. This is due to many factors that influence the professional 

development of preschool teachers. 

 

4.3.FACTORS OF PROFESSIONAL DEVELOPMENT OF 

PRESCHOOL TEACHERS  

Even when preschool teachers seem alike, work in the same environment, and have a 

similar working life and professional career course, it is rather rare that they are equally 

involved in their professional development. Specifically, decisions related to professional 

development are affected by a whole range of factors that sometimes facilitate them or even 

make them impossible. The repertoire of factors changes throughout professional life, which 

makes observing the prevailing factors in the individual phases of professional development 

possible. Some are, however, characteristic of age and their individual specifics. It is almost 

impossible to list all the factors that affect professional development of preschool teachers and 

teachers in general. 

These various factors are most often divided into internal and external ones (Javornik 

Krečič, 2007). Javornik Krečič (2008) discusses personal beliefs, concepts, and subjective 

theories as internal factors. Among the external factors she mentions various forms of formal 

education and training, introduction of newspapers, change in the education system, as well as 

informal influences, such as institutional atmosphere, parental influence, and reasons for 

choosing this calling (2008). 

Motivation for lifelong learning is essential for further professional development of 

teachers. Some individuals are so intrinsically motivated that they do not need any further 
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encouragement, but there are still a large number of those to whom external factors certainly 

create a difference between disorganized work and engagement in lifelong learning. Šagud 

(2011:272) believes they need the kind of environment that provides favorable conditions for 

non-formal education, supports the learner in professional and personal terms, and provides 

feedback from professional circles on progress of practitioners. This is very important, since 

we know that the same teachers are found in different forms of informal education. If 

professional development of teachers really becomes an obligation, such a model of support 

should be developed which will positively affect the growth of motivation in all preschool 

teachers. 

Apart from influencing decisions on professional development, consequently, the 

factors also influence the teachers’ perception of their professional identity. The institution or 

the prevailing culture and climate of the institution in which the preschool teacher works play 

a significant role in this. The importance of culture and climate within the institution has in 

recent times been greatly discussed; so more room will be devoted to this factor of professional 

teacher development in chapter Culture as factor of professional development. Although 

institutional culture significantly affects the construction of teachers’ professional identity, it 

should be noted that it is a reciprocal process, i.e. the identity of the teacher affects changes in 

the culture of the institution. The impact of the experience also cannot be ignored. With regards 

to this aspect, wide differences between teachers are emphasized at different stages of 

professional development. The personal dimension, which a teacher includes in educational 

work, is the result of the inability to separate the private from the professional spheres of life. 

These two are constantly intertwined, as personal identity very much forms a part of the 

professional identity, and vice versa. 

The multi-layered model of teacher professionalism, better known as “the onion model” 

(Tigchelaar, Brouwer, and Korthagen, 2008), illustrates the stratification of teacher’s beliefs 

and personality as part of deeper layers. Korthagen associates professional development with 

the onion model, which recognizes six layers of reflection: from the broadest, environment, 

through behavior, competences, behavior, and identity to the narrowest, mission. Differently 

that it is the case with the traditional model, Korthagen approaches the concept of teachers’ 

realistic education, which consists of teachers’ real challenges and interests that are actually 

part of the inner layers of the onion model (Figure 2). 
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Figure 2: The Onion model (taken from Tigchelaar, Brouwer, and Korthagen, 2008) 

 

 

 

The broadest circle consists of teacher skills, techniques, and teaching methods. These 

are basic skills for each teacher and there are hundreds of them, such as data and which 

questions to ask a child, how to receive feedback, etc. They are acquired through formal 

education, but get perfected and accumulated through practice (Marentič Požarnik, 2007). 

The smaller circle represents teachers’ competences and more than individual skills; it 

stands for the implementation of theoretical knowledge in practice. 

The third circle lists teachers’ personal ideas and beliefs, and individual ideas about a 

phenomenon. Teachers’ beliefs on the meaning of learning and teaching can strongly influence 

their decision-making in practice. The next circle of this model comprises teachers’ perception 

of their professional identity, and, lastly, teachers’ personality, which greatly impacts what kind 

of a teacher and individual someone will be. 

Lipičnik (1994) states the following general factors, which affect preschool teachers’ 

professional development: 

- democratic and social trends, which are, among other things, related to demographic 

policy or the birth rate; 

- advanced technology, which constantly seeks new knowledge and creates some new 

roles in professional activities; 

- new employment policy, whereby new knowledge calls for the need to employ new 

workers; 
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- new organizational forms, which may be a result of changes in education policy. In 

Croatia, nine grades of elementary school is discussed as a possibility, in which case the 

organizational functioning of preschools and schools will change; 

- economic pressure, due to the fact that quality of preschools and work in them can be 

affected by economic conditions in which they operate, therefore, some regions are more 

developed than others, to name one reason; 

- political changes, which can bring significant functional changes (e.g. a change in the 

government). 

On the other hand, in addition to the factors that may promote or change the 

understanding and active participation of preschool teachers in professional development, there 

are many factors that have had an impact on the abandonment of the profession, particularly in 

the United States where the abandonment of the teaching profession represents a substantial 

problem of their education policy. According to Gonzalez, Brown, and Slate (2008), this is 

related to the following factors: lack of administrative support, difficulties with student 

discipline, and low salaries. According to Inman and Marlow (2004), in their research, salary 

was the only external factor identified by novice teachers as a reason for remaining in the 

teaching profession. They also discuss employment factors as important in leaving or remaining 

in the profession, and participation in professional development. These are working conditions 

(teachers roles, support from administration, paperwork, class size, availability of resources), 

job security (tenure, qualifications of teachers), and collegiality (similar teaching ideology, 

expectation of intrinsic rewards) (Inman and Marlow, 2004). It would be interesting to examine 

the percentage of people leaving the profession in European countries and whether the 

aforementioned reasons for leaving differ among them. 

Day, Sammons, Stobart, Kington, and Gu (2007) also discuss factors that affect 

professional development, but they are also an integral part of the model of professional 

development, which will be addressed in chapter 4.4. These authors (2007) mention the 

following key factors that are particularly influential in the creation of the professional life of 

teachers: i) situated factors, such as pupil characteristics, site-based leadership, and staff 

collegiality; ii) professional factors, such as the teachers’ roles and responsibilities, educational 

policies, and government initiatives; iii) personal factors, such as health issues and family 

support and demands. “…it is the interaction between these factors and the ways in which 

tensions between these and personal/professional identities are played out and managed that 

produces relatively positive or negative outcomes in terms of the teachers’ motivation, 
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commitment, resilience, and perceived effectiveness; and such perceived effectiveness may 

itself influence effectiveness, as measured by value added attainments of pupils” (Day, 

Sammons, Stobart, Kington, and Gu, 2007: 69). 

Therefore, it is evident that professional development is a complex phenomenon which, 

depending on the individual, is impacted by many different factors depending on his 

professional life phase, the institution in which he operates, and the context in which he lives, 

which different authors differently observe and/or call. Such finding implies that it is impossible 

to establish an singlepattern according to which professional preschool teachers would develop, 

but we must be guided by what has been proved to be particularly important and which 

certainly, in one way or another, affects the decision on professional development. For this 

reason, more attention will be paid in the following text to identity, evaluation, principals, 

culture, and climate, as well as to resilience as factors of teachers’ professional development, 

while their order of appearance is no reflection of their hierarchical status or importance. 

 

4.3.1.PROMOTION OF PROFESSIONAL IDENTITY AS A FACTOR OF 

TEACHER DEVELOPMENT 
 

Professional identity of teachers is often mentioned in literature, but only as a general 

term that is often left vaguely defined. It is usually studied in the context of identity, teachers’ 

perception of identity, professional roles, and their mutual relations. Research is in favor of the 

development of the concept of professional identity, i.e. professional identity is not seen as a 

final, immutable category (Smith, 2007). Olsen (2008) sees the identity of a teacher 

simultaneously as a process and a product. This is exactly where we notice a connection 

between professional development and identity. Understanding professional development as a 

key part of the profession’s characteristic means that identity must, above all, go through 

qualitative changes. Therefore, professional identity depends largely on the stage in which the 

preschool teacher/elementary schoolteacher currently is. In addition, professional identity and 

competence impact each other and are intertwined throughout teachers’ professional 

development. Therefore, Cooper and Olson (1996) see professional identity as a multi-

dimensional, multi-layered, and dynamic process. 

Eraut (1994) emphasizes that researchers still do not sufficiently understand teachers’ 

processes of interpretation and individualization of theories into the conceptual framework that 

guides their actions in practice. Placing a framework presents a greater problem for teachers 
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than other professions due to the fact that teachers are not as involved in “knowledge” as they 

are in “practice” (Clandinin, 1986). The way in which teachers experience, i.e. how they see 

their professional identity, largely determines their effectiveness and decisions related to 

professional development, as well as the ability and willingness to deal with the established 

changes and implementation of innovation in practice (Beijaard, Verloop and Vermunt, 2000). 

Theorists usually view professional identity of teachers as a combination of three basic 

areas – subject, pedagogy, and didactics (Beijaaed, Verloop and Vermunt 2000), which is more 

visible in later stages of education than in early and preschool education. 

The concept of “identity” is often described in terms of “the self” (Erikson, 1968, 

according to Beijaard, Verloop and Vermunt 2000). Identity can, in principle, be described as 

who or what someone is (Beijaard, 1995;  Beijaard ,Verloop and Vermunt 2000). People attach 

different meanings to themselves, see themselves often through the prism of others or imposed 

opinions. As the individual develops, self-evaluation enables the identity to constantly inform, 

form, and reform over time and through interaction with others (Cooper and Olson, 1996). This 

is not an easy proves, because people can feel uncomfortable in the process of change, 

especially those that affect a change of self-image and, consequently, their personal identity 

(Nias, 1989). Few studies have focused on the research of the “life cycle,” i.e. the way in which 

identity develops (Huberman, 1993). 

Up until recently people have connected teacher identity only with acquired knowledge, 

and the emphasis was on understanding the subject content. This is a part of the identity that is 

easily measurable and, from a societal point of view, it is the most respected one, therefore the 

education of teachers was conducted in a way that the majority of preparations accounted for 

content knowledge. Moreover, in order to be a good teacher, brief training was needed during 

the course of initial education (Hoyle and John, 1995). Today, this view has significantly 

changed and education is seen as a complex process that requires a much broader range of 

competences. However, it is impossible to view these competences as a set of technical and 

instrumental actions that can be measured and as such considered universal and immutable. In 

the teaching profession, more than in any other profession, the moral-ethical dimension 

occupies an important place in the construction of professional identity. 
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Figure 3: How Reasons for Entry into the Profession Illuminate Teacher Identity Development. 

Teacher Education Quarterly (taken from Olsen, 2008: 25). 

 

 

Figure 3 shows the relation of teachers’ professional identity with other segments of 

their professional life. It is obvious that this is an ever-changing concept that pervades and is 

continually upgraded. Professional identity is not only a result of an individual’s professional 

life, but a totality of everything that makes an impact, a combination of past, present, and future 

visions of the individual. 

The first stage of professional development, in which the novice experiences identity 

conflicts, patterns, and phases, is crucial in the development of identity (Olsen, 2008).  Olsen 

notes several options in the process of strengthening the professional identity of a novice 

teacher. They are singled out here, not only because of the importance for novices, but also 

because of the perceived potential at all stages of professional development, as well as the 

framework for creating a clearer picture of the preschool teacher identity and his professional 

trajectory. Some concrete possibilities include the following (Olsen, 2008): 
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* Learning-and-teaching autobiographies. They are created by the individual in regular 

intervals and revisits and revises them with peers and professors as their development 

progresses. These teacher identity autobiographies become the basis for the final teaching 

statement/portfolio/philosophy that accompanies completion of many programs. 

* Explicit conversations about contradictions in the contemporary landscape of teaching. Very 

often, teachers feel detached from theory and/or education policy, which affects their identity 

in many ways and therefore decisions regarding professional development. Strengthening the 

preschool teacher in the area of critical reflection on paradoxes that often occur between 

practice and policy can clearly affect their motivation to participate in a variety of forms, but 

also in the content of professional development. 

* Professional conversations about choosing the right institutions for individual teachers. 

Particular teacher identities fit better with particular institution situations. While this is 

something that is particularly crucial for the first stage of professional development, it could 

well affect preschool teachers who, after years of work, remain stuck in the community in which 

they operate due to stagnation that occurs and excessive security that can prevent the need for 

new experiences. Helping teachers diagnose their expectations, needs, and future goals, to 

change and choose their professional sites should be increased. This, in turn, should contribute 

to the increase of teacher quality, teacher satisfaction, and teacher retention. 

* Addressing the many roles of tutoring in early career teaching. It is very important to think 

hard about who can implement tutoring and in what way. Due to the model which offers both 

a positive and a negative direction, Olsen (2008) believes that explicit guidance should be 

offered on how student teachers can simultaneously rely on and distance themselves from 

tutoring work as they construct their teacher identities. 

* Paying formal attention to personal, emotional effects of identity transitions. The identity 

focus in teacher preparation and continuous professional development allows both preschool 

teachers and elementary school teachers to consider how the whole person is always negotiating 

new identities and self-understanding around their teacher development. Teachers should know 

that they are not alone in experiencing identity conflicts, that these conflicts are often resolved 

incrementally, and that teacher identity construction is forever ongoing (Olsen, 2008). 

 Changes on the personal level play a special role in building a professional identity, 

because, as we have indicated in previous chapters, only when preschool teachers/elementary 

school teachers experience change in practice can they examine and accept it as part of 

themselves and experience true professional development. Recently there have been frequent 
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discussions on the reflection and self-reflection of preschool teachers as the most appropriate 

forms of encouraging such changes. 

 

4.3.2. INSTITUTIONAL CULTURE AND CLIMATE AS FACTORS OF 

PROFESSIONAL DEVELOPMENT 
 

 The concepts of culture and climate of an institution, or an organization as some authors 

call it, are concepts that we cannot observe separately. They are sometimes thought of as being 

synonyms, but the view that climate and culture are interrelated phenomena is much more 

common. 

 MacGilchrist, Myers and Reeds (2004) consider the educational institution as a living 

system. In doing so, they develop a system of nine institutional intelligences in the following 

order: ethical and spiritual, contextual, operative, emotional, collaborative, reflective, 

pedagogical, and systematic. The first two represent the vision, and all the others, apart from 

the systematic intelligence, the action. Systematic intelligence connects vision and action. If we 

look at the culture of the preschool as a living system (Vujičić, 2011), then it is important to 

point out that the organization and behavior of preschools is not imposed externally, but rather 

emerges from within the system. Such a view makes it clear that there are no two same 

preschools, nor two same cultures. However, the systems are not isolated; they interact with the 

environment and possess a self-regulating mechanism in the direction of development. 

 Senge (2009) discusses learning communities rather than organizations, emphasizing 

thereby that learning communities are stronger than learning organizations, and a community 

can even be created within organizations, between organizations, and at all levels of a region. 

For this reason Vujičić defines the culture of preschools as the achievement of an organized 

community, recognizable in its foundational settings, convictions of preschool teachers, 

principals, professional associates, the administrative and assistant staff, parents, which are 

characteristic of the activities of an educational institution (2011:232). Thereby culture 

(Vujičić, 2011:232) is recognized by the interpersonal relationships of people, their collective 

work, the management of the institution, the organizational and physical environment, and the 

degree of focus on continuous learning and research of the educational practice with the aim 

of its improvement. Payne (2007) poins out that culture is created through interaction. Marks 

and Louis (1999), when considering the learning organizations, identify five significant 
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dimensions of the organizational learning structure: shared commitment and collaborative 

activity, knowledge and skill, leadership, feedback, and accountability. 

 At times authors particularly emphasize the teaching culture as part of the school culture, 

as it particularly influences the teacher’s pedagogical approach (Hargreaves, 1997). 

 Hagreaves (1997) describes the teaching culture with these four distinct forms: 

1) Individualized form of teaching, present in all those schools where teachers work 

independently and in isolation from one another. It emphasizes that teachers cannot 

achieve professional development unless such a culture is complemented with an 

exchange of knowledge and challenges at the collective level (Day, 1999). 

2) A “balkanized culture” of teaching is present where teachers are divided into different 

subgroups and clearly express their belonging to it. The negative impact of this culture 

is an impoverishment and closed communication at school (Fullan and Hagreaves, 2000, 

Hagreaves, 1992 in Polak, 2007). 

3) A participatory culture of teaching is present in schools where teachers work together, 

and share work and tasks. They are interconnected and gradually formed in everyday 

work and communication. Such culture requires broad agreement in the field of value, 

but it also accepts, to a certain extent, disagreement. 

4) Planned participation is pre-arranged and supports leadership; it derives from formal, 

specific administrative tasks whose purpose is to encourage teamwork of pedagogical 

staff. This form is appropriate for the initial period of systematic development of co-

operation among employees, and a link between the leadership of the institution and 

other employees. 

 According to Vujičić (2011), the configuration of relationships within the preschool 

culture takes place at three levels, the first being the preschool teachers, the children, and the 

parents; the second level of relations comprises the principal, professional associates, and the 

environment; and the third level refers to the interaction between the first two levels. Culture is 

continually changing; therefore, professional development, investment in preschools, and 

personal practice research (Vujičić, 2012) become the main drivers of change. According to 

Vujičić, the quality of a preschool will depend on how much it invests in professional 

development. Professional development thereby becomes the foundation for institution 

development and investment in the achievement of human potential. 

 The individual with his abilities, knowledge and teaching, group divisions with a 

developed approach to practice, as well as the entire institution with its general values that shape 
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the institution’s policy impact the formation of a broader professional culture of the institution 

(Glover and Law, 1996). The culture of the institution is therefore a type of organizational 

culture, defined as a set of prevailing values and beliefs, according to which a member of the 

organization is straightforward and active. According to Payne (2007), organizational climate 

is the general quality of communication in an organization. It is composed of multiple 

dimensions including communication patterns, openness, trust, and types of messages. 

 Možina, Svetlik, Jamšek, Zupan, and Vodovnik (2002) consider that institutional culture 

is a pattern of basic assumptions and beliefs shared by and shared with members of the 

organization. However, climate is seen as the way in which an individual experiences his 

environment and creates a perception within it. Obdržalek (2002, according to Kantorova, 

2009) considers that institutional climate affects the culture after a while and as such creates a 

sense of satisfaction among teachers, students, and the staff. Conversely, satisfaction has a 

positive impact on institutional culture. The institutional culture must be observed in its 

timeframe, because, as Kantorova (2009) points out, the school climate is not just present, it is 

also based on the past and with an eye towards the future. According to Kantorova (2009: 184), 

all aspects of school life exist in mutual relations, and the processes in school life are a reflection 

of changes realized in the past. 

 Zabukovec (1993) speaks of the school climate as a broad spectrum of relationships 

among school leadership, teachers, students, and other school staff. According to Mareš (2000, 

242), school climate lists some variables, such as school equipment, processes of taking place 

in school, teachers' dedication to school and to work. However, Lipičnik (1998), on the other 

hand, speaks of institutional climate as an institution-based atmosphere that is the result of 

various known and unknown factors from the past and the present, from narrower and wider 

environments that affect people’s behavior and the use of their abilities. Ruper (1999) holds the 

view that school climate is the psychological characteristic of the school, which affects the 

behavior of both the teacher and the student. It undoubtedly affects the satisfaction of both, and 

has an impact on their knowledge, values, attitudes, and consequently their experience as well 

as personal and professional growth. Professional development therefore has to be studied and 

understood in the context of the progress of the whole institution, not in isolation as individual 

growth (Javornik Krečič, 2008). According to Payne (2007) climate is considered as outcome 

of organizational structure, but, on the other hand the climate of an organization is sometimes 

held by members of the organization. 
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4.3.3. THE PRINCIPAL AS A FACTOR OF PROFESSIONAL 

DEVELOPMENT 
 

The principal, as the leader of the institution, is mostly credited and responsible for the 

creation of institutional climate and culture. (S)he is the one who directly or indirectly 

encourages or promotes professional development of both the individuals and the entire 

institution. Professional development of institutions influences professional development of all 

its individuals, and, on the other hand, professional development of individuals influences the 

professional development of institutions. Day (2007) believes that (a) it is the central task of 

leadership to help improve employee performance, and that (b) such performance is a function 

of employees’ beliefs, values, motivations, skills, and knowledge and the conditions in which 

they work (Day, 2007). Valenčič Zuljan (2012) stresses that it is extremely important for the 

teachers not to be left to themselves if professional development is to take place, but that the 

institution should offer a stimulating climate, which primarily comes from the principal. 

When describing an effective principal, many authors describe the principal either in 

terms of the roles and functions (s)he should carry out or outcomes that their leadership should 

bring to the institution. Both views see professional teacher development as an adjective that 

accompanies the word “leadership.” Thus, for example, Bubb (2013) points out that 

professional development does not happen on its own. It is necessary to efficiently manage and 

steer it so as to achieve a positive effect in terms of the ratio between good results and 

investments. Therefore, leaders of educational institutions should be aware that professional 

development is taking place (Bubb and Early, 2010; Bubb, 2013).” Leadership for professional 

development requires flexibility, vision, resourcefulness, and, above all, awareness of the 

importance of interacting with and considering teachers as individuals” (Evans, 2014: 195). 

 Sergiovanni (2001) attributes the principal’s role to helping employees understand 

problems, search for solutions, and learn how problems can be solved on a daily basis, while 

leadership is understood as an integrated responsibility for institutional progress. The author 

does not see the role of the principal in the direction of providing direct assistance for problems. 

Schneider and Hollenczer (2006) present the importance of the communication field in defining 

the role of leadership. Institutional leadership should be based on an open, two-way, and 

professional communication with the founding partners (teachers and other staff) and critical 

friends (parents, the local community...). 

The principal is an important initiator of development in different areas of pedagogical 

life and work (Polak, 2011). His role in the process of the staff’s professional development has 
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been recognized as an important leadership factor for learning (Erčulj, 2014). In doing so, the 

principal’s role is not only reflected in the doing, but also in his understanding of the importance 

of professional development and in its relation to learning (Erčulj, 2014). Barth (2001) also 

reflects on how learning in the institution depends on how the principal perceives the teachers 

– either as employees who are practically trained and whose activities are monitored or as 

professionals deserving of many and various opportunities to learn, participate, and lead. 

Erčulj (2014) points out how the concept of leadership for learning is found in literature 

occurs with different understandings of the terminology, ranging from learning-centered 

leadership, leading learning, and leadership for learning. Successful leadership for learning is, 

according to Pevec (2013), a connecting and participatory activity, whereby the understanding 

learning, knowing the school and its teachers is of key impoortance. According to the same 

author, the purpose of learning is achieving improvement in the teacher’s teaching and change 

in the perception about learning. In order for principals to be able to contribute, it is necessary 

that they understand the learning process itself and that they are familiar with the latest findings 

in this field (Pevec, 2013). Hopkins (2003) also sees the improvement of the students’ 

achievements as one of the most important activities of the principal; this includes inclusion in 

the design and leadership of the teachers’ professional development. 

O'Sullivan and West-Burnham (2011) emphasize that all those responsible for teaching 

children must learn for themselves as well. Glickman’s opinion (2002) is similar; he states that 

educational leaders need to help teachers to grow and develop in order for the teachers to be 

able to help their colleagues in reaching the goals of their profession and institution. 

“I have been a teacher at institutions with supportive colleagues and with leaders who 

have provided time, resources, and structures to help us in the eternal professional discovery – 

the discovery and recognition of student capabilities, and the discovery and recognition of the 

art and science of reaching them. Without others, I cannot learn. And if I cannot learn, I cannot 

teach” (Glickman, 2002:106). 

Erčulj (2011: 29-30) believes that the principal’s role is divided into three levels: 

ensuring conditions, creating the right conditions, and personal example. Ensuring conditions 

means providing time and resources for professional development and its appropriate form. 

Creating conditions is associated with the organizational culture, the culture of learning, and 

participation as the fundamental values of the institution. The third level requires the principal 

to be a role model, so that these values can truly be implemented into the institution. Erčulj 

(2011) further emphasizes the importance of the commitment to learn, to understand teacher’s 
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professionalism and the attitude towards professional development of employees. The key role 

of the principal, as an important factor of the quality of the institution, therefore of professional 

development of preschool teachers/elementary schoolteachers as well, requires placing learning 

at the center of his work (Day 2001). 

Evans (2014: 193-194) highlights that school leaders need to recognize that professional 

development is not confined to designated or planned opportunities, such as workshops, 

courses, appraisal meetings or formal mentoring; it may occur in any context and, indeed, most 

frequently does so accidentally or incidentally, as part and parcel of daily (working) life and 

interaction with a myriad of stimuli that can spark off an idea or thought that leads (immediately 

or eventually) to enhanced professionalism. The principal’s role, according to Bredeson (2000: 

390), is to encourage, nurture, and support teacher learning, not to be the gatekeepers or 

governors of teacher professional development. 

At the end of this chapter, Sergiovanni (2001) points out quite poetically, but 

nevertheless significantly, that the head of leadership is shaped by the heart and drives the 

hand. 

4.3.4. EVALUATION AND SUPERVISION AS FACTORS OF 

PROFESSIONAL DEVELOPMENT 
 

“Teaching is no longer, if it ever was, an activity that takes place behind closed 

doors” (Day, Sammons, Stobart, Kington, and Gu, 2007:3). 

 Evaluation and supervision can be viewed both separately and jointly. However, we 

believe their intertwining represents an extremely good concept for achieving professional 

preschool teacher development as both of them are generally considered important educational 

functions (Darling-Hammond, 1990). However, it is important to carefully design and 

implement them properly since they tend to generate negative reactions from teachers in the 

beginning stages. Especially when it comes to supervision, the word may still evoke thoughts 

of control, hierarchy, and authority (Gullatt and Ballard, 1998). According to Schmoker (2012), 

evaluation itself is a good thing, but it can also be “on steroids,” which is undesirable. That is 

why the purpose of evaluation would have to be to improve teaching rather than to prescribe 

teaching effectiveness, and, in this case, supervisors must find ways to communicate this 

purpose and to help motivate teachers to seek this improvement (Gullatt and Ballard, 1998). 

“Good teacher evaluation is a critical force for improvement” (Schmoker, 2012). Gullat and 

Ballard (1998) mention two different types of evaluation. The first one is formative evaluation 

and the second one is summative evaluation. According to them (1998), formative evaluation 
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is an ongoing process designed to improve the teacher’s performance and summative 

evaluation is a judgmental decision of the quality and worth of an individual teacher over a 

specified time frame. Both evaluations should be considered, although formative evaluation can 

be less conditioned by authority and is devoid of teachers’ perception of compulsion. This is 

because the purpose of this type of evaluation is to build a helping process which can provide 

data to teachers for making decisions about how they can best improve their own teaching 

techniques, styles, or strategies (Gullatt and Ballard, 1998: 13) and the function of summative 

evaluation is to determine whether to dismiss a teacher, grant tenure, place on probation, or 

grant merit pay (Gullatt and Ballard, 1998: 13). 

 Yet it seems that even here (as well as in parts of assessment whether to enter into the 

profession etc.) the key is who carries out evaluation and supervision. According to Gullatt and 

Ballard (1998), supervision is an administrative function. The leadership exerted by supervision 

is crucial to the success of assessing and helping teachers to grow in the profession. On the 

other hand, Taylor and Tyler (2012) encourage a “practice-based assessment” approach to 

teacher evaluation, which is carried out by both experienced peer teachers and administration, 

and it relies on multiple, highly structured classroom observations. Only in this case can we 

speak of a deviation from traditional hierarchical views of supervisory evaluation. 

Gitlin and Price (1992, Gullatt and Ballard, 1998: 15) see the traditional hierarchy of 

supervision in the following way:  

a) evaluation is a process that compares a set of predetermined standards established by 

experts with a set of practices performed by a teacher 

b) supervision is a one-way process from the supervisor acting as an evaluator to the 

teacher; the teacher cannot challenge pre-existing criteria. 

c) the evaluator assumes a “knowingness” about an observed classroom; the supervisor 

observes what is going on in the present context without regards to the classroom history  

d) supervisory evaluation is competitive; teachers are rated in comparison with others 

in the school community the traditional hierarchal viewpoint of supervisory evaluation 

has underlying assumptions. 

Schmoker (2012) highlights that a conscientious implementation of a content-rich 

curriculum provided by the district and largely built by its own teachers should be at the heart 

of improvement efforts and effective evaluation Also, it is the author’s opinion that “Less Is 

More,” and the more criteria we try to manage and evaluate, the less effective and focused 

employees are. However, Schmoker (2012) understands the importance of a carefully piloted 
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inclusion of assessment scores in evaluations, under the condition that assessments truly 

represent legitimate, curriculum-based knowledge and skills.  

According to Taylor and Tyler (2012), a well-designed evaluation might fill this 

knowledge gap in several ways: 

1) teachers could gain information through formal scoring and feedback routines of an 

evaluation program; 

2) evaluation could encourage teachers to be generally more self-reflective, regardless 

of the evaluative criteria; and 

3) evaluation process could create more opportunities for conversations with other 

teachers and administrators about effective practices.  

At the end of this chapter, we once again wish to emphasize the necessity of teachers in 

the process of evaluation and supervision, not only as its “subjects,” but also as stockholders 

who create the conditions and implement them. Only when teachers are active participants of 

the evaluation and supervision processes do they become meaningful factors of professional 

development, which results from understanding the situation, creation of internal motivation, 

and the identification of new opportunities in the professional life of preschool teachers.. 

4.3.5. RESILIENCE AS A FACTOR OF PROFESSIONAL 

DEVELOPMENT 
 

Much attention has lately been given to resiliency as one of the key characteristics of 

preschool teachers in making professional decisions, including their professional development. 

Masten, Best, and Garmezy (1990: 425) see resilience as the process of, capacity for, or 

outcome of successful adaptation despite challenging or threatening circumstances. This 

definition describes resiliency not only as an outcome, but also as a process, which prevents the 

traditional activities of teachers. 

 Kiswarday and Valenčič Zuljan (2015) define resilient teachers as qualified 

professionals who are able to create an appropriate learning environment for optimal 

educational and personal development of their students, and through the process of mutual 

interactions between the personal and social aspects capable of forming a processed image of 

themselves as professionals and the teaching profession as a profession. This allows them to 

continually work on their own professional development and to constructively change the 

professional environment. 
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Teacher resilience is based on two starting points. Firstly, as the possibility of creating a 

quality learning environment for achieving demanding goals of the knowledge society in order 

to achieve other educational activities in which the teacher by example and guidance effectively 

promotes the development of resistance (resilience) of students and achieves optimal 

educational and personal development of each individual. According to another source 

(Kiswarday and Valenčič Zuljan, 2015), teacher resilience is seen as the ability of teachers to 

more deeply understand themselves and their professional roles, contexts of professional 

practice, and development in order to effectively control stress and adequately respond to 

unexpected and critical situations. 

Resilience enables a positive manifestation of the potential of human functions 

responsible for survival, which are manifested in critical and crucial situations. In the broadest 

sense, it is a synonym for good adaptation of the individual to all situations (Kiswarday and 

Valenčič Zuljan, 2015). In the education system, resilience was initially researched in children 

and students, but only recently in teachers. The reason for this is because, a teacher has to be 

resilient in order to develop resilience in the students, which will help them to constructively 

and productively deal with a number of unforeseen present and future challenges (Kiswarday 

and Valenčič Zuljan, 2015).  

Four currents in researching resilience are dominant in science (Kiswarday and Valenčič 

Zuljan, 2015). The first mainly focuses on identifying and measuring elasticity, the second 

examines mechanisms and processes that raise and strengthen the resistance, the third 

emphasizes an interdisciplinary conceptualization of the program for promotion of preventive 

resistance, and the fourth current includes an integrative study of neurocognitive and endocrine 

principles of elasticity. Nowadays, it is considered that resilience is crucial for “survival” in a 

professional environment, particularly in the earliest stages of professional development (Price, 

Mansfield and McConney, 2012). In addition, studies show that resilience is not innate, but 

developing, which is an additional incentive for creating a thoughtful and efficient system of 

professional development of preschool teachers (Werner, 1971, Luthar, Cicchetti, and Becker, 

2000, according to Kiswarday and Valenčič Zuljan, 2015). Key findings of teacher resilience 

are summarized in Table 2, taken from Greene, 2002. 
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Table 2. Resilience: Key Theoretical Assumptions (Greene, 2002). 

Resilience:  

• is a bio-psychosocial and spiritual phenomenon  

• involves a transactional dynamic process of person-environment exchanges  

• encompasses an adaptation process of goodness-of-fit  

• occurs across the life course with individuals, families, and communities experiencing 

unique paths of development  

• is linked to life stress and people’s unique coping capacity  

• involves competence in daily functioning  

• may be on a continuum – polar opposite to risk  

• may be interactive, having an effect in combination with risk factors  

• is enhanced through connection or relatedness with others  

• is influenced by diversity including ethnicity, race, gender, age, sexual orientation, 

economic status, religious affiliation, and physical and mental ability 

• is expressed and affected by multilevel attachments, both distal and proximal, including 

family, school, peers, neighborhood, community, and society; consequently, resilience is a 

function of micro-, exo-, mezzo-, and macro factors  

• is affected by the availability of environmental resources  

• is influenced by power differentials 

 

It is important to notice that theorists often caution resilience as a complex, dynamic 

bio-psychosocial/spiritual process dependent on the life context (Stewart, Reid and Mangham, 

1997). Researchers view resilience as involving internal factors (temperament, attitude etc.), on 

the one hand, and external elements, (neighborhood or community well being), on the other. 

The importance of resilience is particularly visible in the early stages of professional preschool 

teacher development since that is the time they face a high attrition rate. So, one possible way 

to reduce it is to develop “resilience” among early career teachers beginning in pre-service 

teacher education programs (Price, Mansfield and McConney, 2012). 

Price, Mansfield, and McConney, (2012: 85) imagine a resilient teacher as someone who 

has a strong sense of self-efficacy, is highly motivated, has moral purpose, is flexible, has a 

sense of humor, possesses an array of productive coping strategies and can work 

collaboratively with others. But, he is also supported by an effective administrative team and 

supportive peers. Therefore, “resilient teachers” can “bounce back” from the challenges 
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presented to them, because they are armed with these protective factors (Price, Mansfield, and 

McConney, 2012).  

Figure 4.  Four-dimensional framework of teacher resilience (taken from Mansfield, Beltman, 

Price and McConney, 2011) 

 

 

 

Mansfield, Beltman, Price and McConney (2011) have developed a higher order 

framework of teacher resilience in order to show the overarching and overlapping nature of the 

aspects of teacher resilience. Within this framework they also tried to provide possible 

directions for both teacher education and professional development of teachers. The framework 

does not imply that teacher resilience is the direct result of any particular number of aspects. 

Instead, it sees teacher resilience as a complex, dynamic, and multi-dimensional phenomenon 

in which profession-related, emotional, motivational and social aspects, at varying levels of 

intensity are likely overlapping (Mansfield, Beltman, Price, and McConney, 2011) The four 

dimensions that are shown in the image also represent an overview of the current findings in 

this field. Most often the concept of resiliency is associated with the emotional aspect, which is 

particularly evident among educational novices. In hierarchical terms, resiliency is followed by 
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professional and motivational aspects. The least frequently mentioned, but also important, is 

the social aspect. 

In the unpredictable everyday preschool teacher profession, in which the preschool 

teacher is regularly faced with difficulties and challenging situations, his resilience depends on 

the preschool teacher’s understanding of the importance of professional development and 

access to it. In order to successfully overcome these challenges, “professional competence” is 

not enough, but also the teacher’s willingness to engage in lifelong learning and professional 

development (Kiswarday and Valenčič Zuljan, 2015). Patterson, Collins, and Abbott (2004) 

also emphasize that resilient teachers consider their professional development a priority. Such 

teachers believe that they have developed those skills which are necessary for the survival in 

practice, and in moments when problems occur they apply reflective practice (Howard and 

Johnson, 2004), action research, and other forms of research techniques in practice. 

 

4.3.6. PRESCHOOL TEACHERS’ RESEARCH AS A FACTOR OF 

PROFESSIONAL DEVELOPMENT 
 

“... the number one source of professional development is other teachers, whether in teachers' 

own schools or from other schools” (Neil and Morgan, 2003:102) 

  

 Continuing professional development and training of preschool teachers is a prerequisite 

for successful educational work. Although a part of preschool teachers who have not 

participated in additional training for years try to overcome disadvantages with their personal 

characteristics and skills, rapid changes in society and new knowledge and interests of 

upcoming generations of children will result in stagnant educational conditions in which the 

preschool teachers activities include routine actions (Dewey, 1933:199) driven by impulses, 

tradition, and authority. It is a passive form of problem solving based on the recipe “this is how 

I do it.” However, with the growing knowledge of the importance of quality work and preschool 

education, and thus of the professional preschool teacher, a stream has emerged that promotes 

the development of the preschool teachers’ research competences and emphasizes the 

importance of his work in the environment in which he operates. 

 All professional knowledge is the result of research findings, but the way in which these 

findings are collected vary and thus constitute two fundamental paradigms (Stringer, 2008). On 

the one hand, quantitative research, also known as objective science or scientific objectivism, 
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scientific positivism, prevails. This paradigm, though still present in the scientific world, is part 

of the traditional approach to science. Scientific positivism is based on the assumption that 

everything in the universe can be measured and that everything has its properness. 

Contemporary understanding promotes qualitative research as a naturalistic study (Stringer, 

2008). It puts the individual in the foreground, since it is impossible to foresee man’s nature 

and neglect his humanity as a possible influence on human activity. Since each person is an 

individual, with his own corpus of behavior and socio-cultural roles to which the communities 

belong, increasing importance is attached to the qualitative current of research. Qualitative 

research is a good foundation for preschool teachers’ professional development. Namely, 

professional development should result not only in the advancement of knowledge but also in 

changes in his beliefs and actions (Muraja, 2012: 71). Hawley (2002, according to Muraja: 

2012) emphasizes that those forms of professional development that have transformation 

potential, in addition to information, are more appropriate for the preschool teaching profession. 

This would mean that the modern preschool teacher-professional is able to recognize the 

importance of research practice in questioning his beliefs, experiences, and everyday practice 

(Muraja, 2012). Therefore, professional development of preschool teachers must also be 

directed towards the development of their research and reflective skills (Muraja, 2012:72). 

 Research on educational practices and the creation of preschool teachers’ professional 

identity and the professional culture of their profession are indivisible, unique, and 

complementary processes. By researching their practice, preschool teachers focus on the 

relevant problems of their profession and their impact, observable through changes in the 

quality of the educational practice and its reflection on the society, is most significant. 

Research-oriented building and development of competences, which are based on highly 

cooperative actions of professionals from different levels and fields, facilitate the adoption of 

preschool teachers’ day-to-day decision-making (Senge, 2003; Bergen, 2006). Through real and 

active involvement in the research processes of educational work, preschool teachers become 

responsible for the goals, evaluate the practice from a critical standpoint, and accept new views 

on the realization and understanding of practice. Theoretical foundations, in turn, are an 

associate in contemplating about the practice. 

Among the many research methods of qualitative methodology, special attention is given 

to action research in education and training. In doing so, action research is closely related to the 

professional development of teachers, in particular to the disparity between different 

methodologies, which is the result of teachers’ professional learning, who, in turn, have 



 
93 

 

practiced a well-known evolution of learning and teaching (Stringer, 2008). “Action research 

is the fundamental professional growth strategy that can be generally defined as an individual 

or collective examination of one's own professional practice for self-improvement” (Markovitz 

according to Mićanović, 2011:12). There are several reasons why action research is given 

importance. Although it may initially be triggered by an external factor, it is actually the product 

of the preschool teacher's internally motivated actions, working on the following principle: 

 

-look: collect information with careful observation, which includes watching, 

listening, and recording 

- think: analyze information to identify important features and portions 

- act: use new information to solve a set task (Stringer, 2008) 

 

When the preschool teacher feels that his work can cause change (a positive one), (s)he 

becomes motivated for further action and undoubtedly affects professional growth, but also the 

growth and development of the children and his professional community. Through 

understanding, research, and the subsequent change in the existing educational practice, the 

preschool teacher acquires the ability to continuously question scientific knowledge and 

constructs his own theories through its testing in practice. Rinaldi (Rinaldi, 2006, according to 

Miljak, 2009) uses the term theoretical practitioners when discussing contemporary 

practitioners, while Fullan (Fullan, 2003, according to Miljak 2009) calls them systemic 

thinkers and new theorists in action. 

Apart from the motivational part, action research is also important for creating an 

environment that affects the profession itself and the professional behavior of preschool 

teachers. Namely, as part of action research, according to Sagor (2000:32), professionals are 

expected to: 

 

• attack non-routine problems and to do so creatively 

• consider a variety of perspectives when making decisions 

• play a significant role in producing knowledge and insights that move their 

 profession forward 

• hold themself accountable for using best practices. 
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 “What teachers learn from and about their practice never fades” (Sagor, 2000:35) 

 

Pedagogical (educational) action research takes on a special place in the process of 

changing educational practices, raising of the quality level, all in the context in which practice 

is not explored by a mere bystander, but a person affected by changes – the preschool teacher. 

In such a changed role, the preschool teacher is elevated to the meta-level of his learning. 

In the attempt to influence changes in the education process, the preschool teacher must 

first change himself. In this way, substantive changes occur in practice that is no longer static 

and equal to everything, but rather specific and unique to everyone. A developing, 

collaborative, and positive environment becomes a part of natural learning in which everyone 

benefits and no one feels deprived. This is the path of professional development that takes place 

though planned action, but also spontaneously. In other words, it is based on the personal needs 

of the preschool teacher and his immediate educational environment, which is changing and 

surviving in practice, and which as such becomes something quite “normal,” “natural,” and 

“essential.” However, it should be kept in mind that this is not a process that occurs overnight 

and that decisions on continuous professional development, apart from the aforementioned 

experience of formal education, are influenced by numerous factors, both external and internal, 

personal and professional. Thus, it is not an irrelevant social context in which decisions are 

made regarding the professional development of preschool teachers. 

Action research is a significant motivator, and motivational strength is found in teacher 

performance data (Sagor, 2000). When a preschool teacher experiences success in solving the 

problems encountered in practice, this affects his professional development and through his 

example of positive practice he can influence others. Positive experiences reinforce his self-

confidence and, consequently, professional autonomy as he makes decisions faster and better. 

On the other hand, some preschool teachers simply struggle and mistakes pile up. However, 

initial poor decisions in solving problems may be the result of the preschool teachers’ negative 

attitudes towards themselves and learning, of their low expectations and lacking impacts on 

performance, low tolerance of unforeseen difficulties, fear etc. (Kalin, 1999). However, their 

value judgments, which are not taken seriously enough, seem to be the most important ones 

(Šagud, 2011). The integrity of group values and individual values is one of the prerequisites 

of an effective group (Fullan, 2003). Therefore, development goals are not only intellectual but 

must also be emotional and psychomotorical (Žorga, 1999). This precondition requires 

knowledge and information about effective practices that are open and accessible to everyone 
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within the organization, and that the group is trying to detect ineffective actions as well as trying 

to find effective ones (Fullan, 2003). 

Action research enables practitioners to better understand their own practice, integrate 

and recognize knowledge and develop certain skills and abilities through simultaneous learning 

in actual context. This is “... the systematic process of incorporating effective and innovative 

solutions into the educational practice where teaching, teaching and checking are viewed as 

complementary elements” (Šagud, 2011: 283). In this way, according to the same author, 

preschool teachers explore their practice in a new way, observing what children really do; they 

develop a deeper understanding of children, their learning processes, and their roles in the 

process; they participate as a part of an interested group in which partnership relations prevail; 

they explore the possibilities, ideas or solutions that come in cooperation with others (Šagud, 

2011: 283). Such an approach allows preschool teachers to independently and self-critically 

analyze his own practice. However, the problem is that it does not agree with a part of today’s 

preschool teachers, but its process results in fundamental changes in only a certain part of 

preschool teachers, while change in others are slow and barely visible. What is it that so 

drastically influences a different approach and motivation in the professional development of 

preschool teachers? This is a question that often arises in the discussion of this thesis and is 

certainly one of the areas that, though largely explored, exposes new questions and ambiguous 

answers. 

Although this is a broader concept, it is evident that action research in education and 

training is impossible to achieve without the systematic reflection of preschool teachers 

themselves. Contrary to routine activities, a professional who continuously improves his 

competences works in accordance with reflective action. However, in order for the preschool 

teacher to achieve reflective action, Dewey (1933) highlights three key components: openness 

of mind, responsibility, and commitment. “With active participation, critical thinking, and 

partnership with others, the preschool teacher promotes the quality of their professional work, 

promotes their own profession, and increases their ability to advocate quality education for all 

children” (Tankersley et al., 2012: 6). 

“Critical reflection is a lifelong learning skill, and reflection is the key to improving 

one's own practice” (Tuna et al., 2011: 199). It is crucial to know that preschool teachers’ 

reflection allows to define their needs for new knowledge or skills related to the specific 

competences needed in their professional work (Tuna et al., 2011:199), thus reflecting becomes 

a significant instrument of professional development. “The model of professional training of 
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preschool teachers through reflection creates the prerequisites for self-learning and self-

promotion in which abstract theoretical knowledge is transferred to a very complex level of 

situational and contextual domains” (Šagud, 2011: 275). 

According to Šagud (2011: 280), reflection is the ability to assess concrete situations in 

the educational context and make rational decisions related to solving those problems that 

contribute to development in their approach. In practice, preschool teachers often find 

themselves in a dilemma or in a problem that, at first glance, cannot be easily solved. There is 

an initial impulse to begin action research, which continually changes the cycles of planning, 

action and change, observation and new planning (Šagud, 2011: 282). 

An essential task of reflective practice is the creation of new knowledge based on the 

practice or transformation of knowledge through the understanding of practice (Šagud, 2011: 

284) “... By being involved in everyday research of educational work and opportunities of 

children in a (cultural) supportive environment, we or the community of researchers and 

practitioners are creating the possibility of shaping common knowledge about the child and his 

current and potential abilities” (Miljak, 2008: 222). Through reflection, the preschool teacher 

evokes his implicit theory (Vujičić and Đapić, 2009). 

The literature states the following basic functions of self-reflection of preschool teachers 

(Bad'urikova, 2007, adapted by Vujičić and Đapić, 2009: 257): 

1. Introductory/acknowledging – the preschool teacher knows himself better and finds 

new solutions in pedagogical situations; 

2. Reversible – recalls the ways in which children respond to specific situations, as noted 

by their fellow students. 

3. Developmental – which is the source of inspiration to the preschool teacher for his 

own training and development; 

4. Preventive – based on self-reflection the preschool teacher may sense not only 

ordinary but also demanding and problematic pedagogical situations; 

5. Relaxing – positive evaluation and experience result in the preschool teacher feeling 

a sense of satisfaction, relaxation, and are in line with his need for a sense of value. 

The essence of learning and changing encompasses reflection before, during, and after 

an activity and action in the education process, and it includes integrated theory, reflection, and 

practice (Šagud, 2012). According to the same author, a joint research of immediate educational 

practice should be the dominant form of preschool teachers’ professional development. 

However, it is important to highlight the “common,” since it involves cooperative learning of 
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all participants in the education process, team planning, as well as solving “problems” shared 

by preschool teachers, associates, and researchers. None of these stakeholders can 

independently perform their role; their domains are intertwined and complement each other, 

and the progress is unimaginable without their cooperation. Until now, they have often operated 

independently of each other, which has led to mutual misunderstanding and intolerance, without 

an end benefit. By working together to achieve the same goal, children, parents, and all 

professionals in the education process benefit. It is interesting that, in order to promote better 

professional relationships, it is also necessary to encourage informal forms of socializing, a 

situation where people are known as “people” with all their personal situations and problems, 

and where possible hierarchical positions lose their significance. In a knowledge-based society 

the most important thing is learning to learn (UNESCO, 2007).  

If the preschool teacher actively participates in his professional development, using 

critical reflection and self-reflection, and is engaged in an exploration of his practice, then he 

is learning on a daily basis and has that same effect on children. Children are thereby 

spontaneously exposed to the knowledge society. One of the possible ways of implementing 

reflective learning is the learning community (OECD, 2008: 32). This approach implies that 

teachers take responsibility for their actions, knowledge, skills, and activities that enable them 

to increase their involvement in professional development. The learning community enables the 

preschool teacher/elementary school teacher to contribute to two levels of personal professional 

development and the development of the institution he works for. The biggest investment is 

when the organization invests in its own people, so it is crucial to encourage action research 

among its employees and to leave the door open so as to exchange experiences. 

In a supportive context for professional development there must be an optimal 

relationship of independence and assistance (Šagud, 2012). The type of environment that 

interferes too much, gives explicit instructions and excessive information, controls and does not 

allow the development of personal responsibility of the preschool teacher or prevents the sense 

of importance and influence is undesirable. This results in a decrease in motivation and the 

creation of a passive practitioner. On the other hand, overly exaggerated freedom, without 

encouraging critical reflection and self-reflection is also not desirable, because in such a setting 

the preschool teacher strengthens self-censorship, self-sufficiency, and power, but also 

experiences a decline in motivation and becomes a passive practitioner. This is a trap specific 

to small isolated preschools, where sometimes a single preschool teacher works. Every 

preschool teacher, no matter the facility or place he may work, should be provided with a 
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process of reflection and self-reflection! This should be part of the culture of educational 

institutions (Miljak, 2007: 212). However, reflection often creates a paradoxical situation, as it 

often occurs under non-reflective conditions (Chappell, 2007, according to Šagud 2011). 

Although in the Croatian context, preschool education has taken an extraordinary place 

in the educational system, and with its approach can serve as a model, there are still major 

differences in quality between early and preschool institutions. In many cases, differences can 

be observed at the level of individual institutions, where the quality of the preschool teachers' 

practice cannot be compared. Actions of individual preschool teachers deviate from the 

recommendations and principles contained in current official documents (Slunjski, 2012). 

Namely, changes in education policy or adoption of new documents do not necessarily mean 

that these changes will happen in practice.  

The document National Curriculum Framework (Nacionalni okvirni kurilkulum za 

predškolski odgoj i obrazovanje te opće obvezno i srednjoškolsko obrazovanje, 2010) 

emphasizes the importance of harmonizing the value of all levels of the educational system, but 

also within the institutions at the same educational level. Particularly noticeable differences are 

present when it comes to institutions that cultivate various forms of professional development 

and the exchange of experiences and reflection of preschool teachers. The importance of 

applying a research-oriented education process, learning based on children's experiences, 

project work, individualized approach, interdisciplinarity, etc., which implies a continuous 

study of teachers in practice, is thereby highly emphasized (Slunjski, 2012). But, to build quality 

in practice, this requires providing systematic support to preschool teachers (Slunjski, 2012). 

Thus, without a clearly articulated preschool teachers’ attitude towards the quality of early 

education, we are “running the risk” of having only highly motivated preschool teachers 

included in a more intense development of the education practice (Slunjski, 2012). 
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4.3.7. FORMS OF PROFESSIONAL TRAINING AS FACTORS OF 

PROFESSIONAL DEVELOPMENT 
 

There are many other factors that influence professional development. It is impossible 

to write about each and every one of them. Different researchers investigate different factors. 

Some of them have been mentioned in previously chapters. Neil and Morgan (2003) discovered 

that there are different taxonomies of providers of investigated professional development, 

including who the provider is, where the training/development takes place, what happens, and 

how long the development activity lasts. 

In this section, we will briefly look at the various forms of conducting training, which 

are also a significant factor in professional development, because motivation, effect, and 

changes in the personality of the preschool teacher and his actions in the education process 

greatly depend on them. 

One of the most frequently mentioned but also criticized forms of professional training 

is workshop. “Workshop is a structured approach to professional development that occurs 

outside the teacher's own classroom” (Garet et al., 2001: 920). Precisely the fact that workshops 

are carried out “externally” in a way that they are created and offered by experts outside the 

group and outside regular business hours are often a stumbling block to the effectiveness of its 

application. Topics depend on the person offering the training or the person who selects the 

content for the professional development of their employees, and as such are often unattractive 

and useless to those who are listening to them. They are understood as being traditional and 

insufficiently motivating for professional development of teachers. In recent years, therefore, 

there has been a reform of the forms of professional development implemented in the 

educational context. However, workshops and courses (Graph 1) are still the most commonly 

used form of professional development in educational institutions, followed by seminars and 

educational conferences (OECD, 2008). 

From the various forms of teachers’ professional development, the TALIS report 

(OECD, 2008: 50) notes: 

 

• courses/workshops (e.g. on subject matter or methods and/or other education-related 

 topics); 

• education conferences or seminars (at which teachers and/or researchers present their 

 research results and discuss education problems); 

• qualification program (e.g. a degree program); 
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• observation visits to other schools; 

• participation in a network of teachers formed specifically for the professional 

 development of teachers; 

• individual or collaborative research on a topic of professional interest; and 

• mentoring and/or peer observation and coaching, as part of a formal school 

 arrangement.  

• reading professional literature (e.g. journals, evidence-based papers, thesis papers); 

 and 

• engaging in informal dialogue with peers on how to improve teaching. 

 

Graph 1. According to the OECD report 2007/2008, workshops were the most common formal 

form of professional development (Taken from OECD, 2008)  

 

 

 Some of these forms have also been recognized by other authors. According to Neil 

and Morgan (2003), the identified sources of professional development are private reading, 

private group research, in-school activities, outdoor school activities, off-site courses, and 

networking with other schools. 
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 Day (1997:47) discusses various kinds of support in professional development – short 

burst courses, colleagueship, sharing practices, lighthouse experiences, external consultancy, 

external in-depth intensive courses, and external long award bearing courses. Thus, it is also 

evident that these are forms of professional development, but Day calls them “support” because 

of the “internal” driver, which such forms evoke in the teacher. 

 Of all the forms of professional development as factors of professional development, 

teachers (OECD, 2008) state that they most often engage in independent informal forms of 

professional development, dialogue with colleagues or even reading professional literature. 

 Reading is a common form of professional development among preschool teachers, 

which has its place in the official documentation of planned professional training of preschool 

teachers throughout the year. It includes reading professional books, but also less accessible 

professional and scientific papers published in journals. Literature provides a wide range of 

content that preschool teachers can study as valuable information and support, at the time and 

place and a pace that suits them, choosing topics for their current interest or needs. This is the 

cheapest and easiest form of professional development (Neil and Morgan, 2003). Educational 

institutions possess a certain amount of professional literature, and therefore are more 

accessible to preschool teachers. Additionally, Internet enables teachers to stay up to date on 

new knowledge almost simultaneously as it is happening, and preschool teachers are supplied 

with countless works and enabled communication with authors. 

 But, on the other hand, many sources are not available to preschool teachers primarily 

because of their price, and the corpus of books available in their libraries is questionable. 

Internet sources allow the possibility of using survey data and their quality (O'Hara and O'Hara, 

2001). Reading disables interaction with other people (Neil and Morgan, 2003), so 

interpretation often remains at the level of personal impressions and experience. It is also 

questionable what content preschool teachers neglect, i.e. whether a free selection of literature 

always develops the same areas, while others remain neglected. 

 Apart from the form of implementation of professional development, Garet et al. 

(2001) discuss the importance of duration and collective participation in their realization. They 

note that longer forms of professional development are more effective. They even mention a 

period of up to 2 years, as this leaves enough time to test the learned content, try it out in 

practice, and to evaluate and reflect on it later in the continuation of education. They also think 

that the form that is being implemented in the environment of an educational institution with 

well-known participants is more efficient. 
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 As a result of various factors and, consequently, different ways of professional 

development of preschool teachers, many authors have resorted to the creation of a model of 

professional development, different or similar to many criteria, which will be discussed in the 

next chapter. 

 

4.4. MODELS OF PROFESSIONAL DEVELOPMENT 
 

Valenčič Zuljan and Blanuša Trošelj (2014) point out different approaches to studying 

professional development of preschool teachers. A part of researchers focus on a differentiation 

of stages in professional development and on forming the so-called linear phase models (Fuller, 

1969; Kagan, 1992; Katz, 1972; Berliner, 1992), while others are more interested in exploring 

the factors influencing the development or emphasizing the forms and methods of professional 

learning (Scheckley and Allen, 1991; Kolb, 1991). In this chapter, we will present models and 

views on professional development of various authors. As mentioned in the previous chapter, 

not all factors affect preschool teachers and their professional development throughout their 

career or even in equal measure. Some factors are related to a specific period of their 

professional development and, as such, dominate it. For example, as Inman and Marlow (2004) 

point out, administrators, retirement incentives, the community, availability of jobs outside of 

teaching as well as other teaching jobs, and salary comprise the external aspect of the 

beginning teacher support system. 

Models of professional development deal with the specifics of each period in professional 

development. Although various authors mention different models of teachers’ professional 

development, due to the similarity of preschool teachers’ and elementary school teachers’ 

callings and the terminology matter of using “teacher” for both occupations, we could still use 

these models when assessing possible models of professional preschool teacher development.  

There is a whole range of models of professional teacher development. Ingvarson and 

Wright (1998), however, highlight the need to distinguish the system of professional 

development from models of professional development. According to them, models are specific 

processes and conditions planned so as to achieve professional development of teachers from 

the very beginning of their training. On the other hand, the system requires a broader view 

which includes an interconnection of goals, tasks, and purposes of professional development, 

the context in which it is carried out, personal and professional characteristics of people 

involved in the system, methods, techniques and procedures that will be implemented, costs 
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and benefits of professional development, selection of decision makers, the process of 

evaluation and assessment of the effectiveness of professional development on different 

components, and determining the infrastructure for professional development. 

Katz (1972) points out that the concept of development is also used to indicate thoughts 

and behaviors that are taught intermittently, in sequences, and that are adjusted to the 

individual’s tasks and his environment. This is why it is impossible, the author emphasizes, to 

start one’s professional role as a professional-veteran. Although we possess certain 

competences in our early career, these are tested, changed, and upgraded to “higher” levels in 

practice. Although it differs from one individual to another, the professional development of all 

members of a certain profession follows similar patterns, which is why the theory mentions 

different degrees of professional development. This kind of theory presumes that levels of 

professional development are separable phases which teachers experience, while their existence 

is hierarchical. The first author to specifically discuss a model of professional preschool teacher 

development is Lilian G. Katz (1972), whose model is presented first. 

 

4.4.1 MODEL OF PROFESSIONAL DEVELOPMENT ACCORDING TO 

KATZ 
 

Professional development of preschool teachers is a less explored area than the professional 

development of elementary school teachers. The first to address professional preschool teacher 

development was Lilian G. Katz (1972), who highlighted the tasks and training needs, i.e. 

specialization as being specific to each development phase. She thereby takes into consideration 

specific training, which would be beneficial to each individual stage of professional preschool 

teacher development. 

Katz (1972) identifies four stages of development in her model. The first one, survival, 

may extend to almost the entire first year of work, and, as the name suggests, it is a stage in 

which the main preschool teacher’s concern is to survive working in a group. Preschool teachers 

are often anxious, while an unrealistic image of their abilities or the difference between the 

expected outcomes and the reality of group life intensifies this feeling. With much 

introspection, the preschool teacher’s desire is to be accepted among his/her peers. The needs 

of preschool teachers in the first phase are related to “support, understanding, encouragement, 

comfort, complacency and clear guidelines” (Katz, 1972: 51). These needs can be satisfied with 

good mentoring directly within the group, where the novice gains an insight into the complex 

patterns of behavior and specific skills to solve them. Periodic but continuous monitoring of 
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teachers at the beginning of their development and flexibility in times of crisis is necessary for 

the “survival” of this phase. 

In the second phase, which appears around the end of the first year, preschool teachers 

become more confident since they know they will “survive” due to their abilities. This is a 

consolidation phase, in which preschool teachers begin to connect all the benefits of their 

previous practice. The focus is directed towards the child and the recognition of his deviations 

from the behavior pattern typical for a child’s development at a specific age. Therefore, they 

observe specific situations and procedures in relation to a particular child. Although preschool 

teachers’ monitoring, or the support in a form of mentors, principals or associates remains vital, 

support changes its shape and turns into mutual cooperation. Preschool teachers can at this stage 

explore their practice, and through a reflection of practice, with the mentor’s help, they gain 

new insights or answers to some questions. However, without the understanding of children 

and the context, discussions would not enable meaningful interpretation of experience or create 

solutions to the observed problems. The needs of preschool teachers are now related to 

information about children’s specific needs, so this is the period when the emphasis is put on 

cooperation and consultation with the preschool professional team. 

The next phase is the renewal phase, which is marked by preschool teachers’ sense of being 

stuck in a rut. It is interesting that this happens as soon as the third and fourth year of service. 

Natural cycles and celebration of the same holidays can cause dissatisfaction, which is 

evidenced by repeated activities and contents. Preschool teachers must find a way to refresh 

and renew their teaching content, new materials, approaches, techniques, etc. The importance 

here is given to workshops in which preschool teachers exchange experiences with colleagues, 

thus gaining new strength, ideas, and motivation for a renewal of their practice. Preschool 

teachers are active at conferences, they read more, consult old sources, participate in the work 

of associations, and search for interest groups online. In the area of working with children, at 

this stage, preschool teachers feel a need to look for different ways of documenting and 

monitoring children’s progress. 

The final stage is maturity, which some teachers reach within three years, while some 

others reach it much later. Preschool teachers at this stage of their professional development 

feel comfortable with their professional role since they have reached a comfortable level of 

confidence in their competences. Their perspective is deeper and extends outside the education 

process. Preschool teachers question the nature of learning, growth, and development, the 

impact of institutions on companies, its implicit pedagogy; they are thinking reflecting on their 
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profession and its achievements. This is the opportunity to work on the development of 

competences with the aim of achieving higher levels. 

However, let us notice that Katz discusses the beginning of a career or the first five years 

of service in which the preschool teacher matures. The emphasis of her model is on the 

questions, needs, and concerns, as well as forms of professional development, which are of 

functional use at a certain stage. 

Inman and Marlow (2004) mostly discuss novice preschool teachers, whereby they explain 

this particularly sensitive period in professional development with two phases, noting some 

common aspects with the Katz model. However, these authors view the “novice” period as a 

much longer period, whose duration extends to the entire first decade of experience. 

Phase 1, “true teaching beginners,” refers to the first three years of teaching experience. 

Teachers are usually eager to implement those practices and procedures which they discusses 

during their formal education and are idealistic enough to believe they will change the world. 

Phase 2, “experienced beginners,” denotes teachers between four and nine years of 

teaching experience. Teachers are still hopeful that they can contribute to a change in the 

education system, but many have begun to notice a dissonance and are seeking to find a balance 

between the ideas exposed to at the university and those from the “real world.”  

These authors highlight that it is very important for novice teachers to have colleagues 

as mentors with whom they can share ideas, make plans, and attempt to solve problems. Such 

an environment leads to fewer feelings of isolation and benefit by gaining knowledge from more 

experienced teachers, which raise novice teachers’ self-esteem and efficiency.  

Similar “linear” phase models of professional preschool teacher development are 

explained by VanderVen (1988, according to Fleet and Petterson, 2001) and the renowned 

NAEYC association (1993). VanderVan describes the sequence of professional development, 

from beginner to influential professional, whereby the phases rely on the individual’s abilities. 

Unlike Katz (1972) and VanderVan, NAEYC’s focus in the model of professional development 

is on qualifications in professional development. Through six degrees of change, preschool 

teachers develop from the lowest to the highest competence base, including qualifications at 

the level of a doctorate degree. 
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4.4.2 MODEL OF PROFESSIONAL DEVELOPMENT ACCORDING TO 

FULLER 
 

According to Fuller (Valenčič Zuljan, 2008), models of professional development relate 

to the changes in teacher’s thinking about professional dilemmas, which increase with years of 

professional experience. The first phase is survival (survival stage). This is a period during 

which young experts do not relax and enjoy their role due to overloaded issues related to their 

position and role, considering their competence, qualification, basic issues related to the group 

management, resolving fundamental problems, etc. While hoping to meet people’s 

expectations, they might lack focus on children and their needs. This is the phase in which fear 

and uncertainty take over and the person supporting them is extremely important. The period 

supposedly lasts during the initial five to six years of service, but, of course, this depends on 

the individual abilities of each preschool teacher. 

The following phase is called orientation to learning or stage of mastery. This phase 

focuses on the process of education (teaching task) and the classroom, i.e. the situation that 

prevails in the group. This is the phase in which teachers become more confident, they begin to 

concretize tasks, accept routine, but also lose the need for networking and group activities. 

In the third phase, stage of impact, preschool teachers draw attention to the impact which 

their conduct has on children. Knowledge of each child becomes apparent, and attention to 

individual development of the child is increased. In this phase preschool teachers rely on their 

skills and self-assessment of the situation (Fuller, 1969; Feiman and Floden, 1986). Some 

authors (according to Razdevšek-Pučko, 1990) believe that in this period, a part of preschool 

teachers lose their enthusiasm due to the feeling that their effects are unsuccessful. Still, others 

become open to various innovations. 

It is evident from the aforementioned that many authors believe professional 

development of teachers is divided into phases, which is the reason why such models are called 

phase models of professional development. 
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4.4.3. MODEL OF PROFESSIONAL DEVELOPMENT ACCORDING TO 

HUBERMAN 
 

Huberman’s model of professional development builds on Fuller’s model. However, unlike 

hers, this model predicts the existence of different sub-phases, which take place in the third 

stage of professional development, somewhere around the seventh year of service. 

It is this division into sub-phases that distinguishes teachers in their professional activities. 

Specifically, a group of teachers from the first phase flow into the phase of activities and 

experimentation, while the other group enters the phase of uncertainty and repeated self-

evaluation (according to Valenčić-Zuljan, 2008). However, they are interrelated, so it can 

happen that a teacher moves from an active stage of repeated self-evaluation to a phase of 

repeated self-evaluation, frustration, and monotony.  

Figure 5. Preschool teachers’ development according to Huberman (Huberman, 1992, 

according to Valenčič Zuljan, 2008) 
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The fourth stage has two sub-phases – conservatism and phase of clarity, brightness and 

distance. The phase of clarity, brightness, and distance is most common in the age group 

between 45 and 55 or between 19 and 30 years of service.  It most commonly results from the 

phase of experimentation, but can also occur from the self-evaluation phase. This stage is 

characterized by increasing self-confidence and self-acceptance (Valenčić-Zuljan, 2008). The 

conservative sub-phase emphasizes reduction of professional ambition. This approach to the 

model of professional development gives us an insight into preschool teachers’ different 

backgrounds, professional paths, and ambitions. 

 

4.4.4. MODEL OF PROFESSIONAL DEVELOPMENT ACCORDING TO 

DAY, SAMMONS, STOBART, KINGTON AND GU 
 

Day, Sammons, Stobart, Kington, and Gu (2007) provide a new model of professional 

development. When it comes to professional life stages, authors recognize the impact on 

teachers’ work, life, and effectiveness. They identified key factors influencing the work of 

teachers at different stages of professional life, as well as different impact these factors have on 

their commitment and perceived effectiveness. In contrast to the frequently quoted Huberman 

nonlinear model of five basic stages, which also served as a foundation of their research, Day 

Sammons, Stobart, Kington, and Gu (2007) present six phases in the professional lives of 

teachers. 

According to them, teachers’ ongoing abilities, commitment, and passion to teach to 

their best for the benefit of their students is related to (Day, Sammons, Stobart, Kington and 

Gu, 2007; Day, 2012): 

 the professional life phase 

 the relative instability and stability of their sense of identity – so important to their sense 

of self-efficacy and agency, and 

 the passion for teaching: commitment, well-being, and effectiveness. 

In their work, the authors identified six professional life phases that depend on teachers’ 

commitment, well-being, identity, and effectiveness varied between these components (Day, 

Sammons, Stobart, Kington and Gu, 2007; Day, 2012). Their model is multi-directionally 

developed in several sub-groups within each phase.  
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 Commitment: Support and Challenge (0-3) is the beginning phase of professional life 

and it can be branched out into two sub-groups – a developing sense of efficacy and a reduced 

sense of efficacy. 

 In this phase most preschool teachers feel a high level of commitment to the learning 

process. But, already at the very beginning two subcategories that emerge make a clear 

difference between two groups of novice teachers. Day and associates therefore highlight 

different expected trajectories. The subgroup with the developing sense of efficacy will most 

likely refer to those who will enjoy career advancement with support, recognition, and increased 

self-efficacy, while the subgroup with a reduced sense of efficacy will include those who suffer 

from a declining self-efficacy and attachment, which lead to changing the school or career. 

Through their work they have confirmed that teachers who begin their working life with “easy” 

positive experiences benefit from these stimulating effects, compared to those with a “painful 

beginning.” Both subgroups have at the very beginning had experiences with support, but while 

some benefitted from leadership support, other experienced a lack thereof. The second 

phase is Identity and Efficacy in Classroom (4-7). It has three sub-groups: I) sustaining s strong 

sense of identity, self-efficacy and effectiveness, II) sustaining identity, efficacy and 

effectiveness, and III) identity, efficacy and effectiveness at risk. 

 In this phase, teachers are showing a level of concern about their confidence and feelings 

in being effective. Compared to novices, this group of teachers often refers to difficult working 

conditions that reduce their effectiveness. Promotion and additional responsibilities at this stage 

begin to play a key role in their perception of identity, motivation, and the sense of efficiency. 

 In the subgroup, which is predominantly characterized by Growing’s description, 

teachers have a strong sense of identity, self-efficacy, and perceived effectiveness. Therefore, 

this group will most likely experience positive career paths with a higher efficiency in 

classroom. In this subgroup, significant positive influence has support from leadership and 

colleagues, and a lifelong professional development. They feel the benefits of their classroom 

experience; they are confident and motivated. 

 A relatively moderate level of identity, efficacy, and effectiveness characterize the 

Coping/managing sub-group. It is expected that those belonging to this group will in the next 

phase of their professional development be coping with/managing their work. Compared to the 

first subgroup, they feel less positive concerning motivation and self-efficacy, but still describe 

the pleasure of their experience. This subgroup, however, expresses greater concern in 

overwhelmingly difficult situations. 
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 Teachers in this professional phase report tough conditions and life events, and their 

identity, efficacy, and effectiveness are at risk. They described themselves as a 

Vulnerable/declining subgroup. A few of these teachers view promotion as a stimulating effect. 

They feel they have no support. 

 Day and associates indicate that this phase, not the later stages of professional 

development, is a crucial period in the teachers’ professional lives. At this stage, promotion and 

additional responsibilities play the key role in identity, motivation, and the sense of efficiency. 

 Between 8 and 15 years of experience, the professional life of teacher enters the phase 

called Managing Changes in Role and Identity: Growing Tensions and Transitions. 

Depending on the motivation, teachers can be part of the sub-group Sustained engagement or 

Detachment/loss of motivation.  

 In this phase, continuing professional development (CPD) has been proven crucial. In 

this phase, teachers are experiencing many changes in their professional and personal life and 

are struggling with work-life tensions. Many teachers within this phase have taken on additional 

roles, so they are striving to align management and teaching roles. Again, differences in the 

identity and perceived effectiveness between the two subgroups come to the fore here, and this 

is reflected in the level of motivation and loyalty to the profession. At this stage, a transition 

period has been observed in which teachers decide which professional path they will follow, 

most often choosing between higher-level managing and teaching. This refers to the first sub-

group, characterized by positives signs in identity and motivation. A part of those who have 

already passed the aforementioned crossroads of decisions, regarding which path to follow, 

regularly report being content and happy. 

 The second subgroup may make the decision whether to stay or abandon the job once 

they have reached the crossroads. They feel a sense of dissociation, lack of motivation, and will 

most likely experience a declining sense of self-efficacy in the next phase of professional life. 

These teachers often mentioned a lack of support from leadership and colleagues, and they 

mention tensions between work and life as equally important. Nonetheless, this “negative” 

subgroup also describes the positive influence of CPD. 

 Work-life Tensions: Challenges to Motivation and Commitment (16-23) is a phase in 

which the teacher is part of one of three sub-groups: I) further career advancement and good 

results have led to increased motivation/commitment, II) sustained motivation, commitment 

and effectiveness, III) workload/managing competing tensions/career stagnation have led to 

decreased motivation, commitment, and effectiveness. 
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 At this point in professional life almost everyone has additional responsibilities, which 

coalesces with growing piles of paperwork and additional challenging tasks. These are precisely 

the reasons which teachers describe as key hindrances to their effectiveness. Compared to the 

earlier stages, these teachers are experiencing pressures due to their private commitments, 

which is why most of them struggle with a work-life balance.   

 Nevertheless, a sub-group of teachers still sees their motivation and loyalty as the 

growing concepts in their lives, and they are the result of good relationships with children. 

 The subgroup whose motivation and loyalty stagnate is the outcome of the 

determination to improve time management and it is likely that these teachers will be faced 

with the problems of aligning their obligations at later stages. 

 Even the third subgroup with reduced motivation, commitment, and perceived 

efficiency is expected to be coupled with declined motivation and commitment at some point 

in the future. This is the result of additional jobs and struggles with the organization of time and 

obligation. 

 The professional life phase between 24 and 30 years of experience is called Challenges 

to Sustaining Motivation. It deals with two sub-groups: Sustained a strong sense of motivation 

and commitment and Holding on but losing motivation.  

 Teachers at this stage of professional development are faced with intriguing challenges 

in retaining motivation. External policies and initiatives have a negative impact, as they do in 

the previous stage, on their sense of efficiency. Constant new expectations and new initiatives 

that appear in their professional lives have a negative impact on efficiency. Two subgroups 

appear based on motivation: on the one hand, teachers who still maintain a strong sense of 

motivation and loyalty are likely to continue to enjoy them, while, on the other hand, a subgroup 

of teachers losing motivation is likely to retire earlier. Students’ behavior also plays a negative 

role in this stage. 

 The last phase of professional life, according to Day, is 31+ : Sustaining/Declining 

Motivation, Ability to Cope with Change, Looking to Retire, with two sub-groups: Maintaining 

commitment and Tired and trapped. 

 Many negative factors that affect motivation and perceived effectiveness have been 

noticed in this phase. These are government policies, bureaucratic system, poor health, long 

working hours, but also some that were mentioned in earlier phases: students’ behavior, 

growing paperwork, heavy workloads, etc. However, positive impacts of achieving 

relationships with children and their progress are the main source of work satisfaction. 
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 Despite this, at this stage there are differences in motivation and loyalty. One sub-group 

of teachers demonstrates high levels of both despite or maybe precisely because of the changes 

in the personal, professional, and organizational context, and their expected trajectories are 

strong agency, efficacy, and achievement. On the other hand, the sub-group of teachers whose 

motivation is declining or has declined has expected trajectories of increased fatigue, 

disillusionment, and exit. 

 This kind of professional development model suggests that advancement in professional 

life can be understood by taking into account a number of factors that affect it. However, among 

these significant factors, Day Sammons, Stobart, Kington, and Gu (2007) not only see factors 

within organizational set-ups but also factors related to private life. In addition, their interaction 

is extremely important. Although all of them can be described as positive or negative, their ratio 

is not irrelevant which is, among other things, a kind of indicator of the possible paths of a 

teacher's professional life. As key generic influences at all stages, authors (2007) summarize all 

factors into: a) personal life experiences/events; b) school; c) students; and d) professional 

values and policies. 

 

4.4.5. OTHER MODELS OF PROFESSIONAL DEVELOPMENT 
 

In addition to the abovementioned, frequently mentioned is also Ryan’s model. The 

model looks at professional development of teachers through periods that differ based on their 

focus on the role, learning approach, and influence on children (Goodson and Hargreaves, 

1996). According to him, professional development occurs through the following phases: 

- age of ideal performance – impact of formal education, experience gained through 

practice and activities (Devjak and Polak, 2007) 

- age of survival 

- age of experience – established routines, ability to assess the situation, forecasting 

problems prevail 

- age of increased susceptibility to novelties – teachers estimate their work through 

feedback of children (Devjak and Polak, 2007). 

Dreyfus’s model (Dreyfus and Dreyfus, 1980), as one of the most cited ones, was 

primarily described from the aspect of foreign language acquisition, chess learning, and flight 

instruction. They were among the first to shape the development phase from novices to experts, 

and therefore are often quoted in a number of different areas. Brothers Dreyfus observed 
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development through five stages, focusing on five mental functions: recollection, recognition, 

decision, and awareness, and how they varied at each level of expertise. 

 

Table 3. Dreyfus’s model (1980) 

 

Mental function Novice Competent Proficient Expert Master 

Recollection Non-situational Situational Situational Situational Situational 

Recognition Decomposed Decomposed Holistic Holistic Holistic 

Decision Analytical Analytical Analytical Intuitive Intuitive 

Awareness Monitoring Monitoring Monitoring Monitoring Absorbed 

 

Stage 1: Novice – the instruction process begins with the instructor decomposing the 

task environment into context-free features that the beginner can recognize without the desired 

skill (Dreyfus, 2004;177). Such features are called non-situational (Dreyfus and Dreyfus, 1980) 

and are followed by the rules given to beginners for determining actions on the basis of these 

features. According to the authors, following these rules will result in poor performance in the 

real world (Dreyfus, 2004). 

Stage 2: Competence – this stage comes after some experience, which is actually coping 

with the real situations. These situational components are no longer context-free. The brain 

works in such a way that it recognizes similar situations, saving the information in order to 

identify similar aspects in the future.  

Stage 3: Proficiency – the performer is exposed to many different situations, but now 

they have meanings. Depending on the relevance, aspects can be more or less important. A 

specific objective situation, confronted at two different times, each time from a different 

perspective, would be treated as two different situations (Dreyfus and Dreyfus, 1980;10). The 

performer uses memorized principle to determine appropriate action. 

Stage 4: Expertise – when one comes to this stage, he or she has already needed some 

sort of analytical principle (rule, guideline, maxim) to connect his/her grasp of the general 

situation to a specific action (Dreyfus and Dreyfus, 1980;12). 

Stage 5: Mastery – according to their model, there is no higher level of mental capacity. 

However, they argue that the expert is capable of experiencing moments of intense absorption 

in his work, during which his performance transcends even its usual high level (Dreyfus and 

Dreyfus, 1980:13). 

In his later work, one of the brothers, Stuard, made a slight change in their first model. 

He placed the stage termed Advanced Beginner between the stages Novice and Competence, 
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so Competence was no longer Stage 2, but rather Stage 3. Instead of stage 5, Mastery, the 

highest level of development is now Expertise. The description of Five Stages of Adult 

Acquisition is visible in Table 4. 

 

Table 4: Five Stages of Adult Acquisition according to Dreyfus, S.E. (2004) 

 

Skill 

Level 

Components Perspective Decision Commitment 

Novice Context free None Analytic Detached 

Advanced 

beginner 

Context free and 

situational 

None Analytic Detached 

Competent Context free and 

situational 

Chosen Analytic Detached understanding 

and deciding: involved  

outcome 

Proficient Context free and 

situational 

Experienced Analytic Involved 

understanding: 

detached deciding 

Expert Context free and 

situational 

Experienced Intuitive Involved 

 

 Berliner’s model (1994, in Valenčić Zuljan, 1999) is based on teachers’ progress in 

strengthening their autonomy and the ability to solve problems. His five phases of development 

are different due to the teachers’ understanding of the complexity of problems, assessment of 

the situation, and decision for action, teaching skills. These are the stages by name: Novice 

level (1-2 years of professional activity), Advanced beginner level (2-3 years of professional 

activity), Competent Level (3-4 years of professional activity), Proficiency level, and Expert 

level. The last phase is not time-limited since not all teachers reach it.  

Phase models are criticized for being linear, which is contrary to the new vision of 

professional development. “The process of professional development refers to how 

professionals move from awareness (knowledge) to action (practice), and the adoption of 

certain dispositions in professional repertoire” (Sheridan, Edwards, Marvin and Knoche, 

2009;7). “This process should be neither linear nor limited to a specific set of inputs and 

outputs” (Sheridan, Edwards, Marvin and Knoche, 2009;7). The individual’s experience of 
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professional development is complex, unpredictable, and is context-dependent (Fleet and 

Petterson, 2001). Phase models, according to Sheridan et al. (2009), are determined through 

fixed steps that preschool teachers take on their way from a novice to an expert teacher as a 

process that takes place across three levels (Sheridan, Edwards, Marvin and Knoche, 2009): 

a) awareness of new strategies expected to achieve significant results of children 

b) application of this strategy, initially in rough modifications 

c) application of sophisticated skills, automatically and securely. 

 

 Further criticism of the phase models of preschool teachers’ professional development 

refers to their focus on designing basic processes through which professionals gain new 

concepts and skills, forgetting thereby the importance of the content of those skills. “In other 

words, the focus of the majority of phase models is on a generic process that is supposedly 

identical among professionals, regardless of context variables (i.e. discipline, environment) 

and the content (i.e. a skill that is developed and learned)” (Sheridan, Edwards, Marvin and 

Knoche, 2009:7). Valenčič Zuljan and Blanuša Trošelj (2014) highlight in their work that they 

only partially agree with this notion. In fact, research and appreciation of the specifics of the 

profession are crucial for preschool teachers from a professional perspective. However, they 

emphasize it would be irresponsible to ignore a substantial amount of high-quality research 

papers on the models of professional development of other professions. Therefore, the authors 

emphasize the necessity of both: learning about professional development models of various 

professions and relying on them and exploring the development of preschool teachers (Valenčič 

Zuljan and Blanuša Trošelj, 2014:48). Phase models are criticized for their uniformity and for 

completely ignoring the interconnection of a number of factors influencing professional 

development (Valenčič Zuljan, 2012). 

 Contrary to phase models, another possible view of the model of professional 

development has been proposed by Dall'Alba and Sandberg (2006). From their perspective, the 

advanced level of competence is achieved through experience and practical application in real 

life situations or in a situational context. This conceptualization views professional 

development as an ongoing process and interaction of experiences, opportunities, and 

exchanges in reflection as a specific characteristic of professional practice in which certain 

settings define and redefine the purpose of self-improvement and improvement of program 

standards (according to Sheridan et al., 2009). 
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Fleet and Patterson (2001) also propose an alternative perspective, which looks at 

professionals in early and preschool education as authorized students engaged in building their 

knowledge by means of spiral engagement in various fields of theory and practice over time. 

They recognize professionals as owners of personal professional knowledge, with intellectual 

and emotional investment in potential contribution to their development (Fleet and Patterson, 

2001;3), which is being neglected in linear-phase models of professional development. 

The question then is, are all employees and professionals developed or can they develop 

equally and regardless of the initial starting point? 

Research in fact suggests that almost every preschool teacher participates in some kind of 

training program, with the aim of promoting professional development (Hill, 2009), but most 

of them do the bare legal minimum. Often, although they start some form of training aimed at 

professional development, preschool teachers are not developing in a way expected from a 

specific training program. There are many possible paths of professional development and not 

all of them are equally functional for each individual. Functional professional development is 

associated with positive outcomes in practice. 

Therefore, personality traits and implicit pedagogy of preschool teachers are of great 

importance. Change happens only when accumulated knowledge and developed skills result in 

changes in the attitudes and values of a professional. 

When making decisions about professional development, internal motivation of preschool 

teachers plays an important role, as well as their view of expediency and efficiency offered in 

practice, but also understanding of professional development. In addition to motivation, 

external factors such as climate and culture institutions, policy institutions, and educational 

policy of the state and many others also play a significant role. Some of them have already been 

mentioned in previous text. 

 

4.5. COMPETENCE APPROACH TO PROFESSIONAL 

DEVELOPMENT 
 

Competence is a term initially associated with the beginnings of “business.” Competences 

represented significant predictors of the employee’s performance and success, and they were 

related to his individual characteristics (McCelland, 1973). Over time, the “competence 

approach” has developed into defining one’s professionalism, including the one of a preschool 

teacher. The “competence approach” is the foundation of a new educational curriculum, in 
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which competence is a starting point in planning and developing study curricula for preschool 

teacher education. The competence approach is based on learning outcomes, whereas the focus 

is directed from content to personality. 

Although the most common competences were in the past usually linked to the concept of 

“knowledge,” authors of the Eurydice analysis (2002) make a distinction between terms 

“knowledge” and “competence,” also dividing knowledge into explicit and implicit. Explicit 

knowledge is related to subject areas, while implicit is expressed through personal and social 

competences. Authors use the term “competence” to describe knowledge needed to gather 

information, their processing and use. Today, knowledge is no longer seen as a linear category 

that is transmitted, but as a dynamic category that is created, changed, revised, supplemented, 

and reorganized under the influence of new experiences. The importance of physical and social 

environment in the acquisition of knowledge and higher quality and applicability of knowledge 

aimed at achieving outcomes, rather than acquisition of knowledge content. 

When it comes to defining competences and competency, it is evident there is no one 

definition. It is possible to observe different approaches and interpretations of the very 

definition of competence, and their relation to learning outcomes. One possible approach to 

competences is from the position of their impact on the success of the society functioning as a 

community, with an emphasis on the social demands that are expected from an individual 

(OECD 2001a). Such external or functional approach to competence interpretation is criticized 

for emphasizing the value of the individual for the benefit of the society instead of highlighting 

that the individual himself is valuable. A particularly important contribution to alleviating 

conflicts that emerge from determining the notion of competence has been provided by F.E. 

Weinert (OECD, 2001a;  Krstović, 2009). Weinert defines competences as an action in a social 

situation (2001, according to Krstović, 2009), thereby pointing out that competences are 

interpreted as comprehensive achievements that allow the individual to successfully meet the 

challenges of the modern society in general. Other authors extend this understanding; therefore 

competences are seen as all the knowledge, skills, and abilities of the individuals, as well as 

forms of motivation behind their actions. They, in fact, answer the question what someone has 

to be like in order to perform their job well (Pavlin, Erčulj, Melink, Trtnik and Zadnik, 2006). 

The Croatian Qualifications Framework has chosen a similar view by referring to knowledge 

and skills, and the associated autonomy and responsibility (Dželalija, 2009).  

The Council of Europe has developed a generally accepted concept that competences are 

defined as a general ability based on knowledge, experience, values, and dispositions that every 
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individual needs for personal fulfillment and development, social integration, and 

employability, which need to be developed by means of compulsory education in order to set 

basics for further learning as part of lifelong learning (European Commision, 2004). 

Competences “assume a high level of integration between skills of the individual and social 

demands” (Babić, 2007). As such, education is seen as a “frame of reference” for development 

and evaluation of individual competence in professional work and daily life, so it should be 

based on competences (DeSeCo, 2002; Babić, 2007). 

According to Lepičnik Vodopivec (2009), the majority of competences can be divided into 

three groups: 

• area of communication, understanding, and cooperation 

• area of expertise 

• area of relationship with our own practice 

An ideal professional autonomy, according to the same author, requires all areas and 

corresponding competences. 

Competences can be “formal” and “manifest” (Nordenbo, Larsen, Tiftikçi, Wendt and 

Østergaard, 2008), i.e. “practical.” Formal competence assumes that the individual has properly 

completed formal education or some other form of education, training, for which (s)he has 

received a diploma or certificate as confirmation of a certain level of competence by meeting 

formal obligations. This form of competences and manner of their acquisition usually represents 

a legal prerequisite for a job. On the other hand, manifest competence relates to the idea that an 

individual, regardless of the way of acquiring competence, can use the same competence in 

practical situations. 

 

“The younger a child, the more knowledge is needed” (Krstović, 2009). 

 

The Document “Common European Principles for Teacher Competences and 

Qualifications” stresses the importance of promoting competences and qualifications of the 

European teacher. As such, the text should serve as a support for creators of educational policy 

at national and regional level. “Education and Training 2010 - The Success of the Lisbon 

Strategy Hinges on Urgent reforms,” is a report adopted jointly by the Council and the 

Commission that is important for the development of teachers’ competences and qualifications 

viewed as “a matter of priority.” 
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In 2010, Croatia adopted the National Curriculum Framework for preschool education, 

general mandatory and high school education, which provides a framework for the acquisition 

of basic and professional competence. This document relies on one of the main directions of 

curriculum policy in Europe – competence development. In doing so, learning outcomes are 

emphasized rather than content, being the main focus today. The education policy of the 

Republic of Croatia has adopted eight Fundamental competences for lifelong learning of the 

European Union (The European Parliament and the Council Of The European Union, 2006): 

• communication in mother tongue, 

• communication in foreign languages, 

• mathematical competence and basic competences in natural sciences and technology, 

• digital competence, 

• learning how to learn, 

• social and civic competences, 

• initiative and enterprise, 

• cultural awareness and expression. 

Critical thinking, creativity, initiative, problem-solving situations, risk assessment, 

decision-making and constructive management of emotions play an important role in these 

competences. Member countries of the European Union are working on new educational 

strategies and curricula in accordance with the mentioned competence recommendations. 

Likewise, competences of preschool teachers should be aligned with the recommendations and 

enriched with competences specific to the profession. In fact, all professions within the 

educational domain possess a part of competences – knowledge, skills, and abilities that overlap 

with respect to the common area of professional activity. However, each of these professions 

has specific competences that are specific to the field of work. For example, preschool teachers 

must know the legality of growth and development of early and preschool-aged children, 

possess knowledge required to plan adequate methodical and didactic incentives and activities 

in a stimulating environment, understand specifics of family education and family cooperation, 

have capacity of managing curriculum creation and institutions, etc. 

There is another approach to defining competences – that based on four dimensions, in 

each layer of the early and preschool care and education system (Urban, Vandenbroeck, 

Lazzari, Van Laere and Peeters, 2011): 

1. individual level 

2. institutional team level  
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3. inter-institutional level 

4. management level (policy, regulations) 

 

This approach moves away from the traditional vision of competences and puts it in the 

context of the institution. Competence, as a set of knowledge, skills and attitudes, is placed into 

the background, while reflectivity, i.e. reflection is moved into the center. The CoRe study 

(2011) expands the traditional understanding of competence from knowledge, skills, and 

attitudes to knowledge, practice, and values. A complete system of early and preschool 

education, therefore, takes place in the dimension of knowledge, practice, and values. These 

dimensions are relevant to all layers of the mentioned systems of development: individual, 

institutional, inter-institutional, and management level (Urban, Vandenbroeck, Lazzari, Van 

Laere and Peeters, 2011;33). 

Observed through the social context, preschool teachers’ key competences include 

(European Commission, 2010): 

a) working with others, 

b) working with the help of knowledge, technology, and information and 

c) working with and in the society (community). 

 

The most general division of competences is into general and specific. While general 

competences are common to all teaching staff, special or specific competences are typical for 

preschool teachers. According to Lepičnik Vodopivec (in the interdisciplinary approach, 2009), 

these competences are: knowledge, critical evaluation, and use of the theory of childhood 

development and learning during planning, implementation, and evaluation of educational 

work, knowledge, and autonomous implementation of the curriculum for the preschool area and 

(specific for Slovenia) first grade curriculum. 

In the context of specific competences of preschool teachers, areas of competences are 

most frequently thought about, but there is also a need to define the level of competence, and 

sometimes even children’s age (Early Childhood Preschool teacher Competences, Research 

report, Center for the study of child care employment, UC Berkeley). The younger the child, 

the greater the range of skills an adult should possess in order to provide a child with optimal 

opportunities to realize his or her potential. Nevertheless, individual competence of the 

preschool teacher and the stage of professional development are also important. 
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Preschool teachers’ competences are important primarily because of the children. 

Compiling a list of competences, which have nothing to do with satisfying the needs and 

fulfilling the potential of children, would be pointless. On the other hand, making a complete 

list of competences required to meet the needs and fulfilling the potential of children is 

impossible. Other professions in their education and further professional development target 

development of competences to enhance their work, but in the preschool teachers’/elementary 

school teachers’ profession the goal is not only the development of such competences, but also 

of those competences which are aimed at developing children’s competences. The teacher has 

the ability, responsibility, and obligation to “equip” the child with competences for life and the 

constant rapid changes in society. This fact prevents the creation of a clear picture of needed 

competences, at least as clear as it is in other professions. However, three features were spotted 

while observing the impact of competences on children’s success in the education process 

(Nordenbo, Larsen, Tiftikçi, Wendt and Østergaard, 2008): 

1. Teachers must possess competences that contribute to establishing social relations 

while respecting the individuality of each child 

2. Compared to the whole group, the preschool teacher must have the competence to 

manage work, regardless of whether it refers to active management of educational work, 

establishment of children’s and the group’s responsibilities in creating rules or fostering 

children in the organization and compliance with the rules they have created. 

3. In relation to the content of learning, the preschool teacher must possess 

competences related to the very learning process, but also in terms of knowledge of the 

specific content. 

 

Preschool teachers have to deal with ever-growing challenges. Accordingly, it might be 

most important to enable the preschool teacher to find answers independently in the knowledge 

society and to actively participate in them. On the other hand, they must have such competences 

that will enable them to transmit the same, i.e. to train children, among other things, for 

autonomous lifelong learning. Thus, as it is pointed out in the “Common European Principles 

for Teacher Competences and Qualification” (European Commission, 2010b), all teachers must 

be able to reflect on the process of teaching and learning through current duties of meaningful 

knowledge, curriculum, pedagogy, innovation, research as well as in the social and cultural 

dimension of education. Šagud and Jurčević Lozančić (2012) point out that the preschool 

teacher profession is extremely complex and requires high professional awareness and a wide 
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range of competences, in particular competences for research practices and construction of a 

new theory on the basis of mutual consideration (Šagud and Jurčević Lozančić, 2012:140).  

When it comes to competence, professionalism, and dedication, preschool teachers are 

expected to set daily demands which increase over time, which leads to an increase in 

responsibilities (Hrvatić and Piršl, 2007). Unfortunately, most of them feel that work demands 

and respect for their profession do not go hand in hand (Simpson, 2010). However, there is a 

part of those who believe that they have reached the highest level in their professional 

development (Vonta, 2005), so the question is how preschool teachers see their further 

professional development and advancement. In terms of competence, preschool teachers 

estimate they are most competent in dealing with children, while they estimate the collaboration 

with professional associates, other preschools and other institutions as being the lowest (Erčulj, 

2008). These are the competences that can bring forth new roles and challenges for preschool 

teachers into the modern world. However, those competences of preschool teachers that stand 

out as key to reaching a successful education are primarily relation competence (according to 

the individual child), managerial competence (according to the group), and didactic competence 

(Nordenbo, Larsen, Tiftikçi, Wendt and Østergaard, 2008). 

“In the competence approach to construction and development of competences emphasis 

is placed on emancipation and autonomy, which are reflected in the area of their own teaching 

practices of preschool teachers in which they bear responsibility for its quality” (Šagud and 

Jurčević Lozančić, 2012:139). “The preschool teacher profession is extremely complex and 

requires high professional awareness and a wide range of competences, in particular 

competences for research practices and construction of a new theory on the basis of mutual 

consideration” (Šagud and Jurčević Lozančić, 2012:140). 

According to Šagud and Jurčević Lozančić (2012), theoretical, professional, and expert 

knowledge of preschool teachers should be interconnected, complementary, and as such form 

an inseparable unity built during formal education and subsequent lifelong learning and 

education. Lifelong learning can be implemented in the context of individual professional 

development and/or during joint research practice of preschool teachers with other 

professionals (reflective practice) (Šagud and Jurčević Lozančić, 2012:140). Preschool teachers 

should develop their professional competence by means of research, checking, evaluating, and 

further developing their own practices. 

Competences are an important segment of every profession and occupation. Although 

there are a number of definitions, they briefly describe the spectrum of required skills (variously 
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called by different authors) needed for the realization of a practical objective within certain 

professions and occupations. According to Woodruf (1991), competence is a set of behaviors a 

person must perform in order to complete work tasks and functions competently.  

Mijatović (2000) sees competence as the personal ability to think, run, manage or 

operate at the level of specific knowledge, skills, and abilities that a person can perform in a 

formal and informal way. Domazet (2009), however, sees competence in relation to fulfillment 

of complex tasks, solution of complex problems and meeting complex external conditions, 

while consisting of both cognitive and non-cognitive aspects. Also, she believes competence 

can be learnt and taught. Competence can be described as the ability to enter transactions with 

the changing and challenging environment, which results in the development and maturation of 

the individual (Opić and Jurčević-Lozančić, 2008). 

The document Teacher competence and Higher education (unit 6) discusses some of 

the basic characteristics of competence. Competences are:  

1. Abilities consisting of one or more skills that affect achievement when mastered. 

2. Competences cover the domains of knowledge, skills, and attitudes or they have a 

relationship with all three areas under which the effectiveness can be assessed. 

3. Competences are noticeable and can be demonstrated because of their practical 

dimension. 

4. Competences are measurable, since they are visible. Each competence requires a 

different ratio of knowledge, skills, and values. 

 

OECD (2005a: 9-10) understands the question of teachers’ competences as part of each 

country’s education policy. Therefore “… countries need to have clear and concise statements 

of what teachers are expected to know and be able to do, and these teacher profiles need to be 

embedded throughout the school and teacher education systems. The profile of teacher 

competences needs to derive from the objectives for student learning, and provide profession-

wide standards and a shared understanding of what counts as accomplished teaching. 

The teacher profiles need to encompass strong subject matter knowledge, pedagogical skills, 

the capacity to work effectively with a wide range of students and colleagues, to contribute to 

the school and the profession, and the capacity to continue developing. The profile could 

express different levels of performance appropriate to beginning teachers, experienced 

teachers, and those with higher responsibilities. A clear, well structured and widely supported 

teacher profile can be a powerful mechanism for aligning the elements involved in developing 
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teachers’ knowledge and skills, and for providing a means of assessing whether teacher 

development programs are making a difference.” 

  “A complex combination of knowledge, skills, understanding, values, attitudes and 

desire which lead to effective, embodied human action in the world, in a particular domain. 

(…) Competence implies a sense of agency, action and value” (Deakin Crick, 2008). 

Houstan (1987) observes teacher competences through the prism of successfully completed 

teacher education. According to this definition, competences are requirements underpinning 

teacher’s ability, which includes knowledge, skills, and values that teachers should develop 

throughout their education. However, today’s standpoint takes into consideration competence 

within all phases of professional development, while the initial training is viewed as the initial 

step (European Commission, 2011b, 2012a, 2012b). Requirements imposed by profession are 

growing rapidly, which implies the need for new approaches. 

 “To be fully effective in teaching, and capable of adjusting to the evolving needs of learners 

in a world of rapid social, cultural, economic and technological change, teachers themselves 

need to reflect on their own learning requirements in the context of their particular school 

environment, and to take greater responsibility for their own lifelong learning as a means of 

updating and developing their own knowledge and skills.” (Council of the EU, 2009a;7-8).  In 

doing so, promotion of professional values and attitudes among teachers themselves is 

emphasized. The following approaches stand out: reflective practice, autonomous learning, 

engagement in research and innovation, collaboration with colleagues and parents, and 

involvement in the development of the whole school (European Commission, 2011b, 2012a, 

2012b). 

Effective competency-based professional development of teachers includes these 

components (Immel Tracy15):  

1. Adoption of a common set of competency standards defined by role.  

2. Teachers identify areas where they need competency improvement. 

3. A rich and varied set of aligned resources is provided to teachers to fill those 

competency gaps.  

4. Improved teacher competences are verified through assessments, observation, or 

portfolio work. 

                                                           
15 http://edutechdebate.org/teacher-professional-development/time-to-move-to-competency-based-

continuing-professional-development/ 
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5. Peer support or mentoring is offered to help teachers. 

6. Teacher competency development is refined and iterated in a continuous-improvement 

cycle. 

When Conway and colleagues (2009) discuss the competences needed by teachers and how 

they develop over time, how are they evidenced and recorded, they discuss: 

• purposes of education, 

• assumptions about learning, 

• society’s expectations of and demands on the teacher, 

• available resources, priorities and political will, 

• status of the profession, 

• perceived external or international pressures, 

• existing traditions and culture, and 

• the broader societal context and environment in which teaching and Teacher Education 

occur. 

Biesta (2010) finds that mere competence is not enough. Teachers must make 

educational judgments in relation to three domains of educational purpose (qualification, 

socialization, and subjectification), which include judgments on how to balance priorities 

(Biesta, 2010). Biesta (2014:1) remarks that “an important shift in focus from what teachers 

should know to what they should be able to do, and potentially even to how they should be. 

Describing what a teacher needs to be competent at is only possible“ in relation to situations 

that are already known. (…) being competent is a better formulation than having competences, 

but that they also need to be able to judge which competences should be utilized in the always 

concrete situations in which teachers work” (Biesta, 2014: 2). 

Babić (2007: 23) discusses three basic modern theoretical approaches to competence – 

behavioral (functional), constructive, and holistic. 

The behaviorist approach to competence is oriented towards the fulfillment of external 

requirements. Today’s policy is based on learning outcomes and competences, with its roots in 

the behaviorist approach to the curriculum, i.e. defining the objectives of education as 

measurable learning outcomes (Domović, 2009). However, no competence consists solely of 

behavioral characteristics. The components of each competence are cognitive, emotional, 

motivational, social, and behavioral; therefore it could actually be regarded as a mixture of 

cognitive and non-cognitive components that allow the individual to comply with certain 

demands in the professional, social or personal spheres of life. 
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As a compromise between two different approaches, Babić (2007: 29-30) provides a 

holistic understanding of competence, which includes connectivity characteristics of individual, 

external requirements and the context as key prerequisites for effective performance, thus 

characterized as holistic, open, and evolutionary. Marentič Požarnik (2006) associates 

development of teacher competences with three components: cognitive, which includes 

knowledge and understanding, action, which refers to professional skills, and emotional-

motivational, which includes the views and values of teachers. In her opinion, they should be 

in harmony. Furthermore, she proposes the following five broad sets of competences: 

communication and relationships, effective teaching, organization and management, work in 

professional and social environment and professional development. These sets are a very good 

match for competences that are important indicators of resiliency in terms of individual 

(Benard, 2004) as well as contextual factors (Henderson and Milstein, 2003). 

Korthagen (2009) concludes that modern attempts of improving quality of education are 

supported in uniquely defined competences of teachers and standards for evaluation, which are 

strongly supported by policy. On the other hand, according to scholars, teacher education that 

is based on competence could lead to a process of deprofessionalization. Competence-based 

professional development relies on the competence approach to teacher education, which has 

its base in a number of European and, consequently, national documents (Key Competences for 

Lifelong Learning – European Reference Framework, 2004; Croatian Qualifications 

Framework, 2009; The National Curriculum Framework for pre-school education and general 

compulsory and secondary education, 2010 etc.). Proponents of competence in education see 

them primarily as an expression of aspirations for quality of education and its efficiency in 

student achievement. At the same time, critics point out that the competence approach is 

observed (negatively) as a transmission of economic principles to education by focusing on 

efficiency, the end product, output, outcomes of education, standards, and external evaluation 

by means of which the state controls the efficiency of education (Ćatić, 2012). 

May authors (Day, 1999; Sachs, 2001) discuss management and competences, as a result 

of the pressure of economic efficiency, and standards in education, as criticism of the 

competence approach to education. This approach has led to forming a set of standards which 

teachers must meet in order to be considered effective, reducing thereby competence to 

performing tasks identified by functional analysis of work roles in a particular profession 

(Ćatić, 2012:182). However, it remains to be answered whether a good preschool teacher can 
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be defined by a long list of competences that apply the same principle to all members of the 

profession in different circumstances of action? 

“Competence-based education” covers various ideas. It involves teachers taking into 

account the changes in the education system, a greater access to A-levels, the students’ 

heterogeneity, the inclusion of children with special needs as well as the growing autonomy for 

schools (Nissilä, Karjalainen, Koukkari and Kepanen, 2015). It refers to the integration of 

knowledge, skills, attitudes and interactivity as the intended outcomes of learning but also 

makes use of lifelong learning and lifelike tasks in realistic settings and requires, as well as 

needed cooperation of teachers (Nissilä, Karjalainen, Koukkari and Kepanen, 2015) 

Razdevšek-Pučko (2005: 78-80), aware of the danger arising from revaluating the 

teaching profession in the list of competences, points out, with caution, that these competences 

can be used when searching for answers to the question of what a modern teacher has to be like. 

The author of this thesis agrees with this opinion, whereby she holds the view that the lack of a 

basic competence framework can lead to excessive influence of personal attitudes, beliefs, and 

experiences in the practice of preschool teachers, which may not necessarily be desirable 

behaviors. It is evident that these factors affect preschool teachers’ actions in every way, but 

within the limits which the profession allows. Laying the foundations of professional 

competence is sufficient for the realization of individuality of preschool teachers and the 

diversity of child-friendly educational practice, in accordance with their needs and interests, 

which is at the same time protected from possible dangers of individuals’ (in)activity. 

As a logical sequence, the reflective approach comes after the competences in 

professional development, as opposed to the competence approach by Fish (1995). However, 

the competence and reflective approach do not necessarily represent opposing sides. 

Competences, as the foundation of professional activity, open up the way for the reflective 

practice, which questions, upgrades, and modifies competences in the everyday professional 

development of preschool teachers. 
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4.6. ENCOURAGING PROFESSIONAL PRESCHOOL 

TEACHER DEVELOPMENT 
 

“The fact (if it is accepted as such) that professional development is multidimensional 

means that its ‘singular units’ – episodes of micro-level development – most often occur by a 

kind of chain reaction, whereby one change dimension leads to another, which then leads to 

another” (Evans, 2014:194). 

 

Professional development is aimed at changing preschool teachers’ practices, i.e. in their 

attitudes and values (beliefs), and consequently the learning outcomes of children/students 

(Guskey, 2002). However, this does not mean that a participant of a certain professional 

development program will show effective changes. Indeed, most of the programs are ineffective 

in providing change (Cohen and Hill, 1998; Kennedy, 1998). Why is that? There are many 

factors affecting professional development, which can affect success or failure of implementing 

positive changes. 

Guskey points out the following two key factors that should be taken into account when 

planning any kind of professional development (1986, 2002): 

1) what motivates teachers to engage in professional development and 

2) if it is a process which usually causes changes in teachers. 

Namely, according to Meeus, Baeten, and Coertjens (2015), learning and development 

opportunities are related to intrinsic motivation. On the other hand, social involvement is related 

to altruistic motivation and job security is related to extrinsic motivation. 

 It is proposed to stick to the principles for some forms of professional development so 

as to create meaningful and effective opportunities for development (Gulamhusein, 2013): 

1. The duration of professional development must be significant and ongoing to allow 

time for teachers to learn a new strategy and grapple with the implementation problem. 

Programs that have a longer duration are positively associated with changes and 

improvements in practice. It is believed that the reason lies in the time in which teachers 

can check for new competences in the group, as well as provide feedback on them. 

Ultimately, such programs have had a positive impact on children and students. 

2. There must be support for a teacher during the implementation stage that addresses 

specific challenges of changing classroom practice. Teachers must be supported in order 

to properly implement new insights into practice. Mere training is not enough. As a 
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matter of fact, it is expected that new findings will be “lost” if the parent institution does 

not provide some sort of exchange, supervision, coach or mentor (coaching). 

3. Teachers’ initial exposure to a concept should not be passive, but should rather engage 

teachers through varied approaches so that they can participate actively in making sense 

of the new practice. There are a number of techniques proven to be effective in changes, 

and all of them imply active participation and learning teachers. Passive and outdated 

forms of teaching do not work on either children or adults. 

4. Modeling has been found to be highly effective in helping teachers understand a new 

practice. Demonstration of practice by experts has proven to have a special impact on 

those who listen. Therefore, both the theoretical basis and application in practice are 

important. 

5. The content presented to teachers shouldn’t be generic, but instead specific to the 

discipline or grade-level. Although there are common features and skills which all 

teachers should possess (regardless of children’s age, type of institutions or the content 

they “teach”), the most efficient contents are the ones specific to the conditions in which 

teachers are working. Therefore, communities in which professional development takes 

place should be made up of people with similar interests. 

Most countries have mandatory professional development as part of the preschool 

teacher’s/elementary school teacher’s workload. Nevertheless, there are significant differences 

in the effects of these forms of professional training, even when a number of people are adopting 

the same content, procedures, etc. A significant desire is expressed by the participants to 

become better teachers. Professional training, which teachers understand as a way of developing 

their competences and an increase in the feeling of professional satisfaction (Huberman, 1995 

according to Guskey, 2002), has positive outcomes for professional development as a result. 

To become a better teacher really means to strengthen (increase) the child’s/student’s 

learning outcomes (Guskey, 2002). So, what really motivates teachers is the belief that they 

will extend the range of their competences which will, in their growth, affect positive changes 

in children. Those forms of professional development that have no practical use and do not 

affect positive changes in the group will not change the teacher. They are ineffective forms of 

professional development. Teachers expect to receive specific, concrete, and practical ideas 

from their professional development that will have a direct connection to their daily activities 

in the group (Fullan and Miles, 1992). Guskey (2002) points out that professional development 
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activities are often designed in a way to encourage changes in teachers’ attitudes, beliefs, and 

perceptions. 

 Guskey points out three objectives of every form of professional development (2002): 

a) change in teachers’ practice, 

b) change in their views and beliefs, and 

c) change in children’s learning outcomes. 

These three goals are, according to Guskey, interconnected in “A Model of Teacher Change” 

(2002). 

 

Figure 6. A model of teacher change (Guskey, 2002) 

 

Guskey (2002) emphasizes that sustainable changes in practice can only happen when 

teachers change their beliefs and attitudes. However, he also stresses that these changes are the 

result of seeing improvements in students’ learning outcomes as a result of changes in teachers’ 

practice. Therefore, significant changes in attitudes and beliefs occur when a teacher “obtains” 

evidence in the form of progress of student achievement. In doing so, teachers believe that some 

form or content of professional development work because they have experienced its effects, 

and the experience is what ultimately changes their attitudes and beliefs. Guskey’s research 

from 1984 has shown that teachers who experience positive effects of the implementation of 

new procedures prefer to teach and believe that they, as teachers, have an impact on children’s 

learning outcomes, as opposed to teachers who have not experienced positive effects even 
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though they have tried out new procedures, or those who did not even attempted to implement 

what they have learned. Accordingly, demonstrable results in terms of learning outcomes are 

key for changes in practice (Guskey, 2002). Crandall (1983) also points out that teachers 

become loyal to new practices only when they have actively used it in their work, assuming 

thereby, of course, these will be successful. Therefore, changes in teachers’ behavior precede 

changes in beliefs, attitudes, and understanding (Fullan, 1985). 

 This view of the change in teacher's beliefs and attitudes implies three principles which 

should guide professional development (Guskey, 2002): 

a) Recognizing that change is a gradual and difficult process for teachers  

b) Ensuring that teachers receive regular feedback on student learning progress 

c) Providing continued follow-ups, support, and pressure. 

 Authors Bubb and Earley (2010) propose a model of a professional development cycle, 

which Bubb (2013) further improved with nine related phases. As pointed out, she intentionally 

did not use the term “level” as Guskey, for example, does, since she does not think of them in 

the context of a hierarchical relationship immediately suggesting that some parts are more 

important. Bubb (2013) emphasizes that all parts of her models are equally important and that 

neglecting one of them leads to poor final results. The nine phases are organized into three 

domains based on the idea by Clark and Hollingsworth (2002, according to Bubb, 2013): 

• Preparation domain with four stages (1-4) – employees identify and analyze their 

needs, often in consultation with others through discussion. Clear and realistic goals are 

set. 

• Learning domain with two stages (5-6) – a very wide range of professional 

development. Activities that leave the greatest influence are those that meet previously 

identified needs, usually in the form of reflection, mentoring, etc. 

• Improvement domain with three stages (7-9) (see Figure 7). 
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Figure 7. Model of circular professional development, (Preparation, Learning, Impact) (Bubb, 

2013)  

 

Teachers’ professional development review (European Commission, 2010c) views 

professional development as a body of systematic activities to prepare teachers for their job, 

including initial training, induction courses, in-service training, and continuous professional 

development within school settings (2010c:19). In the analysis of successful and unsuccessful 

teachers, in which professional development is observed as an instrument to strengthen 

educational achievement, critical variables are identified (Figure 7). Teachers’ effectiveness is 

at the very center, which depends on the teacher’s characteristics, including attitudes, beliefs, 

and competences, which are directly affected by programs of professional development. The 

second layer refers to the efficiency of the education process, or teaching, which refers to the 

components of the functional teaching repertoire, i.e. what is it that works. Cooperative teams 

within the institution in which the individual teacher works, institutional culture, and efficient 

organization are also important variables on the basis of which (in)efficiency in teachers’ work 

and their professional development is encouraged. This has been further elaborated on in 

previous sections. 
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 Figure 8. Layers of analysis in identifying contents and forms of teachers’ professional 

development (European Commission, 2010c: 20) 

 

 Peeters and Peleman (2017) discuss a similar approach to professional development 

when they speak of disagreement between policy makers, practitioners, and the scientific 

community. They advocate inseparable links for the sake of sustainable change. Three 

relationships include the relationship between research and practice, relationship between 

research and policymakers, and, finally, between practioners and policymakers. “Professional 

development in the ECEC field needs to conceptualised within multidimensional framework – 

which encompasses both individual and collective components – and is understood as a 

processs that constantly evolves in socio-cultural context. In sum, rather than focusing in 

increased individual competences, we need to discuss component system…” (Peeters and 

Peleman, 2017: 5259). According to these authors, an effective ECEC system means involving 

and connecting individual preschool teachers, teams or institutions, integragency /training 

centers/local governments, national ministries of education, and international networks and 

organizations. 

 Finally, the last layer concerns national education policy, which largely determines 

obligations, rights, creates a strategy and requirements of institutions and individuals within the 

profession, which, as such, can encourage or impede a person’s development. 

When thinking about professional development of teachers, guidelines should be taken into 

account (NAEYC, 1993), which state that professional development is effective when: 

a) professional development is a continuous process, 
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b) it is founded on sound theoretical and philosophical bases and structured as a 

comprehensive and systematic program, 

c) it is adapted to the individual’s background, experience, and current context of his or 

her role, 

d) it is structured so as to promote a clear connection between theory and practice, 

e) those who carry it out have appropriate knowledge and experience, 

f) an active and interactive approach that encourages participants to learn from each 

other is consulted, 

g) it contributed to creating a positive self-esteem, strengthening the safety and ability 

of the individual to the current practice, 

h) it provides possibility of application and reflection, allowing individuals to be 

evaluated and to receive feedback on what a professional does, and 

i) professionals are involved in planning and designing of their personal professional 

development program. 

The characteristics of effective professional development are presented in eight major 

categories. These are (Mitchell and Cubey, 2003): 

• Professional development incorporates participants’ own aspirations, skills, 

knowledge, and understanding into the learning context.  

• Professional development provides theoretical knowledge, content knowledge, and 

knowledge and information about alternative practices.  

• Participants are involved in investigating pedagogy within their own early childhood 

settings. Professional development advisers engage in these investigations.  

• Participants collect and analyze data from their own settings. Revelation of discrepant 

data is a mechanism to invoke revised understanding.  

• Critical reflection enabling participants to investigate and challenge assumptions and 

extend their thinking is a core aspect.  

• Professional development supports educational practice that is inclusive of diverse 

children and families 

• Professional development helps teachers/preschool teachers change practice, beliefs, 

understanding, and/or attitudes. The professional development is emancipatory.  

• Professional development helps teachers/preschool teachers to gain awareness of their 

own thinking, actions, and influence.  
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In their explanation of how effective professional development looks like, based on 

research and good practice, the National Partnership for Excellence and Accountability in 

Teaching (NPEAT, 1998) lists eight principles. According to them, (1) focus should be on 

learning in groups, and in particular on exploring the differences between actual and expected 

learning outcome, (2) teachers identify their own needs and according to them achieve their 

learning experiences, (3) professional development should be available to teachers in their own 

facility, if possible, (4) It encourages and it is organized around collaborative problem solving, 

(5) it is continued and has support to engage in continuous learning, (6) it implies evaluation of 

the many and various sources of information that in detail show children’s progress and teacher 

practice, (7) it provides teachers with the ability to connect with theory that emphasizes 

necessary knowledge and skills that are essential to them, (8) it is connected with a 

comprehensive change process focused on improved student learning (NPEAT, 1998). 

 The best approaches to professional development focus on providing teachers with (a) 

developmentally relevant information on skill targets and progressions and (b) support for 

learning to skillfully use instructional interactions and to effectively implement curricula. Such 

professional development approaches enable teachers to provide children with domain-specific 

stimulation supports in real-time, dynamic interactions that foster children’s developing skills 

by engaging these children with available instructional materials or activities. Effective 

professional development supports allow for a direct tracing of the path (and putative effects) 

of inputs to teachers, inputs to children, and children’s skill gains (Pianta, Barnet,t Burchinal, 

and Thornburg, 2009).  

It is evident that all these authors are calling for a connection with practice, which was 

not common until recently. In fact, certain forms of professional development were mainly 

created due to specific research results/outcomes and less so because of any considerations of 

needs or concerns of the preschool teachers themselves. Besides, preschool teachers are 

encouraged to be active co-creators of their professional development, taking in account their 

personal and professional identity. 

In addition, professional development is affected by the set of preschool teachers’ 

behaviors as part of their personality, preferred paradigm of teaching, views on childhood, and 

their beliefs. Two dominant paradigms marked the last decade: the constructivist view and 

traditionalist view (OECD, 2008: 25). Constructivism looks at the child as an active participant 

in the learning process. The key feature of this approach is that interactive media enrich the 

environment in the form of a “contextual” real world or a “rich” artificial environment, both 
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with the aim of stimulating the learning and encouraging self-regulated activities and 

opportunities for research and children’s interpretation of life sequences (OECD, 2008). 

Constructivism emphasizes meta-cognition, i.e. learning how to learn and reflect on these 

learning strategies. “Finding the solution is just as important as the very solution” (OECD, 

2008: 25). This approach is often called “active learning.” It is interesting that the “lower” the 

teachers on the scale of the education system, the closer their thinking is to the constructivist 

approach, and vice versa, the “higher up” on the scale of the education system they are the more 

they harbor “traditionalist” views (OECD, 2008: 27). Studies show that teachers’ beliefs about 

their competence, abilities, and their level of education correlate with the effectiveness in 

practice and achievements of children they work with (Ballou and Podgursky, 1997). A better 

awareness of abilities means greater teacher creativity, but it also allows teachers to more easily 

and quickly return to their goals after minor problems have occurred. The teacher’s 

effectiveness is also associated with the characteristics of teaching, i.e. the process itself. 

Fullan (2001) speaks in favor those forms of development in which all employees of 

educational institutions participate, because the educational practice is a collective rather than 

an individual achievement. In addition, professional development should take place in the real 

context of the educational institution in which teachers work (Fulla, Hill and Crevola, 2006; 

Miljak, 2009). This approach is usually associated with the involvement of preschool teachers 

in action research, which are a prerequisite for the continuous development of the institution on 

the “inside.” Professional autonomy of teachers is strengthened by actual changes in the 

educational institution. 

Waters (1998 according to Bubb, 2004) uses “pro-personal” development as a highly 

appropriate term. It indicates that learning is most successful when changes occur in self-

awareness. Therefore, professional development should be encouraged and it should occur in 

three areas: 

Individually focused – these activities should focus on one’s own needs and career plans. 

School focused – activities should occur in areas in which the school wants to make 

progress. 

Nationally focused – those activities should be undertaken that meet the demands of 

national and local initiatives (Jones, 2003, according to Bubb, 2004:5). 

After having studied and categorized research in the field of professional development, 

Day, Sammons, Stobart, Kington, and Gu (2007:33) concluded that effective professional 

development is school-based, collaborative, progressive, and focused closely on pupils’ 
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learning; that it encompasses a wide range of concepts, including mentoring or interaction with 

colleagues, peer coaching, critical friends, as well as a range of activities, such as observation, 

working on task together, sharing ideas or discussing the implementation of resources. 

Since, as previously mentioned, children’s achievements depend on the quality of 

teachers, educational policy should take into account the promotion and fostering a culture of 

professional development. This is especially important because of the ongoing changes that 

need to be dealt with in order to raise the quality of education. 

At the end of the theoretical part, we will have a look at work of Sara Bubb (2004), 

which provides clear arguments for professional development since it: 

 • Helps everyone be better teachers, so pupils learn better and achieve higher 

standards. 

• Improves retention and recruitment – word gets around about the places where you're 

looked after, and where you’re not. 

• Contributes to a happy ethos where people feel valued and motivated. 

• Makes for a learning community - the pupils are learning and so are the staff. 

• Is a professional responsibility and entitlement (Bubb, 2004: 8). 
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5. DEFINING THE RESEARCH PROBLEM AND 

METHODOLOGY16 
 

5.1. RESEARCH PURPOSE 
 

The child and childhood in and of themselves are valuable in the contemporary society 

(Sorin, 2005). Involvement of children in organized early and preschool education affects 

school success and contributes to lower rates in school dropouts (Magnuson, Ruhm and 

Waldfogel, 2007); it serves as a form of violence prevention and influences the quality of social 

relationships (Barnett and Hustedt, 2003). Particularly strong influences have been observed in 

socially endangered families with lower economic status, in children with developmental 

difficulties and native speakers of another language, etc. The foundation of lifelong learning is 

created during the preschool age as it affects later performance of the individual in society 

(Council of the EU, 2006). Such insights further point to the importance of the role of education, 

and the education and further professional development of preschool teachers as a necessity 

and foundation of quality early and preschool education. 

 Given that the importance of professional development is recognized as being of utmost 

importance, the then question imposes itself of how preschool teachers understand professional 

development, whether the average preschool teacher truly engages in professionally 

development and which factors affect his decisions regarding professional development. All 

this data can at different levels – the system level, the level of institutions educating preschool 

teachers, the level of preschool institutions, and the level of each individual-professional – help 

to create a quality polygon for a well-designed, effective professional development aimed at 

further advancement of early and preschool education, and ultimately for a healthy, satisfied, 

successful, and socially functional European citizen. 

 

 

 

 

                                                           
16 the participation of the author in the project “ANALIZA KLJUČNIH DEJAVNIKOV ZAGOTAVLJANJA KAKOVOSTI 

ZNANJA V VZGOJNO-IZOBRAŽEVALNEM SISTEMU” (3311-10-519006) allowed partial financial resources for 

doctoral study. Project was financed by the European Social Fond, European Union. 
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5.2. RESEARCH PROBLEM 
 

 From the overview and analysis of scientific papers from the field of competence and 

professional development of pedagogical staff (Cencič, Polak in Devjak, 2005, Peklaj, 2006, 

Muršak, 2001, Razdevšek Pučko, 2004, Razdevšek Pučko in Rugelj, 2006, Valenčič Zuljan, 

2001, Valenčič Zuljan in Vogrinc, 2005, Valenčić Zuljan, Vogrinc, Cotič, Fošnatič in Peklaj, 

2011) it is evident that the areas of preschool teachers' competence and their professional 

development have been but little explored. To a greater extent, authors point to teachers as a 

generic term for all preschool teachers that take part in care and education. With regards to the 

specific nature of preschool teachers’ educational role, the preschool teacher must possess 

certain specific competences, which confirms the need for a specific model of professional 

development that is adapted to the preschool teacher profession. In order to form a model of 

preschool teachers’ professional development, it is necessary to determine which competences 

they find important in which phase of professional development, and what are the factors and 

specificities of preschool teachers' professional development. 

 The lack of research in this area and the lack of a modern model of preschool teachers' 

professional development make it impossible to appreciate the specificity of the preschool 

teacher profession and the needs arising from these specificities in the design and evaluation of 

preschool teachers' professional development. Given that the goals of professional development 

(Guskey, 2002) are focused on changing preschool teachers' practice, their attitudes and beliefs, 

as well as learning outcomes in children, it is not justified to use the knowledge that has emerged 

from the research of teachers' actions in elementary and high schools, which, to this day has 

been the result of a lack of more appropriate research, in creating educational policy for early 

and preschool education and professional development of preschool teachers, both at the micro 

and macro levels. Therefore, we emphasize that the scientific contribution of this work lies, on 

one hand, in obtaining concrete data on individual elements, such as Professional 

developmental factors, current professional perception, influence on image changes in society 

and competence of preschool teachers, and, on the other, in creating a model of preschool 

teachers’ professional development. 

 The ultimate goal of this thesis is therefore to examine the opinions of preschool teachers 

about certain elements of professional development and to create a theoretical model of 

preschool teachers' professional development. 
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5.3. RESEARCH QUESTIONS 
 

1. What do preschool teachers and principals think about professional development? 

• When was the first time that preschool wanted to work as preschool teachers? 

• How many preschool teachers and principals participate in professional development 

(studies, professional title, professional visibility, and training)? 

• Is there a correlation between reading professional literature and attending professional 

training and preschool teachers’ years of work experience? 

• Is there a difference in the number of read books and preschool teachers’ training with 

regards to the type of studies the preschool teacher has completed? 

• Is there a correlation between the reflections about professional development and the 

preschool teacher’s or principal’s role?  

• Is there a connection between preschool teachers’ reflections about professional 

development and the phase of work experience in which (s)he is in?  

• Is there a correlation between preschool teacher’s reflection about professional 

development and the type of completed studies? 

• Is there a correlation between preschool teacher’s reflections about professional 

development and the type of institution in which (s)he is employed? 

• preschool teacher’s reflection about professional development and the current institution 

of employment? 

• Is there a correlation between preschool teacher’s reflections about professional 

development and his or her level of education? 

 

2. What factors, according to preschool teachers and principals, affect the professional 

development of preschool teachers? 

• Which factors do preschool teachers state as important in their professional development 

and how did they influence the professional development of preschool teachers? 

• What kind of experiences do preschool teachers describe as being crucial in their 

professional development (positive, negative, undefined) and what relationship does the 

mentioned experience describe (relationship with children, parents, colleagues ...)? 

• Is there a correlation between the description of the situation that has left a special 

impact on the preschool teacher and the current phase of preschool teachers’ professional 

development? 
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• Is there a correlation between the description of the situation that has had a special 

impact on the preschool teacher and type of studies the preschool teacher has completed?  

• Is there a correlation between the description of the situation that has left a special 

impact on the preschool teacher and the type of facility he or is currently working in? 

• Have preschool teacher ever wanted to leave the job and, if so, for what reasons? 

• Is there a correlation between the desire to leave the job and the description of the 

situation that has had a special impact on the preschool teacher? 

• How do principals describe their role in the professional development of preschool 

teachers? 

• Which factors do preschool teachers state as hampering or preventing their professional 

development at the personal level, theinstituional level, and the level of society? 

• How do preschool teachers assess the importance of factors affecting their professional 

development? 

• Are there differences in the importance of a group of factors of professional 

development among preschool teachers with a different number of years of work 

experience? 

• Are there differences in the importance which they attach to groups of factors of 

professional development among preschool teachers with different degrees of education? 

• Are there differences in the importance attached to the factors of professional 

development among preschool teachers with regards to the current place of employment 

(nursery/preschool)? 

• Are there differences in the importance attached to the factors of professional 

development among preschool teachers with regards to the founder of the institution 

(public/private)? 

• Are there differences in the importance attached to the factors of professional 

development among preschool teachers who have or have not wanted to leave their job? 

• Are there differences in the importance attached to the factors of professional 

development among preschool teachers who think differently about professional 

development? 
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3. What do preschool teacher think about the perception of the current phase of professional 

development? 

• Are there differences between preschool teachers with a different number of years of 

work experience in the perception of the current phase of professional development? 

• Are there differences between preschool teachers who have competed different types of 

studies in the perception of the current phase of professional development? 

• Are there differences between preschool teachers who have or have not wanted to leave 

their job in the perception the current stage of professional development? 

• Are there differences between preschool teachers working in a private/public preschool 

and the feeling they have regarding their current phase of professional development? 

• Are there differences between preschool teachers working in a preschool or nursery and 

the feeling they have regarding their current phase of professional development? 

• Are there differences between preschool teachers who think differently about 

professional development and the feeling they have regarding their current phase of 

professional development? 

 

4. What is the opinion of preschool teachers and principals regarding the position of preschool 

teachers as professionals in today’s society? 

• What factors do preschool teachers and which principals see as crucial in changing the 

current image of preschool teachers in society? 

• Are the differences between preschool teachers’ and principals’ opinions of what groups 

of factors can influence a change in the image of the preschool teacher as a professional 

in today’s society? 

• Are there differences of opinion on how to strengthen the profession among preschool 

teachers with a different number of years of work experience? 

• Are there differences of opinion on how to strengthen the profession among preschool 

teachers with a different level of education? 

• Are there differences in the opinion on how to strengthen the profession among 

preschool teachers with regards to the current place of employment (nursery/nursery)? 

• Are there differences in opinion on how to strengthen the profession among preschool 

teachers with regards to the founder of the institution (public/private)? 

• Are there differences of opinion on how to strengthen the profession among preschool 

teachers who have or do have not considered leaving their job? 
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• Are there differences of opinion on how to strengthen the profession among preschool 

teachers who think differently about professional development? 

 

5. What is the opinion of preschool teachers and principals about the competences that a 

preschool teachers needs to achieve quality in performing professional roles (and to what extent 

have preschool teachers developed them during their formal education)? 

• To what extent do preschool teachers estimate that they have developed certain 

competences during their studies? 

• To what extent do principals estimate that preschool teachers have developed certain 

competences during their studies? 

• Are there differences in thinking about the extent to which preschool teachers have 

developed competences in their formal education among preschool teachers with a 

different number of years of work experience? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences during their formal education among preschool teachers with different 

degrees of education? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences in their formal education among preschool teachers with regards to the 

founder of the institution (public/private)? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences in their formal education among preschool teachers with regards to the 

current place of employment (nursery/nursery)? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences in their formal education among preschool teachers who have or have not 

wanted to leave the job? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences in their formal education among preschool teachers given the description 

of a particular experience in professional development? 

• Are there differences in the opinion to which extent have preschool teachers developed 

competences in their formal education among preschool teachers who think differently 

about professional development? 

• To what extent do preschool teachers estimate that their competences are important in 

their work? 
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• To what extent do principals estimate that preschool teachers find certain competences 

important in their work? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work regarding the phase of professional 

development? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work regarding different degrees of 

education? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work with regards to the founder of the 

institution (public/private)? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work with regards to the current place of 

employment (nursery/nursery)? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work with regards to if they ever 

considered or did not conser leaving their job? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work with regards to the description of a 

particular experience in professional development? 

• Are there differences in the opinion to which extent it is important for preschool 

teachers to develop important competences in work with regards to views on 

professional development? 

 

5.4. STRUCTURE OF VARIABLES 
 

Independent variables 

 

Age of preschool teacher – continuous variable 

Years of preschool teachers' work experience – categorical variables based on the theoretical 

concept of professional development by the Day and associates 

Type of completed studies – categorical variable divided into three categories: professional 

two-year studies, three-year professional studies, and university studies 
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Current academic title – according to the Rulebook on Professional Advancement; options yes 

- no 

Graduate student – dichotomic variable; options yes - no 

Current place of work – preschool or nursery 

Number of published professional articles in two years – continuous variable 

Number of completed professional training in the last six months – continuous variable 

 

Dependent variables 

Likert skale 

 

Factors affecting preschool teachers’ decisions to engage in professional learning and 

professional development: 

• Desire for personal enrichment and satisfaction 

• Desire to contribute to the development of Croatian society 

• Desire to contribute to the collective in which the teacher works 

• Desire to contribute to the betterment of the children in my group 

• It is part of work obligations prescribed by law 

• Becoming acquainted with new knowledge, keeping up-to-date with new global 

discoveries 

• Enabling the development of competences 

• Awareness that professional development contributes to improvements within the 

profession and its status 

• Possibility of higher income and other benefits 

• Possibility of professional advancement (preschool teacher-mentor, preschool teacher-

advisor) 

• Support and encouragement of the family 

• Greater employment opportunities (faculties, various agencies and other state 

institutions ...) 

• Support and encouragement from colleagues in the collective 

• Support and encouragement from the principal 

• Possibility of exchanging experiences with colleagues 

• Desire to deal with current difficulties in work 

• Preparedness and interest of the lecturer at one of the forms of professional training 
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• Applicability in practice and actuality of the offered content 

• Alignment of the implementation (time of training, duration) with personal and family 

“obligations” 

• Preschool teacher's health (chronic and professional disorders) 

• Costs related to the type of training preschool teachers are interested in 

 

Feeling related to current professional development 

• In his work (s)he uses new knowledge gained from scientific research 

• He has done his part, now it's time for someone younger 

• No more interest in additional training 

• Confidence in himself/herself and his/her competences 

• (S)he is afraid of new and/or unfamiliar situations in the work 

• Much more has to be learned 

• (S)he believes (s)he is a good mentor for young people 

• (S)he has control over everything in his/her work 

• (S)he evaluates the need for more experienced colleagues 

• (S)he believes to have reached the best years of his/her life to do the work 

• (S)he still has plenty to offer 

• (S)he is having a difficult time managing at work 

• (S)he behaves professionally at all times in his/her work 

• (S)he gladly lets his/her colleagues observe his/her performance at work 

• (S)he regularly uses reflection and self-reflection in his/her practice 

• (S)he is afraid of not making the right decisions in his/her work 

• (S)he makes errors more frequently in the presence of adults in the group 

• Finds it difficult to explain his/her procedures in his/her work to associates, 

colleagues, and the principal 

• (S)he finds it easy to apply and verify theory in practice 

 

Contribution to a better development of the preschool teacher profession 

• More rigorous selection for university enrollment 

• Mandatory graduation from second degree studies (graduate studies for Master of 

early and preschool education) 

• Defined professional standards 
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• Greater preschool teacher salary 

• Better working conditions in the preschool 

• Not including other professions/occupations in the field of preschool teacher work 

(kinesiologists, art teachers, ...) 

• Higher qualification criteria at faculties 

• External evaluation of preschool teachers’ work 

• Creating a personal plan for preschool teachers' professional development  

• Better connectivity with the social community 

• Issuing work licenses for preschool teachers 

• A better system for rewarding good and sanctioning bad work 

• More professional care of preschool teachers in their work with children 

• Strengthening preschool teachers' associations 

• Involvement of preschool teachers in the decision-making process about ECEC at the 

state level 

• Higher level of preschool teachers’ ethics 

• Professional communication in relationships with parents 

• Changes in preschool teachers’ attitudes regarding the importance of professional 

development 

• More positive information on preschool teachers' work in the media 

• More preschool teachers’ research of their own practice 

 

Competences developed during the studies 

• Evaluating the quality of the educational system (including self-evaluation) and the 

use of evaluation results for its improvement 

• Group management, organization, and managing time and dynamic group processes 

• Performing administrative duties 

• Performing activities for promotion and improvement of the preschool as a unified 

whole 

• Organizing and improving the learning environment 

• Production, demonstration, and use of materials/toys/incentives 

• Encouraging effective and open communication and cooperation with all participants 

in the educational process (children, parents, associates) 

• Involvement in counseling children and parents 
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• Identifying differences in child abilities and aligning incentives/activities with the 

specific needs of child development and progress 

• Applying the skills of strengthening the child’s self-esteem that is based on individual 

progress and development 

• Recognizing the child's value orientation and encouraging the development of basic 

humanistic values 

• Respect for the rights of the child and the implementation of the principle of equal 

development opportunities through education and training 

• Appropriate responding to the child's disruptive behavior in a fair, socially sensitive, 

and consistent way 

• Recognizing and timely meeting the basic individual needs of children 

• Recognizing the interest of children and the importance of their implementation 

• Making and tracking progress in the work with children with special needs due to 

developmental difficulties, specific emotional disturbances, and behavioral disorders 

• Obtaining and monitoring progress in the work with children who have special needs 

due to their above-average abilities 

• Knowledge of the structure and purpose of the educational system and curriculum 

• Knowledge and critical evaluation of curricula 

• Planning the educational process with precise goals and expected learning outcomes 

• Application of different learning strategies 

• Possibility of valid assessment and incentive evaluation of child achievements, and 

ability to provide quality feedback 

• Ability to encourage the development of self-regulated learning competences 

• Developing strategies that support inclusion of the family and children in curriculum 

development 

• Knowledge and recognition of the characteristics of early and preschool children 

• Application of new theoretical  insights into the growth and development of children 

in practice 

• Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age 

• Acknowledging the importance of the child-family relationship and its impact on the 

child’s development 

• Identifying deviations from average developmental characteristics of children 
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• Understanding the impact of stress on child development, the importance of the child’s 

mental and emotional health, and the support and protection of the child 

• Understanding the importance and impact which the game has on child growth and 

development 

• Possessing knowledge and skills in one's mother tongue and literature at the level 

required for successful work 

• Possessing knowledge and skills the field of mathematics at the level required for 

successful work 

• Possessing knowledge and skills in the field of information and communication 

technology at the level required for successful work 

• Possessing knowledge and skills in the fields of chemistry, biology, and physics at the 

level necessary for successful work 

• Using information and communication technology for administrative obligations, 

organization, and communication of information 

• Using different media as a stimulating environment for development 

• Using everyday situations to stimulate the ability of a scientific approach to thinking 

• Developing understanding of natural phenomena and values of living in harmony with 

the natural environment 

• Identify basic signs of neglect and abuse 

• Application of appropriate procedures in the event of a child suffering an injury, 

choking, allergic reactions, etc. 

• Explaining the elements that contribute to health and well being, and  the promotion of 

a healthy lifestyle 

• Creating a physically safe environment 

• Understanding the importance and creating an emotionally healthy environment for 

the child 

• Ability to encourage and develop basic health and hygiene habits in children 

• Recognizing and appreciating individual nutritional needs of children 

• Prevention of illness, recognition of basic signs of illness, and knowledge of 

procedures to treat them 

• Finding, evaluating, and using the results of latest professional and scientific research 

to improve the educational practice 
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• Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions 

• Creating new knowledge from the interdisciplinary area of education and training 

• Monitoring and anticipating changes in educational processes and requirements that 

must be adequately answered by all participants in the educational process (e.g. 

educational reform) 

• Ability to collaboratively solve problems 

• Ability to reflect about one's own work, behavior, values, and feelings 

• Socially and emotionally intelligent regulation of behavior by recognizing, 

understanding, and managing one's own emotions 

• Need for continuing professional training 

• Personal commitment to the ever-increasing progress and achievement of children 

• Affirmative attitude towards one's own profession and evaluation of one's own 

professional role 

• Appreciation of all members of the local community and committed work for the 

community and general good 

• Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts 

• Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences 

• Successful transfer of knowledge, values, and attitudes related to affirmation of human 

rights and civil society 

• Possessing knowledge and skills in the field of visual arts at the level required for 

successful work 

• Possessing knowledge and skills in the field of music culture/musicology at the level 

required for successful work 

• Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work 

• Ability to develop and stimulate creativity and creative potential in children 

• Ability to develop and stimulate critical thinking and freedom of expression in 

children 

• Ability to encourage children to experience and express themselves through various 

artistic activities 
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• Ability to encourage aesthetic thinking and feelings in children 

 

Competence importance in one’s work  

• Evaluating the quality of the educational system (including self-evaluation) and the 

use of evaluation results for its improvement 

• Group management, organization, and managing time and dynamic group processes 

• Performing administrative duties 

• Performing activities for promotion and improvement of the preschool as a unified 

whole 

• Organizing and improving the learning environment 

• Production, demonstration, and use of materials/toys/incentives 

• Encouraging effective and open communication and cooperation with all participants 

in the educational process (children, parents, associates) 

• Involvement in counseling children and parents 

• Identifying differences in child abilities and aligning incentives/activities with the 

specific needs of child development and progress 

• Applying the skills of strengthening the child's self-esteem that is based on individual 

progress and development 

• Recognizing the child's value orientation and encouraging the development of basic 

humanistic values 

• Respect for the rights of the child and the implementation of the principle of equal 

development opportunities through education and training 

• Appropriate responding to the child’s disruptive behavior in a fair, socially sensitive, 

and consistent way 

• Recognizing and timely meeting the basic individual needs of children 

• Recognizing the interest of children and the importance of their implementation 

• Making and tracking progress in the work with children with special needs due to 

developmental difficulties, specific emotional disturbances, and behavioral disorders 

• Obtaining and monitoring progress in the work with children who have special needs 

due to their above-average abilities 

• Knowledge of the structure and purpose of the educational system and curriculum 

• Knowledge and critical evaluation of curricula 

• Planning the educational process with precise goals and expected learning outcomes 
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• Application of different learning strategies 

• Possibility of valid assessment and incentive evaluation of child achievements, and 

ability to provide quality feedback 

• Ability to encourage the development of self-regulated learning competences 

• Developing strategies that support inclusion of the family and children in curriculum 

development 

• Knowledge and recognition of the characteristics of early and preschool children 

• Application of new theoretical  insights into the growth and development of children 

in practice 

• Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age 

• Acknowledging the importance of the child-family relationship and its impact on the 

child’s development 

• Identifying deviations from average developmental characteristics of children 

• Understanding the impact of stress on child development, the importance of the child’s 

mental and emotional health, and the support and protection of the child 

• Understanding the importance and impact which the game has on child growth and 

development 

• Possessing knowledge and skills in one’s mother tongue and literature at the level 

required for successful work 

• Possessing knowledge and skills the field of mathematics at the level required for 

successful work 

• Possessing knowledge and skills in the field of information and communication 

technology at the level required for successful work 

• Possessing knowledge and skills in the fields of chemistry, biology, and physics at the 

level necessary for successful work 

• Using information and communication technology for administrative obligations, 

organization, and communication of information 

• Using different media as a stimulating environment for development 

• Using everyday situations to stimulate the ability of a scientific approach to thinking 

• Developing understanding of natural phenomena and values of living in harmony with 

the natural environment 

• Identify basic signs of neglect and abuse 
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• Application of appropriate procedures in the event of a child suffering an injury, 

choking, allergic reactions, etc. 

• Explaining the elements that contribute to health and well being, and  the promotion of 

a healthy lifestyle 

• Creating a physically safe environment 

• Understanding the importance and creating an emotionally healthy environment for 

the child 

• Ability to encourage and develop basic health and hygiene habits in children 

• Recognizing and appreciating individual nutritional needs of children 

• Prevention of illness, recognition of basic signs of illness, and knowledge of 

procedures to treat them 

• Finding, evaluating, and using the results of latest professional and scientific research 

to improve the educational practice 

• Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions 

• Creating new knowledge from the interdisciplinary area of education and training 

• Monitoring and anticipating changes in educational processes and requirements that 

must be adequately answered by all participants in the educational process (e.g. 

educational reform) 

• Ability to collaboratively solve problems 

• Ability to reflect about one’s own work, behavior, values, and feelings 

• Socially and emotionally intelligent regulation of behavior by recognizing, 

understanding, and managing one’s own emotions 

• Need for continuing professional training 

• Personal commitment to the ever-increasing progress and achievement of children 

• Affirmative attitude towards one's own profession and evaluation of one’s own 

professional role 

• Appreciation of all members of the local community and committed work for the 

community and general good 

• Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts 

• Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences 
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• Successful transfer of knowledge, values, and attitudes related to affirmation of human 

rights and civil society 

• Possessing knowledge and skills in the field of visual arts at the level required for 

successful work 

• Possessing knowledge and skills in the field of music culture/musicology at the level 

required for successful work 

• Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work 

• Ability to develop and stimulate creativity and creative potential in children 

• Ability to develop and stimulate critical thinking and freedom of expression in 

children 

• Ability to encourage children to experience and express themselves through various 

artistic activities 

• Ability to encourage aesthetic thinking and feelings in children 

 

5.5 RESEARCH METHOD 
 

In accordance with the research objective, research questions, and the nature of the 

research, quantitative and qualitative research was applied – causal non-experimental and 

descriptive method of pedagogical research. 

 

5.5.1. DATA COLLECTION TOOLS 
 

 Data was collected by means of a survey questionnaire for preschool teachers, a survey 

questionnaire for the principals, and semi-structured interviews of preschool teacher-mentors 

and preschool teacher-advisors. 

 The scales used in the questionnaire were designed for the purpose of doctoral research, 

with the exception of the scales of competences, which were adapted from the scales created 

by Darko Lončarić and Petra Pejić Papak (Lončarić and Pejić Papak, 2009). All scales were 

tested in a pilot study conducted in the fall of 2013 in the form of interviews with the senior 

advisor for preschool education of the Croatian Education and Teacher Training Agency, a 

preschool psychologist and associate professor.  Afterwards, they were used in the form of 
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questionnaires on a sample of 92 preschool teachers from the cities of Zagreb, Split, Varaždin, 

and Čakovec. 

 A data gathering instrument was created in line with ith the research subject. A 

questionnaire was created for preschool teachers (Appendix 14) and a questionnaire for 

preschool principals (Appendix 13). The questionnaires are composed of a general part, a 

scoring scale, and open-ended questions. The questionnaires had common parts and specific 

parts. 

 

5.5.1.1. QUESTIONNAIRE FOR PRESCHOOL TEACHERS 

 

 Data on research participants was collected with the first part of the questionnaire. 

Preschool location, Number of preschool groups, Age of the preschool teacher/principal, Work 

experience, Type of studies, Current academic title, Graduate student, Current work place, 

Number of published professional articles in the last two years, Number of published scientific 

papers in the last two years, Number of completed trainings in the last six months, Number of 

read professional books in the last six months, Number of attended conferences in the last two 

years. 

 The second part of the questionnaire consisted of several content units – scoring scales 

and open-ended questions. The scoring scale in the questionnaire for preschool teachers 

examined their opinions on factors affecting their professional development decisions, their 

current feelings about the stage of their professional development, their opinion on which and 

how many competences they had developed during their studies and to which extent do they 

require each of them in their work, and a scale to estimate what could influence a better status 

of the preschool teacher profession in society. 

 

5.5.1.2. QUESTIONNAIRE FOR PRINCIPALS 

 

 The questionnaire for principals included a scoring scale regarding which and how many 

competences have, in their opinion, been developed by preschool teachers during their studies 

and to which extent do they require each of them in their work, and a scale to estimate what 

could influence a better status of the preschool teacher profession in society. 

 The scoring scales complement open-ended questions, which were used to explore more 

specific topics and to provide answers that might not have been covered by the scoring scales. 
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In the questionnaire for preschool teachers, therefore, questions arose about their professional 

development, a description of the situation when they first knew they wanted to become 

preschool teachers, about persons or situations that influenced their professional development, 

whether they ever and, if so, for what reason wanted to leave the preschool teaching job, in 

which area they consider themselves to be particularly successful, and which not, and which 

competences have a particular effect on it. 

 The principals also expressed their views on professional development with the help of 

open-ended questions, but an additional emphasis was placed on their role in the professional 

development of preschool teachers. 

 

5.5.2.MEASUREMENT CHARACTERISTICS OF THE SCALE 
 

5.5.2.1. SCALE FACTORS OF PROFESSIONAL DEVELOPMENT OF PRESCHOOL 

TEACHERS 

 

 

 In order to examine the validity of the scale Factors of preschool teachers' professional 

development, a factor analysis was performed using the main components of the above 

mentioned 20 items. They were subjected to a factor analysis using the main components with 

oblong rotation. Significant factors were extracted according to the scree plot criterion and the 

characteristic root criterion. The factor analysis was carried out on the sample of preschool 

teachers. The initially conducted analysis revealed that several items had multiple factor 

saturation, but only the item Ability to exchange experiences with colleagues (Exchange_exp) 

was proven problematic, and apart from multiple factor saturation it did not materially belong 

to the originally predicted factor, hence it was excluded from further analysis. 

 After removing this item, 19 items were retained. Although some items still had multiple 

factor saturation, they were kept in meaningful factors, with loads greater than 0.40 on the factor 

to which they belong, as shown in Table 5 of the Patern Matrix. 
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Table 5. Pattern Matrix of the Scale Factors of preschool teachers’ professional development  

 

 

Component 

1 2 3 

Greater employment opportunities .822   

Advancement  .809   

Support and encouragement from my family .747   

Possibility of higher income and other benefits .743   

Support and encouragement from colleagues in the collective .734   

Support and encouragement from the principal .706   

Desire to contribute to the development of Croatian society .431   

Enabling the development of competences  .799  

Applicability in practice and actuality of the offered content  .664 .436 

Awareness that professional development contributes to improvements within 

the profession and its status  .622  

Desire to contribute to the betterment of the children in my group  .620  

Becoming acquainted with new knowledge, keeping up-to-date with new 

global discoveries  .603  

Desire for personal enrichment and satisfaction  .542  

Desire to solve current difficulties in work  .509 .407 

Desire to contribute to the collective in which I work .372 .412  

 

Expenses Expenses related to the type of training I am interested in 
  .691 

Align_implemen Alignment of the implementation with personal and family 

obligations   .664 

Health_cond My health condition   .640 

Prep_inter Preparedness and interest of the lecturer at some form of 

professional training  .527 .528 

Extraction Method: Principal Component Analysis. 

Rotation Method: Oblimin with Kaiser Normalization. 

a. Rotation converged in 10 iterations. 

 

 

 The items were, after 10 iterations, abstracted into three meaningful content factors 

(KMO = 0.859; Bartlett’s spherical chi-squared test = 3924.868 with p = 0.000). 

 The first factor is called External motivating factors (characteristic root = 5.888) with 

seven saturated statements that reflect preschool teachers' responses about how external factors, 

i.e. those that do not relate to the possibility of attending some form of professional 

development but are stimulating in the material and relational-intrusive sense, affect their 

decisions on professional development. These are as follows: Greater employment 

opportunities (Employment), Possibility of professional advancement (Advancement), Support 
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and encouragement of the family (Fam_support), Possibility of higher income and other 

benefits (Higher_income), Support and encouragement from colleagues in the collective 

(Coll_support), Support and encouragement from the principal (Princ_support), and Desire to 

contribute to the development of Croatian society (Contr_Cro_soc). The confidence coefficient 

for this factor is Cronbach alpha 0.865. Other features of this factor (M = 3.4207, SD = 0.5542, 

symmetry = -0.338, cortex = -0.397) indicate that this is a negative asymmetric factor. 

Furthermore, the Kolmogorov-Smirnov Z test for normality distribution was 0.57, and the 

distribution deviates from the normal distribution with sig = 0,000 (p <0.05). However, since it 

is a large sample of over 500 participants, parametric and nonparametric tests may also be 

applied. Also, access to the analysis of other variables will also be introduced. 

 The second factor Professional developmental factors (characteristic root = 1.609), 

consisting of eight items, refers to the factors that specifically contribute to the professional 

development of the preschool teacher and to the development of his/her competences. This 

factor includes the following items: Enabling the development of competences (Comp_dev), 

Applicability in practice and actuality of the offered content (App_practice), Awareness that 

professional development contributes to the development of my profession and its status 

(Prof_dev), Desire to contribute to the betterment of the children in the group (Contr_children), 

Becoming acquainted with new knowledge, keeping up-to-date with new global discoveries 

(New_insights), Desire for personal enrichment and satisfaction (Pers_enrich_satis), Desire to 

solve current difficulties in work (Solv_curr_diff). The confidence coefficient for this factor is 

Cronbach alpha 0.787. Other features of this factor (M = 5.0837, SD = 0.02651, symmetry = -

0.560, curves = -0.048) suggest that this is a negative asymmetric factor. The Kolmogorov-

Smirnov Z test of normality distribution was also performed, which amounts to 0.09. This, 

however, indicates that the distribution deviates from the normal distribution with sig = 0.000 

(p <0.05). 

 The third factor, Personal and technical factors (characteristic root = 1.339), refers to 

those factors which preschool teachers see as being crucial for direct attendance of a certain 

form of professional development. These factors encourage or prevent preschool teachers from 

making decisions at a certain moment to achieve improvement, and are not long-lasting, like 

the previous two factors. This factor includes four items: Expenses related to the type of training 

preschool teachers are interested in (Expenses), Alignment of the implementation with personal 

and family “obligations” (Align_implemen), My health condition (Health_cond), and 

Preparedness and interest of the lecturer at some form of professional training (Prep_inter). 
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The confidence coefficient for this factor is Cronbach alpha 0.668. Other features of this factor 

(M = 3.7060, SD = 0.5542, symmetry = -0.120, cortex = -0.232) indicate that it is a symmetric 

factor. Although measures show that this is a normal distribution, the Kolmogorov-Smirnov Z 

test indicates a deviation from the normal distribution (0.059) with sig = 0.000 (p <0.05). 

Parametric and nonparametric tests may also be used in further analysis. 

 All three factors explain a total of 63.612 percent of the opinion variance on factors that 

could affect the change in the preschool teachers’ attitudes towards their profession, whereby 

the first factor explains 36.689 percent of the variance, the second 10.727, the third 8.924, and 

the fourth 7.273 percent of the opinion variance.Table 6 shows correlations between factors. 

 

Table 6. Correlations between factors on the scale Factors of preschool teachers' professional 

development  

 

Component Correlation Matrix 

Component 1 2 3 

1 1.000 .292 .228 

2 .292 1.000 .085 

3 .228 .085 1.000 

Extraction Method: Principal Component Analysis.   

Rotation Method: Oblimin with Kaiser 

Normalization. 

 

5.5.2.2. SCALE PERCEPTION OF THE CURRENT PHASE OF PERSONAL 

PROFESSIONAL DEVELOPMENT 

 

Validity testing of the scale Perception of the current phase of personal professional 

development was carried out by means of a factor analysis using the method of principal 

components with 19 items. Factor analysis was carried out using the main components of the 

main component with oblimin rotation. Significant factors were retained based on the scree plot 

criterion and the criterion of the characteristic root. Factor analysis was carried out on a sample 

of preschool teachers. 

 Although some items, after conducting the analysis, had a multiple-factor saturation, 

they were retained in meaningful factors, with saturations of above 0.50 on the factor they 

belong to, as shown in Table 7 of the Patern Matrix. 
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Table 7. Pattern Matrix of the scale Perception of the current phase of personal professional 

development 

 

Component 

         1 2 3 

I find it easy to apply and verify theory in practice. .752   

I have control over everything in my work. .669   

I regularly engage in reflection and self-reflection of my practice. 
.657   

I am confident in myself and my competences. .612   

I gladly let my colleagues observe my performance at work. .580   

I believe to be a good mentor to young people. .579 -.416  

 In my work I uses new knowledge gained from scientific research. 
.567   

I behave professionally at all times in my work. .559   

I have done my part, now it's time for someone younger.  -.722 .328 

I have no more interest in additional training.  -.674 .356 

 There is still much more for me to learn.  .666  

 I still have plenty to offer. .440 .590  

 I believe to have reached the best years of my life to do the work.  .583  

 I make mistakes more frequently in the presence of adults in the group.   .715 

 I'm having a difficult time managing all situations at work.   .696 

 I'm afraid of not making the right decisions in my work.   .681 

I'm afraid of new and/or unfamiliar situations in my work.   .666 

I find it difficult to explain the procedures in my work to associates, colleagues, 

and the principal. 
  .631 

I believe I need the help of more experienced colleagues.  .479 .581 

Extraction Method: Principal Component Analysis.  

 Rotation Method: Oblimin with Kaiser Normalization.a 

a. Rotation converged in 14 iterations. 

 

After 14 iterations the items were approximated into three meaningful factors (KMO = 

0.841; Bartlett’s spherical chi-squared test = 2824.250 with p = 0.000). 

 The first factor, Perception of professional expertise (characteristic root = 4.885) with 

eight saturated items, reflects preschool teachers’ responses to their sense of professional 

stability and confidence in themselves and their work, and, accordingly, the openness to 

questioning and using new knowledge. These are the items: I find it easy to apply and verify 

theory in practice (Theory_in_pract), I have control over everything in my work (Control), xI 

regularly engage in reflection and self-reflection in my practice (Refl_self-refl), I am confident 

in myself and my competences (Self_conf), I gladly let my colleagues observe my performance 

at work (Coll_observe_at_work), I believes to be a good mentor to young people 
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(Mentor_youth), In my work I use new knowledge gained from scientific research (Use_insight), 

and I behave professionally at all times in my work (Prof_behav).  

 The confidence coefficient for this factor is Cronbach alpha 0.788. Other characteristics 

of this factor (M = 4.2328, SD = 0.03129, symmetry = -0.212, cortex = 0.206) indicate that it 

is a symmetric factor. Furthermore, the Kolmogorov-Smirnov Z test of normality distribution 

was 0.047 and suggests that the distribution statistically deviates from the normal distribution 

with sig = 0.011 (p <0.05). On the one hand, measurements for determining distribution 

normality indicate that this is a normal distribution, while the Kolmogorov-Smirnov Z test 

indicates that the results deviate from the normal distribution. 

 Another factor, Perception of current efficiency and potential (characteristic root = 

2.886), refers to preschool teachers’ feelings in relation to the general motivation for learning, 

training, and work in practice. This factor includes five items: I have done my part, now it's 

time for someone younger (My_part), I have no more interest in additional training 

(No_interest), There is still much more for me to learn (Learn), I still have plenty to offer 

(Plenty_to_offer), and I believe to have reached the best years of my life to do the work 

(Best_years). Since this factor included items that in their essence belong to opposite poles of 

feeling efficient and having potential, the two items had a negative attachment to the factor (I 

have done my part, now it’s time for someone younger (My_part), and  I have no more interest 

in additional training (No_interest)), compared to the other three items; therefore, they we re-

encoded and used as such in further analysis. 

 The confidence coefficient for this factor is Cronbach alpha 0.714. Other features of this 

factor (M = 4.8200, SD = 0.03922, symmetry = -0.884, cortex = 0.910) indicate that this is a 

negative asymmetric factor. The Kolmogorov-Smirnov Z test of normality distribution was also 

performed, which is 0.118, and it suggests that the distribution deviates from normal 

distribution with sig = 0.000 (p <0,05). Paramateric and nonparametric tests may be used in 

further analysis. 

 The third factor, Perception of professional insecurity (characteristic root = 1.862) 

consisting of six items and refers to feelings of insecurity and worry at work, as well as the need 

to in the work: I make mistakes more frequently in the presence of adults in the group 

(Freq_mistakes), I’m having a difficult time managing all situations at work (Not_manage), I'm 

afraid of not making the right decisions in my work (Affraid), I'm afraid of new and/or 

unfamiliar situations in my work (Affraid_new), I find it difficult to explain the procedures in 



 
162 

 

my work to associates, colleagues, and the principal (Diff_expl), and I believe I need the help 

of more experienced colleagues (Need_help). 

 The confidence coefficient for this factor is Cronbach alpha 0.782. Other features of this 

factor (M = 2.0738, SD = 0.4426, symmetry = 0.308, cortex = -0.151) indicate that this is a 

symmetric factor. The Kolmogorov-Smirnov Z test of normality distribution was also 

performed, which is 0.071, and it suggests that the distribution deviates statistically from the 

normal distribution with sig = 0.000 (p <0.05). Also in this case, the measurements to determine 

the normality of distribution indicate that this is a normal distribution, while the Kolmogorov-

Smirnov Z test indicates that the results deviate from the normal distribution. Both parametric 

and nonparametric tests may be used in further analysis. 

 All three factors explain a total of 50.702 percent of the variance of preschool teachers’ 

opinions about their current feelings regarding their professional development phase, with the 

first factor explaining 25.712 percent of the variance, the second 15.189, and the third 9.801 

percent of the opinion variance. 

Table 8 shows correlations among factors. 

 

Table 8. Correlations between the factors in the scale Perception of the current phase of 

personal professional development 

 

Component Correlation Matrix 

Component 1 2 3 

1 1.000 .107 -.272 

2 .107 1.000 .033 

3 -.272 .033 1.000 

Extraction Method: Principal Component Analysis. 

Rotation Method: Oblimin with Kaiser 

Normalization. 

 

 

5.5.2.3. SCALE STRENGTHENING THE STATUS OF THE PROFESSION IN SOCIETY 

 

 In order to examine the validity of the scale Strengthening the status of the profession 

in society, factor analysis was performed using the principal components with 20 items. Factor 

analysis was carried out using the main components with oblong rotation. Significant factors 

were observed based on the scree plot criterion and the criterion of the characteristic root. Factor 
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analysis was carried out on the sample of preschool teachers and principals, since they had the 

same scales in their questionnaires. 

 After the analysis most items were allocated to only one factor with very high saturation. 

The only item that was allocated to two factors was Personal_plan, but it was kept in a 

meaningful factor. All items had a load of over 0.30 on the factor to which they belong, as 

shown in Table 9, Pattern Matrix. 

 

Table 9. Pattern Matrix of the scale Strengthening the status of the profession in society 

 

Pattern Matrix 

 

Component 

                1               2       3 

More professional communication in relationships with parents. .809   

Higher level of preschool teachers’ ethics. .777   

Changes in preschool teachers’ attitudes regarding the importance of 

professional development. 
.775   

More professional performance of preschool teachers in their work 

with children. 
.768   

More preschool teachers’ research of their own practice. .634   

Better work conditions in the preschool.  .750  

Higher preschool teachers’ salary.  .734  

Strengthening preschool teachers’ associations.  .674  

Involvement of preschool teachers in the decision-making process 

about ECEC at the state level. 
 .644  

More positive information on preschool teachers’ work in the media.  .554  

Higher qualification criteria at universities.   .771 

More rigorous selection for university enrollment.   .682 

External evaluation of preschool teachers’ work.   .670 

Mandatory graduation from second degree studies   .588 

Issuing work licenses for preschool teachers’ work   .588 

Defined professional standards.   .559 

Not including other professions/occupations in the field of preschool 

teacher work. 
  .525 

Creating a personal plan for preschool teachers' professional 

development. 
.405  .488 

Better connectivity with the social community.   .424 

Better system of rewarding good and sanctioning bad work.   .349 

Extraction Method: Principal Component Analysis.  

Rotation Method: Oblimin with Kaiser Normalization.a 

a. Rotation converged in 8 iterations. 
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 After eight iterations the arguments were abstracted into three meaningful factors (KMO 

= 0.872; Bartlett’s spherical chi-squared test = 4245.960 with p = 0.000). 

 The first factor, Immediate professional activity (characteristic root = 6.798) with five 

saturated statements, reflects preschool teachers’ responses on how a more professional action 

in immediate work at all levels and in all relationships affects the status of their profession in 

society. These are the items: More professional communication in relationships with parents 

(Comm_with_parents), Higher level of preschool teachers’ ethics (Higher_ethics), Changes in 

preschool teachers’ attitudes regarding the importance of professional development 

(Chang_attitude), More professional performance of preschool teachers in their work with 

children (Prof_work), and More preschool teachers’ research of their own practice 

(Resear_of_self-pract). 

 The confidence coefficient for this factor Cronbach alpha is 0.848. Other characteristics 

of this factor (M = 4.5524, SD= 0.04328, symmetry = -0.537, curve = 0.350) indicate that this 

is a negative asymmetric factor. The Kolmogorov-Smirnov Z test of normality distribution was 

also performed, which amounts to 0.075, and it suggests that the distribution deviates from the 

normal distribution with sig = 0.000 (p <0.05). Parametric and nonparametric tests may be used 

in further analyses. 

 The second factor, Material conditions and external action (characteristic root = 

1.922), is composed of five items. Those items that do not include the daily work of all 

preschool teachers belong here, i.e. what preschool teachers often have no influence over and 

to a certain extent they represent the wishes of the preschool teachers in this regard. This factor 

includes the following items: Better work conditions in the preschool (Work_cond), Higher 

preschool teachers’ salary (Higher_salary), Strengthening preschool teachers’ associations 

(Assoc), Involvement of preschool teachers in the decision-making process about ECEC st the 

state level (Involv_presch_teach), and More positive information on preschool teachers’ work 

in the media (Pos_inf_media). 

 The coefficient of reliability for this factor is Cronbach alpha 0.746. Other features of 

this factor (M = 4.7012, SD = 0.03906, symmetry = -0.516, curve = -0.362) suggest that this is 

a negative asymmetric factor. The Kolmogorov-Smirnov Z test of normality distribution was 

also carried out, which amounts to 0.072, and indicates that the distribution deviates from the 

normal distribution with sig = 0.000 (p <0.05). Parametric and nonparametric tests can also be 

used in further analyses. 
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 The third factor, Professionalization of the preschool teacher calling (characteristic 

root = 1.539), refers to those more demanding requirements and criteria related to the training, 

monitoring, and evaluation of preschool teachers within the profession, which are in fact the 

key requirements for the existence of the profession both in theoretical and practical terms. This 

factor includes the following ten items: Higher qualification criteria at universities 

(Higher_crit), More rigorous selection for university enrollment (Rig_select), External 

evaluation of preschool teachers’ work (Exter_eval), Mandatory graduation from second 

degree studies (Second_deg), Issuing work licenses for preschool teachers (Licence), Defined 

professional standards (Prof_stand), Not including other professions/occupations in the field 

of preschool teacher work (Not_incl_other), Creating a personal plan for preschool teachers’ 

professional development (Pers_plan), Better connectivity with the social community 

(Better_conn), and Better system of rewarding good and sanctioning bad work (Reward_syst). 

 The confidence coefficient for this factor is Cronbach alpha 0.828. Other features of this 

factor (M = 4.2328, SD = 0.03129, symmetry = -0.090, cortex = -0.210) indicate that this is a 

normal distribution of results. Furthermore, the Kolmogorov-Smirnov Z test of normality 

distribution was 0.033, and it suggests that the distribution does not statistically significantly 

deviate from the normal distribution with sig = 0.200 (p <0.05). Parametric tests will be used 

in further testing. 

 All three factors account for a total of 51.298 percent of preschool teachers’ opinions 

about the current feelings within their professional development phase, the first factor 

explaining 33.992 percent of the variance, the second 9.609, and the third 7.696 percent of the 

opinion variance. Table 10 shows correlations between factors. 

 

Table 10. Correlations between the factors in the scale Strengthening the status of the 

profession in society 

Component Correlation Matrix 

Component 1 2 3 

1 1.000 .239 .418 

2 .239 1.000 .328 

3 .418 .328 1.000 

Extraction Method: Principal Component Analysis. 

Rotation Method: Oblimin with Kaiser 

Normalization. 
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5.5.2.4. SCALE PRESCHOOL TEACHERS’ COMPETENCES DEVELOPED DURING THE 

STUDIES 

 

 Factor analysis was performed to examine the validity of the scale Preschool teachers’ 

competences developed during the studies using the major component method with 68 items. 

Factor analysis was carried out using the main components method with oblong rotation. 

Significant factors were retained based on the scree plot and the characteristic root criteria. 

Factor analysis was carried out on the sample of preschool teachers. Several items had multiple 

saturations, but were kept in the factors where they had the highest saturation, although content 

relevance was the retention criteria. 

 Some items did not fall under any factor, i.e. their saturation was less than 0.30. Given 

the large number of items, and consequently the factor, the Patern Matrix is depicted based on 

certain differentiating factors. 

 The items were abstracted after 35 iterations into 10 meaningful factors (KMO = 0.964; 

Bartlett’s spherical chi-squared test = 22946.550 with p = 0.000). 

 

Table 11. Factor Theoretical-reflective competences 

 

During the studies - Finding, evaluating, and using the results of latest professional and 

scientific research to improve the educational practice. 

 

.735 

During the studies - Ability to systematically analyze and inquire about educational 

ideas, theories, and discussios. .727 

 During the studies - Creating new knowledge from the interdisciplinary area of 

education. .655 

During the studies - Monitoring and anticipating changes in educational processes and 

requirements that must be adequately answered by all participants in the educational 

process. 

 

.582 

During the studies -  Ability to reflect about one's own work, behavior, values, and 

feelings. 

 

.407 

During the studies -  Application of different learning strategies. 

 
.378 

During the studies - Ability to collaboratively solve problems. 

 
.334 

During the studies -  Socially and emotionally intelligent regulation of behavior by 

recognizing, understanding, and managing one’s own emotions. .322 
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 The first factor, Theoretical-reflective competences (characteristic root = 31.650) with 

eight saturated statements, reflects preschool teachers’ responses about how well they have 

developed the competences required to improve the educational practice during the course of 

their studies, then in terms of their ability to connect and apply scientific knowledge and 

theoretical knowledge, to which degree do they engage in self-reflection of their work, and, 

finally, how well fo they adapt to a professional environment through collaborative ways of 

acting and managing their own emotions. The following items were attributed to this factor: 

During the studies - Finding, evaluating, and using the results of latest professional and 

scientific research to improve the educational practice (DS_find_eval), During the studies - 

Ability to systematically analyze and inquire about educational ideas, theories, and discussions  

(DS_abil_syst_analyze), Creating new knowledge from the interdisciplinary area of education  

(DS_creat_new_know), Monitoring and anticipating changes in educational processes and 

requirements that must be adequately answered by all participants in the educational process 

(DS_mon_anticip_change), During the studies -  Ability to reflect about one's own work, 

behavior, values, and feelings (DS_abil_reflec_think), During the studies -  Application of 

different learning strategies (DS_diff_learn_strat), During the studies - Ability to 

collaboratively solve problems (DS_abil_collab_probl), and During the studies -  Socially and 

emotionally intelligent regulation of behavior by recognizing, understanding, and managing 

one’s own emotions  (DS_soc_emot_intel). 

 The confidence coefficient for this factor is Cronbach alpha 0.933. Other characteristics 

of this factor (M = 3.1842, SD = 0.05767, symmetry = -0.191, cortex = -0.317) indicate that 

this is almost normal distribution. However, the Kolmogorov-Smirnov Z test indicates a 

deviation from the normal distribution (0.051) with sig = 0.004 (p <0.05). Parametric and 

nonparametric tests can be used in further analysis. 

 The second factor, Creative arts and creativity development competences 

(characteristic root = 4.173), reflects preschool teachers’ responses about how well they have 

developed competences for different artistic areas, encouraged create production and creativity 

in children, and aesthetic feelings during the course of their studies. This factor is attributed to 

the following components: During the studies - Possessing knowledge and skills in the field of 

kinesiology at the level required for successful work (DS_kinesiology), During the studies - 

Ability to encourage children to experience and express themselves through various artistic 

activities (DS _encour_child_exper), During the studies - Possessing knowledge and skills in 

the field of visual arts at the level required for successful work (DS _posess_know_art), During 



 
168 

 

the studies - Ability to develop and stimulate creativity and creative potential in children (DS 

_abil_encour_creativ), During the studies - Ability to encourage aesthetic thinking and feelings 

in children (DS _aesth_think), During the studies - Possessing knowledge and skills in the field 

of music/musicology at the level required for successful work (DS _music), and During the 

studies - Ability to develop and stimulate critical thinking and freedom of expression in children 

(DS _crit_think). 

 

Table 12. Factor Creative arts and creativity development competences 

 

During the studies - Possessing knowledge and skills in the field of kinesiology at the level 

required for successful work. 

 

.783 

During the studies - Ability to encourage children to experience and express themselves 

through various artistic activities. 

 

.777 

During the studies - Possessing knowledge and skills in the field of visual arts at the level 

required for successful work. 

 

.762 

During the studies - Ability to develop and stimulate creativity and creative potential in 

children. 

 

.742 

During the studies - Ability to encourage aesthetic thinking and feelings in children. 

 
.721 

During the studies - Possessing knowledge and skills in the field of music/musicology at the 

level required for successful work. 

 

.711 

During the studies - Ability to develop and stimulate critical thinking and freedom of 

expression in children. 
.630 

 

 The confidence coefficient for this factor is Cronbach alpha 0.938. Other characteristics 

of this factor (M = 4.0025, sd = 0.05105, symmetry = -0.399, cortex = 0.086) indicate that this 

is a mild negative asymmetric factor. The Kolmogorov-Smirnov Z test indicates a deviation 

from the normal distribution (0.063) with sig = 0.000 (p <0.05). Parametric and nonparametric 

tests may also be used in further analysis. 

 The third factor, Competence of knowledge and understanding the child and 

understanding childhood in the institutional context (characteristic root = 3.050), reflects 

preschool teachers' responses about how well they developed core competence to work with 

children, which implies knowledge of childhood development characteristics, specificities of 

childhood as a particularly important period of human life, the importance of play and 

relationship with the family, and consequently the competence for planned curriculum 

development, meaningful set goals and learning outcomes based on the aforementioned 
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childhood knowledge during the course of their studies. The following factors were attributed 

to this factor: During the studies - Monitoring and understanding the relationship between 

developmental characteristics of the child and his chronological age 

(DS_monit_relat_chron_age), Understanding the importance and impact which play has on 

child growth and development (DS_play During the studies), During the studies - Knowledge 

and recognition of the characteristics of early and preschool children (DS_ 

charact_children_early_preschool), Application of new theoretical  insights into the growth 

and development of children in practice (DS_nove_teor_spoz During the studies), Knowledge 

of the structure and purpose of the educational system and curriculum (DS_know_syst_curric 

During the studies), Planning the educational process with precise goals and expected learning 

outcomes (DS_plan_educ_process During the studies), and Knowledge and critical evaluation 

of the curriculum (DS_know_crit_eval_curric During the studies). 

 

Table 13. Factor Competence of knowledge and understanding the child and understanding 

childhood in the institutional context  

 

During the studies - Monitoring and understanding the relationship between developmental 

characteristics of the child and his chronological age. .708 

During the studies - Understanding the importance and impact which play has on child growth 

and development. .708 

During the studies - Acknowledging the importance of the child-parent relationship and its 

impact on the child’s development. .691 

During the studies - Knowledge and recognition of the characteristics of early and preschool 

children. .646 

During the studies - Application of new theoretical  insights into the growth and development of 

children in practice. .617 

During the studies - Identifying deviations from average developmental characteristics of 

children. .563 

During the studies - Knowledge of the structure and purpose of the educational system and 

curriculum. .508 

During the studies - Planning the educational process with precise goals and expected learning 

outcomes. .385 

During the studies - Knowledge and critical evaluation of the curriculum. 
.366 

 

 The confidence coefficient for the third factor is Cronbach alpha 0.927. Other 

characteristics of this factor (M = 3.8180, sd = 0.05165, symmetry = -0.556, cortex = 0.152) 

indicate that this is a negative asymmetric factor. The Kolmogorov-Smirnov Z test indicates a 

deviation from the normal distribution (0.066) with sig = 0.000 (p <0.05). 
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 The fourth factor, Organizational competences and communication and counseling 

competences (characteristic root = 2.016), is saturated with seven items shown in the table. This 

factor was attributed to the following components: Performing administrative duties 

(DS_Perf_adm), Performing activities for the promotion and improvement of the preschool as 

a unified whole (DS_Perf_activ), Group management, organization, and managing time and 

dynamic group processes (DS_Group_lead), Organizing and improving the learning 

environment (DS_Org_improv_envir), Involvement in counseling children and parents 

(DS_Involv_couns), During the studies - Evaluating the quality of the educational system 

(including self-evaluation) and using evaluation results for its improvement (DS_Eval_qual), 

and Encouraging effective and open communication and cooperation with all participants in 

the educational process (children, parents, associates) (DS_Encour_effect_com). 

 

Table 14. Factor Organizational competences and communication and counseling competences 

 

During the studies - Performing administrative duties. .773 

During the studies - Performing activities for the promotion and improvement of the preschool 

as a unified whole. 
.768 

During the studies - Group management, organization, and managing time and dynamic group 

processes. 
.672 

 During the studies - Organizing and improving the learning environment. .494 

 During the studies - Involvement in counseling children and parents. .492 

During the studies - Evaluating the quality of the educational system (including self-

evaluation) and using evaluation results for its improvement. .491 

During the studies - Encouraging effective and open communication and cooperation with all 

participants in the educational process (children, parents, associates). 
.458 

 

 The confidence coefficient for this factor is Cronbach alpha 0.878. Other characteristics 

of this factor (M = 2.5662, SD = 0.05026, symmetry = -0.116, cortex = -0.297) indicate that it 

is a symmetric factor. Although the measures show that this is a normal distibution, the 

Kolmogorov-Smirnov Z test indicates a deviation from the normal distribution (0.043) with sig 

= 0.028 (p <0.05). However, due to a large number of respondents (over 500), such a result was 

expected. Therefore, parametric and nonparametric tests can be used in further analysis. 

 The fifth factor, Health and hygiene competences (characteristic root = 2.744), is 

saturated with eight items as shown in the Table. This factor includes items that describe those 

competences which preschool teachers need in order to meet the basic health and hygiene needs 

in children, and to respond to specific situations as well as their detection. It also includes items 

that describe the competences needed to achieve educational work, i.e. the development of 
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consciousness and the provision of their own model of what is good, healthy, and valuable. This 

factor has been attributed to the following items: During the studies - Application of appropriate 

procedures in the event of a child suffering an injury, choking, allergic reactions, etc. 

(DS_injury_chok_alerg), During the studies - Prevention of illness, recognition of basic signs 

of illness, and knowledge of procedures to treat them (DS _Prev_disease_sign), During the 

studies - Highlighting elements that contribute to health and well being, and  the promotion of 

a healthy lifestyle (DS _isticanje_elem), During the studies - Ability to encourage and develop 

basic health and hygiene habits in children (DS _health_hyg_habits), During the studies - 

Recognizing and acknowledging individual nutritional needs of children (DS 

_indiv_nutrit_habits), During the studies - Creating a physically safe environment (DS 

_phys_secure_environ), During the studies - Identifying basic signs of neglect and abuse (DS 

_negl_abuse), and During the studies - Understanding the importance and creating an 

emotionally healthy environment for the child (DS _emot_healthy_env).  

 

Table 15. Factor Health and hygiene competences 

 

During the studies - Application of appropriate procedures in the event of a child 

suffering an injury, choking, allergic reactions, etc. 
.819 

During the studies - Prevention of illness, recognition of basic signs of illness, and 

knowledge of procedures to treat them. 
.738 

During the studies - Highlighting elements that contribute to health and well being, and  

the promotion of a healthy lifestyle. 
.639 

During the studies - Ability to encourage and develop basic health and hygiene habits 

in children. .614 

During the studies - Recognizing and acknowledging individual nutritional needs of 

children. 
.586 

During the studies - Creating a physically safe environment. .557 

During the studies - Identifying basic signs of neglect and abuse. .529 

During the studies - Understanding the importance and creating an emotionally healthy 

environment for the child. .365 

 

 Cronbach Alpha for the factor Health and Hygiene Competences is 0.924. Other 

characteristics of this factor (M = 3.5971, SD= 0.05491, symmetry = -0.198, cortex = -0.252) 

indicate that it is a symmetric factor. Kolmogorov-Smirnov Z test shows no statistically 

significant deviation from the normal distribution (0.038) with sig = 0.81 (p <0.05). Parametric 

tests may be used in further analysis. 

 The sixth factor, Media and scientific literacy competences (characteristic root = 2.440) 

is saturated in four items shown in the Table. This factor includes items which describe 

competences that imply the use of different media for the purpose of developing media literacy, 
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creating a stimulating environment, and stimulating scientific thinking. Cronbach Alpha for this 

factor is 0.863. Other characteristics of this factor (M = 2.9415,SD= 0.06242, symmetry = -

0.019, cortex = -0.543) indicate that this is not symmetric distribution. The Kolmogorov-

Smirnov Z test indicates a statistically significant deviation from the normal distribution (0.058) 

with sig = 0.000 (p <0.05); therefore, parametric and nonparametric tests can be used in further 

analysis. This factor has been attributed to the following items: During the studies - Using 

information-communication technology as a stimulating learning environment 

(DS_use_tech_as_stim_environ), During the studies - Possessing knowledge and skills at the 

level required for successful work. This refers to the knowledge and skills from the field of 

information and communication technology (DS _inf_com_tech), During the studies - Using 

different media as a stimulating environment to enhance the mother tongue (DS _media), and 

During the studies - Using everyday situations to stimulate the ability of a scientific approach 

to thinking (DS _scien_app_think). 

 

Table 16. Factor Media and scientific literacy competences 

 

During the studies - Using information-communication technology as a stimulating learning 

environment. 
.818 

During the studies - Possessing knowledge and skills in one’s mother tongue and literature 

at the level required for successful work.  
.798 

During the studies - Using different media as a stimulating environment to enhance the 

mother tongue. .708 

During the studies - Using everyday situations to stimulate the ability of a scientific 

approach to thinking. 
.323 

 

 The seventh factor, Competences for achieving, encouraging, and evaluating 

differences in learning (characteristic root = 2.057), is saturated in 6 items shown in the Table. 

This factor includes items that describe the competences needed to work with children with 

special needs or in special situations which require respect for different learning abilities, 

encouraging self-regulated learning, evaluating learning, and incorporating these differences 

while shaping the curriculum. Cronbach Alpha for this factor is 0.901. Other characteristics of 

this factor (M = 3.4530, SD = 0.5270, symmetry = -0.151, cortex = -0.179) indicate that it is a 

symmetric factor. Although measurements show normal distribution, the Kolmogorov-Smirnov 

Z test indicates a deviation from the normal distribution (0.044) with sig = 0.024 (p <0.05), 

therefore parametric and nonparametric tests can be used in further analysis. This factor has 

been attributed to the following components: During the studies - Obtaining and monitoring 
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progress in the work with children who have special needs due to their above-average abilities 

(DS_aboveaver_abilities), During the studies - Making and tracking progress in the work with 

children with special needs due to developmental difficulties (DS_Work_spec_needs), During 

the studies - Understanding the impact of stress on child development, the importance of the 

child’s mental and emotional health, and the support and protection of the child (DS_stress), 

During the studies - Possibility of valid assessment and encuraging evaluation of children’s 

achievements, and ability to provide quality feedback (DS_poss_valid_assess_encour_eval), 

During the studies - Ability to encourage the development of self-regulated learning 

competences (DS_abil_encour_selfreg_learn), and During the studies - Developing strategies 

that support inclusion of the family and children in curriculum development 

(DS_devel_strategy_family_curric). 

 

Table 17. Factor Competences for achieving, encouraging, and evaluating differences in 

learning 

 

During the studies - Obtaining and monitoring progress in the work with children who have 

special needs due to their above-average abilities. 
-.486 

During the studies - Making and tracking progress in the work with children with special 

needs due to developmental difficulties. 
-.438 

During the studies - Understanding the impact of stress on child development, the importance 

of the child’s mental and emotional health, and the support and protection of the child. 
-.376 

During the studies - Possibility of valid assessment and encuraging evaluation of children’s 

achievements, and ability to provide quality feedback. 
-.361 

During the studies - Ability to encourage the development of self-regulated learning 

competences. 
-.353 

 During the studies - Developing strategies that support inclusion of the family and children in 

curriculum development. 
-.324 

  

 

 Also the eighth factor involves respecting diversity in children, but among all children 

in their everyday typical activities. The eighth factor is therefore called Competences for 

respecting and encouraging children’s rights, needs, and individual characteristics in the 

educational process (characteristic root = 1.864), is saturated in seven statements shown in the 

Table. Cronbach Alpha for this factor is 0.929. Other characteristics of this factor (M = 2.8993, 

SD = 0.05594, symmetry = -0.082, cortex = -0.450) indicate that this is not a symmetric factor. 

The Kolmogorov-Smirnov Z test also indicates a deviation from the normal distribution (0.062) 

with sig = 0.000 (p <0.05). This factor has been attributed to the following components: During 

the studies - Recognizing and timely meeting of the basic individual needs of children 

(DS_Recog_meet_needs), During the studies - Recognizing a child's value orientation and 
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encouraging the development of basic humanistic values (DS_Recog_child_value_orien), 

During the studies - Appropriate responding to a child's disruptive behavior in a fair, socially 

sensitive, and consistent way (DS_Approp_respond),  During the studies - Respecting children's 

rights and implementing the principle of equal development opportunities through education 

and training (DS_Child_rights),  During the studies - Recognizing children’s interests and the 

importance of their implementation (DS_Child_interest),  Applying the skills of strengthening 

a child's self-esteem that is based on individual progress and development (DS_App_skills), 

and Identifying differences in children's abilities and aligning incentives/activities 

(DS_Identify_differ). 

 

Table 18. Factor Competences for Respecting and Encouraging Children’s Rights, Needs, 

and Individual Characteristics in the Educational Process 

 

During the studies - Recognizing and timely meeting of the basic individual needs of children. -.710 

During the studies - Recognizing a child’s value orientation and encouraging the development of 

basic humanistic values. 
-.667 

During the studies - Appropriate responding to a child’s disruptive behavior in a fair, socially 

sensitive, and consistent way. 
-.650 

During the studies - Respecting children’s rights and implementing the principle of equal 

development opportunities through education and training. 
-.650 

During the studies - Recognizing children’s interests and the importance of their implementation. -.649 

Applying the skills of strengthening a child’s self-esteem that is based on individual progress and 

development. 
-.621 

Identifying differences in children’s abilities and aligning incentives/activities. -.519 

 

 The ninth factor, Personal-professional affirmative competences (characteristic root = 

1.592), is saturated in 7 statements shown in the Table. This factor includes items that describe 

a personal engagement and commitment to the children, the profession, and the community. 

Cronbach Alpha for this factor is 0.923. Other characteristics of this factor (M = 3,6817, SD = 

0,05859, symmetry = -0,291, cortex = -0,357) indicate that the treasure is an unbalanced factor. 

Furthermore, the Kolmogorov-Smirnov Z test indicates a deviation from the normal distribution 

(0.051) with sig = 0.004 (p <0.05) so that parametric and nonparametric tests can be used in 

further analysis. This factor has been attributed to the following items: During the studies - 

Personal commitment to the growing progress and achievement of children 

(DS_pers_commit_growth_child), During the studies - Affirmative attitude towards ethical 

reasoning and behavior, recognition of their own unethical procedures and/or doubts 

(DS_affirm_attit_ethic_reason_ponas), During the studies - Affirmative attitude towards one's 

own profession and evaluation of one's own professional role (DS_affirm_attit_own_prof), 



 
175 

 

During the studies - Appreciation of all members of the local community and committed work 

for the community and general good (DS_apprec_memb_comm), During the studies - Need for 

continuing professional training (DS_need_cont_prof_train), During the studies - Promotion 

of fairness, justice, and equal opportunities for all, regardless of gender, abilities, and special 

needs, age, religion, culture, and other differences (DS_prom_fair_just), and During the studies 

- Successful transfer of knowledge, values, and attitudes related to affirmation of human rights 

and civil society (DS_success_trans_know_val_attit). 

 

Table 19. Factor Personal-professional affirmative competences 

During the studies - Personal commitment to the growing progress and achievement of children. .652 

During the studies - Affirmative attitude towards ethical reasoning and behavior, recognition of 

their own unethical procedures and/or doubts. 
.603 

During the studies - Affirmative attitude towards one’s own profession and evaluation of one's 

own professional role. 
.586 

During the studies - Appreciation of all members of the local community and committed work for 

the community and general good. 
.584 

During the studies - Need for continuing professional training. .554 

During the studies - Promotion of fairness, justice, and equal opportunities for all, regardless of 

gender, abilities, and special needs, age, religion, culture, and other differences. 
.514 

During the studies - Successful transfer of knowledge, values, and attitudes related to affirmation 

of human rights and civil society. .483 

 

 Finally, the tenth factor, Natural scientific-linguistic competences (characteristic root 

= 1.510) saturated in four statements shown in the Table. This factor includes items which 

describe competences that imply the use of different media for the purpose of developing media 

literacy, creating a stimulating environment, and stimulating scientific thinking. Cronbach 

Alpha for this factor is 0.769. Other characteristics of this factor (M = 3.3325, SD = 0,04991, 

symmetry = -0.177, cortex = -0.116) indicate that it is a symmetric factor. Although the 

measurements show that this is a normal distibution, the Kolmogorov-Smirnov Z test indicates 

a deviation from the normal distribution (0.064) with sig = 0.000 (p <0.05). Parametric and 

nonparametric tests may also be used in further analysis. This factor has been attributed to the 

following items: During the studies – Possessing knowledge and skills in various fields at a 

level required for successful work. Refers to knowledge and skills in the field of mathematics 

(DS_mathematics), During the studies – Possessing knowledge and skills in various fields at a 

level required for successful work. Refers to knowledge and skills in the field of mother tongue 

and literature (DS_mother_tongue), During the studies – Possessing knowledge and skills in 

various fields at a level required for successful work. Refers to knowledge and skills in the field 

of chemistry, biology, and physics (DS_chem_bio_phys), and During the studies – Developing 
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an understanding of natural phenomena and values of living in harmony with the natural 

environment (DS_underst_natur_phenom). 

 

Table 20. Factor Natural scientific-linguistic competences 

During the studies – Possessing knowledge and skills in various fields at a level required for 

successful work. Refers to knowledge and skills in the field of mathematics. 
.744 

During the studies – Possessing knowledge and skills in various fields at a level required for 

successful work. Refers to knowledge and skills in the field of mother tongue and literature. .567 

During the studies – Possessing knowledge and skills in various fields at a level required for 

successful work. Refers to knowledge and skills in the field of chemistry, biology, and physics. .480 

During the studies – Developing an understanding of natural phenomena and values of living in 

harmony with the natural environment. 
.480 

 

 These ten factors account for 72.338% of the variance. Of this, the first factor explains 

as much as 46.545% of the variance, the second 6.136%, the third 4.486%, and the fourth 

2.965% of the variance. More than 2% of the variance are explained also with the fifth 

(2.744%), sixth (2.440%), and seventh factor (2.057%). The eight (1.864%), ninth (1.592%), 

and tenth factor (1.510%) each explain less than 2% of the variance. Table 21 shows 

correlations among factors. 

 

Table 21. Correlations between the factors in the scale Preschool teachers’ competences 

developed during the studies   

Extraction Method: Principal Component Analysis.   

Rotation Method: Oblimin with Kaiser Normalization. 

 

 

Component Correlation Matrix 

Component       1            2            3            4              5              6           7            8            9              10 

1 1.000 .281 .326 .423 .284 .398 -.259 -.396 .368 .164 

2 .281 1.000 .364 .271 .468 .309 -.056 -.304 .342 .341 

3 .326 .364 1.000 .251 .281 .303 -.137 -.458 .232 .214 

4 .423 .271 .251 1.000 .325 .344 -.226 -.431 .269 .193 

5 .284 .468 .281 .325 1.000 .310 -.166 -.280 .360 .347 

6 .398 .309 .303 .344 .310 1.000 -.219 -.311 .299 .272 

7 -.259 -.056 -.137 -.226 -.166 -.219 1.000 .186 -.166 -.067 

8 -.396 -.304 -.458 -.431 -.280 -.311 .186 1.000 -.228 -.203 

9 .368 .342 .232 .269 .360 .299 -.166 -.228 1.000 .240 

10 .164 .341 .214 .193 .347 .272 -.067 -.203 .240 1.000 
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5.5.2.5. SCALE COMPETENCE IMPORTANCE IN ONE’S WORK 

 

 Factor analysis using the method of main components with 68 items was conducted with 

the aim of assessing the validity of the scale Competence importance in one’s work (CIW). 

Factorial analysis was carried out using the method of main components with oblimin rotation. 

Significant factors were observed according to the scree plot criterion and the characteristic 

root criterion. The analysis was carried out on a sample of preschool teachers. Several items 

had multiple saturations, but were kept in the factors in which they had the most saturation, 

although content was the retention criteria. 

 Some items did were not attributed to any factor, i.e. their saturation was lower than 

0.30. Due to a large number of items, and consequently the factors, the Patern Matrix is depicted 

based on certain extracted factors. 

 Subsequently, after 39 iterations, items were abstracted into eight meaningful factors 

(KMO = 0.961; Bartlett’s spherical chi-squared test = 17309.474 sphere with p = 0.000). 

 The first factor, Child-oriented competences and recognition, understanding, 

appreciation, and treatment in accordance with the specifics of the child’s upbringing context 

(characteristic root = 26,697), is saturated with 11 statements that reflect the preschool teachers’ 

responses, e.i. their opinions, regarding the importance of competences in the work they do, 

with an emphasis on individual needs, rights, interests, and opportunities of children, and the 

specifics of some “risky” moments in their development. This factor includes the following 

items: CIW - Acknowledging the importance of the child-family relationship and its impact on 

the child’s development (CIW_child_family), CIW - Applying the skills of strengthening 

children’s self-esteem that is based on individual progress and development 

(CIW_app_skill_child ), CIW -  Understanding the impact of stress on children's development, 

the importance of the children's mental and emotional health, and the support and protection 

of the child (CIW_stress), CIW - Respecting children’s rights and implementing the principle 

of equal development opportunities through education (CI _respect_child_rights), CIW - 

Appropriate responding to a child's disruptive behavior in a fair, socially sensitive, and 

consistent way (CIW_approp_respond_disrupt_behav), CIW -  Understanding the importance 

and creating an emotionally healthy environment for the child (CI _emot_healthy_environ), 

CIW - Identifying deviations from average developmental characteristics of children (CI 
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_deviations), CIW -  Recognizing a child’s value orientation and encouraging the development 

of basic human values (CIW_recog_child_value_orien ), CIW - Understanding the importance 

and impact which play has on child growth and development (CI _igra), CIW -  Ability to reflect 

about one's own work, behavior, values, and feelings (CI _ability_reflect_think), and CIW -  

Recognizing and timely meeting of the basic individual needs of children (CI 

_recog_meet_indiv_needs ). 

 

Table 22. Factor Child-oriented competences and recognition, understanding, appreciation, 

and treatment in accordance with the specifics of the child’s upbringing context  

 

 The confidence coefficient for this factor is Cronbach alpha 0.930. Other characteristics 

of this factor (M = 5.4561, SD = 0.53272, symmetry = -0.901 curves = -0.110) indicate that this 

is a negative asymmetric distribution of data. The Kolmogorov-Smirnov Z test indicates a 

deviation from the normal distribution (0.162) with sig = 0.000 (p <0.05). For the 

aforementioned reasons, parametric and nonparametric tests may be used in the further analysis. 

 The second factor, Natural scientific and media competences (characteristic root = 

3,905), is saturated with seven statements that reflect preschool teachers' responses to which 

competence they consider important in the work they are doing in the field of various media, 

technologies, and natural sciences. This factor includes the following items: CIW –  Possessing 

CIW - Acknowledging the importance of the child-family relationship and its impact on the 

child’s development. 
.602 

CIW - Applying the skills of strengthening children’s self-esteem that is based on individual 

progress and development. 
.593 

CIW -  Understanding the impact of stress on children’s development, the importance of the 

children's mental and emotional health, and the support and protection of the child. .577 

CIW -  Respecting children’s rights and implementing the principle of equal development 

opportunities through education . 
.546 

CIW - Appropriate responding to a child’s disruptive behavior in a fair, socially sensitive, and 

consistent way. 
.511 

CIW -  Understanding the importance and creating an emotionally healthy environment for the 

child. 
.490 

CIW -  Identifying deviations from average developmental characteristics of children. .487 

CIW -  Recognizing a child’s value orientation and encouraging the development of basic 

human values. 
.478 

CIW - Understanding the importance and impact which play has on child growth and 

development. 
.400 

CIW -  Ability to reflect about one's own work, behavior, values, and feelings. 
.381 

CIW -  Recognizing and timely meeting of the basic individual needs of children. 
.350 
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knowledge and skills in various fields at a level required for successful work. Refers to 

knowledge and skills in the fields of chemistry, biology, and physics (CI_chem_biol_phys), CIW 

–  Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of information-communication technology 

(CI_inform_commun_techn), CIW – Using i information-communication technology  as a 

stimulating learning environment (CI_use_inform_techn), CIW –  Possessing knowledge and 

skills in various fields at a level required for successful work. Refers to knowledge and skills in 

the field of mathematics (CI_mathematics), CIW – Using different media as a stimulating 

environment for development (CI_media), CIW –  Possessing knowledge and skills in various 

fields at a level required for successful work. Refers to knowledge and skills in the field of 

mother tongue and literature (CI_mother_tongue), and CIW –  Developing an understanding 

of natural phenomena and values of living in harmony with the natural environment 

(CI_natur_phenom_value_life). 

 

Table 23. Factor Natural scientific and media competences  

 

  

The confidence coefficient for this factor is Cronbach alpha 0.858. Other characteristics 

of this factor (M = 4.6612, sd = 0.79213, symmetry = -0.242 cortex = -0.464) indicate that this 

is a negative asymmetric distribution. The Kolmogorov-Smirnov Z test indicates a deviation 

from the normal distribution (0.065) with sig = 0.000 (p <0.05), and parametric ineparametric 

tests may be used in further analysis. 

 The third factor, Competences of understanding the dynamics of the educational 

process and meaningful creation, application, and evaluation of the curriculum 

(characteristic root = 2,634), contains 10 saturated statements that reflect preschool teachers' 

CIW –  Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the fields of chemistry, biology, and physics. 
.782 

CIW –  Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of information-communication technology. 
.724 

CIW – Using information-communication technology  as a stimulating learning 

environment. 
.654 

CIW –  Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of mathematics. 
.601 

CIW – Using different media as a stimulating environment for development. .523 

CIW –  Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of mother tongue and literature. 
.432 

CIW –  Developing an understanding of natural phenomena and values of living in harmony 

with the natural environment. .337 
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responses regarding the importance of competences that include knowledge and understanding 

of the educational system, the curriculum, and incorporating contemporary knowledge of the 

child and his learning into the process, as well as the inclusion of the family and the children 

into curriculum creation, implementation, and evaluation. This factor is attributed to the 

following items: CIW - Knowledge of the structure and purpose of the educational system and 

the curriculum (CI_recogn_str_purp_edu), CIW - Knowledge and critical evaluation of the 

curriculum (CI_know_crit_eval_curric), CIW - Ability to encourage the development of self-

regulated learning competences (CI_ability_encour_develop_selfreg), CIW - Implementation 

of different learning strategies (CI_implement_diff_learn_strateg), CIW - Possibility of valid 

assessment and encuraging evaluation of children's achievements, and ability to provide quality 

feedback (CI_poss_valid_eval), CIW - Developing strategies that support inclusion of the 

family and children in curriculum development (CI_develop_strat_support_fam), CIW - 

Application of new theoretical  insights into the growth and development of children in practice 

(CI_app_new_theor_insight), CIW - Monitoring and understanding the relationship between 

developmental characteristics of the child and his chronological age (CI_monit_underst_relat), 

and CIW - Knowledge and recognition of individual characteristics of early and preschool-

aged children (CI_recog_indiv_charact_child). 

 

Table 24. Facor Competences of understanding the dynamics of the educational process and 

meaningful creation, application, and evaluation of the curriculum  

 

CIW - Knowledge of the structure and purpose of the educational system and the curriculum. 
-.660 

CIW - Planning the educational process with precise goals and expected learning outcomes. -.633 

CIW - Knowledge and critical evaluation of the curriculum. -.624 

CIW - Ability to encourage the development of self-regulated learning competences. -.491 

CIW - Implementation of different learning strategies. -.488 

CIW - Possibility of valid assessment and encuraging evaluation of children's achievements, 

and ability to provide quality feedback. 
-.446 

CIW - Developing strategies that support inclusion of the family and children in curriculum 

development. 
-.437 

CIW - Application of new theoretical  insights into the growth and development of children 

in practice. -.400 

CIW - Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age. 
-.398 

CIW - Knowledge and recognition of individual characteristics of early and preschool-aged 

children 

n. 

-.397 
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 The confidence coefficient for this factor is Cronbach alpha 0.924. Other cgaracteristics 

of this factor (M = 5.0444, SD= 0.72000, symmetry = -0.563, cortex = -0.368) indicate that 

these are negative asymmetric factors. Also, the Kolmogorov-Smirnov Z test indicates a 

deviation from the normal distribution (0.092) with sig = 0.000 (p <0.05), therefore, parametric 

and nonparametric tests can be used in further analysis. 

 The fourth factor, Competences in the field of arts and creativity development 

(characteristic root = 1.1526),  is saturated with seven statements that reflect preschool teachers' 

responses to which competences they consider important in the field of different areas of art, 

encouraging creative expression and creativity in children, and aesthetic feeling. It is interesting 

that the statements in this factor are exactly the same as in the scale Competences developed 

during the studies, therefore the same name was attributed to them. This factor includes the 

following items: CIW - Ability to encourage children to experience and express themselves 

through various artistic activities (CI_experience_express_art_activ), CIW - Ability to 

encourage aesthetic thinking and feelings in children (CI_aestethic_feeling), CIW - Possessing 

knowledge and skills in the field of art at the level required for successful work 

(CI_possess_know_art), CIW - Possessing knowledge and skills in the field of music 

culture/musicology at the level required for successful work (CI_music_musicolog), CIW - 

Ability to develop and stimulate creativity and creative potential in children 

(CI_creativity_creat_pot_child), CIW - Possessing knowledge and skills in the field of 

kinesiology at the level required for successful work (CI_kinesiology), and CIW - Ability to 

develop and stimulate critical thinking and freedom of expression in children 

(CI_creative_think_free_express). 
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Table 25. Factor Competences in the field of arts and creativity development 

 

  

The confidence coefficient for this factor is Cronbach alpha 0.910. Other characteristics 

of this factor (M = 5.2489, SD= 0.69678, symmetry = -0.662 curves = -0.484) suggest that this 

is a negative asymmetric factor. Kolmogorov-Smirnov Z test indicates a deviation from a 

normal distribution (0.147) with sig = 0,000 (p <0.05), and parametric and nonparametric tests 

can be used in further analysis. 

 The fifth factor, Competences of creating, analyzing, and evaluating educational 

theory in practice (characteristic root = 1.466), contains five saturated statements that reflect 

preschool teachers' responses to which competences they consider important in the work they 

are doing and these include their ability to analyze and examine theories and other new 

knowledge in the field of education and their use in practice, which enable them to predict 

outcomes, as well as their evaluation. The following items are attributed to this factor: CIW - 

Ability to systematically analyze and inquire about educational ideas, theories, and discussions 

(CI_ability_system_analyze), CIW - Creating new knowledge from the interdisciplinary area 

of education (CI_new_know_interdisc), CIW - Monitoring and anticipating changes in 

educational processes and requirements that must be adequately answered by all participants 

in the educational process (CI_monitor_anticip_change), CIW - Finding, evaluating, and using 

the results of latest professional and scientific research to improve the educational practice 

(CI_find_eval_use_latest_scient_research), and CIW - Using everyday situations to stimulate 

the ability of a scientific approach to thinking (CI_everyday_situat_scient_approach). 

 

CIW - Ability to encourage children to experience and express themselves through various 

artistic activities. .854 

CIW - Ability to encourage aesthetic thinking and feelings in children. 
.801 

CIW - Possessing knowledge and skills in the field of arts at the level required for 

successful work. .760 

CIW - Possessing knowledge and skills in the field of music culture/musicology at the level 

required for successful work. .727 

CIW - Ability to develop and stimulate creativity and creative potential in children. .642 

CIW - Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work. .637 

 CIW - Ability to develop and stimulate critical thinking and freedom of expression in 

children. .528 
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Table 26. Factor Competences of creating, analyzing, and evaluating educational theory in 

practice  

 

 The confidence coefficient for this factor is Cronbach alpha 0.861. Other characteristics 

of this factor (M = 4.6376, SD = 0.87800, symmetry = -0.274 curves = -0.528) indicate that this 

is a slightly asymmetric distribution. The Kolmogorov-Smirnov Z test indicates a deviation 

from the normal distribution (0.067) with sig = 0.000 (p <0.05). Nonparametric tests will be 

used in further analysis. 

 The sixth factor, Competences of organizing and planning of direct group work 

(characteristic root = 1.406), contains seven saturated statements that reflect preschool teachers’ 

responses to which competences they consider important in the work they are doing, and they 

refer to what the preschool teachers does on a daily basis and what (s)he should prepare in order 

to make the direct work with children effective. They include competences for Group 

management, knowledge of the specifics and differences of children, implementation of their 

interests, preparation of material, room, communication with other stakeholders that influence 

and evaluate everyday work. This factor has been attributed to the following items: CIW - 

Group management, organization, and managing time and dynamic group processes 

(CI_lead_group), CIW - Organizing and improving the learning environment 

(CI_org_improv_environ), CIW - Creation, demonstration, and use of materials/toys/incentives 

(CI_creat_dem_use_mater), (CIW) -  Evaluating the quality of the educational system 

(including self-evaluation) and using evaluation results for its improvement (CIW 

eval_quality), CIW - Identifying differences in children’s abilities and aligning 

incentives/activities (CI_identify_diff_child_ability), CIW -  Encouraging effective and open 

communication and cooperation with all participants in the educational process (children, 

parents, associates) (CI_encour_effect_open_commun), and CIW -  Recognizing children’s 

interests and importance of their implementation (CI_recog_child_inter). 

 

CIW - Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions. 
.708 

CIW - Creating new knowledge from the interdisciplinary area of education. .674 

CIW - Monitoring and anticipating changes in educational processes and requirements that 

must be adequately answered by all participants in the educational process. .541 

CIW - Finding, evaluating, and using the results of latest professional and scientific research 

to improve the educational practice. 
.537 

CIW - Using everyday situations to stimulate the ability of a scientific approach to thinking. .479 



 
184 

 

Table 27. Factor Competences of organizing and planning of direct group work 

   

  

The confidence coefficient for this factor is Cronbach alpha 0.867. Other characteristics 

of this factor (M = 5.3576, SD = 0.53521, symmetry = -0.778, cortex = -0.180) indicate that 

this is a negative asymmetric distribution. The Kolmogorov-Smirnov Z test indicates a 

deviation from the normal distribution (0.135) with sig = 0.000 (p <0.05). Parametric and 

nonparametric tests will also be used in further analysis. 

 The seventh factor, Health and Hygiene Competences (characteristic root = 1.193), is 

saturated with seven statements that reflect preschool teachers responses to which competences 

they consider important in the work they are doing, and these refer to areas of children’s 

physical health, eating habits, and hygienic conditions. This factor is very similar to the factor 

Competences developed during the studies, therefore it is named the same (Health and Hygiene 

Competences). It includes all competences listed here and an additional emotional segment of 

a healthy environment. This factor has been attributed to the following items: CIW - Identifying 

basic signs of neglect and abuse (CI_neglect_abuse), CIW -  Application of appropriate 

procedures in the event of a child suffering an injury, choking, allergic reactions, etc. 

(CI_approp_proced_injury), CIW -  Prevention of illness, recognition of basic signs of illness, 

and knowledge of procedures to treat them (CI_prevent_illness), CIW -  Creating a physically 

safe environment (CI_physic_safe_env), CIW - Highlighting elements that contribute to health 

and well being, and  the promotion of a healthy lifestyle (CI_enour_healthy_lifestyle), CIW -  

Recognizing and acknowledging individual nutritional needs of children 

(CI_indiv_nutrit_needs), and CIW - Ability to encourage and develop basic health and hygiene 

habits in children (CI_healthy_hygien_habit).  

 

 

CIW - Group management, organization, and managing time and dynamic group 

processes. 
.593 

CIW - Organizing and improving the learning environment. .592 

CIW - Creation, demonstration, and use of materials/toys/incentives. .540 

CIW -  Evaluating the quality of the educational system (including self-evaluation) and 

using evaluation results for its improvement. .468 

CIW - Identifying differences in children’s abilities and aligning incentives/activities. .446 

CIW -  Encouraging effective and open communication and cooperation with all 

participants in the educational process (children, parents, associates). .397 

CIW -  Recognizing children’s interests and importance of their implementation. .340 
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Table 28. Factor Hygiene and health competences 

 

  

The confidence coefficient for this factor is Cronbach alpha 0.883. Other characteristics 

of this factor (M = 5.4263, SD = 0.58392, symmetry = -0.956 curves = 0.059) suggest that this 

is a negative asymmetric distribution. The Kolmogorov-Smirnov Z test indicates a deviation 

from the normal distribution (0.168) with sig = 0.000 (p <0.05). Parametric and nonparametric 

tests may also be used in further analysis. 

 The eighth factor, Personal and Professional Competences (characteristic root = 

1,080), is saturated with six statements that reflect preschool teachers' responses to which 

competences they consider to be important in the field of personal characteristics and 

motivation for professional behavior and professional affirmation. This factor is also similar to 

the factor Competences developed during the studies, and it includes the same items as the 

factor of Competences of personal and professional affirmation, with the exception of the item 

Successful transfer of knowledge, values, and attitudes related to affirmation of human rights 

and civil society. This factor includes the following items: CIW -  Affirmative attitude towards 

one’s own profession and evaluation of one's own professional role 

(CI_affirm_attit_own_profess), CIW -  Appreciation of all members of the local community and 

committed work for the community and general good (CI_apprec_all_members), CIW -  Desire 

for continuing professional training (CI_prof_edu), CIW -  Personal commitment to the 

growing progress and achievement of children (CI_personal_commit), CIW -  Affirmative 

attitude towards ethical reasoning and behavior, recognition of their own unethical procedures 

and/or doubts (CI_ethical_reason), and CIW -  Promotion of fairness, justice, and equal 

opportunities for all, regardless of gender, abilities, and special needs, age, religion, culture, 

and other differences (CI_prom_justice). 

CIW - Identifying basic signs of neglect and abuse. .722 

CIW -  Application of appropriate procedures in the event of a child suffering an injury, 

choking, allergic reactions, etc. 
.690 

CIW -  Prevention of illness, recognition of basic signs of illness, and knowledge of 

procedures to treat them. 
.655 

CIW -  Creating a physically safe environment. .619 

CIW -  Highlighting elements that contribute to health and well being, and  the promotion of 

a healthy lifestyle. .542 

CIW -  Recognizing and acknowledging individual nutritional needs of children. 
.506 

CIW - Ability to encourage and develop basic health and hygiene habits in children. 
.454 
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Table 29. Factor Personal and professional competences 

 

  

The confidence coefficient for this factor is Cronbach alpha 0.872. Other characteristics 

of this factor (M = 5.2289, SD= 0.68699, symmetry = -0.768 curves = -0.200) indicate that this 

is a negative asymmetric distribution. The Kolmogorov-Smirnov Z test indicates a deviation 

from the normal distribution (0.132) with sig = 0,000 (p <0.05). Parametric and nonparametric 

tests may also be used in further analysis. 

 These eight factors account for 66.514% of the variance. Of this, the first factor explains 

as much as 44.496%, the second 6.508%, the third 4.391%, and the fourth 2.543% of the 

variance. The fifth explains 2.443%, the sixth 2.344%, the seventh 1.988%, and the eight 

1.801% of the variance. 

 

5.6. DATA COLLECTION PROCESS 
 

 The research was conducted in the period from March to August 2014 (questionnaires) 

and in October and November 2016 (interviews of preschool teacher-mentors and preschool 

teacher-advisors). 

 In the first part of the research, preschool principals were first contacted by e-mail and 

a number of principals, who later expressed the need for additional information, were also 

contacted by telephone. The request for participation in the research (Appendix 1) was sent to 

all preschools whose addresses were obtained from the Croatian Education and Teacher 

Training Agency. According to the list received from the Agency, on 11 April 2013, there were 

113 preschools and preschool departments at schools in two counties. The e-mails were sent 

with a description and attached letter from the Faculty of Teacher Education and the author's 

explanation of the research purpose (Appendix 2). Participation was voluntary and all 

CIW -  Affirmative attitude towards one’s own profession and evaluation of one's own 

professional role. 
.666 

CIW -  Appreciation of all members of the local community and committed work for the 

community and general good. 
.634 

CIW -  Desire for continuing professional training. .596 

CIW -  Personal commitment to the growing progress and achievement of children. .579 

CIW -  Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
.523 

CIW -  Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. .387 
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participants were guaranteed anonymity. The questionnaires were sent by post or personally 

delivered to the principal in a closed envelope and were returned also in a closed envelope. The 

questionnaire contained an explanation of the purpose of data collection for the participants and 

the possibility of them excluding themselves from research or not filling out the questionnaire. 

All participants were also given an insight into the results, if they were curious, and were given 

the researcher’s contact. 

 A total of 101 preschools were contacted listed in the Agency’s records. Questionnaires 

from 58 preschools were collected, making up 59% of all contacted institutions. 

 In the second part of the research, a protocol of interviews for preschool teachers-

mentors and the preschool teachers-advisors was created, and questions were defined about 

preschool teachers professional development. Three preschool teachers-advisors and seven 

precshool teachers-mentord were contacted, who varied by age and work experience. 

Interviews were held in the period from October to December 2016, after collected data had 

been processed through quantitative research. The interview was conducted in accordance with 

all ethical principles of conducting interviews, and at the beginning of each interview the 

participant was asked permission to record the interview, with the reminder that (s)he could at 

any time refuse to answer a particular question or request to be excluded research. All 

participants chose their own coded name, which in this thesis will be replaced by their real 

name. 

 The participants could choose the place where the interview would to be conducted – 

where they feel comfortable and with the possibility of uninterrupted conversation. One 

preschool teachers chose her own home, five interviews were conducted at the preschool where 

the participants work, and four at the Faculty of Teacher Education in Rijeka. 

 The conversations were transcribed. Parts that correspond to the content of research 

questions and results discussions were used to further clarify, interpret, and discuss the data 

obtained in the quantitative data analysis. 

 

5.7. SAMPLE DESCRIPTION 
 

This research was conducted on the population of preschool teachers and principals of 

all preschools in the Primorsko-goranska and Istarska counties in Croatia. The sample of 

respondents in the qualitative part is an appropriately representative one (preschool teacher-

mentors) and random (preschool teacher-advisors). Preschool teachers and principals from two 
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counties, Primorsko-goranska and Istarska counties in Croatia, fille out the questionnaires, 639 

in total, of which 45 were principals17. 

 

5.7.1. PRESCHOOL TEACHERS 
 

The questionnaire was filled out by 594 preschool teachers from two counties, of which 

379 were preschool teachers from the Primorje-Gorski Kotar County (63.8%) and 215 (36.2%) 

from the Istarska County. 582 respondents were female (98%), 5 male (0.8%), and 7 did not 

specify. The average age of the respondent (preschool teachers) is 40 years and its age ranges 

is a total of 42 years, i.e. from a minimum of 22 to a maximum of 64 years. The average working 

time of preschool teachers is 15.7 years, with a range difference of 42 years, i.e. from those 

who have no formal work experiene to those with a maximum of 42 years of work experience. 

The percentage of a particular category of professional development, taken from authors Day 

et al. (2007), is shown in Figure 9. 

 

Figure 9. Sample of preschool teachers according to phases of professional development 

 

                                                           
17 We also included preschool managers with more than 1,000 enrolled children, and managers of several facilities 

who perform tasks related to the professional development of preschool teachers as performed by principals in 

smaller preschools.   
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 Of the total number of preschool teachers who took part in the research, 13 respondents 

were preschool teacher-trainees and 581 were emplyed full time. In the moment when the 

questionnaires were distributed, 444 respondents (74.7%) worked in preschool groups (3-7 

years), 128 in nurseries (21.5%), 13 in pre-elementary school groups (2.2%), and six 

preschool teachers chose the option “other” (1%). Three respondents (0.5%) did not provide a 

response. 84.3% of the respondents (501) work in preschoolos whose founders are local self-

government units, 12.8% of the respondents work in private preschools (76), 0.8% (5) in pre-

elementary school groups as part of elementary schools, and the remaining 2% of the 

respondents (12) did not provide the information on the type of preschool institution in which 

they work. 

 

Table 30. Descriptive data for the sample of preschool teachers from private schools  in 

age and work experience 

 

Data on preschool teachers from private schools   

 N Range Minimum Maximum Mean Std. Deviation 

Age 76 34.00 22.00 56.00 32.9934 7.83432 

Work experience 75 34.00 .00 34.00 8.3667 8.07246 

Valid N (listwise) 75      

 

 

Table 31. Descriptive data for the sample of preschool teachers from public preschools in age 

and work experience 

 

Data on preschool teachers from public schools   

          N Range Minimum Maximum Mean Std. Deviation 

Age 487 42.00 22.00 64.00 41.3758 10.23633 

Work experience 496 42.00 .00 42.00 16.9308 11.54972 

Valid N (listwise) 487      

 

 Only 6% of preschool teachers included in the research have a degree as prescribed by 

the Official Gazette. This refers to professional career advances, which are realized under 

certain conditions which will be explained later in this thesis. 
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Table 32. Frequencies of preschool teachers with acquired professional title in the preschool 

teacher sample 

 

 

 

 

 

 

 

 

 The majority of respondents have completed vocational studies (83.1%), while 

preschool teachers with finished two-year studies still dominate. 

 

Table 33. Frequencies of preschool teachers by degree of completed studies 

 

Type of studies finished by preschool teachers (both counties, all 

facilities)  

 Frequency Percent 

Valid High school 4 .7 

Two-year professional studies 391 65.8 

Three-year professional studies  103 17.3 

Three-year university studies  29 4.9 

Graduate studies 31 5.2 

Total 558 93.9 

Missing System 36 6.1 

Total 594 100.0 

 

 

 Of the total number of all preschool teachers who participated in the research, along 

with 31 preschool teachers who have completed graduate studies, additional 26 of them were 

enrolled in some form of graduate studies (4.4%) and three (0.5%) were enrolled in 

postgraduate studies. 

 

Number of preschool teacher-mentors/advisors in the sample  

 Frequency Percent 

Valid No title 554 93.3 

Mentor 34 5.7 

Advisor 2 .3 

Total 590 99,3 

Missing System 4 .7 

Total 594 100.0 
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5.7.2. PRINCIPALS 
 

 Of the total number of researched principals, 44 were female and one was male. Their 

age ranges from 26 to 64 years and the average age is 50 years. They have held the position of 

the principal for 10 years on average, i.e. this ranges from several months to 42 years. 27 

principals (60%) have a college degree, 14 (31.1%) university degree, and two (4.4) a Master 

of science degree. 30 principals work in a public preschool institution (66.7%), three are 

principals of elementary schools with included pre-school groups (6.7%), and 12 principals 

work in private preschools (26.7%). In the moment of filling out the questionnaire, three 

principals were enrolled in some form of postgraduate studies (6.7%). 

 

5.7.3. DESCRIPTION OF QUALITATIVE SAMPLE OF RESEARCH 

PARTICIPANTS 
 

 Ten preschool teachers participated in the qualitative part of the research, of which seven 

had the title of a mentor and three were advisors, with an average age of 47.5 years and 25.1 

years of work experience. 

 

Table 34. Preschool teachers - participants in the qualitative part of research 

 

Rb Code Function Age Work exp. Mentor or advisor 

1. Rebeka Principal 48 27 Mentor  

2. Aretha Preschool teacher 44 21 Advisor 

3. Neda Preschool teacher 48 25 Mentor  

4. Matilda Manager 45 23  Mentor  

5. Peggy Sue Preschool teacher 36 8 Mentor  

6. De Preschool teacher 58 39 Advisor 

7. Iva Preschool teacher 56 36 Advisor 

8. Ruža Preschool teacher 56 34 Mentor  

9. Ana Preschool teacher 46 22 Mentor 

10. Katarina Preschool teacher 38 16 Mentor  

 

If they were divided into categories according to Day, Sammons, Stobart, Kington and 

Gu (2007), then the data would look like this: 

0-3 years of work experience – no participants; 

4 - 7 years of work experience – no participants; 
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8-15 years of work experience – 1 participant; 

16-23 years of work experience – 4 participants (1 advisor); 

24-30 years of work experience – 2 participants; 

30+ years of work experience – 3 participants (2 advisors). 

 

 Since it is necessary for a preschool teacher-mentor to have at least 6 years of work 

experience (Pravilnik o načinu i uvjetima polaganja stručnog ispita odgojitelja i stručnih 

suradnika u dječjem vrtiću , 133/97 and 4/98), it is understandable that there are no participants 

in the first two categories. For a preschool teachers-advisor it is necessary to have 11 years of 

work experience in addition to the other prerequisites that will be discussed in the continuation 

of the text. 

 

5.8. DATA PROCESSING PROCEDURES 
 

 Data was processed using the SPSS statistical software package (version 22.0.0.). Data 

obtained from the questionnaire was processed at the level of descriptive and interfering 

statistics. Obtained data are presented in tabular form, using the following statistical methods: 

• Cronbach’s reliability coefficient; 

• frequency of variables distribution (f, f%), arithmetic mean (M), standard deviation (SD), 

asymmetricity and flattening of variables; 

• χ2 test; 

• Kruskal-Wallis test 

• Mann-Whitney test 

• t-test for independent samples 

• Spearman test 

• variance analysis for independent samples 

• regression analysis 

Open-ended questions were analyzed and encoded, i.e. each answer was given a 

numerical value. Interviews with preschool teacher-mentors and preschool teacher-advisors 

were transcribed and were used in later text for the purpose of interpretation of the obtained 

results and a qualitative clarification of research questions18.   

                                                           
18 as the beginning of the interview they have drawn the river of professional development – see appendix 3-12  
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6. RESULTS AND INTERPRETATION 
 

6.1. PROFESSIONAL DEVELOPMENT OF PRESCHOOL 

TEACHERS 
 

 Professional development is an obligatory part of every profession, therefore of 

preschool education as well. In this thesis, we are dealing with the professional development of 

preschool teachers, but since they were involved in the research, apart from the preschool 

teachers and the principals, it is very important to take into consideration how the principals 

view professional development. In addition, the principal is a key factor in the professional 

development of preschool teachers, which will be discussed in the next chapter, and with two 

open-type questions we sought to gain insight into the principal’s view of the principal’s role 

in the professional development of preschool teachers, but also in what way each principal who 

took part in the research encourages professional development of their preschool teachers. 

 Professional development of preschool teachers is a very complex term (Cencič, Polak 

and Devjak, 2005; Peklaj, 2006; Muršak, 2001; Razdevšek Pučko, 2004; Razdevšek Pučko and 

Rugelj, 2006; Valenčič Zuljan, 2001; Valenčič Zuljan and Vogrinc, 2005; Valenčić Zuljan, 

Vogrinc, Cotič, Fošnatič and Peklaj, 2011; Valenčič Zuljan, 2008; Ćepić, Kalin and Šteh 2017), 

as it is observable from the theoretical part of this thesis. It includes many components that, 

each in its own way, give an overview of only a part of this segment of the preschool teacher 

profession. It is extremely important to understand how preschool teachers perceive 

professional development (Valenčič Zuljan and Blanuša Trošelj, 2014), i.e. what it means to 

them. In addition, professional development is difficult to measure, but some elements can be 

taken into consideration in quantitative observation of the professional development of a 

particular preschool teacher. Preschool teachers must first and foremost meet certain formal 

requirements, such as the degree of education or compulsory professional education (Zakon o 

predškolskom odgoju i obrazovanju, NN 10/97, 107/07 and 94/13;  Pravilnik o načinu i 

uvjetima polaganja stručnog ispita odgojitelja i stručnih suradnika u dječjem vrtiću, NN 133/97 

and  4/98). On the other hand, further formal or informal education gives us an insight into the 

real motivation of preschool teachers for their professional development. Factors that influence 

decisions will be discussed later. To begin with, this chapter will provide insight into the key 

moments of professional development of a preschool teacher, such as the moment they are 

certain they want to work as preschool teachers, the person or event that influenced them, 



 
194 

 

whether they ever wanted to abandon this calling and why, and their views on professional 

development. Furthermore, some measurable elements of professional development of 

preschool teachers will be included, such as the number of read professional books, 

participation in conferences, and published papers. A part of these elements can also be 

considered as factors of professional development, such as persons or events that have marked 

or influenced the preschool teacher in his or her professional development, and the rest can be 

understood as indicators of development. 

 

6.1.1. DESIRE TO BECOME A PRESCHOOL TEACHER 
 

 The key moment in the life of any preschool teacher is when (s)he really wanted or knew 

that being a preschool teacher is his or her life calling. It is a question with which the 

professional path begins, and therefore also the results and discussion of this research. This was 

worded as an open-type question, which resulted in diverse responses. Although some 

categories could be defined on the basis of preschool teachers’ responses, we have created two 

categories for the purposes of this thesis – whether the answer describes a specific situation or 

a time reference. Both can denote an important factor that has marked the entire professional 

life of a preschool teacher. 

Figure 10. Manner in which preschool teachers described the moment when they first realized 

they wanted to become preschool teachers 
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 Most preschool teachers, 76.18%, describe a certain time period in which this had 

occurred, meaning that this was a longer-lasting process that was not affected by one particular 

moment or an event (13.34%); it was rather a combination of circumstances and feelings 

connected to educational work. This data suggests that preschool teachers do not choose their 

calling on a whim, but that they are emotionally involved in this profession. 

 Furthermore, the responses were analyzed by focusing on time in which the decision 

was made. Even those who described specific moments described the context and the time 

period in which this had happened. Preschool teachers’ responses give us confirmation that the 

preschool teaching is a calling which the majority of teachers had been drawn to already during 

their childhood. The ramifications of this being a calling will be discussed in the following 

chapters when motivation and factors that influence the professional development of preschool 

teachers are discussed. 

 

Figure 11. Age at which preschool teachers first realized they wanted to become preschool 

teachers 

 

 

  

 

 Preschool teachers knew they wanted to become preschool teachers ever since they 

could remember or from early childhood, before attending school (28.38%) or from the 
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period of attending elementary school (34.63%). The smallest number of preschool teachers 

(only three) described the period of high school as being key in their decision, so their category 

was added to the next one “as an adult” (16.95%). This category includes all those preschool 

teachers who answered that they knew what they wanted to do when they enrolled the Faculty 

of Teacher Education, during practice as students, or when they dropped out of college, while 

during some other job, when they grew up, etc. It is interesting that a part of preschool teachers 

did not know whether they truly wanted to become preschool teachers even after they had 

graduated, but rather once they started working as preschool teachers (5.57%). 

 This data is very interesting as they point to the fact that the period of high school, which 

we regards as the period during which decisions are made about life after school, is not the 

moment when the decision is made to become a preschool teacher. At that point most future 

preschool teachers have long known what they wanted to become. The question is whether this 

second extreme, adult age, is actually a “second chance” in the sense that these people had 

considered working with children, but the family or social context made them choose a “more 

desirable” job. Research on men in ECEC, for example (Stroud, Smith, Ealy and Hurst, 2000; 

Argentin, 2013; Heikkila and Hellman, 2016; Blanuša Trošelj and Frković Lenac, 2017), 

indicates that most of them decide to pursue a career in preschool teaching once they have 

reached adult age when their identity is sufficiently developed to work with children. It would 

be a good idea to ask this category of preschool teachers whether they ever thought about 

preschool teaching as a nice and possible job, abandoning that thought because of external 

influences or because there a change in thinking had actually occurred in adulthood. 

 

6.1.2. STUDIES PERIOD 
 

 In the description of the sample, it was stated that only 31 preschool teachers had 

completed some form of graduate studies at the moment of this research, 26 others were 

enrolled in a graduate program (4.4%) and three (0.5%) in a postgraduate program. This 

number will increase in the future given that the opportunity for enrolling in graduate studies 

of early and preschool education in the Republic of Croatia was created in the academic 

2009/2010 at the Faculty of Teacher Education, University of Rijeka (Bonetta and Vujičić, 

2012). At the same time, at the University of Pula, there is still a three-year professional studies 

program for preschool teachers. In Rijeka, the three-year studies have been offered since 2001, 

but most of the employees had already completed their studies. If we look at the sample 
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description of preschool teachers working at private preschools by age and years of work 

experience, it becomes clearer why there is a difference in the quality of studies. Private 

preschools began opening only after 1991, so it is understandable that younger preschool 

teachers work there. 

 

Table 35. Degree of studies completed by preschool teachers in private preschools 

 

Type of studies completed by preschool teachers in private preschools 

 Frequency Percent 

Valid High school 2 2.6 

Two-year professional studies 29 38.2 

Three-year professional studies  31 40.8 

Three-year university studies  7 9.2 

Graduate studies 4 5.3 

Total 73 96.1 

Missing System 3 3.9 

Total 76 100,0  

 

Table 36. Degree of studies completed by preschool teachers in public preschools 

 

Type of studies completed by preschool teachers in public preschools 

 Frequency Percent 

Valid High school 2 .4 

Two-year professional studies 354 70.0 

Three-year professional studies  70 13.8 

Three-year university studies  22 4.3 

Graduate studies 27 5.3 

Total 475 93.9 

Missing System 31 6.1 

Total 506 100.0 

 

 0.5% of postgraduate students is an exceptionally small percentage, but given that a 

graduate degree is required for specialist or doctoral studies, this information was expected. 

However, by opening up the ability of preschool teachers to move up the educational vertical, 

it is expected that more preschool teachers will decide to take such step in the future. 
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6.1.3. PROFESSIONAL TITLES 
 

 For the professional development of the individual and for the professionalization of the 

calling, it is also important to have the possibility to advance in the title. Given the above, a 

higher percentage of preschool teacher-mentors in these preschools would be expected, 

however, this is not the case according to the data obtained, which brings into question the 

possibility of preschool teachers’ advancement in professional titles in private preschools. Later 

in the thesis we will see how preschool teachers have assessed the importance of their 

professional development. Of the 76 preschool teachers employed in private preschools, only 

three (3.9%) hold the status of a preschool teacher-mentor, while there are no preschool 

teacher-advisors. Only a slightly greater percentage, 5.7% of preschool teachers (N = 29) 

employed in public preschools hold the status of a preschool teacher-mentor, while 0.4% of 

preschool teachers hold the status of a preschool teacher-advisor (N = 2). Advancing into one 

of the titles is a good opportunity for a preschool teacher to formalize his or her actions and 

achievements. However, for such progress to be made, it is necessary to meet certain formal 

requirements prescribed by the Regulations on the procedure and conditions of professional 

advancement and promotion into professional titles of preschool teachers and professional 

associates in preschool institutions (Pravilnik o načinu i uvjetima napredovanja u struci i 

promicanju u položajna zvanja odgojitelja i stručnih suradnika u dječjim vrtićima, NN 133/97 

and 20/05). 

 A small number of mentors and advisors should certainly be a topic of some other 

research. Specifically, the conditions which preschool teachers must satisfy are not unattainable 

and give a lot of room for appreciating the specifics of individual preschool teachers. 

 Elements for an evaluation of the competence and quality of the work of preschool 

teachers, according to Article 3 of the aforementioned Regulations (NN 133/97 and 20/05), are: 

1. Success in direct-educational work with preschool-aged children, 

2. Success in professional and pedagogical work, and 

3. Professional training. 

 

In order for a preschool teacher to become a preschool teacher-mentor, he must meet 

several conditions (Article 11): 

1. have at least 6 years of work experience in educational work with children 
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2. have received grades “successful” or “excellent” in the elements of 

performance in the immediate work referred to in the Regulations 

3. have gained at least 7 points for professional educational work outside the 

preschool in accordance with the point criteria listed in the Regulations 

4. participate in professional training on a regular basis. 

 

To qualify as a preschool teacher-advisor (Article 12), the following conditions must 

be met: 

1. have at least 11 years of work experience in educational work with children 

2. have received all “excellent” grades in the elements of performance in the 

immediate work referred to in the Regulations 

3. achieve at least 15 points for professional educational work outside the 

preschool in accordance with the point criteria listed in the Regulations 

4. participate in professional training on a regular basis. 

 

 The promotion proposal is filed by the principal or a preschool teacher, i.e. a 

professional associate. The procedure is then initiated by an authorized person of the Ministry, 

while the assessment of elements is performed by the principal and the authorized person of the 

Ministry. The interview revealed this part to be problematic, which will be further discussed in 

later text. 

 Some of the possible reasons for a small number of mentors and advisors are mentioned 

by mentors and advisors themselves, who were part of the qualitative part of this research. Their 

answers are extremely important because as experts in their profession, they can positively 

influence the increase in the number of preschool teachers’ titles and improve the relationship 

and communication of all stakeholders in the educational process involved in the professional 

development of preschool teachers, and thus their advancement as well. 

 The fundamental reasons which preschool teacher-mentors and advisors state as being 

key to insufficient advancement of preschool teachers are: 

 

- lack of motivation, 

- unfamiliarity with the ways and possibilities of advancement, 

- additional work that advancement brings, 

- lack of support from the professional team. 
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 This last possible reason is particularly highlighted, as preschool teacher-mentors and 

advisors repeat it in multiple responses.  

It is significant that mentors can show another extreme and play a very stimulating 

role, which in some participants' situations was crucial to their progress: 

“A lot of people do not know, they are not instructed in how they can gain the title of a 

preschool teacher-mentor, or what they need to do in order to obtain it. I think this is the 

responsibility of the professional team who should at least give instruction or support or 

some input. It was enough for me when the pedagogist told me: ‘Think about it. I believe 

you have enough points to become a mentor.’” (Aretha) 

 

“... there are people who would work, who want to work, but to be promoted to the 

position of an advisor and mentor there needs to be someone who will support the 

endeavor and take note of such competences so that they can be promoted.” (Iva) 

 

“I think that my psychologist played a key role at that time (moment of decision making). 

They were (psychologist and manager) had a good relationship and I think she had put 

in a good word for me, and from there everything got better.” (Ana) 

 

 Given the experience of preschool teacher-mentors and advisors, and the fact that few 

preschool teachers have a chance to spend their working lives in one collective, it is possible to 

compare the activities of members of professional teams teams: 

 

“I see a change now, between the former principal and the current one, just how much 

more motivated they are to bring about change and to introduce new things. So, external 

motivation is also important and can affect professional growth and development, as well 

as preschool teachers’ motivation. Good will ... somehow when the atmosphere is good, 

the preschool teacher will be more motivated.” (Matilda) 
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Preschool teachers are also very insecure about their performance: 

“... there are preschool teachers who work very hard, but it’s as if they do not have the 

courage to push for further advancement. As if some kind of incentive is lacking (...) 

Everyone seems to be afraid of something...” (Ana) 

 

However, this fear can also arise from additional jobs that advancement brings: 

“It’s as if they (preschool teachers) are afraid of what comes after you get that title, 

because then you have the obligations to publish (articles) and continue to share your 

experiences with younger and all colleagues.” (Rebeka) 

 

On several occasions, preschool teachers noted the amount of workload and burden that 

the educational work includes as a possible reason for such a small number of mentors and 

advisors. Specifically, they mentioned the new roles that emerge from advancement: 

 

“It is possible, however, that the overall problem lies in the fact that preschool teaching 

is very burdensome, and that teachers should be relieved of certain things. Maybe a new 

curriculum might help us a bit. Everything takes time, but we need to start from 

somewhere. I think the underlying problem is that preschool teachers are overworked, 

and in this part we still need to dedicate and devote more of our time.” (Ruža) 

 

“Sometimes when you talk to preschool teachers, they say there don’t want to be mentors 

because they do not want a trainee in the room. Many preschool teachers do not want to 

show their work and do not want them to be seen.” (Rebeka) 

 

 Preschool teachers believe there is a great difference between being a mentor and 

advisor, both in terms of the conditions that need to be met, as well as in the characteristics of 

individual persons and in what this knowledge carries with it. 

“The preschool teacher-advisor should be an example to all preschool teachers, mentors, 

and young preschool teachers of how work is done. This is a preschool teacher who 

explores his or her own practice, the practice of other preschool teachers, who can help 

others with his or her advice, who can collaborate with professional associates to change 

the preschool practice.” (Rebeka) 
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Preschool teacher Rebeka summarizes all the aforementioned reasons in a joint response: 

“I have a feeling that preschool teachers have become indifferent, but I also believe that 

professional associates working in preschools and do not recognize preschool teachers 

play a key role here. You do not become a preschool teacher-mentor for the money; you 

only get a small increase on your salary. I think all preschool teachers in all preschools, 

in all environments, do not know that they can become mentors. I do not think they get 

encouraged enough by the professional associates and do not have any internal 

motivation because the moment you become a tutor, your colleagues change the way they 

look at you.” (Rebeka) 

 

6.1.4. PROFESSIONAL VISIBILITY AND TRAINING 
 

 We have chosen the following variables as further indicators of the current professional 

development of preschool teachers and principals in both counties: How many conferences have 

you attended in the last two years; How many books have you read in the last six months; How 

many organized forms of professional training have you attended in the last six months; and 

How many professional and scientific articles have you published in the last two years. 

 

Table 37. Principals’ engagement in reading, publishing, and attending conferences 

Principals’ professional activities  

 N Range Minimum Maximum Mean Std. Deviation 

Number of attended conferences in the 

last 2 years 
45 15.00 .00 15.00 1.9333 2.79122 

Number of published professional 

articles in the last 2 years 
45 4.00 .00 4.00 .4222 .94120 

Number of published scientific articles 

in the last two years 
45 .00 .00 .00 .0000 .00000 

Number of read books in the last 6 

months 
43 10.00 .00 10.00 3.7907 2.45491 

Number of attended organized forms of 

professional training in the last 6 

months 

42 9.00 .00 9.00 3.1429 2.47496 
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Table 38. Preschool teachers’ engagement in reading, publishing, and attending conferences 

Preschool teachers' professional activites 

 N Range Minimum Maximum Mean Std. Deviation 

Number of attended conferences in the 

last 2 years 
594 20.00 .00 20.00 .5943 1.59215 

Number of published professional 

articles in the last two years 
594 10.00 .00 10.00 .0640 .50222 

Number of published scientific articles 

in the last two years 
594 1.00 .00 1.00 .0067 .08185 

Number of read books in the last 6 

months 
589 23.00 .00 23.00 3.8438 3.29079 

Number of attended organized forms of 

professional training in the last 6 

months 

586 26.00 .00 26.00 2.7201 2.76365 

 

 It is evident from Tables 37 and 38 that preschool teachers and principals publish 

virtually no scientific articles, but also that the number of published professional articles is 

negligible. Also, very few of them attend conferences. These three variables, apart from the 

descriptive, could not be part of further analysis because they do not meet the basic 

requirements for specific analyses. Here we draw attention to the fact that principals are those 

who manage the institutions, and, as emphasized in the theoretical part, and their attitudes 

towards learning is extremely important (Erčulj, 2014), as well as the personal example (Erčulj, 

2011) in preschool teachers’ professional development. As it will be seen later in the analysis 

of the answer to the question how principals see their role in the professional development of 

preschool teachers, the personal example of the principal is an area that requires additional 

work. After all, as seen from Table 38, principals that took part in this research are not 

necessarily role models in the field of publication, attendance of training or reading professional 

literature, and data on conference attendance possibly reflects the financial dimension, which 

is in the hands of the principal. Such explanations were also noticed in preschool teachers’ 

responses to what prevents their professional development, which will be discussed later in this 

thesis. 

 However, interviewed preschool teachers provided similar explanations. As it is the case 

with professional advancement, professional teams appear here as one of the key factors that 

have a direct impact on the possibilities of formal professional development of preschool 

teachers. 

 

“It is important to know how people discover conferences. Too much is in the hands of 

the professional team, the principal, and so on. I have to say again, I would never go 

anywhere if I weren’t trying to find it myself. If it were up to them, I would not attend any 
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conference or go anywhere because they would not send me. Too much is in the hands of 

the principal, expert associates. No one controls anything. There is no external 

evaluation. I find such evaluate crucial, above all else.” (Iva) 

 

 Preschool teachers-mentors and advisors are very confident in their reasons for 

exceptionally low data for preschool teachers. What conferences are concerned they agree that:  

“Of the large number of (employed) preschool teachers, a very small number of them 

attend conferences. Sometimes the reasons preschool teachers list are justified, they 

might be unable to physically go somewhere, and sometimes or inability to work 

organization.” (Aretha) 

 

 When it comes to writing as a possibility of another form of visibility of preschool 

teachers’ work, in addition to the aforementioned conferences, opinions are divided. A part of 

the interviewed preschool teacher-mentors and advisors blame the insufficient number of 

journals in which their papers can be published, but most believe that it is mostly the fault of 

preschool teachers themselves, who either lack the competence or the will to write, and often 

also sees writing as an additional job. 

 

“Publishing professional papers... Where can we publish professional papers? We can 

publish them at professional conferences, I don’t know, once a year or in one or two 

professional journals in Croatia. One or two, I don’t know. In Dijete, vrtić, obitelj, 

preschool, family, and where else?” (Aretha) 

 

“People either have the competences to write a professional paper or not. For a 

professional paper they just might, but I’m not sure how many people have the 

competences for a scientific paper, and who would even know how to write it? To write a 

scientific paper, it would be desirable to conduct research. How many institutions are 

involved or enable such research to be conducted in their institution? Can you just show 

up to do research yourself?” (Iva) 

 

“Because it is not considered to be the job of a preschool teacher. ‘There is no point in 

writing just anything.’ That’s what I often hear. At the end, one sometimes wonders what 
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they really meant by it and why it was said to me. It feels… somehow you feel bad. Why 

was this said to me?” (Katarina) 

 

Reading professional literature and attending various forms of professional training is a 

part of compulsory continuous training that preschool teachers must attend. This is the likely 

reason why this data is of a little more value than the previously mentioned one. But the question 

remains whether this is a large enough number, given that it is a six-month period? Preschool 

teacher-mentors and advisors have different opinions: 

 

“But let’s just say that this, even from a reality perspective, seems reasonable. If 

everything has been read.” (Katarina) 

 

“For training, I’m not sure, starting from my environment, whether the preschool teacher 

himself is guilty of attending so few professional trainings because some communities 

have certain ways to organize it. We cannot justify the lack of reading professional books 

because the preschool teacher can self-educate, seek, find, and so on. But again, we come 

to the conclusion that there is no evaluation. When there is no proper evaluation, and 

preschool teachers know that the outcome is the same regardless if they put in the extra 

work or not, they take the path of least resistance. We are left to ourselves way too much.” 

(Iva) 

 

Such comments expressed by the preschool teachers, which may and should serve as a 

model, provide us with two important foundations on which professional development can be 

built. Namely, education and evaluation as a unified whole create a meaningful cycle of 

personal progress. Preschool teachers have recognized this segment as a missing component 

that needs to be worked on. Higher education institutions should understand this as a challenge 

to create change and become a platform for lifelong learning, not just a springboard for entry 

into the work domain. In doing so, scholars need to build partnership relationships with practice 

and jointly carry out evaluation in both directions with the aim of further advancing the practice 

and modernizing the offered training and the ways in which they are offered. This segment has 

been recognized and emphasized in the National Curriculum for Early and Preschool Education 

(2014). It highlights the importance of internal quality assessment of the institution according 

to the agreed, but also additional, specific criteria for the institution itself. Specific criteria allow 
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the autonomy of the institution, but common, agreed criteria ensure that, among other things, 

professional development does not depend solely on individual decisions of the management. 

At least this should not be the case. External evaluation enables these criteria to be met. 

Although the Curriculum (Nacionalni kurikulum za rani i predškolski odgoj i obrazovanje, 

2014) was effective for a period of more than two years at the time of interviews, it is evident 

from the participants’ responses it has not come to life in all its segments. Members of the 

academic community are proposed as potential reflective friends in the process of external 

evaluation, which should not go unnoticed by higher education institutions, but rather enable 

educators to evaluate evaluation. 

 

6.1.4.1. READING, PROFESSIONAL TRAINING, AND WORK EXPERIENCE 

The nonparametric test Spearman’s correlation coefficient was used to determine the 

correlation, on the one hand, between the reading of professional literature and the preschool 

teachers’ attendance of professional training and years of employment, on the other. 

A negative correlation was obtained between work experience and the number of read 

professional books, i.e. preschool teachers with more work experience read less professional 

books (ro = -0.20, p <0.01). Work experience is not statistically significantly correlated with 

the number of professional training courses in the last 6 months (ro = 0.01, p> 0.01). Given that 

attending professional training is a legal obligation for preschool teachers, it is expected that all 

preschool teachers, regardless of their work experience, will constantly engage in additional 

education and attend various forms of training. It would be good to investigate how many of 

these trainings they attend because they are truly interested in them and what impact they have 

on their practice, and how many they attend for the purpose of new opportunities, offered 

options, etc. 

A positive correlation was determined between the number of books read and the 

attendance of professional training. Preschool teachers who have read more professional books 

in the last 6 months have also attended a large number of professional trainings in the same 

period (ro = 0.23, p <0.01). This part refers to the optional part and explains those aspects that 

fall outside the scope of mandatory obligations, therefore, it is related to intrinsic motivation. 

The more preschool teachers attend organized forms of professional training the more 

they read. The relationship between reading books and the number of professional trainings can 

therefore be interpreted as a personal contribution to professional development; it is the part 
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that no longer falls under the mandatory category or prescribed professional training, but it 

rather determines the personal decision and engagement of each preschool teacher. It is then 

reasonable to assume that an internally motivated individual who reads also attends a large 

number of professional training, often beyond the hours prescribed by permanent professional 

training. 

 

6.1.4.2. READING, PROFESSIONAL TRAINING, AND TYPE OF STUDIES 

 

Kruskal-Wallis test results indicate that there is no significant difference in the number 

of attended professional trainings in the last 6 months given the type of completed studies (χ2 

= 3.14, df = 2, p> 0.05). 

 

Table 39. Kruskal-Wallis test for variables Number of read professional books in the last 

6 months and Number of attended professional trainings in the last 6 months  

 

 Type of studies N Mean Rank χ2 p 

Number of read 

professional 

books in the 

last 6 months 

Two-year 

professional 

studies 

 

387 260.86 

11.750 .003 

Three-year 

professional 

studies  

 

 

103 304.47 

University 

studies 60 320.21 

Number of 

attended 

professional 

trainings in the 

last 6 months 

Two-year 

professional 

studies 

 

389 274.32 

3.135 .209 

Three-year 

professional 

studies  

 

97 254.26 

University 

studies 60 299.29 

 

The results of the Kruskal-Wallis test indicate a significant difference in the number of 

read books in the last 6 months (χ2 = 11.75, df = 2, p <0.01) with regards to the type of studies 

preschool teachers have completed. The Mann-Whitney test (U = 16805.00, Z = -2.48, p <0.05) 

revealed that preschool teachers with completed two-year professional studies (N = 387, MR = 

237.42) have read fewer books in the last 6 months than preschool teacher with completed 



 
208 

 

three-year professional studies (N = 103, MR = 275.84). It was also found (U = 9069.50, Z = -

2.77, p <0.01) that preschool teachers with completed two-year professional studies (N = 387, 

MR = 217.44) read statistically significantly fewer books than preschool teachers with 

completed university studies (N = 60, MR = 266.34). This data is in line with the data related 

to years of work experience, given that preschool teachers with more years of work experience 

have predominately graduated from two-year professional studies. 

Table 40. Mann-Whitney test for the variable Number of read professional books in the 

last 6 months given the Type of studies 

 
 Type of 

studies 

N Mean Rank Sum of 

Ranks 

U Z p 

Number of 

read 

professional 

books in the 

last 6 months 

Two-year 

professional 

studies 

387 237.42 91883.00 

16805.000 -2.481 .013 

Three-year 

professional 

studies  

103 275.84 28412.00 

Two-year 

professional 

studies 

387 217.44 84147.50 

9069.500 -2.765 .006 

University 

studies  
60 266.34 15980.50 

Three-year 

professional 

studies 

103 80.62 8304.00 

2948.000 -.493 .622 

University 

studies 
60 84.37 5062.00 

 

It was determined with the Mann-Whitney test (U = 16805.00, Z = -2.48, p <0.05) that 

preschool teachers with completed two-year professional studies (N = 387, MR = 237.42) have 

read fewer books in the last 6 months than preschool teacher with completed three-year 

professional studies (N = 103, MR = 275.84). It was also found (U = 9069.50, Z = -2.77, p 

<0.01) that preschool teachers with completed two-year professional studies (N = 387, MR = 

217.44) read statistically significantly fewer books than preschool teachers with completed 

university studies (N = 60, MR = 266.34). This data is in line with the data related to years of 

work experience, given that preschool teachers with more years of work experience usually 

have completed two years of professional studies. 
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6.1.5. REFLECTIONS ABOUT PROFESSIONAL DEVELOPMENT 
 

We also wanted to obtain some information about what professional development means 

to preschool teachers by asking them an open question, What does professional development 

mean to you? Initially, the responses were categorized into three groups based on the content 

of preschool teachers’ responses obtained in the pilot study. Thereby the lowest level marked 

the responses in which preschool teachers evaluated professional development as a synonymous 

or similar concept, such as “lifelong learning,” “professional development,” “self-

employment,” and which take into consideration only one dimension of professional 

development.  

 

Figure 12. Frequency and percentage of individual levels of responses to the question What 

does your professional development mean to you  

 The second, higher level of reflection, included some of reflection on professional 

development that includes orientation on the child, and the third level, additionally, included 

reflection on reflective practice. Of the 639 respondents who answered this question, 45.85% 

belong to the lower level (simplistic understanding of professional development), 33.96% 

higher level (simplistic understanding with reflection on the practice and the child) and the 

highest level of only 5.48% of responses (answers that include a multi-dimensional 

understanding of professional development, reflective practice, action research, etc.). 
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 Such categorization was generated on the basis of processing data obtained in the same 

question during the pilot study, in which, despite a considerably smaller sample, there was 

sufficient representation of the highest level of responses. However, an insufficient number of 

responses belonging to the third level were obtained in the main study, which is the reason why 

categories two and three were merged into one for the purpose of further analysis. This data is 

also extremely important for further research because it refers to potential differences of 

preschool teachers in certain parts of Croatia. After the final processing, this variable contains 

two values, “lower level of reflection” (N = 293) and “higher level of reflection” (N = 252). 

 

6.1.5.1. REFLECTIONS ABOUT PROFESSIONAL DEVELOPMENT AND 

FUNCTIONS 

 

The chi-squared test was performed with Yates’s correction for 2 x 2 cells in order to 

determine the existence of a contingency relationship between a higher level of reflection on 

professional development in two categories (single reflection and multiple reflections) and the 

functions of the preschool teachers or principals. It was found that preschool teachers and 

principals do not share opinions about professional development (χ2 (1, N = 545) = 4.365, p 

<0.05). 

 

Table 41. Empirical frequencies for the functions preschool teacher and principal and the level 

of reflection about professional development 

 

Preschool teacher or principal * Professional development in two categories Crosstabulation 

 

Professional development in 

two categories 

Total 1.00 2.00 

Preschool teacher or 

principal 

Preschool 

teacher 

Count 276 224 500 

% within Preschool 

teacher or principal 
55.2% 44.8% 100.0% 

 Principal Count 17 28 45 

% within Preschool 

teacher or principal 
37.8% 62.2% 100.0% 

Total Count 293 252 545 

% within Preschool 

teacher or principal 
53.8% 46.2% 100.0% 
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 By comparing empirical and theoretical frequencies in the contingency table, a higher 

percentage of principals (62.2%) than preschool teachers share a multi-dimensional view of 

professional development. As many as 55.2% of preschool teachers view professional 

development through a one-dimensional lens. This is important because the principal is the key 

person in the institution, who through his or her own personal example affects the attitude 

towards professional development (O’Sullivan & West-Burnham, 2011; Glickman, 2002; 

Erčulj, 2011). 

 Interviewed preschool teacher-mentors and advisors and principals have repeatedly 

confirmed through their responses that they resemble the principals in terms of their reflection 

on the topic of professional development and its factors. For example, Eva noted the following 

about professional development: 

“Continuous learning and work. The steady profit that I gain from that. This is 

something I consider as a benefit for myself and that benefit is visible in my environment. 

So it is related to the children, parents, and colleagues. Professional development is 

something that has no end; I’m on a path and I do not see it’s end. I'm a river and I do 

not see where I am. I'm there, but that's not the end, I still have a long way to go.” (Eva) 

 

Reflection on professional development for preschool teacher-mentors and advisors as 

not having an end was visualized by the participants in their “rivers of professional 

development” (Atachment). All participants of this research depicted themselves as being in 

the central part of a river, leaving room for the further course of their development. Their rivers 

are therefore not uniform and proper, but full of changes, challenges, ups and downs. 

 

6.1.5.2. REFLECTIONS ABOUT PROFESSIONAL DEVELOPMENT AND WORK 

EXPERIENCE 

 

 The chi-squared test was performed in order to determine whether there exists a 

contingency relationship between the level of reflection on professional development in two 

categories (single reflection and multiple reflections) and years of work experience expressed 

in the categories determined on the basis of the theoretical concept (Day, Sammons, Stobart, 

Kington and Gu, 2007). It was found that preschool teachers with different number of years of 

work experience do not think equally about professional development (χ2 (5, N = 437) = 12.497; 

p <0.05). 
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Table 42. Empirical frequencies for Reflections about professional development and Years of 

work experience 

 

Work experience according to Day et al. * Professional development in two categories Crosstabulation 

 

Professional development in 

two categories 

Total unambiguous Ambiguous 

Work 

experience 

according to 

Day et al. 

 0-3 Count 33 44 77 

% within  Work experience 

according to Day et al. 
42.9% 57.1% 100.0% 

4-7 Count 43 48 91 

% within Work experience 

according to Day et al. 
47.3% 52.7% 100.0% 

 8-15 Count 69 47 116 

% within Work experience 

according to Day et al. 
59.5% 40.5% 100.0% 

 16-23 Count 47 23 70 

% within Work experience 

according to Day et al. 
67.1% 32.9% 100.0% 

24-30 Count 32 34 66 

% within Work experience 

according to Day et al. 
48.5% 51.5% 100.0% 

 30+ Count 9 8 17 

% within Work experience 

according to Day et al. 
52.9% 47.1% 100.0% 

Total Count 233 204 437 

% within Work experience 

according to Day et al. 
53.3% 46.7% 100.0% 

 

 A comparison of empirical and theoretical frequencies (Table 42) found that a higher 

percentage of preschool teachers, with up to three years of work experience, share a multi-

dimensional view of professional development (57.1%) rather than a one-dimensional view 

(42.9%). Reflection changes with more years of work experience, from somewhat equal 

reflection in the category between 4 and 7 years, to a completely reversed situation in categories 

8 to 15 (one-dimens. = 59.5%, multidimens. = 40.5%) and 16 to 23 years (one-dimens. = 67.1%, 

multidimens. = 32.9%), in which most preschool teachers think in one-dimensional terms. 

Preschool teachers with 24 and more years of work experience are generally equally represented 

in their way of thinking about professional development.  

When interpreting results, the final data group (30 and over) should be taken with caution, as 

the number of respondents is too small for the results to be final. In the future, the sample of 

respondents in this category should be increased. The question arises as to why such a sharp 

turning point in reflection occurs after seven years of work experience. Starting from the 
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insights gained by Day, Sammons, Stobart, Kington and Gu (2007), preschool teachers with 

eight years of work experience continue to experience changes in personal and professional 

responsibilities, and an a significant increase in the number of their roles. It is possible that at 

that stage they are running out of energy to deliver in some of them, which is why their 

reflection about professional development is aligned with their achievable obligations. 

 

 

6.1.5.3. REFLECTIONS ABOUT PROFESSIONAL DEVELOPMENT AND 

EDUCATION OF PRESCHOOL TEACHERS 

 

 The chi-squared test was performed in order to determine whether there is a contingency 

relationship between the higher level of reflection about professional development in two 

categories (single reflection and multiple reflection) and the type of studies which preschool 

teachers have completed in three categories (two-year professional studies, three-year 

professional studies, and university BA and MA studies). It was found that preschool teachers 

with completed university and professional studies do not share the same views on professional 

development (χ2 (2, N = 475) = 8.118, p <0.05). 

 

Table 43. Empirical frequencies for Type of studies and Reflections about professional 

development 

 

Type of studies in 3 categories * Professional development in 2 categories Crosstabulation 

 

Professional development in 2 

categories 

Total Unambiguous ambiguous 

Type of studies 

in 3 categories 

two years 

prof.studies 

Count 188 138 326 

% within Type of studies in 3 

categories 
57.7% 42.3% 100.0% 

Three years 

prof.studies 

Count 48 45 93 

% within Type of studies in 3 

categories 
51.6% 48.4% 100.0% 

University 

studies 

Count 21 35 56 

% within Type of studies in 3 

categories 
37.5% 62.5% 100.0% 

Total Count 257 218 475 

% within Type of studies in 3 

categories 
54.1% 45.9% 100.0% 

 

 A comparison of empirical frequencies in the contingency table reveals that preschool 

teachers who have completed university studies perceive professional development as being 
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multi-dimensional (62.5%), while preschool teachers with completed professional studies share 

the view about professional development as a one-dimensional process, regardless of the 

duration of their studies (two or three years). The obtained data suggest that the key difference 

between preschool teachers in thinking about professional development is made up of two 

variables – type of internship and type of studies. These two variables are interconnected 

because university studies have been carried out only since 2012, which means that preschool 

teachers with completed university studies are predominantly younger, but not exclusively, 

because part-time graduate studies are offered at the Faculty of Teacher Education in Rijeka. 

However, in the programs that are being implemented, there is an important qualitative 

difference in the development of future preschool teachers in which reflection and self-

reflection, critical thinking, and research competences are being promoted. The fact that the 

quality of studies affects the level of reflection and the work of the preschool teacher has been 

explored and also recognized in the aforementioned European Union documents, which gives 

importance to the education of preschool teachers. As mentioned earlier, many studies have 

confirmed that more educated preschool teachers also mean more successful children (Ballou 

and Podgursky, 1997; Ferguson, 1998, according to Bowman, Donovan, and Burns, 2000) with 

a higher level of later achievement (Magnuson, Ruhm, and Waldfogel, 2007; Barnett and 

Hustedt, 2003). However, the actual image of professional development is often less poetic and, 

as one of the interviewed preschool teachers noted, it is the main concern of most preschool 

teachers: 

“… ‘how many hours it is, now I have enough, now I do not need more because I have 

enough hours.’ An increasing number of people are just not advancing in their work 

and are not developing on a professional basis.” (Matilda) 

 

 It is also significant that other variables do not affect the differences in views, which 

tells us that despite prejudices that the society might harbor towards nursery groups, but also 

the inability of private kindergartens to participate in a substantial part of professional training, 

they do not affect the reflection and knowledge about professional development. The desire to 

leave the job as a sudden break in professional development of the preschool teacher is, 

however, only an internal process that does not affect the level of reflection about professional 

development. Such results go in line with the view expressed by Valenčič Zuljan, who looks at 

professional development going hand in hand with the professional role of the preschool teacher 

and as a process in which preschool teachers think and develop their concepts (2001). Internal 



 
215 

 

motivation is often mentioned as a factor of professional development for preschool teachers, 

which ultimately means a decisive step in deciding whether or not to engage in professional 

development (Šagud, 2011; Lučić, 2007). 

 

 

6.1.5.4. REFLECTING ON PROFESSIONAL DEVELOPMENT AND THE DESIRE TO 

LEAVE THE JOB 

 

 The chi-squared test was performed in order to determine whether there is a contingency 

relationship between the level of reflection about professional development in two categories 

(single reflection and multiple reflections) and whether preschool teachers have ever wanted to 

leave their job (YES-NO). Since the original variable with three categories was changed into a 

two-category variable, Yates’s correction for 2 x 2 cells was performed. It was established that 

preschool teachers share views on professional development regardless of whether they have 

ever wanted to leave their job or not (χ2 (1, N = 497) = 3.567; p> 0.05). 

 

6.1.5.5. IMPRESSIONS ABOUT PROFESSIONAL DEVELOPMENT AND TYPE OF 

INSTITUTION 

 

 The chi-squared test was performed in order to ascertain whether there is a contingency 

relationship between the level of reflection about professional development in two categories 

(single reflection and multiple reflections) and the type of institution (private or public 

preschool) in which the preschool teacher works, with Yates’s correction for 2 x 2 cells. It was 

established that preschool teachers share views on professional development regardless of the 

type of institution they work in (χ2 (1, N = 528) = 3.390; p> 0.05). 

 

6.1.5.6. REFLECTIONS ABOUT PROFESSIONAL DEVELOPMENT AND 

EMPLOYMENT FACILITY 

 

 The chi-squared test was performed in order to ascertain whether there is a contingency 

relationship between the level of reflection on professional development in two categories 

(single reflection and multiple reflections) and the preschool teachers’ employment facility, 

with Yates’s correction for 2 x 2 cells. It was determined that preschool teachers share views 



 
216 

 

on professional development regardless of their current place of employment (χ2 (1, N = 493) 

= 0.004; p> 0.05). 

 

6.2. FACTORS OF PROFESSIONAL DEVELOPMENT OF 

PRESCHOOL TEACHERS 
 

6.2.1. KEY PERSONS AS A FACTOR OF PROFESSIONAL DEVELOPMENT 

OF PRESCHOOL TEACHERS 
 

Among the many factors that influence the professional path and development of every 

professional, and therefore also the preschool teacher, there is certainly a person who at certain 

times or at a particular moment had some kind of influence on their professional identity and 

determined the direction of the preschool teacher’s development. With that in mind, this 

question was asked in the questionnaire. 

 

Figure 13. Person who has had a particular impact on preschool teachers in their professional 

development  

 

In the open-type questions, preschool teachers were asked to list a person who has had 

a particular influence on their professional development. A large percentage of preschool 

teachers did not mention one person (22.22%), but most of them did. The list was truly diverse, 
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but in the end the answers were divided into categories: colleagues (29.29%), mentor (18.86%) 

(although in principle this is also a colleague, their position is different in the beginning, so this 

category is separate (4.71%), professional team (9.26%), principal (4.71%),  family (4,38%) 

(preschool teachers mentioned immediate and extended family or relatives), and professor 

(Faculty member) (3.87%). The category other (7.41%) included all responses that had a very 

small number of repetitions. Here, answers were found such as a friend, a child from a group, 

a parent of a child, an educator at training, my preschool teacher, etc. Preschool teachers were 

asked to describe how these people have affected them. Interestingly, they mostly described a 

positive influence. A part of preschool teachers mentioned a person of special importance for 

their professional development, yet they did not provide a response to this question. 

 

Figure 14. How did the person, who has had special impact on the preschool teacher, influence 

his/her professional development? 

 

 Those who responded to this question referred to direct impact (23.57%), such as 

giving advice or verbal encouragement for work. Below are the descriptions of the indirect 

impact in practice (20.03%), such as the example or model provided by the role-models. They 

described somewhat less the exchange of experiences and knowledge (10.27%) and 

inspirational words or lectures (2.19%). 
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 Precisely the environment that supports the preschool teacher and provides feedback on 

his or her progress is the key to professional development, especially to those preschool teachers 

whose intriguing motivation is not sufficiently expressed (Šagud, 2011), which is why this 

result is not surprising. In this context, it is especially important that advice and encouragement 

come from colleagues and mentors (OECD, 2008), i.e. experts in the same field, because their 

significance is exceptional, which is confirmed by the above results. These are the people who 

share the working environment, perform equal jobs and carry out equal roles, thus they 

understand better the needs, difficulties, and challenges which preschool teachers face. A large 

percentage of the mentioned mentor as the key person in the professional development 

highlights the importance of the earliest stage of professional development of preschool 

teachers (Olsen, 2008), which evidently marks further professional development and dominates 

in its influence on the professional identity of preschool teachers. 

 

6.2.2. POSITIVE AND NEGATIVE EXPERIENCES IN WORK AS FACTORS 

OF PRESCHOOL TEACHERS’ PROFESSIONAL DEVELOPMENT 

 

 In addition to people who have had an extraordinary impact on the professional 

development of preschool teachers, in the questionnaire the preschool teachers were asked to 

describe the situation that has left a particularly strong mark on them and has thus influenced 

their professional development. This question in the analysis is categorized with two variables. 

The first relates to the fact whether it is a positive, negative or emotionally indeterminate 

descriptions of the situation, and the other refers to the relationship that includes a description 

of the situation. 
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Figure 15. Positive or negative experience in describing situations of special impact on 

preschool teachers 

 

 

 From Figure 15 it is observable that most preschool teachers who described a situation 

mentioned positive experiences (36.59%), but the percentage of those who described a 

negative situation (23.95%) is not negligible. The smaller part (1.52%) described a situation 

without any signs of emotional impact on them. 

 In describing the situation, the preschool teachers mainly described particular moments, 

but there were also those who did not opt for a specific moment but rather something that 

generally marks them in their work. Such descriptions were mostly used by those preschool 

teachers who gave positive examples, such as “Children smiling” or “Hugs from children.” 

However, there are many long descriptions that relate to a concrete relationship with one of the 

stakeholders in the educational process, mostly children. In this regard, children’s progress over 

a period of time brings particular joy: 

 

“This fall, a girl of 2 years and 11 month with a very painful past. During that time she 

cried a lot, suffered, and refused our touch, hug, comfort. Today, 7 months later, the day 

is filled with laughter, joy, and lots of embraces and confidence. The biggest 

transformation in a short period of time (positive) in my brief work experience.” (ID 

21) 
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Positive descriptions often relate to children with disabilities or the reaction of other 

children, such as: 

 

“After our group “was given” a special-needs child and the way children behaved in 

the group for the first time – they were more mature than the majority of adults.” (ID 

89) 

 

 Preschool teachers also often remember situations with parents or children that had 

happened after they left the teacher’s group, mostly referring to emotional confirmations or 

expressed praise to the preschool teacher and his or her significance: 

 

“Running into a child who used to attend my group; the child ran towards me and 

hugged me with tears in his eyes.” (ID 23) 

 

“After a couple of years I met a parent who hugged me and thanked me.” (ID 96) 

 

“I now spend time with young people who 15 or 20 years ago attended my group” (ID 

363) 

 

There are many “poetically” portrayed positive descriptions: 

 

 “There are still children and parents who appear as stars and provide a ray of light on 

a gloomy day.” (ID 41) 

 

“One boy told me: ‘Teacher, I need your hug again. It makes me feel like I’m home.’” 

(ID 577) 

 

 However, all positive answers can be summed up in one answer that describes the basis 

of all positive descriptions since preschool teachers feel complete... 

 

“When children go home happy.” (ID 193) 
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In descriptions of negative situations, preschool teachers recalled quite specifically the 

situation. This is evident from the aforementioned selection of statements, the complexity of 

the preschool teacher profession, as well as the number of roles teachers carry out. Also, the 

dominant descriptions can serve as indicators of the need for adequate support and targeted 

professional development in order for such situations to occur as rarely as possible, and even 

when they occur, for the preschool teacher to be prepared and know what to do. 

Statements are frequent in which preschool teachers described various charges and attacks 

by members of the child’s family, which are mainly related to their suspicions that the preschool 

teacher may have hit the child, situations when a child has fled the preschool, or a parent’s 

reaction to his child getting injured at preschool: 

 

“The worst situation is getting accused by the parent that I have hit his child (spanked 

and slapped).” (ID14) 

 

“When I turned around, and one mom brought me a girl who wanted to flee from 

preschool and said to me: ‘I did not expect this from you.’” (ID 196) 

 

“Because a child had sustained milder injuries, the child’s grandmother complained to 

the inspector and caused great problems for me even though the parents of the child did 

not agree with her. The injury was a light scratch on the ear without any consequences 

for the child. Very unpleasant experience.” (ID 308) 

 

 Preschool teachers often choose to report children's injuries as the negative experience, 

and choking as the most commonly referred to health hazard: 

 

“Situation when a child swallowed something and almost suffocated.” (ID 32) 

 

“The case when a nursery child started choking and I thought her life was in danger.” 

(ID 300) 

 

“Always and again, the most powerful impression on me has been when I child gothurt 

and needing to deal with the injury, taking him to hospital if the injury was more severe, 

informing the parents about it, and then seeing their reaction (sometimes the parents 
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understand, sometimes they strongly criticize and do not understand even though their 

child gets hurt at home as well.” (ID 367) 

 

“Children getting hurt is the hardest part of preschool teaching work and it leaves the 

strongest impression.” (ID 558) 

 

“A mother of a nursery-aged child placed her child in my arms and all of a sudden the 

child started crying and turning blue, and the mother began panicking and crying out 

for me to help her!!!” (ID 202) 

 

 Also, there are frequent descriptions of (a lack of) relationships between children and 

parents, which become noticeable in situations at preschool in a variety of ways:  

 

“A complicated situation with a child who lived in difficult family conditions and who 

got emotionally too attached me.” (ID 31) 

 

“I’m disappointed that my children in the group have a low level of developed emotional 

intelligence and they do not even communicate with their parents at home.” (ID 25) 

 

“A child’s physical attack on the preschool teacher. A child expressing verbal abuse 

that is inappropriate for a child of that age.” (ID 579) 

 

 These relationships often include the legal rights or obligations of one or more 

stakeholders in educational practice: 

 

“A parent anonymously reported to the authorities for the abuse of their child (reported 

by a third party) comes late in the evening to pick up his child at the preschool convinced 

that the preschool had filed the report. At 8.45 pm the only people at the preschool are 

him, the child, and me… I have to give him the child because I (still) do not have a 

formal restraining order. The child is crying and does not want to go to the parent... 

giving testimony to the police... and so on ... very stressful...” (ID 203) 
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 Descriptions include other demanding situations, such as children with disabilities or 

particularly difficult family situations: 

 

“The behavior of a child with ADHD who had an anger and cry tantrum, when during 

lunch time they started throwing plates across the room, was throwing and breaking 

toys. This continues outdoors when the child threw tantrums on the ground.” (ID 544) 

 

“Death in the family - How to prepare the group? How to prepare other parents? How 

do I help myself to cope with the situation? There is a need for support from all 

participants in the educational process.” (ID 349) 

 

 The professional part often involves ethically questionable situations that should be the 

topic of new research: 

 

“’Work inspection” – in 2013 experts (pedagogue and lawyer) were invited to observe 

the immediate work of the preschool teacher, and grades for those preschool teachers 

were known up front (were given according to the principal’s preference.” (ID 44) 

 

“When a colleague was recommended for professional advancement, and I know what 

kind of person she is. I saved her a… several times (arrogant, rude, mean to 

children...).” (ID 551) 

 

 The significance of a positive or negative experience as a factor in professional 

development was highlighted by Day, Sammons, Stobart, Kington and Gu (2007), emphasizing 

thereby the importance of positive experiences in the early professional development period 

when professional identity is still being built and negative experience can lead to further 

difficulties in action and ultimately to the abandonment of the profession. Stressed situations 

certainly contribute to leaving the preschool teacher profession (Ryan et al., 2017), and it is 

apparent from the abovementioned what spectrum of stressful situations preschool teachers are 

faced with.  

 The first two data will be used in the further analysis –  a description of a positive or 

negative situation. 
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Figure 16. Relationships which the described situations include 

 
 

 

 By categorizing the questions into relationships which they include, data was obtained 

that a significant number of responses refer to the relationship with children (67.66%), as a 

description of a situation that had either a positive or negative impression on the preschool 

teacher. This is followed by the relationship with parents or family (17.66%), a relationship 

that includes the profession (4.89%), relationship with colleagues (4.62%), and a 

relationship with the professional team and the principal (3.53%). It is evident that even 

when the last categories were merged into one that would refer to the profession and the experts, 

the percentage of described relationships would still be smaller than the first and second 

categories. 

 We were interested in how the ratio of relations described in the context of positive or 

negative situations looks like. 
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Figure 17. Relationships in the context of positive experiences 

 

 

Figure 18. Relationships in the context of negative experiences   
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 From Figures 17 and 18 is it observable that the relationship with children is 

predominantly present in descriptions of situation irrespective of whether it is a positive or a 

negative event, but is more pronounced in positive descriptions. This is in line with Day, 

Sammons, Stobart, Kington and Gu (2007), who emphasize that the relationship with children 

is one of the few incentive factors that does not change depending on the stage of professional 

development and which will be visible in further analysis of this thesis. An increase in the 

description of situations involving a parent or a child’s family in a negative context, is 

worrisome because the family is the first preschool teacher, but also because of the importance 

of understanding and respecting the child’s upbringing outside institutional context, which in 

turn has an effect on institutional upbringing. The relationship with parents and family belongs 

to the domain of many ethical issues of the preschool teacher profession, and because of the 

paradigm “child comes first” in Croatian institutions for early and preschool education, often 

the parents’ needs, interests, and importance are neglected. Principles of relationships with 

parents regulated by the famous Code of Ethics (NAEYC, 2005) still remain quite remote to 

our preschool teachers. 

  

6.2.2.1.DESCRIPTION OF A SITUATION THAT HAS LEFT A SPECIAL IMPACT ON 

THE PRESCHOOL TEACHERS AND WORK EXPERIENCE 

  

 A chi-squared test was performed in order to determine whether there is a contingency 

relationship between the description of the situation that had left a special mark on the preschool 

teacher (positive or negative) and his work experience in categories. 

 

Table 44. Empirical frequencies for Work experience and Strongest impression 

Work experience according to Day et al. * Strongest impression only positive and negative Crosstabulation 
 

 

Strongest impression only 

positive and negative 

Total 

 

Positive Negative 
 

Work 

experience 

according to 

Day et al. 

 0-3 Count 45 15 60  

% within Work experience 

according to Day et al. 

75.0% 25.0% 100.0%  

4-7 Count 53 23 76  
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% within Work experience 

according to Day et al. 

69.7% 30.3% 100.0%  

8-15 Count 47 38 85  

% within Work experience 

according to Day et al. 

55.3% 44.7% 100.0%  

16-23 Count 20 22 42  

% within Work experience 

according to Day et al. 

47.6% 52.4% 100.0%  

 24-30 Count 21 14 35  

% within Work experience 

according to Day et al. 

60.0% 40.0% 100.0%  

30+ Count 8 6 14  

% within Work experience 

according to Day et al.  

57.1% 42.9% 100.0%  

Total Count 194 118 312  

% within Work experience 

according to Day et al. 

62.2% 37.8% 100.0%  

 

 It was determined that there is a statistically significant correlation between preschool 

teachers describing positive or negative situations that have left a special impression on them 

and their work experience in the categories (χ2 (5, N = 312) = 11.761, p <0.05). A comparison 

of empirical and theoretical frequencies in the contingency table reveals a higher percentage 

(75%) of preschool teachers with up to 3 years of work experience describing a positive 

experience compared to other preschool teachers with more years of work experience. As noted 

earlier, it is particularly important to experience positive connotations at this stage in order to 

maintain motivation and to positively influence the creation of a professional identity. In 

addition, it is important to note that preschool teachers up to 3 years of work experience are 

heavily burdened with technical matters, “survival,” and implementation of acquired 

competences in practice. Consequently, they do not engage in more complex relationships and 

situations, which in some way avoids the possibility of negative experiences. On the other hand, 

younger preschool teachers, much more than others, as described above, reflect multi-

dimensionally about professional development, and their education is “fresh” and complex, and 

encompasses many competences that enable the prevention of a certain part of possible negative 

situations. The description of positive situations decreases in the group of preschool teachers 
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with more than 24 years of work experience. Thus, preschool teachers with 4 to 7 years of work 

experience describe positive situations in 69.7% of cases, and preschool teachers with 8 to 15 

years of work experience in 55.3% of cases. Only the group of preschool teachers with 16 to 

23 years of work experience described a negative situation (52.4%) more frequently than a 

positive one (47.6%). 60% of preschool teachers with 24 to 30 years of work experience and 

57.1% of preschool teachers with more than 30 years of work experience described a positive 

experience as an experience that has left the most significant impression on their professional 

work. 

 

6.2.2.2.DESCRIPTION OF A SITUATION THAT HAS LEFT A SPECIAL IMPACT ON 

THE PRESCHOOL TEACHERS AND REFLECTIONS ON PROFESSIONAL 

DEVELOPMENT 

 

 The chi-squared test was carried out with Yates’s correction for 2 x 2 cells in order to 

determine whether there is a contingency relationship between the description of the situation 

that had a special impact on the preschool teacher (positive or negative) and the reflection on 

the professional development in the two categories. It has been established that there is no 

statistically significant association between the description of the situation that has had a special 

impact on the preschool teachers (positive or negative) and reflections about professional 

development (χ2 (1, N = 338) = 0.024; p> 0.05). 

 

6.2.2.3. DESCRIPTION OF THE SITUATION THAT HAS LEFT A SPECIAL IMPACT ON 

THE PRESCHOOL TEACHERS AND TYPE OF STUDIES 

 

The chi-squared test was performed in order to determine whether there is a contingency 

relationship between a description of the situation that has had a particular effect on the 

preschool teacher (positive or negative) and the type of completed studies. 
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Table 45. Empirical frequencies for Strongest impression and Type of studies 

 

Strongest impression only positive and negative * Type of studies in 3 categories Crosstabulation 

 

Type of studies in 3 categories 

Total 

2-year 

profess. 

studies 

 3-year 

profess. 

studies 

 University 

studies 

Strongest 

impression 

only positive 

and negative 

Positive  Count 124 54 27 205 

% within Strongest 

impression only 

positive and negative 

60.5% 26.3% 13.2% 100.0% 

Negative Count 99 18 15 132 

% within Strongest 

impression only 

positive and negative 

75.0% 13.6% 11.4% 100.0% 

Total Count 223 72 42 337 

% within Strongest 

impression only 

positive and negative 

66.2% 21.4% 12.5% 100.0% 

 

 It was found that there is a statistically significant correlation between the preschool 

teachers describing positive or negative situations that have had a particular impression on them 

and the type of completed studies (YES-NO) (χ2 (2, N = 337) = 8.833; p <0.05). A comparison 

of empirical and theoretical frequencies in the contingency table shows that a higher percentage 

of preschool teachers with completed three-year professional studies (75%) describe a positive 

experience than preschool teachers who have completed two-year professional studies (55.6%) 

or university studies (64.3%). A higher percentage of descriptions of negative situations are 

described by preschool teachers with completed two-year professional studies (44.4%) than 

preschool teachers with completed three-year professional studies (25%) or university studies 

(35.7%). It is possible that a qualitative change in education programs has enabled the 

development of competences that prevent a part of negative experiences, but even in the part 

where such experience can develop, preschool teachers are better able to deal with the problems 

and their solving. This includes an unavoidable self-reflection process for which the newer 

generations are partially trained during the studies, so there is also an emotional detachment 

that enables the occurrence of deeper negative emotions, difficulty in facing problems and 

seeking solutions. It should be emphasized, however, that the culture of the institution itself and 
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its support or its lack within the collective play an important role, i.e. all that is invisible to the 

eye (Vujičić, 2011). 

 

6.2.2.4. DESCRIPTION OF THE SITUATION THAT HAS LEFT A SPECIAL IMPACT 

ON THE PRESCHOOL TEACHER AND THE CURRENT EMPLOYMENT FACILITY 

 

 The quadratic test was performed with Yates’s correction for 2 x 2 cells in order to 

determine whether there is a contingency relationship between the description of the situation 

that has had a particular effect on preschool teachers (positive or negative) and the preschool 

teachers’ current employment facility. It was found that, independent of the current employment 

facility, both positive and negative situations have left a particularly strong impression on 

preschool teachers’ professional development (χ2 (1, N = 353) = 0.000, p> 0.05). 

 

 

6.2.2.5. DESCRIPTION OF THE SITUATION THAT HAS LEFT A SPECIAL IMPACT ON 

THE PRESCHOOL TEACHER AND FACILITY TYPE 

 

The quadratic test was performed, with Yates’s correction for 2 x 2 cells, in order to 

determine whether there is a contingency relationship between a description of a situation that 

has had a special impact on preschool teachers (positive or negative) and the type of facility in 

which they work (public or private). 

 

Table 46. Empirical frequencies in Strongest impression and Type of facility 

 

Strongest impression only positive and negative * Facility type in 2 categorie Crosstabulation 

 

Facility type in 2 categorie 

Total ,private public 

Strongest 

impression only 

positive and 

negative 

Positive Count 46 163 209 

% within Strongest 

impression only positive 

and negative 

22.0% 78.0% 100.0% 

Negative Count 9 130 139 
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% within Strongest 

impression only positive 

and negative 

6.5% 93.5% 100.0% 

Total Count 55 293 348 

% within Strongest 

impression only positive 

and negative 

15.8% 84.2% 100.0% 

 

 It was established that there is a statistically significant correlation between the 

preschool teachers’ described positive or negative situations that have left a special impression 

on them and the type of facility in which they work (χ2 (1, N = 348) = 13.995; p <0.05). A 

comparison of empirical and theoretical frequencies in the contingency table reveals that a 

higher percentage (83.6%) of preschool teachers working in private preschools had a positive 

experience that had a particularly strong impact on their professional development than 

preschool teachers working in public preschools (55.6%). Thus, preschool teachers from public 

preschools described a negative percentage of experience more frequently (44.4%) than 

preschool teachers from private preschools (16.4%). This is an extremely interesting fact that 

should be further investigated in the future. 

 

6.2.3. DESIRE TO LEAVE WORK AS A FACTOR OF PROFESSIONAL 

DEVELOPMENT 
 

 Interestingly, when asked whether they ever wanted to leave their job, preschool 

teachers once again demonstrated that they truly do consider preschool teaching as a calling. 
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Figure 19. Preschool teachers’ reasons for considering leaving the job of a preschool teacher 

 

 
 This question was answered by 583 preschool teachers. 405 preschool teachers (69.5%) 

stated they never considered leaving the job, 163 (28%) sometimes, and 15 (2.6%) preschool 

teachers often considered leaving the job. For further analysis, categories sometimes and often 

were merged into one category. The variable consider leaving has two values in further analysis, 

Yes and No. 

 With an open question we wanted to gain insight into the reasons for leaving the job, 

and Figure 18 shows how often certain reasons appear. The most common reasons are 

descriptions of stressful and difficult work (20.22%) and the relationship with other 

stakeholders (not children) in educational work (19.66%). Other reasons stated by preschool 

teachers include: the number of children in the group and the resulting responsibility 

(14.61%), personal or family reasons (8.99%), material conditions and salary (6.84%), lack 

of time, quantity of work and replacement (5.06%), underestimated profession (4.49%), 

and burn out (3.37%). It is very important to know why preschool teachers want to leave the 

job, because in this way we gain insight into the needs of the profession and the reasons why 

the motivation for professional development is often decreasing. This overview provides a clear 

emphasis on the tough conditions and the many demanding roles that preschool teachers carry 
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out, and they are good guidelines for a planned creation of professional development of 

preschool teachers and the required areas of support. It should be remembered that the negative 

emotions that arise from feeling helpless, burnt-out, stressed, and the like also result in a 

reduction of preschool teachers’ motivation to engage in professional development (Karabenick 

and Conley, 2011). The reasons why preschool teachers consider abandoning their work is in 

line with previous research results (Gonzalez, Brown and Slate, 2008; Inman and Marlow, 

2004). 

 

6.2.3.1.DESCRIPTION OF A SITUATION THAT HAS HAD A SPECIAL IMPACT ON THE 

PRESCHOOL TEACHER AND DESIRE TO LEAVE THE JOB 

 

The chi-squared test was performed with Yate’s correction for 2 x 2 cells in order to 

determine if there is a contingency connection between descriptions of a situation that has had 

a special impact on the preschool teacher (positive or negative) and data whether preschool 

teachers have ever considered leaving the preschool teacher job (YES-NO). 

Table 47. Empirical frequencies for Strongest impression and Desire to leave the job  

Desire to leave work in 2 cat * Strongest impression only positive and negative Crosstabulation 

 

Strongest impression only 

positive and negative 

Total positive negative 

Desire to leave work 

in 2 cat 

no Count 158 78 236 

% within Desire to leave work in 2 

cat 

66.9% 33.1% 100.0% 

yes Count 58 63 121 

% within Desire to leave work in 2 

cat 

47.9% 52.1% 100.0% 

Total Count 216 141 357 

% within Desire to leave work in 2 

cat 

60.5% 39.5% 100.0% 

 

It was established that there is a statistically significant connection between whether 

preschool teachers described positive or negative situations that have left a special impact on 

them and whether preschool teachers ever wanted to leave the work of a preschool teacher 

(YES-NO) (χ2 (1, N = 357) = 11.320 p <0.01). By comparing the empirical and theoretical 
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frequencies in the contingency table, it was found that a higher percentage (66.9%) of preschool 

teachers, who described a positive experience as a particularly significant situation, never 

wanted to leave the job when compared to preschool teachers who wanted to leave their job 

(49.7%). The higher percentage of preschool teachers who described a negative situation 

wanted to leave their job (52.1%) compared to those who did not want to leave their job 

(33.1%). This is a piece of information that comes to the fore in the early stage of professional 

development, when the professional identity of preschool teachers is under construction and 

depends on external impacts. Negative experiences at the outset can signify a further course of 

preschool teachers' professional development and actions (Day et al, 2007), and their ultimate 

impact also depends on preschool teachers’ resilience (Price, Mansfield and McConney, 2012). 

6.2.4. PRINCIPAL AS A FACTOR OF PROFESSIONAL DEVELOPMENT 
 

 Principals are asked to answer this open-ended question in order to determine how 

principals view their role in the professional development of preschool teachers. The 

categorization was approached from observing the principal's role according to Erčulj (2011), 

who states that the principal provides the conditions, creates the right conditions, or is hismelf 

an example. 

Figure 20. Principal’s views of their role in professional development 
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 As shown in Figure 20, principals responded to the greatest extent in the way that 

implies the most superficial but not irrelevant role of the principal in the professional 

development of preschool teachers, which includes ensuring the conditions for professional 

development in more than half of the answers (55.56%). These are answers, for example, 

“ensure and organize further training” (ID 1022), “encouraging the preschool teacher to engage 

in professional development” (ID 1044), and more. 

 The second level involves the creation of the right conditions, and it includes 

responses such as “supporting sustainable learning, creating a positive climate, atmosphere, 

ensuring continuous professional development of preschool teachers” (ID 1029) or “enabling, 

supporting, and planning professional training inside and outside the institution, starting from 

the interests of preschool teachers, as well as the need to monitor contemporary scientific 

knowledge. Work on the development of relationships and communication skills as the basis of 

successful teamwork” (ID 1018), and similar. 

 However, it is interesting that principals never mentioned themselves as personal 

examples in their answers, but rather emphasized their role through the prism of the leader or 

motivator. 

6.2.5. FACTORS THAT MADE PROFESSIONAL DEVELOPMENT 

DIFFICULT OR IMPOSSIBLE 

 

 Preschool teachers were asked to answer three open-ended questions regarding what, in 

their opinion, made their professional development difficult or impossible, at a personal level, 

institutional level, and the level of society. 
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Figure 21. Factors that make preschool teachers’ professional development more difficult or 

impossible at the personal level 

 
 When asked to state a factor that makes professional development difficult or 

impossible, preschool teachers in most cases indicated that there is nothing that makes it 

difficult at the personal level (26.77%). Of those who provided reasons, most mentioned 

financial reasons (21.85%). The same reason will also appear at other levels, which redirects 

us from all the other important factors in the life of one professional – the external factor. The 

question is whether this factor can be really so important to make all other factors pale in 

comparisonn, or it is simply an excuse of those who do not have a strong internal motivation. 

 Family, private obligations (12.62%) follow after financial reasons. Here, preschool 

teachers mentioned obligations related to children, but also spouses, but often without clarifying 

in more detail. As many as 10.46% of preschool teachers spoke about elements related to 

training itself, and these refer to the spatial distance of available training, boring training, 

nothing new. 9.54% of preschool teachers mentioned the lack of time, but it is not clear whether 

the lack of time is due to private or professional obligations, so the category remained separate. 

Fatigue, health problems, stress, lack of motivation or desire for development, but also 
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some other personality characteristics fall under 8.92% of responses. The least responses refer 

to problems inside the institution, but from a personal perspective (4.00%). 

 

Figure 22. Factors that make preschool teachers’ professional development difficult or 

impossible at the institutional level 

 
            When it comes to the factors that make preschool teachers’ development difficult or 

prevent it all together, but this time at the institutional level, the answers are mush clearer. Most 

preschool teachers mention difficulties that are generally concerned with institutional culture –  

from an unsupportive atmosphere, principals who favor the same preschool teachers and send 

them to professional trainings, undefined values, institution that does not value professional 

development or does not encourage attend training, etc. As many as 31.41% of preschool 

teachers complained about the institution as a source of difficulties related to professional 

development. 29.24% of preschool teachers have no problems at the institutional level. Also 

here, a substantial percentage of preschool teachers cite finances as an important obstacle to 

professional development (19.31%) by stating that institutions simply have lack financing. And 

finally, difficulties related to training – distance, equal content, unhelpful lecturers, inability to 

find replacement –  was mentioned by 9.03% of preschool teachers. 
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Figure 23. Factors that make preschool teachers’ professional development more difficult or 

impossible at the level of society 

 

 

 An analysis of responses provided for the question about factors that make professional 

development of preschool teachers more difficult or impossible at the level of society have 

shown what preschool teachers truly think about how society views them. Almost the same 

percentage of preschool teachers does not consider that something is preventing them in 

professional development at the level of the society (25.83%) and considers that the bad status 

and lack of information about the profession and its activity, i.e. importance (25.42%) 

negatively affects their professional development. Then again, finances that are lacking in the 

field of early and preschool education are reintroduced, but it is also significant that 9.17% of 

preschool teachers believe that poor policies govern the society, general and educational, poor 

values are encouraged, and the attitude is prevalent that it makes no sense to engage in 

professional development. 



 
239 

 

6.2.6. FACTORS THAT AFFECT PRESCHOOL TEACHERS' DECISIONS 

ABOUT THEIR PROFESSIONAL DEVELOPMENT 

 

 Although there are various possibilities of professional development, the question is 

whatis a long-term motivator for  preschool teachers in their decision making, and which factors 

are important to them when making these decisions. Some factors that are important to 

preschool teachers have already been covered in the analysis of open-ended questions, and most 

of them refer the individual moments that have marked their decisions or the professional 

development itself. In this section we will deal with factors that preschool teachers consider as 

important to them in making professional development decisions, not as isolated moments, 

events or people, but as important factors in the overall process of professional development, 

of course from the current point of view. Preschool teachers ranked 21 offered factors in Table 

48, starting from those factors with the highest attributed values to those with the least. In doing 

so, factors with higher grades are perceived as more important factors in decision making on 

professional development than those with lower values. 

Table 48. Ranks and descriptive data for the scale Factors affecting preschool teachers’ 

decisions about their professional development19  

 N M SD 

Desire to contribute to the betterment of the children in my group. 579 5.65 0.68 

Enabling the development of my competences. 577 5.28 0.86 

Awareness that professional development contributes to improvements within the profession 

and its status. 
574 5.12 0.98 

Desire for personal enrichment and satisfaction. 577 5.07 1.14 

Becoming acquainted with new knowledge, keeping up-to-date with new global discoveries. 577 5.02 1.00 

Applicability in practice and actuality of the offered content. 568 4.88 1.03 

Desire to contribute to the collective in which I work. 579 4.86 1.03 

Desire to deal with current difficulties in work. 574 4.71 1.13 

Possibility of exchanging experiences with colleagues. 577 4.54 1.13 

Preparedness and interest of the lecturer at one of the forms of professional training. 572 4.54 1.13 

It is part of work obligations prescribed by law. 576 4.18 1.60 

Alignment of the implementation with personal and family “obligations.” 569 4.08 1.32 

Support and encouragement from my family. 576 3.90 1.70 

Desire to contribute to the development of Croatian society. 575 3.69 1.41 

Support and encouragement from colleagues in the collective. 572 3.57 1.66 

Support and encouragement from the principal. 573 3.54 1.74 

Costs related to the type of training preschool teachers are interested in. 571 3.52 1.75 

                                                           
19 For response frequencies see Appendix 15 
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Possibility of higher income and other benefits. 569 3.26 1.76 

Possibility of professional advancement. 573 3.21 1.85 

Greater employment opportunities. 570 2.82 1.96 

My health condition. 573 2.69 2.00 

 

 Table 48 shows that preschool teachers estimate that almost half of the offered items 

influence to a greater extent, and even fully, their decisions. The highest ranking item is Desire 

to contribute to the betterment of the children in my group, to which as many as 73.9% of 

respondents attributed the highest value. This speaks of how preschool teachers are motivated 

by direct goals and that which is closest to most, children in their group. This is in line with the 

research by Day, Sammons, Stobart, Kington and Gu from 2007, in which even when preschool 

teachers are in such a phase in which they are thinking about abandoning their calingl, they 

continue to describe their relationship with children and the benefits which they provide their 

children with as a motivator to continue their work. It is one of the rare factors that does not 

change regardless of work experience. This is followed by a series of factors that relate to 

personal professional development, or more specifically, Enabling the development of my 

competences (M = 5.28) and Awareness that professional development contributes to 

improvements within the profession and its status (M = 5.12). Competence development, as 

well as the sixth ranked item, Applicability in practice and actuality of the offered content (M 

= 4.88) and other research, but also recommendations for professional development, are often 

mentioned factors that result in greater involvement of preschool teachers in professional 

development, and motivate changes in practice (Fullan and Miles, 1992; NAEYC, 1993; 

Mitchell and Cubey, 2003). 

 The lowest ranked items are those that are not directly related to personal growth and 

professional environment and activity. As such preschool teachers consider them least 

important in making decisions about professional development. These are training costs (M = 

3.52), higher income (M = 3.26), opportunities for promotion (M = 3.21), wider employment 

opportunities (M = 2.92), but also the current state of health (M = 2.69). These data are not in 

line with the responses that preschool teachers provided in open-ended question regarding the 

factors that prevent them from engaging in professional development at the individual level, 

whereby finances are the most frequently stated reason, as was discussed in the previous 

section. It is possible that the reason for this lies a different reading of the question. In the 

previous open-ended question, preschoolt eachers were asked to indicate what made their 

development difficult or impossible, and they assessed here how important a particular factor 
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is for them to make decisions about their professional development. Therefore, finances are 

viewed through a prism of personal importance, but regardless of the fact that preschool 

teachers do not find them important, they often become a decisive factor in professional 

development. 

 Considering the data regarding promotion, we will include it into the earlier discussion 

about a small number of preschool teacher-mentors and preschool teacher-advisors. Namely, 

since preschool teachers ranked the importance of promotion quite low, the question arises if 

this is a key reason for the aforementioned number of mentors and advisors, but we must also 

imagine how this item could be brought closer to preschool teachers and how to modernize it 

to become one of preschool teachers’ motivators. Additional attention should be paid to the 

factor Support and encouragement from the principal (M = 3.54), which is ranked sixteenth in 

terms of the importance to preschool teachers educators, but, as is evident from previous 

statements of preschool teacher-mentors and advisors, but also numerous works (Sergiovanni, 

2001; Schneider and Hollenczer, 2006; Valenčič Zuljan, 2012; Han, 2013, Evans, 2014), 

although they do not attach much importance to it in the questionnaire, in practice it is one of 

the key factors in preschool teachers’ professional development. 

Table 49. Descriptive data for factor groups in professional development 

  

N Mean Std. 

Deviation 

Minimum Maximum 
 

Professional’ developmental factors 551 5.08 .62 2.50 6.00 

Personal and technical factors 557 3.71 1.12 0.00 6.00 

External motivating factors 542 3.42 1.29 0.00 6.00 

 

 Descriptive data of the factor groups have clearly shown that preschool teachers attach 

the greatest importance to Professional developmental factors, and in further analysis we will 

try to answer whether these factor groups differ with regards to some socio-demographic 

characteristics and different considerations on professional development. 
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6.2.6.1. FACTORS THAT INFLUENCE PRESCHOOL TEACHERS’ DECISIONS ABOUT 

PROFESSIONAL DEVELOPMENT AND WORK EXPERIENCE 

 

 Levene’s test for External motivating factors (Levene’s test = 3.448, df = 5, p <0.05) 

and Personal and technical factors (Levene’s test = 2.622, df = 5, p <0.05) did not determine 

the homogeneity of variants, so the Kruskal-Wallis test was used in further analysis to 

determine whether there are statistically significant differences in thinking about these factors 

between groups of respondents in different phases of work experience. 

Table 50. Kruskal-Wallis test for External motivating factors given the Phase of professional 

development  

 Years of work 

experience 

N Mean Rank χ2 P 

External 

motivating 

factors 

0-3 
81 292.65 

33.863 0.000 

4-7 103 253.37 

8-15 117 237.35 

16-23 
74 202.78 

24-30 76 183.14 

Over 30 17 191.12 

 

A significant difference was obtained for External motivating factors (χ²=33.863, df=5, 

p<0.01) between groups of respondents in different phases of work experience.  
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Table 51. Mann-Whitney test for External motivating factors between different groups of work 

experience 

 Years of 

work 

experience 

N Mean Rank Sum of 

Ranks 

U Z p 

External 

motivating 

factors 

0-3 81 101.65 8233.50 3430.500 -2.069 .039 

4-7 103 85.31 8786.50 

0-3 81 114.05 9238.00 3560.000 -2.976 .003 

8-15 117 89.43 10463.00 

0-3 
81 91.24 7390.50 

1924.500 -3.846 .000 

16-23 
74 63.51 4699.50 

0-3 81 96.25 7796.50 1680.500 -4.913 .000 

24-30 76 60.61 4606.50 

0-3 81 53.46 4330.50 367.500 -3.016 .003 

Over 30 17 30.62 520.50 

4-7 103 114.90 11834.50 5572.500 -.963 .336 

8-15 117 106.63 12475.50 

4-7 
103 96.79 9969.50 

3008.500 -2.389 .017 

16-23 74 78.16 5783.50 

4-7 103 101.39 10443.50 2740.500 -3.427 .001 

24-30 76 74.56 5666.50 

4-7 103 62.99 6487.50 619.00 -1.929 .054 

Over 30 
17 45.44 772.50 

8-15 117 101.79 11910.00 3651.000 -1.823 .068 

16-23 74 86.84 6426.00 

8-15 117 106.16 12420.50 3374.500 -2828 .005 

24-30 76 82.90 6300.50 

8-15 117 69.34 8113.00 779.000 -1.442 .149 

Over 30 17 54.82 932.00 

16-23 
74 78.21 5787.50 

261.500 -.754 .451 

24-30 76 72.86 5537.50 

16-23 74 46.07 3409.50 623.500 -.056 .955 

Over 30 17 45.68 776.50 

24-30 76 46.20 3511.50 585.500 -.602 .547 

Over 30 
17 50.56 859.50 

 

The Mann-Whitney test found that there are statistically significant differences with 

regards to the external motivating factors between preschool teachers with up to 3 years of work 

experience and preschool teachers with 4 to 7 years of work experience (U = 3430.500, Z = -

2.069, p <0.05) (N = 81; MR = 101, 65) attach more importance to the external motivating 

factors of the educator with 4 to 7 years of work experience (N = 103, MR = 85.31). This result 
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can be brought into connection with a greater degree of insecurity in the early phase of 

professional development, in which the need for confirmation coming from the environment 

and material evidence of work performance is extremely important.  

Also, preschool teachers with up to 3 years of work experience (N = 81, MR = 114,05) 

attach more importance to the same factors as preschool teachers with 8 to 15 years of work 

experience (N = 117, MR = 89.43) (U = 3560.000, Z = -2.976, p <0.01), more (N = 81, MR = 

91.24) than preschool teachers with 16 to 23 years of work experience (N = 74, MR = 63.51) ( 

U = 1924.500, Z = -3.846, p <0.01), more (N = 81, MR = 96.25) than preschool teachers with 

24 to 30 years of work experience (N = 76, MR = 60.61) (U = 1680.500, Z = -4.913, p <0.01) 

and more (N = 81, MR = 53.46) than preschool teachers with more than 30 (N = 17, MR = 

30.62) (U = 367.500, Z = -3.016, p <0.01). Therefore, with regards to these factors, it has been 

shown that external motivating factors are statistically more important to novice preschool 

teachers compared to other preschool teachers. Therefore, external motivating factors are 

crucial in the initial stage of professional development, when the preschool teacher is occupied 

with visible and content-related questions in his or her work, and in the same way seens the 

validation of his or her work. His professional identity is still being built (Olsen, 2008) and is 

especially influenced by measurable “surface” indicators of (non)success. 

 Furthermore, a statistically significant difference was found for the same factors in the 

relationship between preschool teachers from 4 to 7 years of qork experience and preschool 

teachers between 16 and 23 years of work experience (N = 117, MR = 109.63) (U = 3008.500, 

Z = -2.389, p <0.05), whereby preschool teachers with 4 to 7 years of work experience attach 

greater importance to external motivating factors (N = 103, MR = 114.90), and the same is valid 

between preschool teachers with 4 to 7 years of work experience (N = 103.39, MR = 101.39) 

and preschool teachers with 24 to 30 years of work experience (N = 76, MR = 74.56) (U = 

3374.500, Z = -2.828, p <0.01). Preschool teachers with 8 to 15 years of work experience (N = 

117, MR = 106.16) attach higher importance to external motivating factors than teachers with 

24 to 30  years of work experience (N = 74, MR = 82.90) (U = 2740.500, Z = -3.427, p <0.01).  

Statistically significant differences were not found between preschool teacher with 4 to 

7 years of work experience and preschool teachers with 8 to 15, and preschool teachers with 4 

to 7 years of work experience and those with 8 to15 years of work experience. No statistically 

significant differences were found between preschool teachers with 8 to 15 years of work 

experience and preschool teachers with 16 to 23 years of work experience, as well as preschool 
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teachers with more than 30 years of work experience. Furthermore, a statistically significant 

difference was not established between preschool teachers with 16 to 23 years of work 

experience and preschool teachers with more years of work experience (24 to 30 and over 30 

years of work experience), as well as between preschool teachers with 24 to 30 years of work 

experience and preschool teachers with more than 30 years of work experience. Therefore, 

preschool teachers with more work experience attach less importance to external motivators 

and external validation because their professional identity is sufficiently formed to be confident 

in their decisions and actions. Also, experience influences the sense of expertise, and self-

reflection is dominant in making decisions that concern the individual. 

 The Kruskal-Wallis test of the variables Personal and technical factors did not 

determine the existence of statistically significant differences between groups of respondents 

in different phases of work experience (χ² = 4.752, df = 4, p> 0.05). 

 

Table 52. Kruskal-Wallis for Personal and technical factors given the phase of professional 

development  

 Years of work 

experience 
N Mean Rank χ2 P 

Personal and 

technical  

factors 

0-3 83 246.61 4.752 0.447 

4-7 100 246.01 

8-15 120 241.75 

16-23 82 231.85 

24-30 78 254.48 

Over 30 19 182.21 

 

While analyzing the homogeneity of the variable, we found that the variances are 

homogeneous (Levene’s test = 2.164, df = 5, p>0.05) for the variable Professional 

developmental factors, and the analysis of the variance shows there is a statistically significant 

difference (F (df 5, 473) = 3.213, p <0.01) amongst preschool teachers with different work 

experience in the importance of Professional developmental factors. In order to determine the 

difference between the group, a multiple comparison of pair groups (Post hoc tests) was 

performed with the Bonferona correction to control the Alpha error (Table 53). 
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Table 53. Post Hoc test for Personal devvelopment factors between groups in Phases of 

professional development  

Multiple Comparisons 

Dependent Variable 

Work experience 

according to Day 

et al. 

Work experience 

according to Day et 

al. 

Mean Difference 

(I-J) 

Std. 

Error Sig. 

Professional 

developmental 

factors  

Bonferroni 0-3 4-7 .17012 .09025 .901 

8-15 .19230 .08750 .427 

16-23 .32407* .09528 .011 

 24-30 .32937* .09589 .010 

30+ .19830 .15801 1.000 

4-7 8-15 .02218 .08198 1.000 

16-23 .15396 .09025 1.000 

24-30 .15925 .09088 1.000 

30+ .02819 .15503 1.000 

8-15 16-23 .13177 .08750 1.000 

24-30 .13707 .08815 1.000 

30+ .00600 .15344 1.000 

16-23 24-30 .00529 .09589 1.000 

30+ -.12577 .15801 1.000 

24-30 30+ -.13107 .15837 1.000 

 

A statistically significant difference was obtained between preschool teachers with up 

to 3 years of work experience and preschool teachers with 16 to 23 years of work experience 

and preschool teachers  with 24 to 30 years of work experience. In addition, preschool teachers 

with up to 3 years of work experience attach greater importance to Professional developmental 

factors (M = 5.30, SD = 0.50) than preschool teachers with 16 to 23 years (M = 4.98, SD = 

0.62) and preschool teachers with 24 to 30 years of work experience (M = 4.97, SD = 0.66). 

Among other categories of preschool teachers, there was no statistically significant difference 

in attaching importance to Professional developmental factors. It is possible that the reason for 

this is the recently completed education so young preschool teachers have a clearer picture of 

what the profession is and what they want to achieve, but by entering and staying in practice, 

professional identity changes and becomes a blend of what we strive for and what we get in 

practice; a process that continues forever (Olsen, 2008). 
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6.2.6.2.FACTORS OF PRESCHOOL TEACHERS’ PROFESSIONAL DEVELOPMENT 

AND TYPES OF STUDIES 

 

 While analyzing the homogeneity of the variable, we found that the variances are not 

homogeneous (Levene’s test = 3.941, df = 2, p <0.05) for the variable External motivating 

factors. Nonparametric procedures Kruskal-Wallis were performed for several independent 

groups as well as the Mann-Withney test for two independent groups. 

Table 54.  Kruskal-Wallis for External motivating factors given the Type of studies  

 Type of studies N Mean Rank χ2 p 

External 

motivating 

factors 

Two-year 

professional 356 234.70 
22.845 .000 

Three-year 

professional 99 297.90 

University 

studies 54 310.20 

 

The performed Kruskal-Wallis test for the variable Type of Studies has shown that there 

is a statistically significant difference (χ² = 22.845, df = 2, p <0.05) in reflecting about external 

motivating factors that influence the decision-making process of professional development with 

respect to the type of completed studies. 

 

Table 55. Mann-Whitney in the variable External motivating factors given the Type of 

studies 

 Type of 

Studies 

N Mean Rank Sum of 

Ranks 

U Z p 

External 

motivating 

factors 

Two-year 

professional 356 215.73 76799.00 
13253.000 -3.778 .000 

Three-year 

professional 99 272.13 26941.00 

Two-year 

professional 356 197.47 70299.00 
6753.000 -3.526 .000 

University 

studies  54 258.44 13956.00 

Three-year 

professional 99 75.77 7501.00 
2551.000 -.466 .641 

University 

studies 54 79.26 4280.00 

 

The Mann-Whitney test found that preschool teachers with completed two-year 

professional studies (N = 356, MR = 215.73) attach less importance to External motivating 
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factors than preschool tachers with completed three-year professional studies (N = 99, MR = 

272, 13) (U = 13253.00, Z = -3.78, p <0.01). Also, preschool teachers with completed two-year 

professional studies (N = 356, MR = 197.47) attribute statistically significantly less importance 

to External motivating factors than teachers with completed university studies (N = 54, MR = 

258.44) (U = 6753.00 , Z = -3.53, p <0.01). Analysis of the homogeneity of variables found 

that the varvariables are homogeneous (Levene's test = 0.884, df = 2, p> 0.05) for the variable 

Professional developmental factors, and an analysis of the variance showed there is a 

statistically significant difference (F (df 2, 506) = 3.508, p <0.05) between preschol teachers 

with different years of work experience with regards to the importance of Professional 

developmental factors. In order to determine the difference between the groups, a multiple 

comparison of pair groups (Post hoc tests) was performed with the Bonferona correction to 

control the Alpha error (Table 56). 

 

Table 56. Post hoc test for Professional developmental factors and Personal and technical 

factors 

 

A statistically significant difference was established between those preschool teachers 

with completed two-year professional studies (N = 365, M = 5.0538) and preschool teachers 

with completed university studies  (N = 56, M = 5.2813). 

 Mentors and advisors mention personal motivation as the most important factor, and as 

noted earlier: 

Multiple Comparisons 

Bonferroni   

Dependent Variable Type of studies 

Type of 

studies 

Mean Difference 

(I-J) 

Std. 

Error Sig. 

Professional 

developmental factors 

 Two-year professional Three-year 

professional 
-.06996 .06976 .949 

University 

studies 
-.22748* .08800 .030 

Three-year professional University 

studies 
-.15753 .10272 .377 

Personal and tehnical 

factors   

Two-year professional Three-year 

professional 
-.04458 .12967 1.000 

 

 

University 

studies 
.20209 .16432 .658 

Three-year professional University 

studies 
.24667 .19199 .598 

*. The mean difference is significant at the 0.05 level. 
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“... a teacher should be the one with the desire for professional development, for change, 

for a different world, and he should want to do it. Unfortunately, most often I meet 

preschool teachers whose greatest desire it is to come to work, do the job, and go home 

as soon as possible.” (Iva) 

“I am motivated by something internally. I guess my personality and character. I do not 

know. Generally, in my life, I do not think that something is impossible. When I am told 

that somehting cannot be done, I feel as if something from inside tells me: 'Oh, yes, it 

can be done. Why not?' Let's do it.” (Ana) 

“...I think it's all actually internal motivation. Although in some of these phases, if there 

were no professional associates, for example, the pedagogue and even colleagues who 

encourage and motivate me, I think that my development would most likely not have 

gone so well.” (Rebeka) 

 Research has already shown that preschool teachers’ motivation and readiness to learn 

and improve their competences are crucial (Lučić, 2007), and even more important than other 

factors. But already in Rebeca's earlier statement, we see that motivation, despite being an 

important factor in making decisions about professional development, is often not pronounced 

unless there is an environment that will respect and support it. Mentors and advisors, in 

particular, spoke extensively about the professional environment as a key factor in their 

professional development. Professional team, principals and colleagues were thereby 

mentioned as part of their professional environment, which is in line with the previously 

presented results of the analyzed question of persons of special importance. 

“Colleagues who bring me joy. They were here at the beginning of my work experience. 

Along with the children, they've given me strength. They participated. With them it was 

never 'Come on, let's do the work, but you'll do it and I'll sit back.' It's a community, a 

community of creating. As an individual you can describe a topic, you can prepare a 

segment from the project, a written part, but there is nothing without teamwork. 

Nothing. So my factor, in  addition to the children, were colleagues who then joined in.” 

(Rose) 

“A stimulating work environment is certainly one factor that will either encourage us 

or not. In particular, in my example, it was a psychologist. Other factors, which, for 

example, will encourage me and give me extra strenght, are associates. In my own 
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environment, I have several colleagues who are also ready and willing. This is great for 

me. If you are alone in this and do not have any support, then it is always a bit harder 

and that is the factor that can takes me few steps back.” (Katarina) 

“To me the encouragement and drive for improvement is also that I know that I and my 

colleagues will be able to change our experiences, our concerns, and our worries that 

arise in today’s turbulent times, where the needs of parents stand in front of the needs 

of the child”  (Rose) 

 It is precisely those situations in which information and experiences can be exchanged 

and questioned among experts and highly motivated colleagues that enable the strengthening 

of self-confidence, as well as the authenticity and correctness of decisions made by preschool 

teachers on a daily basis. Confirmation of accuracy becomes a nurturer of previously mentioned 

motivation and, as such, a factor that encourages further professional development: 

“Then I really wanted to make sure that we can do it and if we know what we can, that 

what I'm doing for children, for the environment is right. Then during my studies and at 

some interesting workshops I came to know that what I do is good. That was sort of a 

trigger for my professional development.” (Rebeka) 

It is evident that colleagues play an irreplaceable role in these situations. The 

significance of a colleague as a trigger is also described by Ana, who emphasizes the opposite 

effect of an environment that is not encouraging: 

“I think that the environment can greatly encourage you. I see here as well, one makes 

the first move, another one adds to it, then a third person. I think it's important to have 

some kind of driver. Something that signifies that things are happening, running, that 

there is actiondesire to work togetehr. I think the environment can affect passivity or 

activity.” (Ana) 

 In conversations with mentors and advisors, the pedagogue is often mentioned as a key 

factor in preschool teachers' personal professional development, and in particular of mentor' 

and advisors' development, whose fate in promotion has often depended precisely on this 

memeber of the professional team. The role of the pedagogue in preschools, since the 

introduction of graduate studies for preschool teachers, has become unclear and often 

questionable. Although there is no basis for this, the pedagogue is seen in most facilities as a 

hierarchically superior skilled worker, who until now held this role because of the type of 
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studies. “Raising” the preschool teacher to the Master’s degree level has led to questioning the 

roles of both and mutual relations in which now, more than ever, cooperation and mutual 

professional reinforcing are needed. 

“My factor, now that I think about it, was my pedagogist. She was very aupportive 

because she would come into the room many times and would watch and listen, and then 

she would tell me what I did great, or what I did not do so well and what I should change. 

Many times I was forced to come home to take some sort of book and read what my 

pedagogue told me to do. I've been motivated to review many times what she had told 

me.” (Rebeka) 

 Speaking about the factors of professional development, the respondents spontaneously 

began discussing those factors that have the opposite effect. Again, the role of the professional 

team is mentioned, but also some other factors. 

“It seems to me that one of the possible reasons is that it requires additional, more 

engagement, more systematic work, and sometimes responsibility. (Ruža - factors for 

non-inclusion). It can be someone's health, perhaps someone just cannot cope with it 

that way. Maybe a member of their family has a challenging illness, a family problem, 

something that can be justified.” (Rose) 

 “(Rejection factors) if you approach it seriously and immerse yourself into the topic, it 

requires additional engagement that exceeds the schedule of regular working hours 

because at those times you are concentrated only on children. It extends beyond the 

number of hours of professional training and requires of you to engag in scientific 

research to which you have to devote your free time.” (Rose) 

“... I think that precisely our experts, the professional team, they may not be an adequate 

incentive. I also heard that many colleagues did a lot of work, and they turned out to be 

somehow invisible because they did not know how to stand out or impose themselves on 

others with their attitude. So that's one of the reasons for someone who could have been 

promoted but has remained at some level.” (Ana) 

 Especially in the beginning phases of professional development, mentioned the 

professional team, but also the mentor of pre-service preschool teachers can be of particular 

importance for the lack of professional promotion of preschool teachers: 
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“I think it's hard to get out of this environment as a single professional who will fight 

alone. From the very beginning, it actually takes the wrong path. I do not know what 

the reason for this  is. Maybe only to govern over people and not have problems later. 

It's sad that this is so. This beginning is very important for a young preschool teacher 

who is just coming to work, the pre-service training, the mentor who will work with him. 

... It's hard to work in such an environment because you're always the black sheep 

regardless of how differently you do things. But when someone had a built identity, when 

he does not see it all, as I do, I don't really care.” (Iva) 

 Experience is a factor that influences the strengthening of the preschool teachers in his 

autonomy and knowledge of what (s)he can and wants. Changes in personal life, different 

circumstances in the private and professional field in some phases of professional development 

influence the change in the importance of certain factors when it comes to decisions about 

professional development. The participants' responses are in agreement with the above-

mentioned analysis of factors in certain phases of professional development: 

“I'm not the same because I'm not of the same age, I do not have the same strength, I do 

not have the same energy. I do not do hundreds of things at once because I cannot 

physically do this, but I do not think my work is less good. It's just that experience that 

brings you some wisdom, and then you realize that mroe is not necessarily good.” (Ana) 

“Of course, if fine is well organized in the family, if everything is fine, it's a lot easier 

for me to do it then, dedicate myself to work just as I should, although I always try to 

not think about other things at work. It's not always that easy if more difficult situations 

are present at home.” (Katarina) 

 Years of experience create acquaintances and a wider circle of people who, with 

motivation and values, are similar to a particular preschool teachers: 

“Inclusion in a community that is learning with others and networking gave me 

additional strenght. It gave me wings to fly.” (Iva) 

“You just have to work hard. You need to know where you can find something. You have 

to invest some time, a little effort. So I think it's one of the factors.” (Ana) 

 Analysis of the homogeneity of the variable established that the variances are 

homogeneous (Levene’s test = 1.335, df = 2, p> 0.05) for the variable Personal and technical 
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factors, and the analysis of the variance revealed there is no statistically significant difference 

(F (df 2, 521) = 0.909, p> 0.05) between preschool teachers with different work experience in 

the importance of Personal and technical factors. 

 

6.2.6.3. FACTORS OF PROFESSIONAL DEVELOPMENT AND EMPLOYMENT 

FACILITY 

 

 The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers currently working in a preschool or nursery group in 

terms of the importance they attach to various factors involved in deciding on professional 

development. The results showed that there are no statistically significant differences among 

preschool teachers employed in different groups with regards to the importance attached to 

external motivating factors (t = 0.522, df = 521, p> 0.01), Professional developmental factors 

(t = 0.803, df = 526, p> 0.01), and personal and technical factors (t = 0.354, df = 533, p> 0.01). 

 

6.2.6.4. FACTORS OF PROFESSIONAL DEVELOPMENT AND TYPE OF INSTITUTION 

 

The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers working in private or public preschools in terms of the 

importance attached to various factors in deciding on professional development. 
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Table 57. T-test between Factors of professional development and Type of institution 

    

 

   Levene’s Test 

for Equality of 

Variances t-test for Equality of Means 

   

F Sig. t df 

Sig. (2-

tailed) N M SD 

External 

motivating 

factors  

Private 72 4.0694 1.05388 4.980 .026 4.662 525 .000 

Public 455 3.3181 1.30149   5.430 108.417 .000 

Professional 

developmental 

factors 

Private 73 5.2414 .59887 .597 .440 2.278 531 .023 

Public 460 5.0666 .61100   2.311 97.335 .023 

Personal and 

technical factors  

Private 72 3.8229 1.15478 .322 .570 .900 539 .369 

Public 469 3.6951 1.11770   .878 92.600 .382 

 

  The results show there are statistically significant differences among preschool teachers 

employed in different kinds of preschools in the importance which they attribute to External 

motivating factors (t = 5.430, df = 108.417, p<0.01). In this regard, preschool teachers working 

in private preschools attach greater importance to external motivating factors of professional 

development (M = 4.07, SD = 1.05) than preschool teachers employed in public preschools (M 

= 3.32, SD = 1.30). 

 The t-test results showed that there are statistically significant differences among 

preschool teachers employed in different preschools with regards to the importance they attach 

to Professional developmental factors (t = 2.278, df = 531, p<0.05). In this regard, preschool 

teachers working in private preschools attach greater importance to professional factors of 

professional development (M = 5.241, SD = 0.599) than preschool teachers employed in public 

preschools (M = 5.07, SD = 0.61). 

 No statistically significant difference was recoded between preschool teachers 

employed in private or public preschools (t = 0.900, df = 539, p>0.05) regarding the importance 

of Technical and personal factors. 
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 The reasons for these differences can only be assumed. Namely, private preschools are 

considerably smaller, and it is possible that this makes it more difficult to pursue professional 

aspirations, which often dependent on, on the one hand, the inability of work organization on 

which further professional development depends, but also, on the other hand, on lower financial 

resources for advancement. Private preschools often do not have dedicated teams that provide 

support in difficult situations. This is just one of the possible interpretations that can explain 

why preschool teachers in private preschools give greater importance to both professional and 

external motivating factors, which appear to show two opposing groups of factors. 

 

6.2.6.5. FACTORS OF PROFESSIONAL DEVELOPMENT AND CONSIDERING 

LEAVING THE JOB 

 

 A t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers who have or have not considered leaving their job and 

the importance attached to the factors of professional development when making decisions 

about professional development.  

 

Table 58. T-test between Factors of professional development and Desire to leave the job  

     

Desire to leave the job 

   Levene's 

Test for 

Equality of 

Variances 

t-test for Equality of 

Means 

 

   

F Sig. t df 

Sig. 

(2-

taile

d) 

 

N 

M SD 

 

External motivating 

factors  

Did not want to 

leave 
377 3.4991 1.29769 .163 .687 2.085 537 .038 

 

Wanted to leave 162 3.2469 1.26299   2.108 312.657 .036  

Professional 

developmental factors 

Did not want to 

leave 
381 5.1158 .62084 .745 .389 1.413 545 .158 

 

Wanted to leave 166 5.0354 .59158   1.440 328.501 .151  
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Personal and tehnical 

factors 

Did not want to 

leave 
386 3.6852 1.10151 .676 .411 -.665 552 .507 

 

Wanted to leave 168 3.7545 1.18387   -.646 298.191 .519  

 

 The results indicate that there are statistically significant differences among preschool 

teachers who have or have not considered leaving their job with regards to the importance they 

attach to External motivating factors (t = 2.085, df = 0.537, p <0.05). Thereby preschool 

teachers who have never wanted to leave their job attach greater importance to external factors 

of professional development (M = 3.50, SD = 1.30) than preschool teachers who occasionally 

or often wish to leave their job (M = 3.25, SD = 1.26). 

 The results show that there are no statistically significant differences between preschool 

teachers who have or have not thought about leaving their job in terms of the importance 

attached to Professional developmental factors (t = 1.413, df = 545, p> 0.01) and technical and 

personal factors (t = -0.665, df = 552, p> 0.01). 

 

6.2.6.6. FACTORS OF PROFESSIONAL DEVELOPMENT AND REFLECTION ON 

PROFESSIONAL DEVELOPMENT 

 

A t-test has been conducted in order to determine whether there is a statistically 

significant difference between preschool teachers who think differently about professional 

development and the importance attached to the factors of professional development when 

deciding on professional development. 
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Table 59. T-test between Factors of professional development and Reflections about 

professional development  

     

Professional development 

   Levene’s Test 

for Equality 

of Variances t-test for Equality of Means 

 

   

F Sig. t df Sig. (2-tailed) 

 

N M SD  

External motivating 

factors 

1.00 253 3.3823 1.24382 .540 .463 -1.593 465 .112  

2.00 214 3.5701 1.29880   -1.588 445.199 .113  

Profesional 

developmental factors 

1.00 253 5.0415 .59658 1.373 .242 -3.881 470 .000  

2.00 219 5.2494 .56126   -3.898 466.732 .000  

Personal and tehnical 

factors 

1.00 263 3.6778 1.11269 .042 .837 -.643 482 .521  

2.00 221 3.7443 1.16127   -.640 460.330 .522  

 

 The results show there are statistically significant differences between preschool 

teachers who have different opinions about the professional development and the importance 

which they attach to Professional developmental factors (t = -3,881, df = 470, p <0.01). Thereby 

preschool teachers who reflect in multi-dimensional terms about professional development 

attach greater importance to professional factors (M = 5.25, SD = 0.56) than preschool teachers 

think about it in one-dimensional terms (M = 5.04, SD = 0.59). 

 The results indicate that there are no statistically significant differences between 

preschool teachers who think either one-dimensionally or multi-dimensionally with regards to 

the importance they attach to External motivating factors (t = -1.593, df = 465, p> 0.01) and 

Personal and technical factors (t = 0.643, df = 482, p> 0.01). 

 Given the above data, it is important to emphasize that external motivating and 

professional developmental factors stand out as being crucial. There are no statistically 

significant differences in the technical and personal factors in any of the research questions, 

and interviewed preschool teachers did not even mention their importance during interviews. 

In this context, external motivating factors have been particularly important in the categories of 
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preschool teachers whose insecurity is one of the basic characteristics in their work. First of all, 

these refer to novice preschool teachers, who in their work rely heavily on the structure and 

validation of the learned approach and leave no room for discussion and self-assessment of their 

own work, which is part of professional factors. Also, private preschools are systematically less 

controlled, so it is questionable how safe preschool teachers feel in an environment where 

requests are often the result of the owner’s expectations and often in conflict with 

professionalism. It is then significant that Professional developmental factors are statistically 

more significant to preschool teachers in private than in public preschools. Also, external 

motivating factors are related to considering leaving the job. 

 

 

6.2.7. REGRESSION ANALYSIS – PROFESSIONAL DEVELOPMENTAL 

FACTORS 

 

 A multiple regression analysis with a partialization of the respondents’ work experience 

was conducted in order to determine the independent contribution of the variables 

Professinalization of the preschool teacher calling, Perception of professional expertise in 

professional development, Perception of current efficiency and potential, and Desire to Leave 

the job so as to explain the variable Importance of Professional Factors in Professional 

Development. 

 According to the results presented in Table 60, the predictor in the first block explains 

3.1% of the variance criterion (F = 12.891, df1 = 1, df2 = 404, sig <0.01, t = -3.590). In addition 

to the predictor in the first block, predictors in the second block explain a statistically significant 

added percentage of 24.1% of the variance criterion (F = 29.851, df1 = 5, df2 = 400, sig <0.01). 
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Table 60. Hierarchical regression analysis for the variable Professional developmental factors 

in professional development 

 

  B Beta R2 F (df) 

Model 1 Constant 5.232  0.031 12.891** (1.404) 

Work experience -.010 -.176**   

Model 2 Constant 2.677  0.272 33.067** (4.400) 

Work experience -.001 -.013   

Professinalization of the 

preschool teacher calling 
.126 .199** 

  

Perception of professional 

expertise in professional 

development  

.229 .248** 

  

Perception of current 

efficiency and potential  
.203 .299** 

  

Desire to leave the job  -.040 -.030   

Note:*p<.05; **p<.01; 

∆R2=.272; F(4.400)=33.067; p<.01 

 

 In the first step, years of work experience significantly contribute to the clarification of 

the variable, but by introducing new variables in the second step, the significance of work 

experience in clarifying the variable Professional developmental factors becomes no longer 

significant. Significant variables in the clarification of Professional developmental factors are 

Professionalization of the Preschool Teacher Calling, Perception of professional expertise in 

professional development, and the Perception of current efficiency and potential. 

 Those preschool teachers, who have a positive professional identity and a clear vision 

of their profession and its role in society, as well as feel as experts and want to engage in further 

development, assess Professional developmental factors as important. They are professional 

and motivated enough to realize that external motivated factors, either personal or technical, 

have a temporary character and do not provide long-term benefit to the professional, the 

profession, or the children. 

The sense of being a professional is determined by efficiency in practice, effectiveness 

in decision-making related to professional development, and the ability to cope with changes 

and their implementation in practice (Beijaard, Verloop and Vermunt, 2000). Professional 
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developmental factors are prerequisites to obtaining information, formation, and reformation of 

professional identity (Cooper and Olsen, 1996). 

 No statistically significant contribution was found in the variable Desire to leave the 

job. 

 

6.3. PERCEPTION OF THE CURRENT PHASE OF PERSONAL 

PROFESSIONAL DEVELOPMENT 

 

 The theoretical part of professional development was explained in the theoretical part 

of the work. It is determined, above all, by years of work experience, and it is categorized 

according to the specifics of a given period. 

 

Table 61. Descriptive data for items in the scale Perception of the Current Phase of Personal 

Professional Development20 

 

 N M SD 

I still have plenty to offer. 565 4.88 1.05 

I behave professionally at all times in my work. 569 4.80 .91 

I believe to have reached the best years of my life to do the work. 568 4.45 1.40 

I am confident in myself and my competences. 568 4.38 1.04 

I gladly let my colleagues observe my performance at work. 564 4.25 1.29 

I regularly engage in reflection and self-reflection in my practice. 552 4.21 1.14 

I find it easy to apply and verify theory in practice. 566 4.21 1.00 

I have control over everything in my work. 565 4.21 .94 

In my work I use new knowledge gained from scientific research. 565 4.08 1.15 

I believe to be a good mentor to young people. 545 3.74 1.28 

I believe I need the help of more experienced colleagues. 567 2.89 1.51 

I'm afraid of not making the right decisions in my work. 570 2.15 1.42 

I'm having a difficult time managing all situations at work. 554 2.00 1.55 

I make mistakes more frequently in the presence of adults in the group. 566 1.95 1.49 

I find it difficult to explain the procedures in my work to associates, 

colleagues, and the principal. 

567 1.70 1.50 

I'm afraid of new and/or unfamiliar situations in my work. 569 1.61 1.49 

I have no more interest in additional training. 557 1.09 1.64 

I have done my part, now it's time for someone younger. 567 0.67 1.23 

 

 As can be seen from Table 61, preschool teachers assess themselves with very high 

values. They attribute the highest values to I still have plenty to offer (M = 4.88), but also all 

other positively formulated claims about their professionalism, developed competences, 

                                                           
20 For response frequencies see Appendix 16 
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reflection, etc. are valued above 4. The only positive statement below the value of 4 is I believe 

to be a good mentor to young people (M = 3.74). Considering that the sample included a large 

number of young respondents, this result is understandable. 

 Generally speaking, preschool teachers have shown that they are rather confident, so 

they do not opt for high values in the response that they need the help of more experienced 

colleagues (M = 2.89). They also do not fear not making the right decisions (M = 2.15) or not 

managing all situations at work (M = 2.00). Since they assessed the lowest items I have no 

more interest in additional training (M = 1.09) and I have done my part, now it’s time for 

someone younger (M = 0.67), the question arises why do they so rarely participate in training 

or barely spend time in reading and writing, and not to mention the data of enrolling some 

graduate or other studies program. This is a complex issue that should be explored in future 

research since it would enable the possibility for preschool teachers to evaluate if they spend 

enough time in additional training or, on the other hand, the lack thereof due to objective 

environmental reasons. Therefore the research should cover the entire ECEC system (Peeters 

and Peleman, 2017). 

 The scale Perception of the Current Phase of Personal Professional Development, 

whose metric characteristics are presented in the chapter with the same title, excludes three 

factors: Perception of Professional Expertise, Perception of Current Efficiency and Potential, 

and Perception of Professional Insecurity, whose descriptive data are shown in Table 62. Here 

it is also clear that the factor Perception of Efficiency and Potential is evaluated with the highest 

values. 

 

Table 62. Descriptive data of the factor for the scale Perception of the current phase of personal 

professional development 

 

Descriptive Statistics 

  N Minimum Maximum Mean Std. Deviation 

Perception of professional 

expertise 
500 1.88 6.00 4.23 .70 

Perception of current 

efficiency and potential  541 0.00 6.00 4.82 .91 

Perception of professional 

insecurity 
540 0.00 5.50 2.07 1.03 
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6.3.1. PERCEPTION OF THE CURRENT PHASE OF PERSONAL 

PROFESSIONAL DEVELOPMENT AND WORK EXPERIENCE 

 

 We conducted an analysis of the variance for independent groups in order to determine 

if there is a difference between preschool teachers in the Perception of professional expertise 

with regards to different phases of work experience. The verification of results distribution in 

the variable describes the specified variable as symmetric and evenly mesocurtic. 

 By analyzing the homogeneity of the variable, it was found that the variances are 

homogeneous (Levene’s test = 1.836, df = 5, p> 0.05), and a variance analysis showed that 

there is a statistically significant difference (F = 2.881, df = 5, p <0.05) between preschool 

teachers with different work experience in the Perception of professional expertise given the 

phase they are currently in. To determine the difference between the groups, a multiple 

comparison of pair groups (post hoc tests) was performed with the Bonferroni correction for 

the control of Alpha error (Table 63). 

 

Table 63. Post hoc test – perception of professional expertise and work experience 

 

Multiple Comparisons 

Dependent Variable:   Perception of professional expertise   

Bonferroni (I) Work experience 

according to Day et al 

(J) Work experience 

according to Day et al Mean Difference (I-J) Std. Error Sig.  
0-3 4-7 .02672 .11175 1.000 

8-15 -.30185 .10880 .087 

16-23 -.18936 .11840 1.000 

24-30 -.15323 .11878 1.000 

30+ -.12862 .18912 1.000 

4-7 8-15 -.32857* .09744 .012 

16-23 -.21608 .10806 .693 

24-30 -.17995 .10848 1.000 

30+ -.15534 .18283 1.000 

8-15 16-23 .11250 .10500 1.000 

24-30 .14862 .10543 1.000 

30+ .17323 .18104 1.000 

16-23 24-30 .03613 .11531 1.000 

30+ .06074 .18696 1.000 

24-30 30+ .02461 .18721 1.000 
*. The mean difference is significant at the 0.05 level. 
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 It has been established that there are statistically significant differences in professional 

expertise between preschool teachers with 4 to 7 year of experience and those between 8 and 

15 years of work experience, so that preschool teachers with 8 to 15 years of work experience 

estimate that they perceive higher professional expertise (N = 109, M = 4.39, SD = 0.79) than 

it was estimated by preschool teachers with 4 to 7 years of work experience (N = 95, M = 4.06, 

SD = 0.73). However, generally speaking, all values of all groups of work experience are 

actually very high (over 4). 

 By analyzing the homogeneity of the variable Perception of current efficiency and 

potential, it was found that the variables are not homogeneous (Levene’s test = 5.149, df = 5, p 

<0.01). The Kruskal-Wallis nonparametric procedure for several independent groups was 

conducted in order to determine whether there are statistically significant differences between 

preschool teachers with different years of work experience in the Feeling of current efficiency 

and potential. The Kruskal-Wallis test for the variable Phases of Professional Development has 

shown that there is a statistically significant difference (χ2 = 133.177, df = 5, p <0.01) in 

considering whether there is any room in their current phase of professional development for 

professional growth and development. 

 

Table 64. Kruskal-Wallis test for the Perception of current efficiency and potential given the 

Phase of professional development 

 

 Years of work 

experience 

N Mean Rank χ2 P 

Perception of 

current 

efficiency and 

potential  

0-3 
80 343.01 

 

133.177 

 

0.000 4-7 102 296.16 

8-15 119 230.22 

16-23 
81 190.62 

24-30 73 124.08 

over 30 19 159.50 

 

 The Kruskal-Wallis test for the variable Phases of Professional Development has shown 

that there is a statistically significant difference (χ2 = 133.177, df = 5, p <0.01) in considering 

whether there is any room in the preschool teachers’ current phase of professional development 

for professional growth and development. 
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Table 65. Mann-Whitney test for the Perception of current efficiency and potential given the 

Phase of professional development  

 

 Years of work 

experience 

N Mean 

Rank 

Sum of 

Ranks 

U Z p 

Perception of 

current efficiency 

and potential 

0-3 80 102.90 8232.00 3168.000 -2.615 .009 

4-7 102 82.56 8421.00 

0-3 80 131.53 10522.50 2237.500 -6.374 .000 

8-15 
119 78.80 9377.50 

0-3 
80 108.59 8687.50 

1112.500 -7.301 .000 

16-23 82 55.07 4515.50 

0-3 80 106.02 8481.50 598.500 -8.515 .000 

24-30 73 45.20 3299.50 

0-3 80 56.97 4557.50 202.500 -5.011 .000 

over 30 
19 20.66 392.50 

4-7 102 129.18 13176.00 4215.000 -3.934 .000 

8-15 119 95.42 11355.00 

4-7 102 111.95 11418.50 2198.500 -5.548 .000 

16-23 82 68.31 5601.50 

4-7 102 112.96 11522.00 1177.000 -7.728 .000 

24-30 73 53.12 3878.00 

4-7 
102 66.52 6785.00 

406.000 -4.037 .000 

over 30 19 31.37 596.00 

8-15 119 109.39 13017.00 3881.000 -2.472 .013 

16-23 82 88.83 7284.00 

8-15 119 114.69 13648.50 2178.500 -5.809 .000 

24-30 
73 66.84 4879.50 

8-15 119 72.92 8677.50 723.500 -2.526 .012 

over 30 19 48.08 913.50 

16-23 82 90.73 7440.00 1949.000 -3.751 .000 

24-30 73 63.70 4650.00 

16-23 82 52.36 4293.50 667.500 -,973 .331 

over 30 19 45.13 857.50 

24-30 
73 44.22 3228.00 

527.000 -1.610 .107 

over 30 19 55.26 1050.00 

 

 With the Mann-Whitney test and the Bonferroni correction (p <0.0033) found that 

statistically significant differences in the perception that there is still room for growth exists 

between the novices’ (up to 3 years of work experience) and preschool teachers with 8 to 15 of 
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work experience (U = 2237.50, Z = -6.374, p = 0.000), preschool teachers with 16 to 23 years 

(U = 1112.50, Z = -7.223, p = 0.000), and preschool teachers with 24 to 30 years of work 

experience (U = 598.50, Z = -8.515, p = 0.000). In this respect, preschool teachers with up to 3 

years of work experience (N = 80, MR = 131.53) perceive that they have significantly more 

room for growth than preschool teachers with 8 to 15 years of work experience (N = 119, MR 

= 78.80). Also, they perceive more (N = 80, MR = 108.53) room for growth in comparison to 

preschool teachers with 16 to 23 years of work experience (N = 82, MR = 55.07). Multiple 

perceptions for growth (N = 80, MR = 106.02) are also observed in relation to the category of 

preschool teachers with 24 to 30 years of work experience (N = 73, MR = 45.20). 

 Finally, the results showed that there is a statistically significant difference between 

novices and preschool teachers with over 30 years of work experience (U = 202.50, Z = -5.011, 

p <0.01), with whereby preschool teachers with up to 3 years (N = 80, MR = 56.97) estimated 

with higher values the possibility of room for growth than preschool teachers with over 30 years 

of work experience (N = 19, MR = 20.66). No conclusions can be drawn given the small number 

of respondents in this category. There are no statistically significant differences between 

preschool teachers with up to 3 years of work experience and those with 3 to 7 years of work 

experience. 

 There are also statistically significant differences between a group of respondents with 

work experience between 3 and 7 years and preschool teachers between 8 and 15 years of work 

experience (U = 4215.00, Z = -3.934, p = 0.000), preschool teachers with 16 to 23 years of work 

experience (U = 2198.00, Z = -5.454, p = 0.000), preschool teachers with 24 to 30 years of work 

experience (U = 1177.00, Z = -7.728, p = 0.000) and, questionably, preschool teachers with 

more than 30 years of work experience (U = 406.00, Z = -4.037, p = 0.000). In this regard, 

preschool teachers from 3 to 7 years work experiences (N = 102, MR = 129,18) estimate the 

perception of efficiency and potential higher than preschool teachers with 8 to 15 years of work 

experience (N = 115, MR = 95.42). Also, they estimate higher effiency and potential (N = 102, 

MR = 111.95) compared to preschool teachers with 16-23 years of work experience (N = 82, 

MR = 68.31). Preschool teachers with 3 to 7 years of work experience also estimate higher the 

perceptions of growth (N = 102, MR = 112.96) in relation to the category of preschool teachers 

with 24 to 30 years of work experience (N = 73, MR = 53.12), and younger preschool teachers 

(N = 102, MR = 66.52) in relation to the category of preschool teachers with 30 and more years 

of work experience (N = 19, MR = 31.37). 
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 Statistically significant differences were also found between groups of preschool 

teachers with 8 to 15 years of work experience (N = 115, MR = 114.69) and groups of preschool 

teachers with 24 to 30 (N = 73, MR = 66.84) years of work experience (U = 2178 (N = 115, 

MR = 72.92) and those above 30 years of work experience (N = 19, MR = 48.08), and between 

groups with 8 to 15 (N = N=19, MR=48.08) years of work experience (U = 723.500, Z = -2.526, 

p <0.05). Thereby, it is the rule that the les work experience preschool teachers have, the more 

current efficiency and potential there is.  

 There are no statistically significant differences between preschool teachers with 8 to 

15 years of work experience and groups of preschool teachers with 23 to 30 years of work 

experience and over 30 years of work experience. The results are the same for the relationship 

between 16 to 23 years of work experience and 23 to 30 years of work experience, as well as 

between groups of respondents with 23 to 30 and over 30 years of work experience. 

 A variance analysis was performed in order to determine whether there is a difference 

in the preschool teachers’ professional development given the various phases of work 

experience. Verification of the results distribution in the variable Perception of professional 

insecurity describes the specified variable as symmetrical and proper evenly mesocurtic. 

 By analyzing the homogeneity of the variables, it was found that variances are 

homogenous (Levene’s test = 1.552, df = 5, p> 0.05) and a variance analysis was found to have 

a statistically significant difference (F (5.467) = 7.490, p <0.01) between the preschool teachers 

of different work experience in the perception of uncertainty in their current phase. In order to 

determine differences between the groups, multiple comparison pair groups (Post hoc tests) 

with the Bonferroni correction to control the Alfra error (Table 66) was performed. 
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Table 66. Post hoc test - perception of professional insecurity and preschool teachers’ work 

experience 

 

Multiple Comparisons 

Dependent Variable:   Nesigurnost_PR   

Bonferroni 
(I) Work experience according 

to Day et al. 

(J) Work experience according 

to Day et al. 

Mean Difference 

(I-J) 

Std. 

Error Sig.  
0-3 4-7 .35061 .14485 .238 

8-15 .69265* .14111 .000 

16-23 .74817* .15459 .000 

24-30 .63867* .15674 .001 

30+ .84881* .24461 .009 

4-7  8-15 .34204 .13372 .163 

16-23 .39756 .14788 .112 

 24-30 .28807 .15013 .834 

30+ .49820 .24042 .582 

8-15 16-23 .05552 .14421 1.000 

24-30 -.05398 .14651 1.000 

30+ .15616 .23819 1.000 

24-30 -.10949 .15954 1.000 

30+ .10064 .24641 1.000 

24-30 30+ .10064 .24641 1.000 

*. The mean difference is significant at the 0.05 level. 

 

 It was established that there are statistically significant differences in the perception of 

insecurity among preschool teachers with up to 3 years of work experience and all other 

categories of work experience, preschool teachers with up to 4 to 7 years of work experience 

(N = 102, M = 2.26, SD = 0.87), then 8 to 15 years of work experience (N = 115, M = 1.91, SD 

= 1.04), 16 to 23 years of work experience (N = 78, M = 1.86, SD = 0.90), 24 to 30 years (N = 

74, M = 1.97, SD = 1.01), and over 30 years of work experience (N = 20, M = 1.79, SD = 0.80). 

In this regard, preschool teachers with up to 3 years of work experience (N = 84, M = 2.61, SD 

= 1.11) are perceived to be more insecure than other categories of preschool teachers with more 

years of work experience.  

There were no statistically significant differences among the other groups. Such results 

are consistent with the basic characteristics of novice preschool teachers, i.e. the phase of initial 

professional development, in which preschool teachers are oriented towards performing tasks 

and solving problems according to the principle of technical fulfillment of set tasks default, 

whose focus is “survival” (Fuller, 1969, Katz, 1972; Javrh, 2006; Javrh and Jamšek, 2008). In 

that phase, preschool teachers need help, and focus is on the content rather than on the child. 

Novice preschool teachers are visibly different in this part of their professionalism, as can be 
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seen from the results that indicate that with three years insecurity becomes much less present. 

We are of the opinion that this information speaks in favor of the need to strengthen the support 

for novice preschool teachers in terms of supervision, reflective groups and/or mentorships of 

preschool teacher-experts. 

 

6.3.1.1. PERCEPTION OF THE CURRENT PHASE OF PERSONAL PROFESSIONAL 

DEVELOPMENT AND TYPE OF STUDIES 

 

 By analyzing the homogeneity of the variable Perception of Professional Expertise, we 

determined that the variances are homogeneous (Levene’s test = 0.496, df = 2, p> 0.05) and a 

variance analysis showed a statistically significant difference (F (2, 467) = 7,173, p <0 , 01) 

between preschool teachers who have completed different types of studies in their perception 

of professional expertise in the current phase. To determine the difference between the groups, 

multiple comparison of pair groups (Post hoc tests) was performed with the Bonferroni 

correction to control Alpha error (Table 67). 

 

Table 67. Post hoc test – Perception of professional expertise and type of studies 

 

Dependent 

Variable 

(I) Type of studies 

in 3 categories 

(J) Type of studies 

in 3 categories 

Mean Difference 

(I-J) Std. Error Sig. 

Perception od 

professional 

expertise 

Two-year 

professional 

Three-year 

professional 
.31067* .08382 .001 

University studies 
-.01559 .10513 1.000 

Three-year 

professional 

University studies 
-.32626* .12299 .025 

*. The mean difference is significant at the 0.05 level. 

 

 It has been established that, with regards to the Perception of professional expertise, a 

statistically significant difference exists between preschool teachers with completed two-year 

and three-year professional studies, so that preschool teachers  with completed two-year studies 

perceive a higher level of Professional expertise (N = 331, M = 4.2908) than preschool teachers 

with completed three-year professional studies (N = 88, M = 3.9801). Also, a statistically 

significant difference was observed between preschool teachers with completed three-year 

professional and university studies. Preschool teachers with completed three-year professional 
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studies perceive a lower level of professional expertise than preschool teachers with completed 

university studies (N = 51, M = 4.3064).  

Graduate level has enabled preschool teachers to strengthen their professional identity, 

a knowledge-based corpus that enables preschool teachers to become autonomous in research 

and change of their practice, thus undoubtedly strengthening the sense of efficiency, purpose, 

and expertise in their work. The image of the preschool teachers in society has changed in the 

last few years and the perception of the professional expertise that the graduate level of the 

university studies enjoys certainly contributes to this. 

 By analyzing the homogeneity of the variable Perception of current efficiency and 

potentials, it was found that the variances are are not homogeneous (Levene’stest = 7.568, df = 

2, sig <0.01). To determine whether there are statistically significant differences between 

preschool teachers considering the type of studies in Perceived current efficiency and 

potentials, the Kruskal-Wallis nonparametric procedure was conducted for several independent 

groups.  

Table 68. Kruskal-Wallis test for the Perception of current efficiency and potential given the 

Type of studies 

 

 Type of studies N Mean Rank χ2 p 

Perception of 

current efficiency 

and potential 

Two-year 

professional 

 
357 220.03 

71.441 .000 

Three-year 

professional 96 331.59 

 

University 

studies 
58 352.26 

 

 The Kruskal-Wallis test for the variable Type of studies showed that there is a 

statistically significant difference (χ2 = 71.441, df = 2, p <0.01) in the reflection about whether 

there is room for professional growth and development in the preschool teachers’ current phase 

of professional development.  
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Table 69. Mann-Whitney test for the Perception of current efficiency and potential given the 

Type of studies 

 

 Type of 

studies 

N Mean Rank Sum of 

Ranks 

U Z p 

Perception of 

current 

efficiency and 

potential  

Two-year 

professional 357 205.99 73537.00 
9634.000 -6.607 .000 

Three-year 

professional 96 305.15 29294.00 

Two-year 

professional 357 193.05 68918.00 
5015.000 -6.318 .000 

University 

studies  58 300.03 17402.00 

Three-year 

professional 96 74.95 7195.00 
2539.000 -.924 .356 

University 

studies 58 81.72 4740.00 

 

 The Mann-Whitney test found that there are statistically significant differences in the 

perception that there is still room for growth between preschool teachers with completed two-

year professional studies and three-year professional studies (U = 9634.000, Z = -6.607, p = 

0.000), so that preschool teachers with a three-year qualification perceive a higher degree of 

personal efficiency and potential (N = 96, MR = 305.15) than preschool teachers with a two 

year professional qualification (N = 357, MR = 205.99) It was also found that there are 

statistically significant differences in the perception that there is still room for growth between 

preschool teachers with a two year professional qualification and university graduates (U = 

5015.000, Z = -6.318, p = 0.000), so that preschool teachers with a completed university study 

perceive a higher level of personal efficiency and potential (N = 58, MR = 300.03) than 

preschool teachers with completed two-year professional studies (N = 357, MR = 193.05). 

There was no statistically significant difference between novice teachers with completed three-

year professional studies and university studies (U = 2539.000, Z = -0.924, p = 0.356). 

 A variance analysis was performed in order to determine if there are differences between 

preschool teachers in insecurity in the professional development with regards to the type of 

studies. By analyzing the homogeneity of the variable Perception of Professional Insecurity, 

we found that the variables are homogeneous (Levene’s test = 0.027, df = 2, p> 0.05) and a 

variance analysis showed that there is a statistically significant difference (F (2.504) = 14.435, 

p <.01) between preschool teachers with completed different types of studies in the perception 

of insecurity in the current phase. In order to determine the differences between the groups, 
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multiple comparison of pair groups (Post hoc tests) with the Bonferroni correction to control 

the Alfra error (Table 70) was performed. 

 

 

Table 70. Post hoc test – Perception of professional insecurity and type of studies 

 

Multiple Comparisons 

Bonferroni   

Dependent Variable 

(I) Type of studies in 3 

categories 

(J) Type of studies in 3 

categories 

Mean 

Difference (I-

J) 

Std. 

Error Sig. 

Perception of 

professional 

insecurity 

 two-year professional three-year professional -.53626* .11437 .000 

 university studies -.48868* .14352 .002 

three-year professional university studies .04758 .16710 1.000 

*. The mean difference is significant at the 0.05 level. 

 

 

 It was found that there is a statistically significant difference between the two-year 

professional qualification and the other two categories, so that preschool teachers with 

completed two-year studied perceive themselves as being less insecure (N = 351, M = 1.90) 

than preschool teachers with completed three-year studies (N = 99, M = 24) and preschool 

teachers with completed university studies (N = 57, M = 2.39). This can be related to the years 

of work experience because preschool teachers with completed two-year studies are mostly 

preschool teachers with more than one year of work experience. 

 

 

6.3.1.2. PERCEPTION OF THE CURRENT STAGE OF PROFESSIONAL DEVELOPMENT 

AND DESIRE TO LEAVE THE JOB 

 

 A t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers who have or have not considered leaving their job with 

regards to the perception of their current professional development. 
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Table 71. T-test between group of preschool teachers who have or have not considered leaving 

their job and the Current perception of professional development  

    

Desire to leave the job 

   Levene’s Test for 

Equality of 

Variances 

t-test for Equality of 

Means 

   

F Sig. T df 

Sig. 

(2-

tailed

) 

N 

M SD 

Perception of 

professional 

expertise  

Did not want to 

leave the job 

Wanted  to leave 

the job 

338 4.2822 .67896 .590 .443 2.125 495 .034 

Did not want to 

leave the job 
159 4.1399 .73122   2.069 289.802 .039 

Perceptions of 

efficiency and 

potential  

Wanted  to leave 

the job 
369 4.8938 .87339 .545 .461 2.497 534 .013 

Did not want to 

leave the job 
167 4.6874 .91350   2.455 307.984 .015 

Perception of 

professional 

insecurity 

Wanted  to leave 

the job 
369 1.9720 1.00488 .152 .697 -3.452 534 .001 

 

Did not want to 

leave the job 

 

167 2.2984 1.03371   -3.415 312.565 .001 

 

 The results show that there are statistically significant differences between preschool 

teachers who have or have not considered leaving their job in all factors, and in the Perception 

of professional expertise (t = 2.125, df = 495, p <0.05), Perceptions of efficiency and potential 

(t = -3.452, df = 534, p <0.01), and Perception of professional insecurity (t = 2.497, df = 534, 

p <0.05). 
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 In this regard, preschool teachers who never wanted to leave their job perceive a higher 

level of professional expertise (M = 4.28, SD = 0.68) than preschool teachers who occasionally 

or often considered leaving the job (M = 4.14, SD = 0.73). Also, preschool teachers who have 

never wanted to leave their job also perceive and that there is a greater perception of current 

efficiency and potential (M = 4.90, SD = 0.87) than it is perceived by preschool teachers who 

occasionally or often wanted to leave their job (M = 4, 69, SD = 0.91). 

 Additionally, preschool teachers who occasionally or often wanted to leave their job 

perceive a greater insecurity (M = 2.30, SD = 1.03) than preschool teachers who have never 

wanted to leave their job (M = 1.97, SD = 1.00). 

 This data agrees with the sources that deal with professional development (Day, 

Sammons, Stobart, Kington and Gu, 2007), especially its phases. Teachers who have had bad 

experiences and have experienced a lack of support, especially in the early phases of their 

professional activity, are more often thinking about leaving the job. Also, the feeling that you 

mean something and that your actions can effectively impact change in practice are a very good 

motivator for further professional development (Meeus, Baeten and Coertjens, 2015). 

 

6.3.1.3. PERCEPTION OF THE CURRENT PHASE OF PROFESSIONAL DEVELOPMENT 

AND TYPE OF INSTITUTION 

 

A t-test was conducted so as to determine whether there is a statistically significant 

difference between preschool teachers working in private/public preschools in their perception 

of their current professional phase. 

 

 Table 72. T-test for factors of Current perception of professional development given the Type 

of institution in which the preschool teacher works 

     

Private/public preschool 

   Levene’s Test 

for Equality of 

Variances 

t-test for Equality of 

Means 

 

   

F Sig. T df 

Sig. 

(2-

tailed

) 

 

N 

M SD 
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Perception of 

professional expertise 

Private 62 4.0827 .87834 6.963 .009 -1.826 482 .068  

Public 422 4.2571 .67291   -1.500 71.896 .138  

Perceptions of 

efficiency and 

potential  

Private 69 5.0145 .77408 4.815 .029 1.892 522 .059  

Public 455 4.7978 .90232   2.117 98.286 .037 
 

Perception of 

professional  insecurity  

Private 72 2.3657 1.14368 2.669 .103 2.672 522 .008  

Public 452 2.0170 1.00948   2.441 89.499 .017  

 

 There is no statistically significant difference between preschool teachers employed in 

private or public preschools regarding the perception of professional expertise (t = -1.50, df = 

71.90, p> 0.05). The t-test results show that there are statistically significant differences 

between preschool teachers employed in different preschools that are relevant to the perceived 

efficiency and potential (t = 2.117, df = 98.27, p <0.05). In this regard, preschool teachers 

working in private preschools perceive that they have greater efficiency and potential for 

professional growth (M = 5.01, SD = 0.77) than preschool teachers who work in public 

preschools (M = 4.80, SD = 0.90). 

 The results show that there are statistically significant differences between preschool 

teachers employed in different preschools in terms of the importance of their sense of insecurity 

(t = 2.672, df = 522, p <0.01). In this regard, preschool teachers working in private preschools 

perceive a higher degree of insecurity (M = 2.37, SD = 1.14) than preschool teachers in public 

preschools (M = 2.02, SD = 1.01). 

 

 

6.3.1.4. PERCEPTION OF THE CURRENT STAGE OF PROFESSIONAL DEVELOPMENT 

AND EMPLOYMENT FACILITY 

 

 A t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers currently working in preschool or nursery group in terms 

of the perception they have about their current professional phase. The results show that there 

are no statistically significant differences between the preschool teachers currently working in 

preschool or nursing groups in terms of their Perception of professional expertise (t = 0.206, df 
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= 481, p> 0.05), Perceptions of efficiency  and potential (t=1.10, df=517, p>0.05) nor 

Perception of professional  insecurity (t = 1.74, df = 519, p> 0.05). 

 

6.3.1.5. PERCEPTION OF THE CURRENT PHASE OF PROFESSIONAL DEVELOPMENT 

AND REFLECTION ABOUT PROFESSIONAL DEVELOPMENT 

 

 A t-test was conducted in order to ascertain whether there is a statistically significant 

difference between preschool teachers who think differently about professional development in 

terms of their perception of their current professional development. No statistically significant 

differences were found in the Perception of professional expertise (t = 0.822, df = 434, p> 0.05). 

 

Table 73. T-test for factors of the Current perception of professional development given the 

preschool teachers' reflections about professional development  

    

Reflection about professional development 

   Levene’s 

Test for 

Equality of 

Variances 

t-test for Equality of 

Means 

   

F Sig. t df 

Sig. (2-

tailed) N M SD 

Perception of professional 

expertise 

1.00 234 4.3061 .68416 .015 .902 .822 434 .411 

2.00 202 4.2506 .72325   .819 416.878 .413 

Perception of current efficiency 

and potential 

1.00 255 4.8016 .88094 2.001 .158 -

2.467 

467 .014 

2.00 214 4.9963 .81488 
  

-

2.483 

462.570 .013 

Perception of professional 

insecurity  

1.00 259 1.9717 1.00293 3.175 .075 -

1.108 

467 .268 

2.00 210 2.0786 1.08137 
  

-

1.099 

431.977 .272 

 

 The results show that there are statistically significant differences between preschool 

teachers who think differently about the perception of current efficiency and potential (t = -

2.47, df = 467, p <0.05). In this regard, preschool teachers who are multi-dimensional in 
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thinking about professional development perceive greater efficiency and potential (M = 5.00, 

SD = 0.81) than those who think about professional development one-dimensionally (M = 4.80, 

SD = 0.88). 

 In the perception of uncertainty (t = -1.108, df = 467, p>0.05), no statistically significant 

differences were found. 

 All the results obtained in this section in this chapter emphasize the importance of the 

stage of professional development and the type of studies completed by preschool teachers as 

key factors in the current perception of each professional. As it had been expected, a statistically 

significant correlation was obtained in the perception with leaving the job. It is very interesting 

that preschool teachers who think in more complex terms about professional development do 

not perceive a higher level of professional expertise, but they do perceive their efficiency and 

professional potential. More thought should be given to the differences obtained between 

preschool teachers working in private or public preschools, and reasons should be explored. On 

the one hand, there is a lack of control of the activities of private preschools, which can cause 

a perception of insecurity among preschool teachers, but it should be borne in mind that, on the 

other hand, these same preschool teachers have great potential and they feel this. 

 

6.3.2.REGRESSION ANALYSIS – PERCEPTION OF PROFESSIONAL 

EXPERTISE 

 

 In order to determine the autonomous contribution of the variables Work experience, 

Number of read books, Immediate professional activity, Perception of current efficiency and 

potential, and Professional developmental factors in the explanation of the variable Perception 

of professional expertise in Professional development, we conducted a multiple regression 

analysis with a partialization of work experience of the respondents and the number of read 

professional books. 

 According to the results shown in Table 74, predictors in the first block explain 3.0% of 

variance criteria (F = 12.891, df1 = 1, df2 = 404, sig <0.01, t = -3.590). In addition to the 

predictors in the first block, in the second block, predictors explain a statistically significant 

added percentage of 24.1% of variance criteria  (F = 29.851, df1 = 5, df2 = 400, sig <0.01). 

 

 

 



 
277 

 

Table 74. Hierarchical regression analysis for the variable Perception of professional expertise 

 

  B Beta R2 F (df) 

Model 1 Constant 3.981  0.030 6.547** (2.522) 

Work experience .007 .117*   

Number of read 

professional books 

.033 .153**   

Model 2 Constant 1.124  0.195 24.369** (5.419) 

Work experience .017 .281**   

Number of read 

professional books 
.019 .089* 

  

Immediate professional 

activity 
.1356 .196** 

  

Perception of current 

efficiency and potential  
.148 .196** 

  

Professional 

developmental factors 
.280 .252** 

  

Note:*p<.05; **p<.01 

∆R2=.225; F(3.419)=35.189; p<.01 
 

 As can be seen in Table 74 in the first step, all variables used in the analysis significantly 

explain one part of the variable Perception of professional expertise. The perception of 

professional expertise is a complex perception that depends on many components. As can be 

seen, work experience partly explains this perception. Additionally, investing in your 

professional development, here expressed through the variable of reading books, also 

contributes to this perception. It is also significant that experts are characterized by motivation 

and perception that they still have room for growth, whereby they are motivated with 

professional factors, and are evaluated in their immediate work to behave professionally. 

 Almost all research (Katz, 1972, Huberman, 1993, Day, Sammons, Stobart, Kington and 

Gu, 2007) speaks in favor of work experience to create the Perception of professional expertise, 

which largely depends on the experience and the stage of professional development. Motivation 

in professional factors, which enable research, deeper understanding of children and their roles 

in the process, and self-critical evaluation of immediate professional activity (Šagud, 2006, 

2011), enables the promotion of their own practice, perception of efficiency, and strengthening 
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the identity as an expert in the profession. However, in order for the preschool teacher to be 

fully effective, there must be a desire for continuous development, because in the rapidly 

changing and constantly upgrading profession (Council of the EU, 2004, 2006, 2009a, 2009b), 

only with the perception of efficiency and potential, or desire to further growth and 

development, the educational process can meet the needs and be meaningful. 

 

6.4. STATUS AND STRENGTHENING THE PROFESSION OF 

PRESCHOOL TEACHERS 

 

6.4.1. STATUS OF EDUCATIONAL PROFESSION  IN SOCIETY 

 

 Research (Lučić, 2007) has until this point consistently highlighted that the position of 

preschool teachers in society is not the same as it could be expected given the role and 

responsibility it carries with the description of its work. Contemporary cognitions point to the 

need for professionalism, but preschool teachers often put themselves (Jukić and Reić-

Ercegovac, 2008; Šimić-Šašić, Klarin and Lapić, 2011; Vujičić, Boneta and Ivković, 2015) in 

a situation that they assess the importance of other professions significantly higher than their 

own. At the same time, they are not satisfied with their position and image prevalent in society. 

Preschool teachers-mentors and advisors who took part in this research discuss this topic in a 

way that describes what society thinks of them, but then, almost in the same thought, they 

question what they can do in that regard, i.e. what do the preschool teachers are (not) doing in 

their daily work. 

 

“I think our profession has been degraded. Not only preschool teachers but also 

education in general has been degraded.” (Ana) 

 

“Society in general today does not look favorably on preschool teachers and school 

teachers, it does not take them seriously. I think everyone has underestimated education. 

I do not think this is important in today’s society. I believe they think that they only have 

to invest some money in us preschool teachers, and in reality they do not have a profit, 

they have no financial, visible side.” (Rebeka) 
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 These statements are in line with research that clearly points to the downward trend in 

the importance of educational professions, but they are also as a clear indicator of educational 

and other policies that almost always experience reforms, new strategies and improvement of 

the educational system and strengthening of the status and rights of raising educational 

professionals, but they do not find the meaning in their realization. 

 

“It is often heard in Parliament, it is terrible: “We are not in a preschool.” What does 

that mean? I think preschools invest heavily in learning. It is another thing if others will 

accept this or not.” (Ruža) 

 

 In doing so, the status of these professions (but not only of them) does not stagnate but 

rather is slowly decreasing. Although science understands the importance of early and 

preschool education, there are still signs of traditionalism in the society and there is a disparity 

between the known and the accepted, the declarative and the enforceable. 

 

“I think the whole situation of education is not supportive for us because they do not 

understand the very essence of early education.” (Rebeka) 

 

“I do not think we are being taken seriously. I think that the first three or first years are 

not yet being perceived as the most important ones, of how important we are for the 

society. How important our role as preschool teachers is who contribute to the creation 

of the world's perception of this child. As much as we, with our parents, participate in 

building self-confidence.” (Ruža) 

 

6.4.2. IMPACT ON CHANGING IMAGE OF PRESCHOOL TEACHERS AS A 

PROFESSIONAL 

 

 We were interested to know how preschool teachers and principals look at the 

importance of some factors in changing the image of the preschool teacher's profession for the 

better. Tables 75 and 76 show a descriptive analysis of estimates of preschool teachers’ and 

princiapals’ responses. 
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Table 75. Descriptive data of preschool teachers’ responses for the scale Strengthening the 

image of the profession in society21 

 

 N M SD 

Better work conditions in the preschool. 557 4.93 1.25 

More positive information on preschool teachers’ work in the media. 555 4.75 1.20 

Involvement of preschool teachers in the decision-making process about ECEC at the 

state level. 
531 4.72 1.18 

More professional communication in relationships with parents. 556 4.62 1.28 

Changes in preschool teachers’ attitudes regarding the importance of professional 

development. 
547 4.56 1.21 

More research on preschool teachers’ own practice. 554 4.56 1.21 

Higher preschool teachers’ salary. 562 4.54 1.38 

More professional performance of preschool teachers in their work with children. 551 4.52 1.36 

Higher level of preschool teachers’ ethics. 554 4.51 1.33 

Defined professional standards. 553 4.47 1.25 

Strengthening preschool teachers’ associations. 553 4.43 1.41 

Better system of rewarding good and sanctioning bad work. 550 4.32 1.42 

Higher qualification criteria at universities. 548 4.13 1.45 

Better connectivity with the social community. 556 4.00 1.29 

More rigorous selection for university enrollment. 560 3.94 1.70 

Creating a personal plan for preschool teachers’ professional development. 554 3.80 1.32 

External evaluation of preschool teachers’ work. 549 3.71 1.59 

Issuing work licenses for preschool teachers’ work. 537 3.60 1.70 

Mandatory graduation from second degree studies. 554 3.26 1.76 

Not including other professions/occupations in the field of preschool teacher work. 554 2.48 1.97 

 

 In Table 75 it is noticeable that preschool teachers attribute the highest value to the 

Better work conditions in the preschool (M = 4.93) in preschool as a possible factor in 

developing a better image of the profession in society. It is interesting that preschool teachers 

put this segment in the first place. This is followed by More positive information on preschool 

teachers’ work in the media (M = 4.75) and Involvement of preschool teachers in the decision-

making process about ECEC at the state level (M = 4.72). All three factors do not come from 

the profession outward, but are preschool teachers’ expectations of the society towards them. 

Preschool teachers in their evaluations, for example, place Better work conditions in the 

preschool only on the fifteenth place of importance (M=4,80), More positive information on 

preschool teachers’ work in the media on the ninth place (M = 4.34), and Involvement of 

preschool teachers in the decision-making process on the twelfth place (M = 4,45). According 

to preschool teachers’ assessments, internal factors are more significant, those derived from the 

profession itself, in terms of changing attitudes and behaviors, and the role in the immediate 

work. Therefore, in the first place, the principals put the Changes in preschool teachers’ 

                                                           
21 For response frequencies see Appendix 17 
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attitudes regarding the importance of professional development (M = 5.34), More professional 

communication with parents (M = 5.11), and More research on preschool teachers’ own 

practice (M = 5.09). In addition to these three items, principals attributed values of 5 or more 

to two other factors: Defined professional standards (M = 5.07) and More professional 

performance of preschool teachers in their work with children (M = 5.00). If we look at the 

responses from the perspective of professionalization, then we notice that principals rank high 

just the conditions for the existence of a profession, which the professions with a high status in 

society have long had. Thus, principals have also estimated Ethical behavior with high values 

(M = 4.96); this is then followed by extrinsic factors, which actually derive from the existing 

position of the profession. 

 Preschool teachers did not evaluate with the value of 5 or more a single factor in the 

change of preschool teachers’ image in society. They evaluated with values indicating the 

importance of their estimation, i.e. below the 4th level, items Higher qualification criteria at 

universities (M = 3.94), Creating a personal plan for preschool teachers' professional 

development (M = 3.80), External evaluation (M = 3.71), Issuing work licenses for preschool 

teachers’ work (M = 3,60), Mandatory graduation from second degree studies (M = 3.26), and 

Not including other professions/occupations in the field of preschool teacher work (M = 2.48). 

These items speak to the control of the work and professional development of the preschool 

teacher, as well as their autonomy. It would be interesting to explore the reasons for such low 

ranking. It is possible that there is still insufficient security in their competence and fear 

exposing them. While the preschool teacher is confined to his group with the children of his 

group, he down not have to face his fears, challenges, failures... In general, principals have 

assessed the importance of all factors for achieving a better status in society, but the last two 

ranked items correspond to the last-ranked items according to preschool teachers. There the 

need to graduate from second degree studies (M = 3.84) is mandatory as well as the and the 

Non-inclusion of other professions/occupations in the field of preschool teacher work (M = 

3.26). 
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Table 76. Descriptive Responsive Responses to Scale Items Strengthening the image of a 

profession in society22 

 

 N M SD 

Changes in preschool teachers’ attitudes regarding the importance of professional 

development. 
44 5.34 .86 

More professional communication in relationships with parents. 45 5.11 .93 

More research on preschool teachers’ own practice. 45 5.09 .90 

Defined professional standards. 44 5.07 1.07 

More professional performance of preschool teachers in their work with children. 44 5.00 .96 

Higher level of preschool teachers’ ethics. 45 4.96 .93 

Better system of rewarding good and sanctioning bad work. 44 4.80 1.25 

More rigorous selection for university enrollment. 45 4.71 1.44 

More positive information on preschool teachers’ work in the media. 45 4.69 1.08 

Higher qualification criteria at universities. 45 4.64 1.30 

Issuing work licenses for preschool teachers’ work. 45 4.51 1.10 

Involvement of preschool teachers in the decision-making process about ECEC at the state 

level. 
44 4.45 1.25 

Creating a personal plan for preschool teachers’ professional development. 45 4.42 1.14 

Higher preschool teachers’ salary. 45 4.36 1.43 

Better work conditions in the preschool. 44 4.34 1.49 

External evaluation of preschool teachers' work. 44 4.23 1.34 

Better connectivity with the social community. 44 4.23 1.18 

Strengthening preschool teachers’ associations. 44 3.95 1.60 

Mandatory graduation from second degree studies. 44 3.84 1.51 

Not including other professions/occupations in the field of preschool teacher work 43 3.26 1.69 

 

 

Table 77. Descriptive data for preschool teachers’ responses in the factors of the scale 

Strengthening the status of the profession in society 

 

  

N Mean Std. 

Deviation 

Minimum Maximum 

Valid 

Immediate professional activity 538 4.55 1.00 0.00 6.00 

Professionalization of preschool 

teachers’ calling 
500 3.79 .98 .90 6.00 

Material conditions and external 

actions 
520 4.70 .89 .40 6.00 

 

 

 

 

 

                                                           
22 For response frequencies see Appendix 18 
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Table 78. Descriptive data for principals’ responses in the factors of the scale Strengthening 

the status of the profession in society 

 

  

N Mean Std. 

Deviation 

Minimum Maximum 

Valid 

Immediate professional activity 44 5.10 .70 3.20 6.00 

Professionalization of 

preschool teachers’ calling 
42 4.36 .75 2.50 6.00 

Material conditions and 

external actions 
44 4.35 1.04 1.20 6.00 

 

 Tables 77 and 78 clearly show which group of items preschool teachers and principals 

evaluate as being the most important in the change of the image of preschool teachers in society. 

As noted earlier, preschool teachers strive to achieve change coming from outside, which 

principals see as being less efficient.   

 The following statements prove that preschool teacher-mentors and advisors are not 

reflecting about the status of their professional solely based on someone else’s (in)action, but 

their own as well, whichcorresponds to the principals’ views:  

“I think the image which preschool teachers project to the outside world is very 

important. I think preschool teachers should be more professional. It is very common to 

hear that preschool teachers gossip. They do not gossip; they recount the events that 

have taken place in the preschool, and then this is spread out and it turns out that they 

are gossipers. Their work is not taken seriously because much remains behind closed 

doors in preschools; it does not leave the four walls; it is not shown what is being done. 

Children should not be sent outside the preschool to sing songs; the community should 

be invited to come to the preschool. Preschools are still quite closed and do not allow 

other people to see what activities take place in preschools. Preschool teachers hardly 

write.” (Rebeka) 

 

 However, a part of preschool teachers believe that the position of the preschool teacher 

is good, but again in relation to the evaluation of their own work: 

 

“As for the position of preschool teachers and the preschool teacher calling, I think it's 

good. I'm not a proponent of one of those ‘Ah, we’re having a hard time. They think 

we're nannies’ type of attitudes. Sometimes I clash with my colleagues over this. Again, 
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I think everything starts from us. If we show and prove with out work, our competences, 

our actions that we are such and such, then our position and status will be such, starting 

from our own group, from paretns in the group, colelagues at the level of the preschool 

or even the narrower or wider community. In fact this is somehow stemming from this 

kind of personal activity.” (Katarina) 

 

6.4.2.1.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY’S SOCIETY AND PROFESSIONAL ROLES WITHIN PRESCHOOLS 

 

 The t-test was conducted in order to ascertain whether there is a statistically significant 

difference between preschool teachers and principals in terms of the importance of certain 

variable groups that could influence the image of preschool teachers as professionals in today’s 

society. The results show that there are statistically significant differences between preschool 

teachers and principals in all three factors related to strengthening the profession in society. 

 

Table 79. T-test for factors Strengthening the image of preschool teachers in society given the 

preschool teacher’s or principal’s role 

    

Function 

   Levene’s Test 

for Equality 

of Variances 

t-test for Equality of 

Means 

   

F Sig. t df 

Sig. 

(2-

tailed

) 

 

N M SD 

Immediate 

professional activity 

Preschool 

teacher 
538 4.5524 1.00381 7.387 .007 -3.518 580 .000 

Principal 44 5.0955 .69615   -4.784 58.731 .000 

Material conditions 

and external actions 

Preschool 

teacher 
520 4.7012 .89063 .564 .453 2.478 562 .014 

Principal 44 4.3500 1.03621   2.181 48.528 .034 
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Professionalization 

of preschool 

teachers’ calling 

Preschool 

teacher 
500 3.7920 .97589 4.037 .045 -3.709 540 .000 

Principal 42 4.3643 .74762   -4.640 53.486 .000 

 

 When it comes to the factor of Immediate professional activity (t = -4.78, df = 58.731, 

p <0.05), principals give them more importance (M = 5.0955, SD = 0.69615) than preschool 

teachers (M = 4.55, SD = 1.00). Also, the same result was obtained for Professionalization of 

preschool teachers’ calling (t = -4.640, df = 53.486, p <.05). Principals evaluate this factor as 

being more significant (M = 4.36, SD = 0.75) than preschool teachers (M = 3.79, SD = 0.98). 

The only difference appears in the factor Material conditions and external impact (t = 2.478, 

df = 562, p <0.05). Namely, preschool teachers attach greater importance to material conditions 

and external influences (M = 4.70, SD = 0.89) than principals (M = 4.35, SD = 1.04). 

 We need to look at possible reasons for such evaluation of the impact of certain factors 

on the image of the preschool teacher profession. Namely, in individual items, it is apparent 

that the differences mostly occur in higher evaluated items, and the last ranked item and the 

very bottom of the list, both the principals and preschool teachers ranked almost equally. The 

lowest evaluated was “not including other professions.” Given the amount of obligations and 

roles that have been increasing in recent years, it is possible that preschool teachers and 

principals see other professions as “relieving” the work of preschool teachers, but it is equally 

possible that preschool teachers do not feel competent enough in certain areas of work for which 

they do not see importance of other professions in the field of early and preschool education to 

strengthen their status in society, but as a necessity in the work of “competent” people in a 

certain areas of work, such as kinesiology, music, language, etc. Interviewed preschool teachers 

say the following about work overload: 

 

“Maybe that's a wrong way of looking at things, but somehow I think we're being a 

overworked in the part, not the schedule ... but maybe even in the schedule. We have a 

structured schedule... I’m not a person who will work only within the limits of the 

schedule. Now I'm going to work for an hour and a half, and I'm finished with 

documentation, planning, preparation. That really is not the case. Honestly, sometimes 

it’s half an hour a day, sometimes it’s three hours. So, I do not observe it strictly. But 

somehow we seem to be somewhat torn. This might not be the case with all preschool 

teachers in all preschools.” (Katarina) 
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 It is noteworthy that neither the preschool teachers nor the principals see the importance 

of mandatory completion of second degree studies to strengthen the image in society. In future 

research, it is necessary to check what they think about completing second degree studies, but 

also the part its mandatory completion. It is possible that the obtained information only speaks 

about the fact that the respondents think that nothing has changed in society. Croatian society 

is still quite traditional and patriotic, and gender prejudices are prevailing (Galić, 2012). Such 

a society is still looking at women as being “better” carers for children, and, on the other hand, 

this is also done by mothers, which does not require the completion of any studies. According 

to Hrman (2017), students of other studies in most cases consider the firstlevel of education 

(48%) to be sufficient for the job of the preschool teacher, but it should not be neglected that 

45% think it is necessary complete the second degree. The rest think that completion of studies 

is not needed at all. However, these are young generations growing up in modern conditions, 

so it would be important to get information on what older generations think. 

 In any case, statistically significant differences between preschool teachers and 

principals (but also their rank of significance evaluation) dominate the evaluation of the 

importance of items referring to the professional behavior of the preschool teacher, and the 

definition of standards and the evaluation of their effects. 

 Mentors’ and advisors’ responses resemble the principals’ responses rather than of those 

made by their fellow preschool teachers, and they do not evaluate important factors such as 

“better working conditions” as did the participants in the questionnaire. 

 It is interesting to note that preschool teachers mention the relationship with parent as 

crucial in creating a picture of the preschool teacher in society and therefore they particularly 

emotionally speak about the behavior of the preschool teacher in contact with the parents, the 

communication, and the image they portray on a daily basis: 

 

“I’m not going to overestimate anyone, but a woman working at any mall or bank where 

she has her decent work clothes and where her name is written on a small plate is 

dressed better. It is not important now, children do not notice it, but the way parents 

talk to them, address them. I cannot be an aunt. I'm noone’s aunt. I’m their preschool 

teacher...” (Rebeka) 

 



 
287 

 

“I think it’s bad that we are being degraded, that we are being treated as nannies, but 

then, on the other hand, I think it’s our own fault. When they say to me, ‘Why do you 

organize parent-teacher meetings? Three, four parents will come.’ But for these three, 

four parents and me really this is very important. If three, four parents, group arrived 

per group, that would already be a lot. You cannot force someone to respect you or not 

without work, without some kind of contact. I mean, precisely those partnerships, 

cooperation, that I could over time, that we work as preschool teachers on the 

improvement of the overall state in our society, that maybe the image might change in 

society.” (Ana) 

 

Apart from parents, preschool teacher-mentors and advisors also see importance in partnerships 

at all levels: 

 

“Partnerships in general throughout the institution, from top to bottom, were not good. 

So, there was no co-operation, the kind of relationships that should exist. I sincerely 

hope it will be better now. We will do it slowly – the new preschool, new force, open-

minded principal, young, ambitious, who listens, who wants change to the better. I 

always hope it will be better.” (Ana) 

 

In this regard, preschool teachers see joint action as coming from inside out: 

 

“(How to change the image) Our public image. That needs to be changed. I’m not saying 

we should be aggressive, but ... How can one recognize us if we are not sufficiently 

exposed? I think that we should start from that. I think the preschool teacher has 

something to say, I don’t mean as an individual but as a profession. ... Yes, as I said, we 

need to be more exposed. Of course, people should be encouraged to do it. Not arbitrary 

and self-initially, but in agreement with the right people, with teams, with the superiors. 

This is one of the most important things for me.” (Rose) 
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6.4.2.2.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY'S SOCIETY AND WORK EXPERIENCE 

 

 One-way analysis of variance for independent samples was conducted to determine 

whether there are statistically significant differences in the reflection about the possibilities of 

strengthening the image of the preschool teacher profession in society through the variable 

Immediate professional activity between groups of respondents in different phases of work 

experience. The results of Levene’s test indicate homogeneity of variance (F (5.461) = 1.237, 

p> 0.05). There was no significant difference between the preschool teachers in different phases 

of professional development (F (5.461) = 1.409, p> 0.05; ε2 = 0.02). 

 One-way analysis of variance for independent samples was conducted to determine 

whether there were statistically significant differences in the reflection about the possibilities 

of strengthening the image of preschool teacher profession in society through the variable 

Material conditions and external actions between groups of respondents in different phases of 

work experience. The results of Levene’s test indicate homogeneity of variance (F (5.446) = 

0.420, p> 0.05). No statistically significant difference was found between preschool teachers in 

different stages of professional development (F (5.446) = 1.540, p> 0.05; ε2 = 0.02). 

 One-way analysis of variance for independent samples was conducted to determine 

whether there were statistically significant differences in the reflection about the possibilities 

of strengthening the image of the preschool teacher profession in society through the variable 

Professionalization of the preschool teacher calling between groups of respondents in different 

stages of work experience. The results of Levene’s test indicate homogeneity of variance (F 

(5.424) = 0.420, p> 0.05). There was no significant difference between preschool teachers in 

different stages of professional development (F (5.424) = 1.186, p> 0.05; ε2 = 0.01). 

 

6.4.2.3.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY'S SOCIETY AND THE TYPE OF STUDY 

 

 One-way analysis of variance for independent samples was performed to determine 

whether there are statistically significant differences in the reflection about the possibilities of 

strengthening the image of the preschool teacher profession in society through the variabl 

Professionalization of the preschool teacher calling between the groups considering the 

different degree of education. The results of Levene’s test indicate homogeneity of variance (F 
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(2.468) = 0.577, p> 0.05). There was a statistically significant difference between preschool 

teachers with different degrees of education (F (2.468) = 7.012, p <0.05). The results indicate 

that despite the statistical significance, the actual difference between mean values is small (ε2 

= 0.03). 

 In order to determine the difference between the groups, multiple comparison of pair 

groups (Post hoc tests) was performed with the Bonferroni correction for the control of the 

Alpha error (Table 80). 

 

Table 80. Post hoc test – factors Strengthening the image in society and Type of studies 

 

Multiple Comparisons 

Bonferroni   

Dependent Variable (I) Type of studies (J) Type of studies 

Mean 

Difference (I-J) 

Std. 

Error Sig. 

Professionalism of preschool 

teacher calling 

Two-year 

professional 

Three-year 

professional 
-.19697 .11458 .259 

Univerity studies -.53325* .14102 .001 

 

 

Three-year 

professional 

 Univerity studies 
-.33628 .16549 .128 

Material conditions and external 

impact  

Two-year 

professional 

Three-year 

professional 
-.22005 .10359 .102 

Univerity studies -.26054 .12625 .119 

 

 

Three-year 

professional 

Univerity studies 
-.04050 .14829 1.000 

Immediate professional activity Two-year 

professional 

Three-year 

professional 
-.28383* .11671 .046 

Univerity studies -.44832* .13844 .004 

 

 

Three-year 

professional 

Univerity studies 
-.16450 .16426 .951 

*. The mean difference is significant at the 0.05 level. 

 
 

The results of Levene’s test indicate non-homogeneity of variance (F (2.486) = 0.685, p 

<0.05) for the variable Material conditions and external impact. 

 The results of Levene’s test indicate non-homogeneity of variance (F (2.503) = 0.685, p 

<0.05) for the variable Immediate professional activity.  
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Table 81. Kruskall Wallis test for Material conditions and external impact given the Type of 

studies 

 

 Type of studies N Mean Rank χ2 p 

Material 

conditions and 

external impact 

Two-year professional 337 233.91 

6.754 .034 
Three-year professional 94 267.78 

University studies 58 272.51 

 

The results of the Kruskal-Wallis test indicate a significant difference for the variables 

Material conditions and external impact (χ2 = 6.754, df = 2, p <0.05) with respect to the type 

of completed studies.  

Table 82. Mann-Whitney test for Material conditions and external impact given the Type of 

studies 

 
 Type of studies N Mean 

Rank 

Sum of 

Ranks 

U Z p 

Material 

conditions and 

external impact 

Two-year professional 337 209.49 70599.00 13646.000 -2.059 .039 

Three-year 

professional 94 239.33 22497.00 

Two-year professional 337 193.42 65182.00 8229.000 -1.928 .054 

University studies  58 224.62 13028.00 

Three-year 

professional 94 75.95 7139.50 
2674.500 -.196 .845 

University studies 
58 77.39 4488.50 

   

    

 

 The Mann-Whitney test (U = 13646.00, Z = -2.06, p <0.05) found that preschool 

teachers with completed two-year professional studies (N = 337, MR = 209.49) attach less 

importance to these factors than preschool teachers with completed three-year professional 

studies (N = 94, MR = 239.33). No statistically significant differences were found between 

other groups. 

Table 83. Kruskal-Wallis test for Imemdiate professional activity given the Type of studies 

 
 Type of studies N Mean Rank χ2 p 

Immediate 

professional 

activity 

Two-year professional 352 240.20 14.186 .001 

Three-year professional 
96 264.34 

Univerity studies 58 316.25 
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 The results of the Kruskal-Wallis test indicate a significant difference for the variable 

Immediate professional activity (χ2 = 14.186, df = 2, p <0.01) with respect to the type of 

completed studies.  

 

Table 84. Mann-Whitney test for Immediate professional activity given the Type of studies 

 

 Type of studies N Mean 

Rank 

Sum of 

Ranks 

U Z p 

Immediate 

professional 

activity 

Two-year professional 352 219.80 77370.00 15242.000 -1.474 .140 

Three-year 

professional 96 241.73 23206.00 

Two-year professional 352 196.90 69310.00 7182.000 -3.627 .000 

University studies  58 257.67 14945.00 

Three-year 

professional 96 71.11 6826.50 
2170.500 -2.295 .022 

University studies 58 88.08 5108.50 

 

 The Mann-Whitney test (U = 7182.00, Z = -3.63, p <0.01) found that preschool teachers 

with completed two-year professional studies (N = 352, MR = 196.90) attach less importance 

to these factors than preschool teachers with completed university studies (N = 58, MR = 

257.67). It was also found (U = 2170.00, Z = -2.30, p <0.05) that preschool teachers with 

completed three-year professional studies (N = 96, MR = 71.11) attach less importance to these 

factors than preschool teachers with completed university studies (N = 58, MR = 88.08). There 

are no statistically significant differences between different duraitons of professional studies. 

 

6.4.2.4.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY’S SOCIETY AND PLACE OF EMPLOYMENT 

 

 The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers currently working in a preschool or nursery group with 

regards to the opinion of what could positively influence the strengthening of the profession’s 

image in society. The results show that there are no statistically significant differences between 

the preschool teachers employed in different kinds of preschools with regards to the importance 

attached to their Immediate professional activity (t = 0.19, df = 515, p> 0.05), Material 

conditions and external factors (t = -0.397, df = 496, p> 0.05) or the Professionalization of the 

preschool teacher calling (t = -0.923, df = 479, p> 0.05). 
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6.4.2.5.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY'S SOCIETY AND TYPE OF FACILITY 

 

 The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers working in a private/public preschool with regards to the 

opinion what could positively influence the strengthening of the image of the profession in 

society. The results show that there are no statistically significant differences between preschool 

teachers employed in different preschools in terms of the importance attributed to Immediate 

professional activity (t = 1.380, df = 561, p> 0,05), Material conditions and external factors (t 

= 1.761, df = 543, p> 0.05) or the Professionalization of the preschool teacher calling (t = 

0.583, df = 521, p> 0.05). 

 

6.4.2.6.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY'S SOCIETY AND THE DESIRE TO LEAVE THE JOB 

The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers who have or have considered leaving their job in terms 

of the opinion of what could positively influence the image of the profession in society. 

 

Test 85. T-test for factors Strengthening the image of preschool teachers in society given the 

group of preschool teachers who have or have not considered leaving their job 

    

 

   Levene’s 

Test for 

Equality of 

Variances 

t-test for Equality of 

Means 

   

F Sig. t df 

Sig. (2-

tailed) N M SD 

Immediate 

professional activity  

Did not want to 

leave the job 
368 4.5386 1.02313 .446 .505 -.774 532 .439 

Wanted  to leave 

the job 
166 4.6108 .94305      
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Material and 

external factors  

Did not want to 

leave the job 
356 4.6567 .86941 .016 .900 -2.346 513 .019 

Wanted  to leave 

the job 
159 4.8503 .85565      

Professionalization 

of the preschool 

teacher calling  

Did not want to 

leave the job 
345 3.7759 .98162 .024 .876 -.834 494 .405 

Wanted  to leave 

the job 
151 3.8550 .94718      

 

 The results show that there are statistically significant differences between preschool 

teachers who have or have not wanted to leave their job regarding the influence of material and 

external factors on strengthening the image of the profession in society (t = -2.346, df = 513, p 

<0.05). In this regard, preschool teachers who occasionally or often want to leave their job 

attach greater importance to material and external factors of strengthening the image of the 

profession in society (M = 4.85, SD = 0.86) than preschool teachers who have never considered 

leaving the preschool teaching job (M = 4.66, SD = 0.87). 

 The results show that there are no statistically significant differences between preschool 

teachers who have or have not wanted to leave their job in terms of the importance attached to 

the immediate professional activity (t = -0.774, df = 532, p> 0.05) or the professionalization of 

the preschool teacher calling (t = -0.834, df = 494, p> 0.05). 

 
 

6.4.2.7.IMPACT ON CHANGING THE IMAGE OF PRESCHOOL TEACHERS IN 

TODAY'S SOCIETY AND REFLECTION ON PROFESSIONAL DEVELOPMENT 

 

 The t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers who think differently about professional development 

with regards to what could positively influence the image of the profession in society. 

Table 86. T-test for factors Strengthening the image of preschool teachers in society given the 

group of preschool teachers who have or have not considered leaving their job 
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Reflection on professional activity 

   Levene’s Test 

for Equality of 

Variances t-test for Equality of Means 

   

F Sig. t Df 

Sig. (2-

tailed) N M SD 

Immediate professional 

activity 

1.00 276 4.5493 1.00111 .003 .958 -2.101 511 .036 

2.00 237 4.7325 .96489   -2.107 504.220 .036 

Material and external 

factors 

1.00 261 4.6651 .88259 1.383 .240 -1.499 492 .134 

2.00 233 4.7811 .83024   -1.504 490.643 .133 

Professionalization of the 

preschool teacher calling 

1.00 255 3.7576 .96265 .200 .655 -2.747 481 .006 

2.00 228 3.9978 .95551   -2.748 475.778 .006 

 

 The results show there are statistically significant differences between preschool 

teachers who think differently about professional development in the opinion of the impact of 

Immediate professional activity (t = -2.101, df = 511, p <0.05) and the Professionalization of 

the preschool teacher calling (t = -2.747, df = 481, p <0.01) on strengthening the image of 

preschool teachers in society. 

 Thereby those preschool teachers who reflect in multi-dimensional terms about 

professional development attach higher value to the impact of immediate professional action 

on strengthening the image of the profession (M = 4.73, SD = 0.969) than preschool teachers 

who reflect in one-dimensional terms about professional development (M = 4.55, SD = 1.00). 

Also, preschool teachers who think multi-dimensionally about professional development are 

more likely to evaluate the impact of Professionalization on the preschool teacher calling (M 

= 4.00, SD = 0.96) than those who think about it one-dimensionally (M = 3.76, SD = 0.96). 

 The results show that there are no statistically significant differences between preschool 

teachers who reflect about the professional development with regards to the importance 

attached to the imapct of Material conditions and external factors on strengthening the image 

of the profession in society (t = -1.50, df = 492, p> 0.05). 
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6.5.PRESCHOOL TEACHERS’ COMPETENCES 

 

6.5.1. COMPETENCES DEVELOPED DURING THE STUDIES 

 

 The competence approach to professional development observes professional 

development as a way of developing preschool teachers’ competences. Part of these 

competences is developed during initial education, which must be the foundation for further 

professional development, but it should also enable preschool teachers to acquire the necessary 

minimum of diverse competences whose adoption is a prerequisite for the achievement of 

preschool teachers’ roles. These can later be expanded, upgraded or changed, but certainly at 

the very beginning all of them must be covered and to the extent necessary for the preschool 

teacher to begin with his or her work. In this part, we deal with the opinions of preschool 

teachers regarding the competences and the extent to which they have been developed during 

their studies. In addition, we were also interested in how principals evaluate the development 

of preschool teachers’ competences during their studies. 

Table 87. Descriptive data of preschool teachers’ responses for items in the scale Competences 

developed during the studies23  

 

 N M SD 

During the studies - Understanding the importance and impact which play has on 

child growth and development. 
533 4.61 

1.32 

During the studies - Possessing knowledge and skills in the field of kinesiology at 

the level required for successful work. 
515 4.18 

1.32 

During the studies - Knowledge and recognition of the characteristics of early and 

preschool children. 
524 4.13 

1.38 

During the studies - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in the field of one's 

mother tongue and literature. 

528 4.12 

1.34 

During the studies - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in the field of visual 

arts. 

517 4.11 

1.28 

During the studies - Ability to encourage and develop basic health and hygiene 

habits in children. 
524 4.11 

1.42 

During the studies - Monitoring and understanding the relationship between 

developmental characteristics of the child and his chronological age. 
532 4.06 

1.32 

During the studies -  Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in the field of music 

culture/musicology. 

521 4.05 

1.32 

During the studies -  Understanding the importance and creating an emotionally 

healthy environment for the child. 
521 4.02 

1.34 

                                                           
23 For response frequencies see Appendix 19 
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During the studies -  Promotion of fairness, justice, and equal opportunities for all, 

regardless of gender, abilities, and special needs, age, religion, culture, and other 

differences. 

516 3.99 

1.57 

During the studies -  Ability to develop and stimulate creativity and creative 

potential in children. 
521 3.98 

1.32 

During the studies -  Ability to encourage children to experience and express 

themselves through various artistic activities. 
521 3.98 

1.34 

During the studies -  Acknowledging the importance of the child-family 

relationship and its impact on the child’s development. 
521 3.95 

1.39 

During the studies -  Respecting children’s rights and implementing the principle of 

equal development opportunities through education. 
534 3.94 

1.35 

During the studies -  Ability to encourage aesthetic thinking and feelings in 

children. 
520 3.91 

1.42 

During the studies -  Desire for continuing professional training 521 3.86 1.50 

During the studies -  Affirmative attitude towards one’s own profession and 

evaluation of one's own professional role. 
510 3.82 

1.47 

During the studies -  Ability to develop and stimulate critical thinking and freedom 

of expression in children. 
518 3.80 

1.40 

During the studies -  Creating a physically safe environment. 523 3.76 1.51 

During the studies -  Recognizing and timely meeting of the basic individual needs 

of children. 
534 3.72 

1.41 

During the studies -  Personal commitment to the growing progress and 

achievement of children. 
515 3.70 

1.50 

During the studies -  Prevention of illness, recognition of basic signs of illness, and 

knowledge of procedures to treat them. 
525 3.69 

1.51 

During the studies -  Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in the field of 

mathematics. 

529 3.68 

1.50 

During the studies -  Successful transfer of knowledge, values, and attitudes related 

to affirmation of human rights and civil society. 
515 3.67 

1.54 

During the studies -  Knowledge of the structure and purpose of the educational 

system and curriculum. 
524 3.65 

1.49 

During the studies -  Application of new theoretical  insights into the growth and 

development of children in practice. 
521 3.59 

1.45 

During the studies -  Identifying deviations from average developmental 

characteristics of children. 
527 3.56 

1.35 

During the studies -  Recognizing children’s interests and the importance of their 

implementation. 
520 3.53 

1.42 

Creation, demonstration, and use of materials/toys/incentives. 531 3.51 1.46 

During the studies -  Highlighting elements that contribute to health and well being, 

and  the promotion of a healthy lifestyle. 
525 3.48 

1.50 

During the studies -  Affirmative attitude towards ethical reasoning and behavior, 

recognition of their own unethical procedures and/or doubts. 
509 3.43 

1.76 

During the studies -  Recognizing and acknowledging individual nutritional needs 

of children. 
520 3.40 

1.64 

During the studies -  Planning the educational process with precise goals and 

expected learning outcomes. 
528 3.40 

1.42 

Organizing and improving a stimulating learning environment. 527 3.38 1.38 

During the studies -  Ability to reflect about one’s own work, behavior, values, and 

feelings. 
520 3.38 

1.55 

During the studies -  Ability to collaboratively solve problems. 514 3.36 1.50 

During the studies -  Knowledge and critical evaluation of the curriculum. 523 3.36 1.53 

During the studies -  Appreciation of all members of the local community and 

committed work for the community and general good. 
511 3.32 

1.59 

During the studies -  Developing an understanding of natural phenomena and 

values of living in harmony with the natural environment. 
522 3.31 

1.45 

During the studies -  Implementation of different learning strategies. 528 3.31 1.38 
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During the studies -  Finding, evaluating, and using the results of latest professional 

and scientific research to improve the educational practice. 
521 3.31 

1.57 

During the studies -  Recognizing the child’s value orientation and encouraging the 

development of basic humanistic values. 
531 3.30 

1.43 

During the studies -  Understanding the impact of stress on child development, the 

importance of the child’s mental and emotional health, and the support and 

protection of the child. 

533 3.29 

1.55 

During the studies -  Application of appropriate procedures in the event of a child 

suffering an injury, choking, allergic reactions, etc. 
528 3.29 

1.62 

Applying the skills of strengthening a child’s self-esteem that is based on 

individual progress and development. 
531 3.26 

1.43 

Identifying differences in children’s abilities and aligning incentives/activities 535 3.19 1.42 

During the studies -  Appropriate responding to a child's disruptive behavior in a 

fair, socially sensitive, and consistent way. 
530 3.17 

1.41 

During the studies -  Using different media as a stimulating environment to 

enhance the mother tongue. 
523 3.16 

1.54 

During the studies -  Socially and emotionally intelligent regulation of behavior by 

recognizing, understanding, and managing one's own emotions. 
518 3.15 

1.53 

During the studies -  Creating new knowledge from the interdisciplinary area of 

education. 
510 3.14 

1.59 

During the studies -  Using everyday situations to stimulate the ability of a 

scientific approach to thinking. 
514 3.09 

1.53 

During the studies -  Identifying basic signs of neglect and abuse 527 3.09 1.61 

During the studies -  Possibility of valid assessment and incentive evaluation of 

child achievements, and ability to provide quality feedback. 
525 3.07 

1.37 

During the studies -  Ability to systematically analyze and inquire about 

educational ideas, theories, and discussions. 
516 3.01 

1.56 

During the studies - Possessing knowledge and skills at the level required for 

successful work. This refers to the knowledge and skills from the field of 

information and communication technology. 

522 2.95 

1.77 

During the studies -  Ability to encourage the development of self-regulated 

learning competences. 
511 2.94 

1.38 

Encouraging effective and open communication and cooperation with all 

participants in the educational process (children, parents, associates). 
536 2.92 

1.44 

During the studies -  Monitoring and anticipating changes in educational processes 

and requirements that must be adequately answered by all participants in the 

educational process. 

513 2.87 

1.61 

During the studies -  Making and tracking progress in the work with children with 

special needs due to developmental difficulties, specific emotional disturbances, 

and behavioral disorders. 

531 2.86 

1.62 

During the studies -  Evaluating the quality of the educational system (including 

self-evaluation) and using evaluation results for its improvement. 
525 2.75 

1.52 

During the studies -  Developing strategies that support inclusion of the family and 

children in curriculum development. 
519 2.64 

1.60 

During the studies -  Obtaining and monitoring progress in the work with children 

who have special needs due to their above-average abilities. 
532 2.60 

1.61 

Group management, organization, and managing time and dynamic group 

processes. 
528 2.56 

1.47 

During the studies - Using information-communication technology as a stimulating 

learning environment. 
519 2.55 

1.78 

Involvement in counseling children and parents. 530 2.35 1.55 

During the studies -  Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in the field of 

chemistry, biology, and physics. 

521 2.27 

1.59 

Performing activities for the promotion and improvement of the preschool as a 

unified whole. 
531 2.15 

1.48 

Performing administrative duties. 533 1.81 1.48 
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 We were interested to know how preschool teachers and principals evaluate the 

development of individual preschool teachers’ competences during their studies. In that, 

preschool teachers evaluated how much their own competences were developed during the 

studies, and the principals evaluated the development of preschool teachers’ competences 

during the studies. Table 87 shows the descriptive data of each individually specified 

competences and preschool teachers’ evaluation of the extent to which they have developed 

them during their studies. 

 Preschool teachers evaluate the development of competences in the field of child 

understanding, impact of play, as well as competences related to the fields of kinesiology, 

mother tongue, music, and visual arts. Also, they attribute high values to competences related 

to those aspeects of work which include health and hygiene. Thus, in the first place, as the most 

developed competence, preschool teachers evaluate Understanding the importance and impact 

which play has on child growth and development (M = 4.61). In addition to this competency, 

there are still 8 competences previously mentioned, evaluated as competences developed during 

the course of the study to a considerable extent, with arithmetic values above 4. These are the 

following competences: During the studies - Possessing knowledge and skills in the field of 

kinesiology at the level required for successful work (M = 4.18), During the studies - 

Knowledge and recognition of the characteristics of early and preschool children (M = 4.13), 

During the studies - Possessing knowledge and skills in various fields at a level required for 

successful work (M = 4.12), During the studies - Possessing knowledge and skills in the field 

of visual arts at a level required for successful work. (M = 4.11), During the studies - Ability to 

encourage and develop basic health and hygiene habits in children (M = 4,11), During the 

studies - Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age (M = 4.06), During the studies -  Possessing knowledge 

and skills in the field of music culture/musicology at a level required for successful work (M = 

4.05), and During the studies -  Understanding the importance and creating an emotionally 

healthy environment for the child (M = 4.02). 

 If we observe programs preschool teacher education, we will notice that these areas are 

indeed highly represented in initial education of preschool teachers24 . It is also important to 

note that this differs from the recommendations of European documents which place 

importance on the development of other areas of competence (European Commission, 2012a), 

                                                           
24 http://www.ufri.uniri.hr/hr/studiji.html; http://wt.foozos.hr/studijski-programi  

http://www.ufri.uniri.hr/hr/studiji.html
http://wt.foozos.hr/studijski-programi
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some of which even in this research are estimated by preschool teachers as being barely 

developed. The mission of education focuses on active citizenship, personal development, and 

well being (European Commission, 2012b, p. 2). 

 When, on the other hand, we discuss the lowest rated competences, then we speak of as 

many as 13 competences whose arithmetic meanings are below the value of 3, i.e. mid-level 

competence development. One of these 13, Performing administrative duties, is estimated as 

the least developed competence and is the only item with a value below the level of 2 (M = 

1.808). In these 13 competences recognized by preschool teachers as less developed during the 

course of their studies, mainly the competences related to natural and technical content 

(information-communication area, biology, chemistry, and physics), but also the competences 

of encouraging self-regulated learning, involving all stakeholders in the educational process 

and communication with them, as well as their involvement in curriculum development, 

counseling, evaluation and self-evaluation, work with children with obove-average abilities and 

children with developmental difficulties, as well as competences of organization and Group 

management. Precisely the competences of working with children with disabilities, as well as 

organization and Group management are discussed in the fork of Forte and Flores (2014), in 

which the preschool teachers state they feel insufficiently competent in this part. In addition, 

by examining the education of preschool teachers, it has been noted that the competences in the 

field of biology, chemistry, and physics are insufficiently represented. On the other hand, 

curriculum, information technology, and children with developmental difficulties are present in 

programs of preschool teacher education, but obviously, according to preschool teachers’ 

assessment to an insufficient degree or in disagreement with the needs they have in these areas. 

It is important to point out that the ICT field is one of the key competences in the European 

Union, which raises the question as to why there is so much disagreement between the required 

and the offered.  

 

Table 88. Descriptive data of preschool teachers’ responses on the factors of the scale 

Competences developed during the studies 

 

  

N Mean Std. 

Deviation 

Minim

um 

Maxim

um Valid 

Theoretical-reflective competences 490 3.18 1.28 0.00 6.00 

Creative arts and creativity development competences 507 4.00 1.15 0.00 6.00 

Competences of knowledge and understanding the child and 

understanding childhood in the institutional context  
478 3.82 1.13 0.00 6.00 
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Organizational competences and communication and 

counseling competences 
496 2.57 1.12 0.00 5.57 

Health and hygiene competences 
502 3.60 1.23 0.00 6.00 

Media and scientific literacy competences 504 2.94 1.40 0.00 6.00 

Competences for achieving, encouraging, and evaluating 

differences in learning 
493 2.90 1.24 0.00 6.00 

Competences for respecting and encouraging children’s 

rights, needs, and individual characteristics in the 

educational process 

498 3.45 1.18 0.00 6.00 

Personal-professional affirmative competences 486 3.68 1.29 0.00 6.00 

Natural scientific-linguistic competences 515 3.33 1.13 0.00 6.00 

 

 In the analysis of grouped competences developed during the studies, from Table 88 it 

is evident that the artistic creative competences are given the highest values, while the lowest 

values are attached to organizational and communication competences. 

 In our further analysis we were interested to know how principals view the development 

of competences during the studies. Table 89 shows descriptive data for individual competence 

items.  

Table 89. Descriptive data of principals’ responses for items in the scale Competences 

developed during the studies 

 

 N M SD 

During the studies -  Understanding the importance and impact which play has on child 

growth and development. 
44 4.43 1.36 

During the studies -  Possessing knowledge and skills in various fields at a level required 

for successful work. Refers to knowledge and skills in the field of visual arts. 
43 4.12 1.24 

During the studies -  Ability to encourage and develop basic health and hygiene habits in 

children. 
42 4.02 1.37 

During the studies -  Knowledge and recognition of the characteristics of early and 

preschool children. 
44 3.98 1.25 

During the studies -  Monitoring and understanding the relationship between 

developmental characteristics of the child and his chronological age. 
44 3.86 1.27 

During the studies -  Possessing knowledge and skills in various fields at a level required 

for successful work. Refers to knowledge and skills in the field of music 

culture/musicology. 

44 3.86 1.47 

During the studies -  Promotion of fairness, justice, and equal opportunities for all, 

regardless of gender, abilities, and special needs, age, religion, culture, and other 

differences. 

43 3.86 1.42 

During the studies -  Desire for continuing professional training. 42 3.83 1.46 

During the studies -  Ability to encourage children to experience and express themselves 

through various artistic activities. 
42 3.81 1.52 

During the studies -  Ability to develop and stimulate creativity and creative potential in 

children. 
44 3.77 1.51 

During the studies -  Ability to encourage aesthetic thinking and feelings in children. 43 3.77 1.46 

During the studies -  Understanding the importance and creating an emotionally healthy 

environment for the child. 
42 3.74 1.21 

During the studies -  Possessing knowledge and skills in the field of kinesiology at the 

level required for successful work. 
44 3.68 1.52 
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During the studies -  Possessing knowledge and skills in various fields at a level required 

for successful work. Refers to knowledge and skills in the field of one's mother tongue 

and literature. 

44 3.64 1.35 

During the studies -  Using different media as a stimulating environment to enhance the 

mother tongue. 
43 3.63 1.07 

During the studies -  Creating a physically safe environment. 43 3.60 1.42 

During the studies -  Recognizing and acknowledging individual nutritional needs of 

children. 
42 3.60 1.53 

During the studies -  Possessing knowledge and skills in various fields at a level required 

for successful work. Refers to knowledge and skills in the field of mathematics. 
44 3.59 1.34 

During the studies -  Highlighting elements that contribute to health and well being, and  

the promotion of a healthy lifestyle. 
43 3.58 1.28 

During the studies -  Ability to develop and stimulate critical thinking and freedom of 

expression in children. 
43 3.58 1.38 

During the studies -  Acknowledging the importance of the child-family relationship and 

its impact on the child’s development. 
44 3.55 1.39 

During the studies -  Developing an understanding of natural phenomena and values of 

living in harmony with the natural environment. 
42 3.52 1.21 

During the studies -  Personal commitment to the growing progress and achievement of 

children. 
41 3.46 1.47 

During the studies -  Successful transfer of knowledge, values, and attitudes related to 

affirmation of human rights and civil society. 
43 3.44 1.42 

During the studies -  Affirmative attitude towards one’s own profession and evaluation 

of one's own professional role. 
41 3.44 1.61 

During the studies - Possessing knowledge and skills at the level required for successful 

work. This refers to the knowledge and skills from the field of information and 

communication technology. 

44 3.44 1.47 

During the studies -  Identifying deviations from average developmental characteristics 

of children. 
44 3.34 1.26 

During the studies -  Understanding the impact of stress on child development, the 

importance of the child's mental and emotional health, and the support and protection of 

the child. 

44 3.32 1.31 

During the studies -  Prevention of illness, recognition of basic signs of illness, and 

knowledge of procedures to treat them. 
42 3.31 1.44 

During the studies -  Application of new theoretical  insights into the growth and 

development of children in practice. 
44 3.30 1.49 

During the studies -  Using everyday situations to stimulate the ability of a scientific 

approach to thinking. 
42 3.29 1.22 

During the studies -  Ability to collaboratively solve problems. 42 3.29 1.25 

During the studies -  Appreciation of all members of the local community and committed 

work for the community and general good. 
39 3.26 1.23 

During the studies -  Finding, evaluating, and using the results of latest professional and 

scientific research to improve the educational practice. 
42 3.19 1.37 

During the studies - Using information-communication technology as a stimulating 

learning environment. 
43 3.19 1.44 

During the studies -  Implementation of different learning strategies. 44 3.18 1.30 

During the studies -  Creating new knowledge from the interdisciplinary area of 

education. 
43 3.12 1.37 

During the studies -  Possibility of valid assessment and incentive evaluation of child 

achievements, and ability to provide quality feedback. 
42 3.10 1.27 

During the studies -  Socially and emotionally intelligent regulation of behavior by 

recognizing, understanding, and managing one’s own emotions. 
42 3.10 1.28 

During the studies -  Identifying basic signs of neglect and abuse. 43 3.09 1.34 

During the studies -  Ability to reflect about one's own work, behavior, values, and 

feelings. 
43 3.07 1.35 

During the studies -  Affirmative attitude towards ethical reasoning and behavior, 

recognition of their own unethical procedures and/or doubts. 
43 3.02 1.47 
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During the studies -  Planning the educational process with precise goals and expected 

learning outcomes. 
43 3.00 1.38 

During the studies -  Application of appropriate procedures in the event of a child 

suffering an injury, choking, allergic reactions, etc. 
43 2.95 1.45 

During the studies -  Ability to systematically analyze and inquire about educational 

ideas, theories, and discussions. 
43 2.95 1.33 

During the studies -  Monitoring and anticipating changes in educational processes and 

requirements that must be adequately answered by all participants in the educational 

process. 

42 2.93 1.50 

During the studies -  Knowledge and critical evaluation of the curriculum. 43 2.91 1.36 

During the studies -  Ability to encourage the development of self-regulated learning 

competences. 
42 2.90 1.36 

During the studies -  Developing strategies that support inclusion of the family and 

children in curriculum development. 
40 2.90 1.45 

During the studies -  Possessing knowledge and skills in various fields at a level required 

for successful work. Refers to knowledge and skills in the field of chemistry, biology, 

and physics. 

44 2.75 1.42 

During the studies -  Respecting children’s rights and implementing the principle of 

equal development opportunities through education. 
44 3,77 1.38 

Creation, demonstration, and use of materials/toys/incentives. 42 3.76 1.28 

During the studies -  Recognizing children’s interests and the importance of their 

implementation. 
41 3.71 1.29 

Organizing and improving a stimulating learning environment. 42 3.61 1.43 

During the studies -  Recognizing the child’s value orientation and encouraging the 

development of basic humanistic values. 
44 3.52 1.27 

During the studies -  Recognizing and timely meeting of the basic individual needs of 

children. 
42 3.48 1.21 

During the studies -  Knowledge of the structure and purpose of the educational system 

and curriculum. 
44 3.39 1.28 

Applying the skills of strengthening a child’s self-esteem that is based on individual 

progress and development. 
44 3.32 1.34 

Identifying differences in children’s abilities and aligning incentives/activities. 44 3.25 1.50 

Encouraging effective and open communication and cooperation with all participants in 

the educational process (children, parents, associates). 
43 3.09 1.46 

During the studies -  Appropriate responding to a child’s disruptive behavior in a fair, 

socially sensitive, and consistent way. 
42 3.02 1.42 

Group management, organization, and managing time and dynamic group processes 42 2.93 1.55 

Performing activities for the promotion and improvement of the preschool as a unified 

whole. 
42 2.71 1.53 

During the studies -  Making and tracking progress in the work with children with 

special needs due to developmental difficulties, specific emotional disturbances, and 

behavioral disorders. 

44 2.68 1.71 

Involvement in counseling children and parents. 44 2.64 1.45 

During the studies -  Making and monitoring progress in the work with children who 

have special needs due to their above-average abilities. 
44 2.43 1.69 

During the studies -  Evaluating the quality of the educational system (including self-

evaluation) and using evaluation results for its improvement. 
43 2.42 1.31 

Performing administrative duties. 42 2.36 1.56 

 

 What is immediately noticeable is that the very top and bottom of the table match in 

preschool teachers’ evaluations, with the difference that the arithmetic mean variability is 

smaller in the results obtained from the principals’s responsens than preschool teacher’s 

responses. However, in the descriptive data analysis by competence group, apart from the fact 

that all values are somewhat lower, principals place at very bottom of preschool teachers’ 
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competences developed during their studies those competences that relate to the specifics of 

different learning habits of children before organizational-communication competences, which 

are also low. Interestingly, the studies are still not following contemporary trends in which the 

importance of management competences has been recognized, both in terms of managing a 

group of children but also complex and diverse roles of preschool teachers, including 

partnerships with parents, organization promotion, co-operation with the community, and 

inclusion of preschool teachers in the creation of various forms of professional development of 

preschool teachers, but also principals (Ninlawan, 2015). 

 Table 90 shows descriptive data of grouped competences according to factor analysis, 

based on principals’ estimates.  

 

 

 

Table 90. Descriptive data of principals’ responses to the factors in the scale Competences 

developed during the studies  

 

  

N Mean Std. 

Deviation 

Mini

mum 

Maxi

mum Valid 

Creative arts and creativity development competences 42 3.82 1.32 1.00 6.00 

Theoretical-reflective competences 41 3.07 1.13 .63 5.88 

Competences of knowledge and understanding the child and 

understanding childhood in the institutional context 
42 3.51 1.09 1.00 5.56 

Organizational competences and communication and counseling 

competences 
39 2.80 1.18 .14 5.29 

Health and hygiene competences 42 3.49 1.16 .63 5.50 

Media and scientific literacy competences 42 3.38 1.06 0.00 5.50 

Competences for achieving, encouraging, and evaluating 

differences in learning 
38 2.79 1.19 .50 5.50 

Competences for respecting and encouraging children’s rights, 

needs, and individual characteristics in the educational process 
38 3.49 1.23 .57 6.00 

Personal-professional affirmative competences 37 3.47 1.14 1.00 5.43 

Natural scientific-linguistic competences 42 3.35 1.07 .75 6.00 

 

 

6.5.1.1. COMPETENCES DEVELOPED DURING THE STUDIES AND WORK 

EXPERIENCE 

 

 We conducted a variance analysis In order to determine if preschool teachers differ in 

their views which competences they have developed during their studies with regards to work 
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experience. Verification of results distribution in variables Competences developed during the 

studies describe the mentioned variables as symmetric and evenly mesocurtic. 

 Levene’s test show homogeneity of variance in all variables except for the 

Media and scientific literacy competences (Table 91).  

 

Table 91. Levene’s test for factors Competences developed during the studies  

 

Test of Homogeneity of Variances 

 Levene Statistic df1 df2 Sig. 

Theoretical-reflective competences .558 5 429 .732 

Creative arts and creativity development competences .456 5 444 .809 

Competences of knowledge and understanding the child and 

understanding childhood in the institutional context 
1.039 5 419 .394 

Organizational competences and communication and counseling 

competences 
.432 5 436 .826 

Health and hygiene competences .029 5 439 1.000 

Media and scientific literacy competences 2.592 5 440 .025 

Competences for achieving, encouraging, and evaluating differences 

in learning 
.445 5 431 .817 

Competences for respecting and encouraging children’s rights, 

needs, and individual characteristics in the educational process 
.399 5 435 .849 

Personal-professional affirmative competences .324 5 427 .898 

Natural scientific-linguistic competences .459 5 449 .807 

 

 

It was established that there is a statistically significant difference between preschool 

teachers with different years of work experience in 7 out of 9 competence groups that meet 

the requirements for the ANOVA test (Table 92). 

 

Table 92.  ANOVA test  for factors Competences developed during the studies 

 

ANOVA 

 

Sum of 

Squares df 

Mean 

Square F Sig. 

Theoretical-reflective competences Between Groups 37.575 5 7.515 4.740 .000 

Within Groups 680.142 429 1.585   

Total 717.718 434    

Creative arts and creativity development 

competences 

Between Groups 9.332 5 1.866 1.426 .213 

Within Groups 581.062 444 1.309   

Total 590.394 449    

Competences of knowledge and 

understanding the child and understanding 

childhood in the institutional context 

Between Groups 39.763 5 7.953 6.527 .000 

Within Groups 510.548 419 1.218   

Total 550.312 424    

Between Groups 33.367 5 6.673 5.687 .000 

Within Groups 511.672 436 1.174   
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Organizational competences and 

communication and counseling 

competences 

Total 

545.039 441    

Health and hygiene competences Between Groups 18.456 5 3.691 2.453 .033 

Within Groups 660.555 439 1.505   

Total 679.011 444    

Competences for achieving, encouraging, 

and evaluating differences in learning 

Between Groups 46.236 5 9.247 6.319 .000 

Within Groups 630.765 431 1.463   

Total 677.001 436    

Competences for respecting and 

encouraging children’s rights, needs, and 

individual characteristics in the 

educational process  

Between Groups 37.702 5 7.540 5.628 .000 

Within Groups 582.865 435 1.340   

Total 

    620.567 440    

Personal-professional affirmative 

competences 

Between Groups 21.291 5 4.258 2.574 .026 

Within Groups 706.469 427 1.654   

Total 727.760 432    

Natural scientific-linguistic competences Between Groups 4.382 5 .876 .661 .653 

Within Groups 595.513 449 1.326   

Total 599.895 454    

 

Multiple comparisons of pair groups (Post hoc tests) was performed with the Bonferroni 

correction to control the Alpha error to determine the difference between the groups (Table 93).  

Table 93. Post hoc test – Competences developed during the studies and Phase of professional 

development. 

Multiple Comparisons      

Bonferroni      

Dependent Variable     

Mean 

Difference (I-

J) 

Std. 

Error Sig. 

Theoretical-reflective competences 0-3 8-15 .62841* .18709 .013 

  
 

16-23 .92898* .20953 .000 

  
 

24-30 .63582* .21390 .047 

  4-7 16-23 .59375* .19712 .041 

Competences of knowledge and understanding 

the child and understanding childhood in the 

institutional context 

 0-3 8-15 

.63062* .16467 .002 

  
 

16-23 .94215* .18387 .000 

  
 

24-30 .71998* .18867 .002 

  4-7 16-23 58436* .17535 .014 

Organizational competences and 

communication and counseling competences 

0-3 8-15 
.59352* .15861 .003 

  
 

16-23 .87191* .17546 .000 

  
 

24-30 .59166* .18118 .018 

  4-7 16-23 .49579* .16744 .048 

Health and hygiene competences 0-3 16-23 .62623* .19986 .028 

Competences for achieving, encouraging, and 

evaluating differences in learning 

0-3 8-15 
.76943* .17945 .000 



 
306 

 

  
 

16-23 .95188* .20012 .000 

  
 

24-30 .79249* .20092 .001 

Competences for respecting and encouraging 

children’s rights, needs, and individual 

characteristics in the educational process 

0-3 8-15 

.57493* .17135 .013 

  
 

16-23 .79029* .18918 .001 

  
 

24-30 .77622* .19360 .001 

  4-7 16-23 .54381* 17891 .038 

Personal-professional affirmative competences 0-3 24-30 .69994* .21889 .022 

*. The mean difference is significant at the 

0.05 level. 

     

 

 In the case of Theoretical-reflective competences (K_Theor_ref_TS1), preschool 

teachers with up to 3 years of work experience evaluate that they have developed these 

competences during the studies (N = 77, M = 3.65, SD = 1.20) more than preschool teachers 

with 8 to 15 years (N = 110, M = 3.02, SD = 1.05), 16 to 23 years (N = 68, M = 2.72, SD = 

1.36), and preschool teachers with 24 to 30 years of work experience (N = 63, M = 3.01, SD = 

1.34). Also,  preschool teachers with 4 to 7 years of work experience estimate that they have 

developed the same competences to a greater extent (N = 102, M = 3.31, SD = 1.25) than 

preschool teachers with 16 to 23 years of work experience. Among the other categories of work 

experience there are no statistically significant differences when it comes to developing these 

competences during initial education. This data is consistent with the changes that have taken 

place in the system of preschool teacher education, which has been moving from professional 

to university studies in the past 10 years. This has had a qualitative change on educational 

programs given that latest scientific theory and understanding of the importance of reflection 

in educational practice have been introduced. 

 With regards to the development of Creative arts and creativity development 

competences (K_Art_Creat_TS2), there are no statistically significant differences between 

preschool teachers with a different number of years of work experience, i.e. with different 

phases of professional development. 

 In the group Competences of knowledge and understanding the child and understanding 

childhood in the institutional context (K_Child_Inst_Cont_TS3), statistically significant 

differences were found between the same categories of preschool teachers as in 

K_Theor_ref_TS1. Preschool teachers with up to 3 years of work experience estimated that they 

have developed these competences during their studies to a greater extent (N = 78, M = 4.31, 

SD = 0.95) than those preschool teachers with 8 to 15 years of work experience (N = 106, M 

(N = 67, M = 3.37, SD = 1.73) and preschool teachers with 24 to 30 years of work experience 
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(N = 61, M = 3.59, SD = 1.17). Also, preschool teachers with 4 to 7 years of work experience 

estimate that they have developed these competences to a greater extent (N = 97, M = 3.95, SD 

= 1.01) than those preschool teachers with 16 to 23 years of work experience. Among the other 

categories of work experience there are no statistically significant differences when it comes to 

having developed these competences during initial education. 

 Also, statistically significant differences were found in the group of Organizational 

competences and communication and counseling competences (K_Org_commun_TS4) between 

the same categories of preschool teachers and with the same tendency. Preschool teachers with 

up to 3 years of work experience estimated that they have developed these competences during 

their studies to a greater extent (N = 81, M = 3.02, SD = 1.09) than preschool teachers with 8 

to 15 years of work experience (N = 110, M = 2.16, SD = 1.10) and preschool teachers with 24 

to 30 years of work experience (N = 64, M = 2.15, SD = 1.10). Also, preschool teachers with 4 

to 7 years of work experience estimated that they have developed the same competences to a 

greater extent (N = 100, M = 2.65, SD = 1.12) than preschool teachers with 16 to 23 years of 

work experience. There are no statistically significant differences between the other categories 

of work experience when it comes to developing these competences during initial education. 

Both this and the previous group of competences are the result of the already mentioned 

qualitative changes in preschool teacher education as a consequence of recognizing the 

importance of early and preschool education and professionals working in this field. 

 Health and hygiene competences (K_Health_Hyg_TS5) statistically significantly differ 

in terms of the development during the studies only in the group of preschool teachers with up 

to 3 years of work experience (N = 79, M = 3.99, SD = 1.51), who consider that they have 

developed these competences to a greater extent than preschool teachers with 16 to 23 years of 

work experience (N = 72, M = 3.36, SD = 1.24). Among other categories of preschool teachers 

with different years of work experience there are no statistically significant differences when it 

comes to developing these competences during initial education. 

  Novice preschool teachers statistically significantly differ also in terms of degree 

to which they have developed Competences for achieving, encouraging, and evaluating 

differences in learning (K_Child_Diff_Learn_TS7). They believe to have developed these 

competences during their studies to a greater extent (N = 79, M = 3.46, SD = 1.15) than 

preschool teachers with 8 to 15 years of work experience (N=107, M=2.69, SD=1.21), 

preschool teachers with 16 to 23 years of work experience (N=68, M=2.51, SD=1.29) and 

preschool teachers with 24 to 30 years of work experience (N = 67, M = 2.67, SD = 1.22). 
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Among the other categories of preschool teachers there are no statistically significant 

differences. 

 Preschool teachers with up to 3 years of work experience estimated that during the 

course of their studies they have developed Competences for respecting and encouraging 

children’s rights, needs, and individual characteristics in the educational process 

(K_Child_Typical_TS8) to a greater extent ((N=78, M=3.87, SD=1.10) than preschool teachers 

with 8 to 15 years of work experience (N=110, M=3.30, SD=1.20), preschool teachers with 16 

to 23 years of work experience (N = 72, M = 3.08, SD = 1, 22), and preschool teachers with 24 

to 30 years of work experience (N = 66, M = 3.10, SD = 1.10). Also, preschool teachers with 4 

and 7 years of work experience estimated that they havedeveloped these competences to a 

greater extent (N = 100, M = 3.63, SD = 1.16) than preschool teachers with 16 to 23 years of 

work experience. Among the other categories of work experience there are no statistically 

significant differences when it comes to developing these competences during initial education. 

 With respect to the Personal-professional affirmative competences 

(K_Pers_Profess_TS9), statistically significant differences exist only between preschool 

teachers with up to 3 years of work experience who evaluate their competences with higher 

values (N = 75, M = 4.07, SD = 1.25) than preschool teachers with 24 to 30 years of work 

experience (N = 64, M = 3.31, SD = 1.21). 

 With regards to the development of Natural scientific-linguistic competences 

(K_Nat_Ling_TS10), there are no statistically significant differences between preschool 

teachers with a different number of years of work experience, i.e. different phases of 

professional development. Unfortunately, this data does not say that these competences have 

been developed sufficiently by all preschool teachers during the course of their studies; on the 

contrary, it speaks to the fact that the area of natural sciences has been systematically ignored 

for years. 

Table 94. Kruskal-Wallis test for the variable Media and scientific literacy competences 

 

 Years of work 

experience 

N Mean Rank X2 p 

Media and scientific 

literacy competences 

0-3 78 293.42 43.184 .000 

4-7 103 242.07 

8-15 112 214.49 

16-23 73 190.87 

24-30 65 180.18 

Over 30 15 146.17 
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The Kruskal-Wallis test for the variable Media and scientific literacy competences has 

shown that there is a statistically significant difference (χ2 = 43.184, df = 5, p <0.01) beetwen 

the preschool teachers’ current phase of professional development. 

 

Table 95. Mann-Whitney test for the Media and scientific literacy competences given the Phase 

of professional development  

 

 Years of work 

experience 

N Mean 

Rank 

Sum of 

Ranks 

U Z p 

Media and 

scientific 

literacy 

competences 

0-3 78 103.46 8069.50 3045.500 -2.789 .005 

4-7 103 81.57 8401.50 

0-3 
78 116.29 9071.00 

2746.000 -4.361 .000 

8-15 112 81.02 9074.00 

0-3 
78 91.56 7141.50 

1633.500 -4.527 .000 

16-23 73 81.02 4334.50 

0-3 78 87.92 6857.50 1293.500 -5.043 .000 

24-30 65 52.90 3438.50 

0-3 78 52.19 4071.00 180.000 -4.242 .000 

over 30 15 20.00 300.00 

4-7 
103 115.00 11845.00 

5047.000 -1.586 .113 

8-15 112 101.56 11375.00 

4-7 103 96.91 9981.50 2893.500 -2.604 .009 

16-23 73 76.64 5594.50 

4-7 103 93.68 9649.50 2401.500 -3.086 .002 

24-30 
65 96.95 4546.50 

4-7 103 62.91 6480.00 421.000 -2.846 .004 

over 30 15 36.07 541.00 

8-15 112 97.14 10880.00 3624.000 -1.306 .192 

16-23 73 86.64 6325.00 

8-15 112 94.34 10566.50 3041.500 -1.825 .068 

24-30 65 79.79 5186.50 

8-15 
112 66.42 7439.50 

568.500 -2.033 .042 

over 30 15 45.90 688.50 

16-23 73 70.66 5158.50 2287.500 -.363 .716 

24-30 65 68.19 4432.50 

16-23 73 45.55 3325.00 471.000 -,850 .395 

over 30 
15 39.40 591.00 

24-30 65 41.35 2688.00 432.000 -.686 .493 

over 30 15 36.80 552.00 

 



 
310 

 

The Mann-Whitney test found that statistically significant differences in Media and 

scientific literacy competences exists between the novices’ (up to 3 years of work experience) 

and preschool teachers with 4 to 7 of work experience (U = 3045.50, Z = -2.789, p < 0.01), 

preschool teachers with 8 to 15 years (U = 2746.00, Z = -4.361, p = 0.000), preschool teachers 

with 16 to 23 years (U = 1633.50, Z = -4.527, p = 0.000), preschool teachers with 24 to 30 years 

of work experience (U = 1293.50, Z = -5.043, p = 0.000) and preschool teachers with more than 

30 years of work exoerience (U=180,00, Z=-4.242, p=000). In this respect, preschool teachers 

with up to 3 years of work experience perceive that they have significantly more media and 

scientific literacy competencies than other groups of preschool teachers (see table).  

 The results showed that there is a statistically significant difference between novices 

and preschool teachers with 4 to 7 years of work experience and preschool teachers with 16 to 

23 (U = 2893.50, Z = -2.604, p <0.01), then preschool teachers with 24 to 30 (U= 2401.50, Z=-

3.086, p<0.01) and preschool teachers with over 30 years of work experience (U= 421.00, Z=-

2.846, p<0,01). There is also statistically significant differences between preschool teachers 

with up 8-15 years of work experience and those with over 30 years of work experience, but 

because of small numbers of responders in thus category no conlusions can be driven.  

6.5.1.2. COMPETENCES DEVELOPED DURING THE STUDIES AND TYPE OF STUDIES 

 

 In order to determine whether or not preschool teachers differ in views which 

competences they have eveloped during their studies with respect to the level of the completed 

studies, we conducted a variance analysis. Evaluation of results distribution in the variable 

Competences developed during the studies describe the mentioned variables as symmetric and 

evenly mesocurtic. 

 

Table 96. Levene’s test for factors Competences developed during the studies 

 

Test of Homogeneity of Variances 

 Levene Statistic df1 df2 Sig. 

Theoretical-reflective competences 

 
.493 2 468 .611 

Creative arts and creativity development competences 

 
1.162 2 485 .314 

Competences of knowledge and understanding the child and understanding 

childhood in the institutional context  

 

2.746 2 457 .065 

Organizational competences and communication and counseling 

competences 

 

.665 2 473 .515 
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Health and hygiene competences 

 
.569 2 480 .567 

Media and scientific literacy competences 

 
2.057 2 482 .129 

Competences for achieving, encouraging, and evaluating differences in 

learning 

 

.016 2 470 .985 

Competences for respecting and encouraging children’s rights, needs, and 

individual characteristics in the educational process 

 

2.074 2 477 .127 

Personal-professional affirmative competences 

 
.869 2 465 .420 

Natural scientific-linguistic competences .535 2 493 .586 

 

 While analyzing the homogeneity of the variables, it was found that the variances are 

homogeneous (Table 96), therefore a variant analysis was performed which showed that there 

is a statistically significant difference in 7 out of 10 competence variables (Table 97) between 

preschool teachers with different levels of education. 

 

Table 97. ANOVA – Competences developed during the studies and type of studies 

 

ANOVA 

 

Sum of 

Squares Df Mean Square F Sig. 

Theoretical-reflective competences 

 

Between Groups 
72.955 2 36.477 

24.62

2 
.000 

Within Groups 693.347 468 1.482   

Total 766.302 470    

Creative arts and creativity development 

competences 

 

Between Groups 3.947 2 1.974 1.510 .222 

Within Groups 633.934 485 1.307   

Total 637.882 487    

Competences of knowledge and 

understanding the child and understanding 

childhood in the institutional context 

 

Between Groups 
47.675 2 23.837 

20.86

5 
.000 

Within Groups 522.112 457 1.142   

Total 
569.787 459    

Organizational competences and 

communication and counseling competences 

 

Between Groups 23.740 2 11.870 9.813 .000 

Within Groups 572.154 473 1.210   

Total 595.894 475    

Health and hygiene competences Between Groups 2.705 2 1.352 .893 .410 

Within Groups 726.618 480 1.514   

Total 729.323 482    

Media and scientific literacy competences 

 

Between Groups 
96.870 2 48.435 

27.11

3 
.000 

Within Groups 861.055 482 1.786   

Total 957.924 484    

Competences for achieving, encouraging, and 

evaluating differences in learning 

 

Between Groups 
32.693 2 16.347 

11.08

2 
.000 

Within Groups 693.268 470 1.475   

Total 725.961 472    

Between Groups 
42.182 2 21.091 

16.21

6 
.000 
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Competences for respecting and encouraging 

children’s rights, needs, and individual 

characteristics in the educational process 

 

Within Groups 620.389 477 1.301   

Total 

662.571 479    

Personal-professional affirmative 

competences 

 

Between Groups 
36.101 2 18.051 

11.21

7 
.000 

Within Groups 748.299 465 1.609   

Total 784.400 467    

Natural scientific-linguistic competences Between Groups 5.343 2 2.672 2.075 .127 

Within Groups 634.823 493 1.288   

Total 640.166 495    

 

Multiple comparison of pair groups (Post hoc tests) was performed with Bonferroni 

correction to control the Alfa Error (Table 96) so as to determine the difference between the 

groups. 

 

Table 98. Post hoc test  - Competences developed during the studies and Type of studies 

 

Multiple Comparisons 

Bonferroni 

Dependent Variable 

Mean 

Difference 

(I-J) 

Std. 

Error Sig. 

Theoretical-reflective 

competences 

 

two-year 

professional 

three-year 

professional 
-.56431* .14379 .000 

university studies -1.14072* .17751 .000 

three-year 

professional 

    
 university studies -.57641* .20746 .017 

Competences of knowledge and 

understanding the child and 

understanding childhood in the 

institutional context  

 

two-year 

professional 

 three-year 

professional 
-.50459* .12775 .000 

 university studies -.89729* .15620 .000 

three-year 

professional 

 
   

 university studies -.39270 .18294 .097 

Organizational competences and 

communication and counseling 

competences 

 

two-year 

professional 

 three-year 

professional 
-.29078 .12688 .067 

 university studies -.66105* .15924 .000 

three-year 

professional 

three-year 

professional 
   

university studies -.37026 .18424 .135 

Media and scientific literacy 

competences 

 

two-year 

professional 

 university studies -.70652* .15536 .000 

 three-year 

professional 
-1.26465* .19446 .000 

three-year 

professional 

 university studies    
 

-.55813* .22646 .042 

Competences for achieving, 

encouraging, and evaluating 

differences in learning 

 

two-year 

professional 

 university studies -.48225* .14175 .002 

 three-year 

professional 
-.67651* .17716 .000 

three-year 

professional 

 university studies    
 

-.19426 .20578 1.00 
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Competences for respecting and 

encouraging children’s rights, 

needs, and individual 

characteristics in the 

educational process 

 

two-year 

professional 

 university studies -.36600* .13371 .019 

 three-year 

professional 
-.90917* .16862 .000 

three-year 

professional 

 university studies    
 

-.54317* .19628 .018 

Personal-professional 

affirmative competences 

 

two-year 

professional 

 university studies -.42799* .14872 .013 

 three-year 

professional 
-.79863* .18959 .000 

three-year 

professional 

 university studies    
 

-.37065 .21924 .275 

*. The mean difference is significant at the 0.05 level. 

 

In the Theoretical-reflective competences (K_Theor_ref_TS1), preschool teachers who 

have completed university studies estimate that they have developed these competences during 

their studies (N = 55, M = 4.09, SD = 1.07) to a greater extent than preschool teachers with 

completed two-year professional studies (N = 324, M = 2.95, SD = 1.24) and preschool teachers 

with completed three-year professional studies (N = 92, M = 3.51, SD = 1.23). There are also 

statistically significant differences between preschool teachers with completed two-year 

professional studies who evaluate that they have developed these competences to a lesser extent 

than those preschool teachers who have completed three-year professional studies. 

With regards to the development of Creative arts and creativity development 

competences (K_Art_Creat_TS2), no statistically significant differences were found between 

preschool teachers with different types of completed studies. 

A statistically significant difference between preschool teachers with completed two-

year professional studies and other groups was obtained in the group of Competences of 

knowledge and understanding the child and understanding childhood in the institutional 

context (K_Child_Inst_Cont_TS3). Preschool teachers with completed two-year professional 

studies evaluate that they have developed these these competences during their studies to a 

lesser extent (N=315, M=3.63, SD=1.12) than preschool teachers with completed three-year 

professional studies (N = 90, M = 4.13, SD=1.04) and preschool teachers with completed 

university studies (N = 55, M = 4.53, SD = 0.78). 

With regards to Organizational competences and communication and counseling 

competences (K_Org_commun_TS4) preschool teachers with completed two-year professional 

studies estimate that tthey have developed these competences during their studies to a lesser 

extent (N = 322, M = 2.44, SD = 1.12) than preschool teachers with preschool teachers with 

completed university studied (N = 56, M = 3.10, SD = 1.01). 
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With respect to the development of Health and hygiene competences 

(K_Health_Hyg_TS5) there are no statistically significant differences between preschool 

teachers with different types of completed studies. 

Statistically significant differences between all groups of preschool teachers were 

obtained by analyzing Media and scientific literacy competences (K_Med_Scient_Lit_TS6). 

Preschool teachers who have completed university studies estimate that they have developed 

these competences during their studies to a greater extent (N = 55, M = 3.93, SD = 1.13) than 

those preschool teachers with completed two-year professional studies (N = 335, M = 2.67, SD 

= 1.38) and preschool teachers with completed three-year professional studies (N = 95, M = 

3.37, SD = 1.23). There are also statistically significant differences between preschool teachers 

with completed two-year professional studies, who evaluate that they have developed these 

competences to a lesser extent than those preschool teachers who have completed three-year 

professional studies. 

 Preschool teachers with completed two-year professional studies estimate that they have 

developed Competences for achieving, encouraging, and evaluating differences in learning 

(K_Child_Diff_Learn_TS7) during their studies to a lesser extent (N = 323, M = 2.73, SD = 

1.21) than preschool teachers with completed three-year professional studies (N = 95, M = 3.21, 

SD = 1.21) and preschool teachers with completed university studies (N = 55, M = 3.401, SD 

= 1.221). There are no statistically significant differences between preschool teachers with 

completed three-year professional studies and preschool teachers with completed university 

studies. 

Statistically significant differences between all groups of preschool teachers were 

obtained by analyzing Competences for respecting and encouraging children’s rights, needs, 

and individual characteristics in the educational process (K_Child_Typical_TS8). Preschool 

teachers who have completed university studies estimate that they have developed these 

competences during their studies (N = 53, M = 4.201, SD = 0.89) to a greater extent than those 

with completed two-year professional studies (N = 334, M = 3.29, SD = 1.17), and preschool 

teachers with completed three-year professional studies (N = 93, M = 3.66, SD = 1.167). There 

are also statistically significant differences between preschool teachers with completed two-

year professional studies, who estimate that they have developed these competences during 

their studies to a lesser extent than those who have completed three-year professional studies. 

With respect to Personal-professional affirmative competences (K_Pers_Profess_TS9), 

preschool teachers with completed two-year professional studies estimate that they have 
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developed these competences during the course of their studies to a lesser degree (N = 322, M 

= 3.52, SD = 1.30) than those with completed three-year professional studies (N = 94, M = 3.95, 

SD = 1.29) and preschool teachers with completed university studies (N = 52, M = 4.31, SD = 

1.07). There are no statistically significant differences between preschool teachers with 

completed three-year professional studies and university studies. 

With regards to the development of Natural scientific-linguistic competences 

(K_Nat_Ling_TS10), there are no statistically significant differences between preschool 

teachers who have completed different levels of studies.  

 The fact that preschool teachers with completed two-year professional studies estimate 

that they have developed a large part of competences to a lesser extent than other preschool 

teachers speaks to the fact that the first major change in competence development which 

preschool teachers develop during their studies was introduced during the extension from two 

to three years of professional studies, which has created a prerequisite for greater amount of 

content, but also deepening of the existing one. 

 

6.5.1.3. COMPETENCES DEVELOPED DURING THE STUDIES AND TYPE OF 

FACILITY 

 

 A t-test was performed in order to determine whether there is a statistically significant 

difference between preschool teachers working in a public or private facility and theire views 

on the competences which they have developed during their studies. The results showed that 

there are statistically significant differences between preschool teachers who have different 

views about the extent to which they have developed Media and scientific literacy competences 

(K_Med_Scient_Lit_TS6) (t = 3.090, df = 530, p <0.05). Preschool teachers working in private 

preschools (M = 3.42, SD = 1.38) thereby estimate that they have developed the competences 

of media and scientific literacy to a greater extent than preschool teachers working in public 

preschools (M = 2.89, SD = 1.37). It is possible that preschool teachers working in private 

preschools have the opportunity to use these competences more often, which is why their 

perception of these competences becomes more significant. 

 The results show that there are no statistically significant differences between 

preschool teachers working in private and public preschools in their views about Theoretical-

reflective competences (K_Theor_ref_TS1) (t=-1.118, df=90.335, p>0,01),Creative arts and 

creativity development competences (K_Art_Creat_TS2) (t=.730, df=532, p>0,01), 

Competences of knowledge and understanding the child and understanding childhood in the 
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institutional context (K_Child_Inst_Cont_TS3) (t=.813, df=505, p>0,01), Organizational 

competences and communication and counseling competences (K_Org_commun_TS4) 

(t=1.889, df=519, p>0,01),  Health and hygiene competences (K_Health_Hyg_TS5) (t=.105, 

df=93.984, p>0,01), Competences for achieving, encouraging, and evaluating differences in 

learning (K_Child_Diff_Learn_TS7) (t=1.770, df=516, p>0,01), Competences for respecting 

and encouraging children’s rights, needs, and individual characteristics in the educational 

process (K_Child_Typical_TS8) (t=1.870, df=522, p>0,01), Personal-professional affirmative 

competences (K_Pers_Profess_TS9) (t=-.768, df=507, p>0,01) and Natural scientific-linguistic 

competences (K_Nat_Ling_TS10) (t=-.085, df=541, p>0,01). 

 

 

6.5.1.4. COMPETENCES DEVELOPED DURING THE STUDIES AND EMPLOYMENT 

PLACE 

The t-test was conducted so as to determine whether there is a statistically significant 

difference between preschool teachers working in a nursery or preschool group with regards to 

their views of which competences they have developed during their studies. The results show 

that there are no statistically significant differences between preschool teachers working in a 

nursery or preschool group regards to their views of Theoretical-reflective competences 

(K_Theor_ref_TS1) (t=-.015, df=479, p>0,01),Creative arts and creativity development 

competences (K_Art_Creat_TS2) (t=-1.015, df=496, p>0,01), Competences of knowledge and 

understanding the child and understanding childhood in the institutional context 

(K_Child_Inst_Cont_TS3) (t=-.140, df=468, p>0,01), Organizational competences and 

communication and counseling competences (K_Org_commun_TS4) (t=.447, df=487, p>0,01),  

Health and hygiene competences (K_Health_Hyg_TS5) (t=-.219, df=491, p>0,01), Media and 

scientific literacy competences (K_Med_Scient_Lit_TS6) (t=1.720, df=220.931, 

p>0,01),Competences for achieving, encouraging, and evaluating differences in learning 

(K_Child_Diff_Learn_TS7) (t=-834, df=200.824, p>0,01), Competences for respecting and 

encouraging children’s rights, needs, and individual characteristics in the educational process 

(K_Child_Typical_TS8) (t=.376, df=487, p>0,01), Personal-professional affirmative 

competences (K_Pers_Profess_TS9) (t=-.933, df=475, p>0,01) and Natural scientific-linguistic 

competences (K_Nat_Ling_TS10) (t=-.255, df=504, p>0,01). 

This information was expected given that all preschool teachers in the Republic of 

Croatia pass the same training program at faculties, i.e. they do not opt to work in nursery or 
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preschool groups during their studies. Namely, employment conditions in nursery and 

preschool groups are equal and the same staff is employed, unlike countries with the so-called 

“split-system” in early and preschool.  

 Nursery and preschool groups are considered a community under the “protection” of the 

Ministry in charge of education, therefore the education of its staff, and the staff who work with 

children of that age, is identical. In countries with the “split system” staff employed in nurseries 

or preschools is different (Blanuša Trošelj, 2012; Oberhuemer, Schreyer and Neuman, 2010), 

therefore the preparation, requirements, and professional development of teachers working in 

nurseries is different from the professional development of preschool teachers (Phillips, 

Austinand and Whitebook, 2016). 

 

6.5.1.5. COMPETENCES DEVELOPED DURING THE STUDIES AND THE DESIRE TO 

LEAVE THE JOB 

 A t-test was performed so as to determine whether there is a statistically 

significant difference between preschool teachers who considered leaving their job and those 

who have never thought about it with regards to competences developed during their studies. 

The results show that there are no statistically significant differences between preschool 

teachers who considered leaving their job and those who never thought about it in terms of 

Competences developed during the studies: Theoretical-reflective competences 

(K_Theor_ref_TS1) (t=.749, df=485, p>0,01),Creative arts and creativity development 

competences (K_Art_Creat_TS2) (t=-.043, df=501, p>0,01), Competences of knowledge and 

understanding the child and understanding childhood in the institutional context 

(K_Child_Inst_Cont_TS3) (t=-.475, df=472, p>0,01), Organizational competences and 

communication and counseling competences (K_Org_commun_TS4) (t=1.517, df=491, 

p>0,01),  Health and hygiene competences (K_Health_Hyg_TS5) (t=1.943, df=496, p>0,01), 

Media and scientific literacy competences (K_Med_Scient_Lit_TS6) (t=-.036, df=499, 

p>0,01),Competences for achieving, encouraging, and evaluating differences in learning 

(K_Child_Diff_Learn_TS7) (t=.603, df=488, p>0,01), Competences for respecting and 

encouraging children’s rights, needs, and individual characteristics in the educational process 

(K_Child_Typical_TS8) (t=.572, df=493, p>0,01), Personal-professional affirmative 

competences (K_Pers_Profess_TS9) (t=1.590, df=480, p>0,01) and Natural scientific-

linguistic competences (K_Nat_Ling_TS10) (t=1.274, df=509, p>0,01). 
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6.5.1.6. COMPETENCES DEVELOPED DURING THE STUDIES AND EXPERIENCES 

WITH SPECIAL IMPACT 

 A t-test was performed in order to determine whether there is a statistically 

significant difference between preschool teachers who have had experiences that have left a 

special impact on them, other positive or negative, with regards to competences developed 

during their studies. The results show there are no statistically significant differences between 

preschool teachers who have had an experience that has left a positive impression on them as 

compared to those who’ve had an experience that has left a negative experience in terms of The 

results show there are no statistically significant difference in the Theoretical-reflective 

competences (K_Theor_ref_TS1) (t=-.623, df=315, p>0,01),Creative arts and creativity 

development competences (K_Art_Creat_TS2) (t=1.167, df=323, p>0,01), Competences of 

knowledge and understanding the child and understanding childhood in the institutional 

context (K_Child_Inst_Cont_TS3) (t=.321, df=311, p>0,01), Organizational competences and 

communication and counseling competences (K_Org_commun_TS4) (t=-.119, df=322, 

p>0,01),  Health and hygiene competences (K_Health_Hyg_TS5) (t=.811, df=323, p>0,01), 

Media and scientific literacy competences (K_Med_Scient_Lit_TS6) (t=1.293, df=327, 

p>0,01),Competences for achieving, encouraging, and evaluating differences in learning 

(K_Child_Diff_Learn_TS7) (t=-.245, df=320, p>0,01), Competences for respecting and 

encouraging children’s rights, needs, and individual characteristics in the educational process 

(K_Child_Typical_TS8) (t=.701, df=319, p>0,01), Personal-professional affirmative 

competences (K_Pers_Profess_TS9) (t=.928, df=311, p>0,01) and Natural scientific-linguistic 

competences (K_Nat_Ling_TS10) (t=.204, df=324, p>0,01). 

.   

6.5.1.7. COMPETENCES DEVELOPED DURING THE STUDIES AND REFLECTION 

ABOUT PROFESSIONAL DEVELOPMENT 

 A t-test was conducted in order to determine whether there is a statistically significant 

difference between preschool teachers who think about professional development one-

dimensionally or multi-dimensionally in considering what competences they have eveloped 

during their studies. The results show that there are statistically significant differences between 

preschool teachers who think differently about the extent to which they have developed 

Competences of knowledge and understanding the child and understanding childhood in the 

institutional context (K_Child_Inst_Cont_TS3) (t = -2.103, df = 455.48, p < 0.05). Thereby 
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preschool teachers who think about professional development in multi-dimensional terms (M 

= 3.74, SD = 1.06) estimate to have developed these competences to a greater extent  (M = 

3.72, SD = 1.21) than those preschool teachers who think about professional development in 

one-dimensioanl terms. Competences of knowledge and understanding the child and 

understanding childhood in the institutional context provide preconditions for preschool 

teachers’ multi-dimensional thinking about professional development, in which preschool 

teachers recognize the impact of their own changes in the group and in individual children, 

and they realize the importance of reflective actions in constructing a meaningful curriculum. 

 The results show that there are no statistically significant differences between 

preschool teachers who think about professional development one-dimensionally or multi-

dimensionally in considering other groups of competences which they have developed during 

their studies, Theoretical-reflective competences (K_Theor_ref_TS1) (t=-.264, df=477, 

p>0,01),Creative arts and creativity development competences (K_Art_Creat_TS2) (t=-.039, 

df=487, p>0,01), Organizational competences and communication and counseling 

competences (K_Org_commun_TS4) (t=-.244, df=479, p>0,01),  Health and hygiene 

competences (K_Health_Hyg_TS5) (t=-.017, df=489, p>0,01), Media and scientific literacy 

competences (K_Med_Scient_Lit_TS6) (t=-1.266, df=486, p>0,01),Competences for achieving, 

encouraging, and evaluating differences in learning (K_Child_Diff_Learn_TS7) (t=-.636, 

df=472, p>0,01), Competences for respecting and encouraging children’s rights, needs, and 

individual characteristics in the educational process (K_Child_Typical_TS8) (t=-.653, df=477, 

p>0,01), Personal-professional affirmative competences (K_Pers_Profess_TS9) (t=-.358, 

df=464, p>0,01) and Natural scientific-linguistic competences (K_Nat_Ling_TS10) (t=-.711, 

df=495, p>0,01). 

 

 

 

 

 

 



 
320 

 

6.5.2.IMPORTANCE OF COMPETENCES IN PRESCHOOL TEACHERS' 

WORK 

 

 We were also interested to know how preschool teachers assess the importance of 

individuals competences in their work. Table 99 shows the descriptive data for each individual 

item. 

Table 99. Descriptive data for items in the scale Competence importance in one’s work – 

preschool teachers25   
 

 N M SD 

Understanding the importance and impact which play has on child growth and 

development. 
540 5.64 .71 

Ability to encourage and develop basic health and hygiene habits in children. 
531 5.62 .62 

Recognizing and timely meeting of the basic individual needs of children. 

537 5.60 .72 

Understanding the importance and creating an emotionally healthy environment for the 

child. 
529 5.56 .71 

Creating a physically safe environment. 532 5.51 .75 

Recognizing children’s interests and the importance of their implementation. 524 5.45 .79 

Encouraging effective and open communication and cooperation with all participants in 

the educational process (children, parents, associates). 
542 5.43 .20 

Application of appropriate procedures in the event of a child suffering an injury, choking, 

allergic reactions, etc. 
531 5.43 .85 

Knowledge and recognition of the characteristics of early and preschool children. 531 5.42 .80 

Acknowledging the importance of the child-family relationship and its impact on the 

child’s development. 
530 5.41 .81 

Respecting children’s rights and implementing the principle of equal development 

opportunities through education. 
540 5.41 .83 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
521 5.39 .86 

Ability to develop and stimulate critical thinking and freedom of expression in children. 524 5.38 .77 

Appropriate responding to a child’s disruptive behavior in a fair, socially sensitive, and 

consistent way. 
535 5.37 .88 

Ability to develop and stimulate creativity and creative potential in children. 528 5.37 .78 

Creation, demonstration, and use of materials/toys/incentives. 534 5.37 .81 

Need for continuing professional training. 529 5.36 .84 

Ability to encourage children to experience and express themselves through various 

artistic activities. 
526 5.36 .85 

Prevention of illness, recognition of basic signs of illness, and knowledge of procedures 

to treat them. 
531 5.35 .83 

Recognizing and acknowledging individual nutritional needs of children. 527 5.35 .87 

Monitoring and understanding the relationship between developmental characteristics of 

the child and his chronological age. 
539 5.34 .81 

                                                           
25 For response frequencies see Appendix 20 



 
321 

 

Identifying differences in children’s abilities and aligning incentives/activities. 539 5.33 .83 

Ability to encourage aesthetic thinking and feelings in children. 528 5.33 .82 

Personal commitment to the growing progress and achievement of children. 522 5.31 .85 

Applying the skills of strengthening a child’s self-esteem that is based on individual 

progress and development. 
536 5.30 .90 

Socially and emotionally intelligent regulation of behavior by recognizing, 

understanding, and managing one’s own emotions. 
527 5.28 2.81 

Making and tracking progress in the work with children with special needs due to 

developmental difficulties. 
538 5.28 2.39 

Highlighting elements that contribute to health and well being, and  the promotion of a 

healthy lifestyle. 
529 5.28 .86 

Identifying deviations from average developmental characteristics of children. 537 5.26 .87 

Group management, organization, and managing time and dynamic group processes. 535 5.25 .92 

Affirmative attitude towards one’s own profession and evaluation of one's own 

professional role. 
517 5.25 .91 

Identifying basic signs of neglect and abuse. 532 5.25 .94 

Organizing and improving a stimulating learning environment. 532 5.24 .91 

Understanding the impact of stress on children's development, the importance of the 

children's mental and emotional health, and the support and protection of the child. 
540 5.24 .89 

Ability to reflect about one’s own work, behavior, values, and feelings. 527 5.22 .93 

Recognizing the child's value orientation and encouraging the development of basic 

humanistic values. 
535 5.20 .92 

Application of new theoretical  insights into the growth and development of children in 

practice. 
525 5.20 .93 

Ability to collaboratively solve problems. 523 5.18 .92 

Possessing knowledge and skills in the field of visual arts at a level required for 

successful work. 
524 5.18 .89 

Possessing knowledge and skills in the fields of one’s mother tongue and literature at a 

level required for successful work. 
533 5.12 .93 

Involvement in counseling children and parents. 537 5.10 .97 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
514 5.09 .99 

Successful transfer of knowledge, values, and attitudes related to affirmation of human 

rights and civil society 
519 5.07 1.01 

Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work. 
519 5.06 .97 

Planning the educational process with precise goals and expected learning outcomes. 536 5.03 1.06 

Possessing knowledge and skills in the field of music culture/musicology at the level 

required for successful work. 
525 5.01 1.02 

Possibility of valid assessment and incentive evaluation of child achievements, and 

ability to provide quality feedback. 
533 5.00 .98 

Knowledge of the structure and purpose of the educational system and curriculum. 534 4.98 1.05 

Making and monitoring progress in the work with children who have special needs due to 

their above-average abilities. 
537 4.96 1.18 

Application of different learning strategies. 532 4.95 1.00 

Developing an understanding of natural phenomena and values of living in harmony with 

the natural environment. 
529 4.95 .99 

Appreciation of all members of the local community and committed work for the 

community and general good. 
517 4.85 1.06 

Evaluating the quality of the educational system (including self-evaluation) and using 

evaluation results for its improvement. 
531 4.84 1.03 

Finding, evaluating, and using the results of latest professional and scientific research to 

improve the educational practice. 
525 4.78 1.11 

Knowledge and critical evaluation of the curriculum. 530 4.78 1.12 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of mathematics. 
530 4.78 1.15 

Ability to encourage the development of self-regulated learning competences. 514 4.68 1.03 

Using everyday situations to stimulate the ability of a scientific approach to thinking. 520 4.68 1.09 
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Using different media as a stimulating environment for development. 527 4.66 1.08 

Developing strategies that support inclusion of the family and children in curriculum 

development. 
523 4.64 2.49 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of information-communication technology. 
526 4.58 1.17 

Creating new knowledge from the interdisciplinary area of education. 515 4.54 1.13 

Performing activities for the promotion and improvement of the preschool as a unified 

whole. 
533 4.53 1.11 

Monitoring and anticipating changes in educational processes and requirements that must 

be adequately answered by all participants in the educational process. 
520 4.51 1.27 

Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions. 
519 4.45 1.20 

Using information-communication technology  as a stimulating learning environment. 522 4.36 1.29 

Performing administrative duties. 536 4.32 1.39 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of chemistry, biology, and physics. 
521 3.94 1.44 

 

 It is interesting that the top and bottom of the table are roughly equally ranked as 

assessments of competence development during the studies, which may be either a consequence 

of a personal paradigm that greatly depends on what is being developed in the early phase of in 

professional development, i.e. in this case, what had been developed during the studies. 

Nevertheless, the preschool teachers assessed all competences with extremely high values. No 

competence is assessed as less important or irrelevant. At the very end of the table, this time 

however, is the competence that speaks to the knowledge in the field of chemistry, biology and 

physics. The reasons for this can be found in the fact that, in numerous research, the dominant 

reasons for selecting the preschool teacher profession are human values, such as family or love 

for children, and sometimes pragmatic reasons (which do not include mathematics during 

enrollment in the studies and/or during the course of early and preschool education studies). 

  In addition, the inclination towards natural sciences is more pronounced in boys, i.e. 

men. But this is not information that should be ignored and it should be considered whether to 

minimize the impact on the choice of natural science in kindergarten or opposite. Programs 

offered at faculties foof teacher education certainly do not contribute to the better position of 

preschool teachers. Chen, McKrey, Adams and Leow (2014) also discuss the fact that one can 

become a preschool teacher with little knowledge in mathematics. Their research confirms the 

poor self-assessment of preschool teachers in that area, especially when it comes to topics more 

complex than mere numbers (Chen, McCray, Adams and Leow, 2014). Document NAEYC and 

NCTM (2002) highlights the general lack of knowledge and preparation that contribute to the 

reduced sense of preschool teachers’ self-confidence in this area. 
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On the other hand, at the very top of the scale is the competence that enables the 

promotion of the importance of play. Preschool teachers recognize the importance of this 

competence, as well as the importance of play itself as a key method in working with and 

teaching early and preschool aged children (Niikko and Ugaste, 2012). 

 

Table 100. Descriptive data for items in the scale Competence importance in one’s work – 

principals 

 
 N M SD 

Identifying deviations from average developmental characteristics of children. 44 6.95 9.12 

Understanding the importance and impact which play has on child growth and 

development. 
44 5.89 .32 

Application of appropriate procedures in the event of a child suffering an injury, choking, 

allergic reactions, etc. 
43 5.88 .39 

Recognizing and timely meeting of the basic individual needs of children. 43 5.86 .41 

Understanding the importance and creating an emotionally healthy environment for the 

child. 
43 5.84 .53 

Ability to encourage and develop basic health and hygiene habits in children. 43 5.77 .53 

Need for continuing professional training. 43 5.74 .70 

Recognizing children’s interests and the importance of their implementation. 42 5.74 .54 

Encouraging effective and open communication and cooperation with all participants in 

the educational process (children, parents, associates). 
44 5.73 .50 

Acknowledging the importance of the child-family relationship and its impact on the 

child’s development. 
44 5.73 .54 

Creating a physically safe environment. 43 5.72 .63 

Knowledge and recognition of the characteristics of early and preschool children. 44 5.70 .55 

Identifying differences in children’s abilities and aligning incentives/activities. 43 5.70 .56 

Making and tracking progress in the work with children with special needs due to 

developmental difficulties. 
43 5.70 .56 

Applying the skills of strengthening a child’s self-esteem that is based on individual 

progress and development. 
44 5.68 .56 

Ability to collaboratively solve problems. 42 5.67 .69 

Understanding the impact of stress on children’s development, the importance of the 

children's mental and emotional health, and the support and protection of the child. 
44 5.66 .57 

Personal commitment to the growing progress and achievement of children. 41 5.66 .79 

Identifying basic signs of neglect and abuse. 43 5.65 .78 

Ability to develop and stimulate critical thinking and freedom of expression in children. 43 5.65 .57 

Respecting children’s rights and implementing the principle of equal development 

opportunities through education. 
44 5.64 .75 

Making and monitoring progress in the work with children who have special needs due to 

their above-average abilities. 
44 5.64 .61 

Monitoring and understanding the relationship between developmental characteristics of 

the child and his chronological age. 
44 5.64 .72 

Organizing and improving a stimulating learning environment. 43 5.63 .69 

Highlighting elements that contribute to health and well being, and  the promotion of a 

healthy lifestyle. 
43 5.63 .62 

Recognizing and acknowledging individual nutritional needs of children. 43 5.63 .66 

Ability to reflect about one’s own work, behavior, values, and feelings. 43 5.60 .69 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
43 5.60 .69 

Ability to develop and stimulate creativity and creative potential in children. 43 5.60 .66 
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Ability to encourage children to experience and express themselves through various 

artistic activities. 
43 5.60 .58 

Group management, organization, and managing time and dynamic group processes. 43 5.58 .63 

Appropriate responding to a child’s disruptive behavior in a fair, socially sensitive, and 

consistent way. 
43 5.58 .70 

Socially and emotionally intelligent regulation of behavior by recognizing, understanding, 

and managing one's own emotions. 
43 5.58 .70 

Application of new theoretical  insights into the growth and development of children in 

practice. 
44 5.57 .66 

Possessing knowledge and skills in the fields of one’s mother tongue and literature at a 

level required for successful work. 
44 5.57 .79 

Possibility of valid assessment and incentive evaluation of child achievements, and ability 

to provide quality feedback. 
43 5.56 .70 

Affirmative attitude towards one’s own profession and evaluation of one's own 

professional role. 
43 5.56 .77 

Ability to encourage aesthetic thinking and feelings in children. 43 5.56 .67 

Recognizing the child’s value orientation and encouraging the development of basic 

humanistic values. 
44 5.52 .73 

Creation, demonstration, and use of materials/toys/incentives. 43 5.49 1.05 

Involvement in counseling children and parents. 43 5.47 .67 

Evaluating the quality of the educational system (including self-evaluation) and using 

evaluation results for its improvement. 
44 5.43 .73 

Developing an understanding of natural phenomena and values of living in harmony with 

the natural environment. 
42 5.43 .83 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
43 5.42 .88 

Prevention of illness, recognition of basic signs of illness, and knowledge of procedures to 

treat them. 
43 5.35 .69 

Knowledge and critical evaluation of the curriculum. 43 5.33 .87 

Knowledge of the structure and purpose of the educational system and curriculum. 44 5.32 .77 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of mathematics. 
44 5.32 .88 

Planning the educational process with precise goals and expected learning outcomes. 42 5.30 .92 

Successful transfer of knowledge, values, and attitudes related to affirmation of human 

rights and civil society. 
43 5.30 .83 

Application of different learning strategies. 44 5.30 .79 

Ability to encourage the development of self-regulated learning competences. 43 5.28 .80 

Appreciation of all members of the local community and committed work for the 

community and general good. 
41 5.24 .91 

Using everyday situations to stimulate the ability of a scientific approach to thinking. 43 5.23 .90 

Finding, evaluating, and using the results of latest professional and scientific research to 

improve the educational practice. 
43 5.20 .86 

Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work. 
43 5.20 .77 

Possessing knowledge and skills in the field of music culture/musicology at the level 

required for successful work. 
43 5.19 .82 

Creating new knowledge from the interdisciplinary area of education. 43 5.16 .90 

Possessing knowledge and skills in the field of visual arts at a level required for successful 

work. 
43 5.16 .81 

Developing strategies that support inclusion of the family and children in curriculum 

development. 
40 5.15 .89 

Performing activities for the promotion and improvement of the preschool as a unified 

whole. 
44 5.14 .93 

Using different media as a stimulating environment for development. 43 5.07 .86 

Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions. 
43 5.07 .94 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of information-communication technology. 
44 5.07 1.02 



 
325 

 

Using information-communication technology as a stimulating learning environment. 43 5.02 1.03 

Monitoring and anticipating changes in educational processes and requirements that must 

be adequately answered by all participants in the educational process. 
43 4.90 1.02 

Possessing knowledge and skills in various fields at a level required for successful work. 

Refers to knowledge and skills in the field of chemistry, biology, and physics. 
44 4.70 1.25 

Performing administrative duties. 44 4.27 1.37 

 

Table 101. Descriptive data – Teachers’ responses in factors for Competence importance in 

one’s work 

 
  N Mean SD min Max 

Child-oriented competences and 

recognition, understanding, 

appreciation, and treatment in 

accordance with the specifics of the 

child’s upbringing context 

479 5.46 0.53 3.91 6 

Natural scientific-IT competences  501 4.66 .79 2.57 6 

Competences of understanding the 

dynamics of the educational process 

and meaningful creation, application, 

and evaluation of the curriculum 

462 5.04 .72 3.1 6 

Creative arts and creativity 

development competences 
509 5.25 .70 3.14 6 

Competences of creating, analyzing, 

and evaluating educational theory in 

practice 

489 4.64 .88 2.2 6 

Competences of organizing and 

planning of direct group work 
467 5.36 .54 3.86 6 

Health and hygiene competences 507 5.43 .58 3.57 6 

Personal-professional competences 485 5.23 .69 3.33 6 

 

 It is also evident from descriptive data in the factors of competence importance that 

preschool teachers and principals share a similar understanding of the importance of 

competences and consider competences focused on the child and his/her safety as most 

important in work. 
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Table 102. Descriptive data – Principals’ responses in factors for Competence importance in 

one’s work 

 

 
  N Mean SD min Max 

Child-oriented competences and 

recognition, understanding, appreciation, 

and treatment in accordance with the 

specifics of the child’s upbringing 

context 

40 5.6854 .42885 4.18 6 

Natural scientific-IT competences 42 5.1531 .68359 2.86 6 

Competences of understanding the 

dynamics of the educational process and 

meaningful creation, application, and 

evaluation of the curriculum 

37 5.4297 .58208 3.9 6 

Creative arts and creativity development 

competences 
43 5.4252 .55283 4 6 

Competences of creating, analyzing, and 

evaluating educational theory in practice 
43 5.1163 .75370 3 6 

Competences of organizing and planning 

of direct group work 
39 5.641 .38482 4.43 6 

Health and hygiene competences 43 5.6611 .49194 3.57 6 

Personal-professional competences 39 5.5598 .64265 2.67 6 

 

 

6.5.2.1.IMPORTANCE OF COMPETENCES AT WORK AND WORK EXPERIENCE 

 

 In order to determine whether preschool teachers differ in their reflecitons about which 

competences preschool teachers consider particularly important in their work with regards to 

the level of completed studies, we conducted an analysis of the variance. Verification of results 

distribution in variables Competence importance in one’s work describes the listed variables as 

symmetrical and evenly mesocurtic. 

 

 Levene’s test has determined the homogeneity of the variance in all variables, except 

for Natural scientific-IT competences. 
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Table 103. Levene’s test in factors Competence importance in one’s work 

 

Test of Homogeneity of Variances 

 Levene Statistic df1 df2 Sig. 

Child-oriented competences and 

recognition, understanding, 

appreciation, and treatment in 

accordance with the specifics of the 

child's upbringing context 

1.013 5 414 .409 

Natural scientific-IT competences 2.315 5 433 .043 

Competences of understanding the 

dynamics of the educational process 

and meaningful creation, application, 

and evaluation of the curriculum 

.610 5 399 .692 

Creative arts and creativity 

development competences 
.748 5 442 .588 

 Competences of creating, analyzing, 

and evaluating educational theory in 

practice 

1.992 5 422 .079 

Competences of organizing and 

planning of direct group work 
.761 5 405 .578 

Health and hygiene competences .505 5 439 .773 

Personal-professional competences 1.209 5 421 .304 

 

 It was found that there is no statistically significant difference between preschool 

teachers with a  different number of years of work experience in the groups of competences that 

met the requirements for the ANOVA test (Table 104). 

 

Table 104. ANOVA Phase of professional development and Competence importance in one’s 

work   
 

 
ANOVA 

 
Sum of 

Squares 
Df 

Mean 

Square 
F Sig. 

Child-oriented competences and 

recognition, understanding, appreciation, 

and treatment in accordance with the 

specifics of the child's upbringing context 

Between 

Groups 
1.149 5 .230 .803 .548 

Within Groups 118.447 414 .286   

Total 119.595 419    

Natural scientific-IT competences 

Between 

Groups 
3.579 5 .716 1.164 .326 

Within Groups 266.230 433 .615   

Total 269.810 438    

Competences of understanding the 

dynamics of the educational process and 

Between 

Groups 
2.501 5 .500 .938 .456 

Within Groups 212.663 399 .533   
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meaningful creation, application, and 

evaluation of the curriculum 
Total 215.163 404    

Creative arts and creativity development 

competences 

Between 

Groups 
1.522 5 .304 .623 .682 

Within Groups 215.865 442 .488   

Total 217.387 447    

Competences of creating, analyzing, and 

evaluating educational theory in practice 

Between 

Groups 
2.618 5 .524 .649 .662 

Within Groups 340.422 422 .807   

Total 343.040 427    

Competences of organizing and planning 

of direct group work 

Between 

Groups 
1.256 5 .251 .863 .506 

Within Groups 117.886 405 .291   

Total 119.141 410    

Health and hygiene competences 

Between 

Groups 
1.899 5 .380 1.088 .366 

Within Groups 153.208 439 .349   

Total 155.107 444    

Personal-professional competences 

Between 

Groups 
3.781 5 .756 1.629 .151 

Within Groups 195.405 421 .464   

Total 199.186 426    

 

 

Table 105. Kruskal-Wallis test for Natural scientific-IT competences given the Phases of 

professional development 

 
 Years of work 

experience 

N Mean Rank X2 p 

Natural scientific-IT 

competences 

0-3 79 229.68 7.346 .196 

4-7 100 221.20 

8-15 108 235.88 

16-23 72 219.66 

24-30 64 187.29 

Over 30 16 189.88 

 

The Kruskal-Wallis test determined that there are no statistically significant differences 

between preschool teachers with a different number of years of work experience also in the 

variable Natural scientific-IT competences (CIW2_Natural_IT_comp) (χ2=7.346, df=5, 

p>0.05). 

In order to determine whether preschool teachers differ in their reflections about which 

competences preschool teachers consider particularly important in their work with regards to 

the level of completed studies, we conducted an analysis of the variance. 
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 Levene’s test determined the homogeneity of the variance in three variables: 

Competences of understanding the dynamics of the educational process and meaningful 

creation, application, and evaluation of the curriculum, Creative arts and creativity 

development competences, and Health and hygiene competences (CIW3_Com_Und_Edu_Proc, 

CIW4_Cr_Art_Com, CIW7_Hea_Hyg_Com). 

Table 106. Levene’s test in factors Competence importance in one’s work  

 
Test of Homogeneity of Variances 

 

Levene 

Statistic df1 df2 Sig. 

Child-oriented competences and recognition, understanding, appreciation, and 

treatment in accordance with the specifics of the child’s upbringing context 
4.115 2 455 .017 

Natural scientific-IT competences 5.988 2 476 .003 

Competences of understanding the dynamics of the educational process and 

meaningful creation, application, and evaluation of the curriculum 
.904 2 437 .406 

Creative arts and creativity development competences .064 2 483 .938 

Competences of creating, analyzing, and evaluating educational theory in 

practice 
14.435 2 463 .000 

Competences of organizing and planning of direct group work 3.494 2 441 .031 

Health and hygiene competences 2.268 2 480 .105 

Personal-professional competences 4.276 2 459 .014 

 

Table 107. ANOVA test for variables Competences of understanding the dynamics of the 

educational process and meaningful creation, application, and evaluation of the curriculum, 

Creative arts and creativity development competences, and Health and hygiene competences 

 
ANOVA 

 

Sum of 

Squares Df 

Mean 

Square F Sig. 

Competences of understanding the dynamics of 

the educational process and meaningful creation, 

application, and evaluation of the curriculum 

Between Groups 2.149 2 1.074 2.131 .120 

Within Groups 220.310 437 .504   

Total 222.459 439    

Creative arts and creativity development 

competences 

Between Groups 1.052 2 .526 1.104 .332 

Within Groups 230.079 483 .476   

Total 231.131 485    

Health and hygiene competences Between Groups .364 2 .182 .558 .573 

Within Groups 156.398 480 .326   

Total 156.762 482    

 

It was determined that there is no statistically significant difference bertween preschool 

teachers with regards to the years of work experience in competence groups that had satisfied 

the requierements from the ANOVA test (Table 108). 

 



 
330 

 

Table 108. Kruskal-Wallis test for variables Child-oriented competences and 

recognition, understanding, appreciation, and treatment in accordance with the specifics of the 

child’s upbringing context, Natural scientific-IT competences, Competences of creating, 

analyzing, and evaluating educational theory in practice, Competences of organizing and 

planning of direct group work, and Personal-professional competences with regards to the 

Type of studies 

  
 Type of 

studies 

N Mean Rank χ2 p 

Child-oriented competences and 

recognition, understanding, 

appreciation, and treatment in 

accordance with the specifics of 

the child’s upbringing context 

Two-year 

professional 
315 219.90 

6.260 .044 

Three-year 

professional 
93 243.06 

University 

studies 
50 264.76 

Natural scientific-IT competences Two-year 

professional 
332 236.08 

1.278 .528 

Three-year 

professional 
93 243.33 

University 

studies 
54 258.39 

Competences of creating, 

analyzing, and evaluating 

educational theory in practice 

Two-year 

professional 

322 224.84 8.683 .013 

Three-year 

professional 

89 234.49 

University  

studies 

55 282.57 

Competences of organizing and 

planning of direct group work 

Two-year 

professional 

305 216.78 7.236 .027 

Three-year 

professional 

88 216.11 

University 

studies 

51 267.75 

Personal-professional 

competences 

Two-year 

professional 
319 223.37 

4.575 .102 

Three-year 

professional 
92 242.68 

Univeristy 

studies 
51 262.16 

 
Kruskall WAllist test was used to analyze whether there is a statistically significant 

difference in other variables. It was determined that there is a statistically significant difference 

between preschool teachers with different levels of education for Child-oriented competences 

and recognition, understanding, appreciation, and treatment in accordance with the specifics 

of the child’s upbringing context (CIW1Com_Child) (χ2=6.260, df=2, p<0.05), Competences of 

creating, analyzing, and evaluating educational theory in practice (CIW5_Com_cr_anal_eval) 
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(χ2=8.683, df=2, p<0.05), and Competences of organizing and planning of direct group work 

(CIW6_Com_Organ_plan)  (χ2=7.236, df=2, p<0.05). 

Table 109. Mann-Whitney test for Child-oriented competences and recognition, understanding, 

appreciation, and treatment in accordance with the specifics of the child's upbringing context 

with regards to the Type of studies 

 Type of studies N Mean 

Rank 

Sum of 

Ranks 

U Z p 

Child-oriented 

competences and 

recognition, 

understanding, 

appreciation, and 

treatment in 

accordance with the 

specifics of the child’s 

upbringing context 

Two-year 

professional 
315 199.87 62957.50 

13187.500 -1.470 .142 

Three-year 

professional 
93 220.20 20478.50 

Two-year 

professional 
315 178.03 56080.50 

6310.500 -2.270 .023 

University 

studies  
50 214.29 10714.50 

Three-year 

professional 
93 69.87 6497.50 

2126.500 -.848 .396 

University 

studies 
50 75.97 3798.50 

 
 The Mann-Whitney test found that preschool teachres with completed two-year 

professional studies consider Child-oriented competences and recognition, understanding, 

appreciation, and treatment in accordance with the specifics of the child’s upbringing context 

CIW1Com_Child (MR=178.03) less important (U=6310.500, Z=-2.270, p<0.05) than preschool 

teachers with completed university studies (MR=214.29). 

 

Table 110. Mann-Whitney test Competences of creating, analyzing, and evaluating educational 

theory in practice with regards to the Type of studies 

 Type of 

studies 

   N Mean Rank Sum of 

Ranks 

U Z p 

Competences of 

creating, analyzing, 

and evaluating 

educational theory in 

practice 

 

Two-year 

professional 
322 204.45 65831.50 

13828.500 -.506 .613 

Three-year 

professional 
89 211.62 18834.50 

Two-year 

professional 
322 181.90 58571.50 

6568.500 -3.070 .002 

University 

studies  
55 230.57 12681.50 

Three-year 

professional 
89 67.87 6040.00 

2035.000 -1.703 .089 

University 

studies 
55 80.00 4400.00 
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 The Mann-Whitney test found that preschool teachers with completed two-year 

professional studies consider Competences of creating, analyzing, and evaluating educational 

theory in practice (CIW5_Com_Cr_Anal_Eval) (MR=181.90) less important (U = 6568.500, Z 

= -3.07, p <0.05) than preschool teachers with completed university studies (MR = 230.57). 

 

Table 111. Mann-Whitney test for Competences of organizing and planning of direct group 

work with regards to the Type of studies 

 
 Type of 

studies 

N Mean Rank Sum of 

Ranks 

U Z p 

Competences 

of organizing 

and planning 

of direct group 

work 

Two-year 

professional 
305 197.13 60124.50 

13380.500 -.042 .966 

Three-year 

professional 
88 196.55 17296.50 

Two-year 

professional 
305 172.65 52658.00 

5993.000 -2.636 .008 

University 

studies  
51 213.49 10888.00 

Three-year 

professional 
88 64.06 5637.00 

1721.000 -2.300 .021 

University 

studies 
51 80.25 4093.00 

 

 Also, preschool teachers with completed two-year studies consider Competences of 

organizing and planning of direct group work (CIW6_Com_Organ_Plan) (MR=172.65) less 

important (U=5993.00, Z=-2.64, p<0.05) than preschool teachers with completed university 

studies (MR=213.49). 

 The Mann-Whitney test found that even preschool teachers with completed three-year 

professional studies consider Competences of creating, analyzing, and evaluating educational 

theory in practice (CIW6_Com_Organ_Plan) (MR=64,06) less important (U=1721,000, Z=-

2,30, p<0,05) than preschool teachers with completed three-year professional studies 

(MR=80.25).  

 

 

6.5.2.2.COMPETENCE IMPORTANCE IN ONE’S WORK AND PLACE OF 

EMPLOYMENT 

 

A t-test was performed in order to determine whether there is a statistically significant 

differene between preschool teahcers who work in a nursery or preschool group in theri 
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reflections about hte importance of individual competences at work. The results indicate that 

there is no statistically significant difference between preschool teachres who are currently 

working in a nursery or preschool group in terms of how they perceive Child-oriented 

competences and recognition, understanding, appreciation, and treatment in accordance with 

the specifics of the child’s upbringing context (CIW1_Com_Child) (t=0.904, df=468, p>0.01), 

Natural scientific-IT competences (CIW2_Natural_It_Comp) (t=-0.923, df=490, p>0.01), 

Competences of understanding the dynamics of the educational process and meaningful 

creation, application, and evaluation of the curriculum (CIW3_Com_Und_Edu_Proc) (t=-

0.031, df=454, p>0.01), Creative arts and creativity development competences 

(CIW4_Cr_Art_Com) (t=-1.656, df=498, p>0.01), Competences of creating, analyzing, and 

evaluating educational theory in practice (CIW5_Com_Cr_Anal_Eval) (t=-0.911, df=478, 

p>0.01), Competences of organizing and planning of direct group work 

(Ciw6_Com_Organ_Plan _Skup_Komp) (t=-0.616, df=460, p>0.01), Health and hygiene 

competences (CIW7_Hea_Hyg_Com) (t=0.771, df=441, p>0.01), and Personal-professional 

competences (CIW8_Per_Prof_com) (t=-0.375, df=474, p>0.01). 

 

6.5.2.3.COMPETENCE IMPORTANCE AND TYPE OF FACILITY 

 

A t-test was performed to determine whether there is a statistically significant difference 

between preshcool teachers working in a public or private facility in how they view the 

importance of individuals competences at work. Results show there is no statistically significant 

difference between preschool teachers working in private and public preschools in how they 

perceive Child-oriented competences and recognition, understanding, appreciation, and 

treatment in accordance with the specifics of the child’s upbringing context 

(CIW1_Com_Child) (t=0.590, df=464, p>0.01), Natural scientific-IT competences 

(CIW2_Natural_It_Comp)(t=1.683, df=484, p>0.01), Competences of understanding the 

dynamics of the educational process and meaningful creation, application, and evaluation of 

the curriculum (CIW3_Com_Und_Edu_Proc) (t=-1.102, df=447, p>0.01), Creative arts and 

creativity development competences (CIW4_Cr_Art_Com) (t=0.417, df=492, p>0.01), 

Competences of creating, analyzing, and evaluating educational theory in practice 

(CIW5_Com_Cr_Anal_Eval) (t=1.308, df=473, p>0.01), Competences of organizing and 

planning of direct group work (CIW6_Com_Organ_Plan ) (t=0.417, df=453, p>0.01), Health 
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and hygiene competences (CIW7_Hea_Hyg_Com) (t=0.439, df=490, p>0.01), Personal-

professional competences (CIW8_Per_Prof_com) (t=0.133, df=468, p>0.01).  

 

6.5.2.4.COMPETENCE IMPORTANCE IN WORK AND DESIRE TO LEAVE THE 

JOB 

 A t-test was performed in order to determine if there is a statistically significant 

difference between preschool teachers who have or have not considered leaving their job in 

reflecting about the importance of certain competences in their work. The results have shown 

that there is no statistically significant difference between preschool teachers have or have not 

considered leaving their job in reflecting about Child-oriented competences and recognition, 

understanding, appreciation, and treatment in accordance with the specifics of the child’s 

upbringing context (CIW1_Com_Child) (t=0.439, df=474, p>0.01), Natural scientific-IT 

competences (CIW2_Natural_It_Comp) (t=0.000, df=495, p>0.01), Competences of 

understanding the dynamics of the educational process and meaningful creation, application, 

and evaluation of the curriculum (CIW3_Com_Und_Edu_Proc) (t=-0.178, df=457, p>0.01), 

Creative arts and creativity development competences (CIW4_Cr_Art_Com) (t=0.369, df=503, 

p>0.01), Competences of creating, analyzing, and evaluating educational theory in practice 

(CIW5_Com_Cr_Anal_Eval) (t=-0.607, df=484, p>0.01), Competences of organizing and 

planning of direct group work (CIW6_Com_Organ_Plan) (t=0.913, df=461, p>0.01), Health 

and hygiene competences (CIW7_Hea_Hyg_Com) (t=1.852, df=253.87, p>0.01), and Personal-

professional competences (CIW8_Per_Prof_com) (t=-0.721, df=479, p>0.01). 

 

6.5.2.5.COMPETENCE IMPORTANCE IN WORK AND SITUATION THAT HAS 

MARKED PROFESSIONAL DEVELOPMENT 

 

 A t-test was performed in order to determine if there is a statistically significant 

difference between preschool teachers who described a positive or negative experience in their 

professional development regarding the importance of certain competences in their work. The 

results have shown that there is no statistically significant difference between preschool 

teachers who described a positive or negative experience in their professional development with 

regards to Child-oriented competences and recognition, understanding, appreciation, and 
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treatment in accordance with the specifics of the child’s upbringing context 

(CIW1_Com_Child)) (t=-0.835, df=314, p>0.01), Natural scientific-IT competences 

(CIW2_Natural_It_Comp) (t=-1.258, df=327, p>0.01),  Competences of understanding the 

dynamics of the educational process and meaningful creation, application, and evaluation of 

the curriculum (CIW3_Com_Und_Edu_Proc) (t=-1.444, df=300, p>0.01), Creative arts and 

creativity development competences (CIW4_Cr_Art_Com)) (t=-0.122, df=326, p>0.01), 

Competences of creating, analyzing, and evaluating educational theory in practice 

(CIW5_Com_Cr_Anal_Eval) (t=-1.800, df=316, p>0.01), Competences of organizing and 

planning of direct group work (CIW6_Com_Organ_Plan) (t=0.638, df=302, p>0.01), Health 

and hygiene competences (CIW7_Hea_Hyg_Com) (t=-0.484, df=324, p>0.01), and Personal-

professional competences (CIW8_Per_Prof_com) (t=-0.705, df=314, p>0.01). 

 

6.5.2.6.COMPETENCE IMPORTANCE IN WORK AND REFLECTIONS ABOUT 

PROFESSIONAL DEVELOPMENT 

 

 The t-test was performed in order to determine if there is a statistically significant 

difference between preschool teachers who described professional development in one-

dimensional terms or multi-dimensional terms regarding the importance of certain competences 

in work. The results have shown that there is no statistically significant difference between 

preschool teachers who described described professional development in one-dimensional 

terms or multi-dimensional terms with regards to Natural scientific-IT competences 

(CIW2_Natural_It_Comp) (t=-1.685, df=442, p>0.01), Competences of understanding the 

dynamics of the educational process and meaningful creation, application, and evaluation of 

the curriculum (CIW3_Com_Und_Edu_Proc) (t=-1.828, df=408, p>0.01), Creative arts and 

creativity development competences (CIW4_Cr_Art_Com)) (t=-0.718, df=448, p>0.01), and 

Health and hygiene competences(CIW7_Hea_Hyg_Com) (t=-2.360, df=453, p>0.01). 

The results have shown that there are statistically significant differences between 

preschool teachers who described described professional development in one-dimensional 

terms or multi-dimensional terms with regards to Child-oriented competences and recognition, 

understanding, appreciation, and treatment in accordance with the specifics of the child’s 

upbringing context (CIW1_Com_Child) (t=-2.802, df=429, p<0.01), Competences of creating, 

analyzing, and evaluating educational theory in practice (CIW5_Com_Cr_Anal_Eval) (t=-
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2.487, df=430, p<0.05), Competences of organizing and planning of direct group work 

(CIW6_Com_Organ_Plan)(t=-3.043, df=413, p<0.01), and Personal-professional 

competences (CIW8_Per_Prof_com)(t=-3.013, df=426, p<0.01). Those preschool teachers who 

expressed multi-dimensional views of professional development thereby attribute greater 

importance to Child-oriented competences and recognition, understanding, appreciation, and 

treatment in accordance with the specifics of the child’s upbringing context 

(CIW1_Com_Child) (M=5.5523, SD=0.47) than preschool teachers who described professional 

development in one-dimensional terms (M=5.4093, SD=0.58). Also, preschool teachers who 

described professionla development in multi-dimensional terms attribute greater importance to 

Competences of creating, analyzing, and evaluating educational theory in practice 

(CIW5_Com_Cr_Anal_Eval)(M=4.7828, SD=0.81) than preschool teachers who described 

professional development in one-dimensional terms (M=4.5769, SD=0.90). Preschool teachers 

who described professional development in multi-dimensional terms find Competences of 

organizing and planning of direct group work work (CIW6_Com_Organ_Plan) more important 

(M=5.4701, SD=0.48) than preschool teachers who described professional development in one-

dimensional terms (M=5.4701, SD=0.48). The same is valid for Personal-professional 

competences (CIW8_Per_Prof_com), whereby preschool teachers who described professional 

development in multi-dimensioal terms (M=5.3610, SD=0.63) atrributed more value to it than 

preschool teachers who decribed professional development in one-dimensional terms 

(M=5.1652, SD=0.71). 
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6.5.3. KEY COMPETENCES 
 

Competences found in the scale are quite measurable and relevant, and as such can serve 

as a basis for standards. 

Nada also speaks of the standards as a framework of the most desirable preschool 

teachers’ competences: 

“...everyone would like to be competent, everyone would like to be professional, 

prominent in society –  from parents to others. There is definitely nothing bad in that. 

Everyone would like to be like that, and the question is whether we really are like that 

and what it actually takes to become really competent and really professional. Is it from 

what I have seen somewhere to make, do... to make ... to define the standards of a 

profession. What would those standards be like? How should I, as a preschool teacher, 

behave to be a good or average preschool teacher? What does it mean to be an average 

preschool teacher? What does it mean to be a good or very good one? This is the big 

question, and ten associates would probably give ten (responses) ...” 

 

 According to the Teacher Licensing Substance developed by the National Center for 

External Evaluation of Education (Muršak, 2014), the main purpose of applying a standard 

would be to stimulate reflection, self-evaluation, and professional development of teachers. 

Also, they should be wide enough to leave room for teachers’ creativity and flexibility (Muršak, 

2014). Competences can be determined, but also developed (Tuning, 2008). 

 However, when preschool teachers were asked to speak about competences, but by not 

evaluating other people’s competences, the answers were much different. Our interviewees, by 

focusing on their competences that were key to their professional development, mostly 

mentioned personality traits, as well as some very specific but sufficiently wide groups of 

required competences: 

 

“I think that, nowadays, preschool teachers should possess certain knowledge. They 

must be able to communicate well. Communication is essential ... with all the factors 

involved in education, starting first from the child, parents, professional associates, 

even external factors. I think every preschool teacher should be open to some new 

approaches. How should I put this? Let’s say, it does not matter that the preschool 

teacher does not sing well. It is important that this particular lack of singing, painting, 
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exercising skills can be compensated in some other way. What I mean is that beside the 

openness, they have to be ready to look for associates and ask for help. I think this is 

nowadays very important for a modern preschool teacher. You do not have to know 

everything, but you have to find a way to bring children and parents closer together and 

share some knowledge with them. That you are ready to ask for help. I think it is 

important that preschool teachers know how to listen, that they are very good listeners 

and know how to work on themselves.” (Rebeka) 

 

“And, that is maybe, I don’t know, flexibility. Even before, a lot has been said that 

preschool teachers must be creative, so now, I am not saying they do not have to, but I 

would always ask the question: ‘What does it mean to be creative? Creative in what 

sense?’ So, I would not ignore it, but maybe it is not so much, as I have said, as 

emphasized as it had been before. I do not know, of course, communication of course, 

willingness to cooperate, what else, openness to knowledge, new people, new 

perspectives, truly be open which could also be further categorized. Naturally, you have 

to be able to work with both parents and children, and, as I’ve said, good 

communication is actually quite important, knowing in which way to communicate with 

children and parents, or a trainee, colleague. In fact, communication also plays a big 

role.” (Nada) 

 

“I think, yes, exactly that is acquiring knowledge, that is, to be willing to change, 

influence a child’s optimum growth and development, on his/her education, partnership 

with parents, teamwork, openness, flexibility ...” (Pegi Su) 

 

“What competences? So, one needs to be educated, upgrade the existing knowledge, 

have a desire for progress, be flexible and willing to make changes, that is, accept 

changes since this is not easy. Usually these changes cause resistance, but one should 

set new challenges, must have the courage, must see, hear, must have multiple hands 

and eyes and ears, somehow to hear, and not only to hear but to really understand what 

(s)he is seeing, not to rush, to give children and the environment enough time to accept 

changes.” (Matilda) 

 

“Key competences are willingness to learn, constant upgrading of one’s knowledge, 

willingness to risk, to see every problem as a daily challenge, openness to children, 
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parents and all new things. These are some of the competences. That is the basis, and 

then there are others, connected to children. This is related to professional competences. 

It means, in fact, to understand a child on the basis of what you see while looking at 

her/him. Understand and act accordingly.” (Eva) 

 

 By categorizing the answers to this question, we obtained key competences that 

determine their professional development according to the interviewed preschool 

teacher-mentors and preschool teacher-advisors: 

• flexibility 

• openness 

• communication 

• empathy 

• partnership with parents 

• teamwork 

• willingness to ask for help 

• recognizing and understanding children needs 

• ability of mindful influence on a child 

• readiness to accept and make changes 

• desire for professional development 

• desire for new knowledge 

• desire for challenge 

 

It is not surprising that preschool teachers mostly state personality traits as key 

competences, but there is a small number of researches dealing with systematic data collection, 

personality analysis and, in particular, links to attitudes towards professional development, 

acquisition of competences and similar (Tatalović Vorkapić, 2017). Part of their descriptions 

bring into question whether some of them can be influenced and developed during initial 

education. 

 

“I am not sure how much I will get from my studies because I am not well informed. I 

had the opportunity to work with students while mentoring methodology for a few years. 

I came across all kinds of girls. Girls who had no manners at all, who did not know how 

to say goodbye, but also polite girls with much enthusiasm, some kind of knowledge, or 

those with no knowledge at all. So, I am not so sure. I think it all depends on the person. 
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About how much they want to work in that profession. Did they actually enroll 

pedagogical studies because they like it or because they could not do anything else and 

just wanted to get a degree in something. The studies can give you much if you are 

interested in it, if you want it. If you do not want it, and if you are just there to get over 

with it, you will not get much out of it.” (Ana) 

 

But in reflecting whether such competences can be developed during the studies, most 

of them added: 

 

“They can. Studies must primarily show how flexible they are. In my opinion, everything 

students are taught is what I teach my children, by showing them an example first. If I 

want my children to be flexible, open, interested, versatile, I must be all that as well. I 

have to show first that I am flexible, competent, that I have understanding for others, 

for them, for colleagues. The same thing happens with the studies. I think the same 

principles should apply among professors and students as between me and preschool 

children.” (Aretha) 

 

“They can be developed during the studies if professors are open enough and willing to 

listen to students, their ideas, solutions, arguments, if they give them the opportunity to 

present their opinions. Meaning they are free to express themselves and what they think, 

while giving them tasks hard enough to be challenging. I do not think it is enough to go 

through it easily, with no challenge, to learn what it takes just to do it, pass and forget. 

I do not think that is enough.” (Eva) 

 

Given that these preschool teachers are experts and highly motivated individuals, it is 

no wonder they perceive themselves as individuals who work on themselves, with room for 

growth and development, but thry also speak clearly about competences they want to develop: 

 

“I would like to work on, how should I put this, some, I would like to do some 

professional work or some research, perhaps more specific, focused. Something that 

has been recorded, perhaps, I do not know now how to say this, my thoughts are slipping 

away. So something that will have a written record, that is, maybe something not based 

on my feelings only, my thoughts, some of the theories I implement, or the like, but let’s 
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say some practical results from a research or similar. Yes, let's say that is something I 

would like to do.” (Pegi Su) 

 

Competences mentioned by Pegi Su are part of the syllabus of ECEC graduate studies, 

but her statement raises the question what is with those students who do not enrolle graduate 

studies? Should these competences be developed during undergraduate studies or in various 

forms of professional training during the professional development of preschool teachers? In 

any case, if you listen to the wishes and needs of preschool teacher for additional training, 

professional development will have much more effect and echo in practice. 

It is apparent from the results presented in this chapter that key differences exist between 

preschool teachers with a different number of years of work experience, with high assessments 

of developed competences during the studies among those with least work experience. It is 

possible that the reason lies in the fact they actually do not know enough what they will really 

need, so the assessments are done according to what is familiar to them. The level of completed 

studies has also been significant for the assessment, where we can conclude that a higher level 

of education also results in higher level of assessed competences. 
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7. THEORETICAL MODEL AND 

RECOMMENDATIONS FOR PROFESSIONAL 

DEVELOPMENT OF PRESCHOOL TEACHERS IN 

THE REPUBLIC OF CROATIA 

Literature analysis has shown there is a need to develop a professional development 

model for preschool teachers. Namely, the existing and frequently quoted models mainly refer 

to the professional development of teachers (Fuller, 1969; Huberman; Dreyfus and Dreyfus, 

1980; Fleet and Patterson, 2001; Dall'Alba and Sandberg, 2006; Day, Sammons, Stobart, 

Kington and Gu, 2007). Despite the fact that preschool teachers are viewed as teachers in the 

generic sense of the word, the aforementioned models have emerged as a result of research on 

patterns of teachers in elementary and/or high schools. Only few authors and older sources 

(Katz, 1972;VanderVen, 1988, according to Fleet and Petterson, 2001; NAEYC, 1993) are 

concerned with preschool teachers. 

Based on the results of this research and research findings of other researchers in the area 

of professional development, we have developed a professional development model in the 

Republic of Croatia (PRORH model) with six phases distributed according to both the years of 

work experience and VITAE research (Day et al. 2006). Each phase was named according to 

dominant research results, focusing on the factors of professional development, position of the 

preschool teacher, and development and competence importance in work. 

The model is based on Vigotsky’s social constructivist theory, i.e. the understanding of 

learning as creation, construction, co-construction of knowledge by a person during the process 

of learning. In doing so, learning becomes part of a social process in which the learner (in this 

case the preschool teacher) is integrated into the knowledge community (Jukić, 2013). This 

interaction with the environment becomes a key segment of personal and professional 

development of preschool teachers. It also draws on the theory of experiential learning by Kolb 

(1981, 1984), which is seen as a lifelong process that is cyclical and holistic, and relies on 

constant transformation of knowledge, concepts, and ideas in the context of personal experience 

and theoretical and scientific knowledge. Learning thereby involves four learning modes – 

concrete experience, reflective observation, abstract conceptualization, and active 
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experimentation (Kolb, 1981: 289). Thus, the model starts from the assumption that reflective 

experience is a significant source of learning and professional development (Kolb, 1984). 

From the overall results, several key findings were applicable in the context of professional 

development of preschool teachers: 

1. Professional development of preschool teachers is a complex process, which is a 

combination of different factors in different individuals at different times of the 

professional life 

2. Work experience is not the only factor that determines the path of professional 

development of preschool teachers, but has proved to be a key to understanding the 

specificity of a particular phase of preschool teacher’s development 

3. The impact of certain factors on professional development of preschool teachers is 

more pronounced in certain phases of professional development 

4. Positive or negative experiences and professional relationships determine the 

professional identity of preschool teachers and their dedication to the profession 

5. Colleagues and preschool teacher-mentors are of special importance for shaping 

professional identity of the preschool teacher, who influences the understanding of 

his or her own professional development 

6. Professional associates and principals are also a direct and important factor for 

preschool teachers in encouraging and achieving certain goals of preschool teachers’ 

professional development. 

In addition to the description of individual phases, suggestions are also made to encourage 

professional development of preschool teachers at the (1) individual level, (2) level of 

institutions and groups of institutions and (3) system level, while taking into account the 

specifics of each phase obtained through this research and analysis of existing literature in the 

field of professional development of preschool teachers. 

1. Phase of professional development of preschools teachers with 0 to 3 years of work 

experience: Novice preschool teachers - Phase of beginning enthusiasm and 

professional insecurity 

Most preschool teachers (75%) with up to 3 years of work experience included in our 

research have positive experiences in practice and these have left a particularly strong impact 

on their development. Novice preschool teachers benefit from these stimulating impacts 
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compared to those who had had a “rough beginning” (Day, Sammons, Stobart, Kington and Gu, 

2007, Day, 2012). They are extremely important in the creation of preschool teachers’ 

professional identity, but they are also significant for the principals who by knowing the 

specificities of this phase can positively affect preschool teachers’ professional development 

and influence the prevention of negative experiences. In this phase, preschool teachers feel 

strong enthusiasm and idealize their abilities (Inman and Marlow, 2004). 

In this research, unlike other research, preschool teachers with up to 3 years of work 

experience consider professional development mostly multi-dimensionally (57.1%). Given that 

they estimate having a considerable amount of knowledge of contemporary theoretical concepts 

and approaches to education after studies, we can reflect on qualitative changes in education of 

preschool teachers over the last few years, which was discussed in this thesis, as a possible 

cause for different reflections on professional development in this research, compared to other 

studies. Complexity of reflection is commonly a characteristic present in higher phases of 

professional development. 

In an effort to understand what is key and applicable in practice from what they have 

learned, they turn to more solid structure, thinking about work and incentives in a way of 

striving to master the principles of group process and dynamics, and planning content that will 

“enrich” children's daily routines. They find rules they can stick to very important (Dreyfus, 

2004; Schekley and Allen, 1991; Berliner, 1992). They focus on recognizing the application of 

the learned in their work (Kličić, 2017), which often leaves out the real interests of children. 

For example, a preschool teacher is occupied with the form and content of a questions (s)he 

asks, and sees the answers of children as a confirmation of asking a good question, but not as 

an incentive to understand the needs and interests of children. With this the answer ends the 

meaning of the questions, unlike in later phases of professional development, when the response 

becomes the starting point for further reflection and research. This research has confirmed that 

there are statistically significant differences in the feeling of insecurity among preschool 

teachers with up to 3 years of work experience and in all other categories of work experience, 

and, of course, the feeling of insecurity is mostly felt in the work of novice preschool teachers. 

Their focus is on the “survival” (Fuller, 1969; Katz, 1972; Javrh, 2006; Javrh and Jamšek, 

2008). 

Statistically significant differences exist in assessing the importance of external 

motivational factors among preschool teachers with up to 3 years of work experience and other 
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preschool teachers with more work experience, which is in line with other researches (Inman 

and Marlow, 2004). Namely, novice preschool teacher in this research attach the highest 

importance to this group of factors in relation to other preschool teachers, which means that 

decision making on their professional development is often the result of the (non)existence of 

an external rewarding and sanctioning system and visible and measurable efficiency indicators, 

which is visible from the responses of the preschool teacher-mentors and preschool teacher-

advisors, interviewed for the purpose of this research. As such, external motivational factors 

provide measurable marks of their work and success, and influence the development of their 

professional identity (Olsen, 2008), especially during periods when the feeling of insecurity, as 

previous mentioned, is dominantly present in everyday work. The absence of these factors 

distorts their self-confidence and makes daily routine difficult. However, in addition to external 

factors, young preschool teachers recognize the complexity of their profession and professional 

development, and find Factors of professional development significant, especially compared to 

preschool teachers with 8-15 and 16-23 years of work experience. In this regard, and the 

complexity of thinking about professional development and their competence assessment in the 

field of Theoretical-reflective competences is statistically and significantly different from self-

assessment of other preschool teachers, who feel less developed in this field of competence. 

However, the research shows that this group of preschool teachers mostly in all categories of 

competences statistically feel significantly “more developed” than in later stages of professional 

development of preschool teachers. It is possible that the change in education of preschool 

teachers in recent years is the cause of such results, which will be possible to verify over time 

when the same level of education will equally be represented in different phases of professional 

development. Given the results obtained and the literature review, we created guidelines and 

recommendations for professional development of this group of preschool teachers. 

 

 From 0 to 3 years of work experience 
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Personal portfolio as an insight into their strengths and challenges that change over 

time. It is desirable to supplement it regularly and meaningfully. Encourage 

questions that arise in work so they can be discussed with other novice preschool 

teacher, mentors, and professional teams. 

Creating a plan of one’s professional development with the development of 

competences that the preschool teacher perceives as inadequate in his or her work. 
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In order for knowledge to have a sensible effect on the behavior of young preschool 

teachers, it is necessary to develop their ability to recognize and understand multi-

dimensional permeability of causal and consequential relationships of behavior and 

relationships in the educational system, which they cannot do on their own. Clear 

guidelines are needed (Katz, 1972) and a person of trust who will follow, stimulate, 

and encourage them. 

At the level of the institution where (s)he works, i.e. if there are no other preschool 

teachers with 0 to 3 years of work experience in the institution, at a level of more 

geographically closer institutions, it is recommended to establish a Reflective group 

of novice preschool teacher who would meet at least on a quarterly basis or more 

frequently to discuss common challenging themes in their work, but also to propose 

professional education they consider necessary as a group for their growth and 

development to the professional teams of their mother instituion. 

The preschool teacher-mentor is of major importance in professional development 

for this group, who has to provide a positive model in work, but also to empower 

trust, with her/his experience, knowledge and personality traits, thus giving the 

young preschool teacher a sense of security in the support (s)he gets. (S)he should 

be a critical “big brother,” who would guide the young preschool teacher, first of all, 

in thinking about one’s own work, influences, behaviors and paradigms, and ethical 

challenges one faces in work. 

Mentoring should not end with a preschool teacher trainee's qualification exam, but 

should be continued over the next two years, with modified assignments of the 

mentor. Over time, the frequency of meetings would reduce, changing the 

relationship of the mentor towards the beginner into a “critical friend,” in which 

strengthening competences of the young preschool teacher would improve her/his 

ability of reflection and self-reflection. 

Portfolios led by novice preschool teacher should intentionally be reviewed from 

time to time by a preschool teacher-mentor and a professional team, who refer to 

her/his individual segments that are considered important for further analysis or 

refinement. 

Professional teams should at this stage of developing professional development 

enable recording of the preschool teacher’s work, which would be analyzed in 

reflexive meetings, in cooperation with the preschool teacher-mentor. In addition, 
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professional  teams should organize education that would occasionally be 

specifically targeted for young preschool teachers. 
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Teams should organize training that would occasionally specifically target young 

preschool teachers. 

Educational policy must ensure that novice preschool teachers have a systematic 

follow-up arranged by adequate regulations and other legal acts. Due to a frequent 

case of disabling young preschool teachers in various forms of professional 

development (substitutions, senior age advantage), a part of financial resources 

should be targeted at institutions, for the purpose of sending preschool teachers up 

to 3 years of work experience. On that occasion, the institution would submit a report 

on the progress of the novice preschool teacher, while other novice preschool 

teachers would also be involved in the evaluation. 

Apart from to the qualification exam after one year, which should be modernized 

with new scientific and theoretical knowledge and ideas, preschool teachers would 

pass a licensing system from their profession after three years, which would include 

a plan of a preschool teachers’ professional development, portfolio, evaluation, and 

assessment of three-year progress by a preschool teacher herself/himself, her/his 

mentor and professional team. 

It is unacceptable for preschool teachers who have exceptional energy, motivation, 

and desire at the very start to be deprived of opportunities for professional 

development, especially for feeling insecure in their work at that same time, therefore 

needing adequate and consistent systematic support and development. 

 

2.  Phase of preschool teachers’ professional development with 4 to 7 years of work 

experience: Reflective preschool teacher - Phase of potential and professional self-

recognition 

Preschool teachers with 4 to 7 years of work experience have great potential for 

professional development of their institution and profession in general. In this period, according 

to the results of this research, there is a statistically significant reduction of perceiving 

professional insecurity compared to the previous group, and from the focus on the content and 

the survival of the daily challenge, preschool teachers are turning to the specifics of children 
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and their interests and needs (Day, Sammons, Stobart, Kington and Gu, 2007; Day, 2012), and 

reflection on their work. Preschool teachers at this stage are able to make meaningful reflections 

about their work (Katz, 1972) and carry out changes in their work, which is the result of growing 

self-confidence (Fuller, 1962). 

They feel they are effective in practice, but that there is also significant room for further 

growth. Life in the preschool brings positive experiences, which is why as many as 69.7% of 

preschool teachers in this group describe a positive situation as a particularly important moment 

in their development. This is very important given that a great deal of professional identity is 

defined at this stage (Inman and Marlow, 2004). 

At this stage, the majority of preschool teachers are still considering professional 

development in multi-dimensional terms (52.7%). 

Despite the change of thinking about reflective practice, they still find external 

motivational factors extremely important, statistically more significant than in later phases of 

professional development. 

They feel good about their competences, but they begin to perceive certain shortcomings 

and seek adequate balance between the learned and real-life situation (Inman & Marlow, 2004). 

Because of their focus on growth and later effective implementation in practice, they are willing 

to develop professionally in areas they consider a potential for the future. 

 

 From 4 to 7 years of work experience 
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Upgrading one’s personal portfolio enables gaining insights into progress in certain 

areas, thus strengthening one’s professional identity. This period is ideal for setting 

long-term goals of professional development, possible higher education at higher levels 

of study, but also the possibility of specialization in certain alternative programs or 

educational areas. 
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Provide even distribution of resources for preschool teachers. Plan training according 

to the interests of preschool teachers and needs of the institution. 

Organize professional visits to preschools in the region and wider. It is desirable to 

create long-term goals of professional development with preschool teachers, clarify 

vision and mission of the institution, and try to implement preschool teachers’ interests. 

Provide preschool teachers the opportunity to present their strengths, as well as the 

content that preschool teachers have adopted during other trainings. 

Encourage mutual co-operation, reflective practice, and counseling with the 

professional team in providing common answers to raised questions (Katz, 1972). 

Motivate preschool teachers to write professional and scientific papers, and create 

preconditions for their presentation to wider community. 

Enable preschool teachers to promote and carry out additional, engaging roles (Day, 

Sammons, Stobart, Kington and Gu, 2007) to maintain motivation levels. 
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Provide training for diverse areas of education, specialist and university studies, 

lifelong learning. Strengthen links between universities and professionals and offer 

opportunities for joint projects, conferences, and publications. 

Create possibilities of scholarships or other forms of financing for rural and remote 

areas, and areas of special concern in order to enable preconditions for creating equal 

opportunities. 

 

3. Phase of preschool teachers’ professional development with 8 to 12 years of work 

experience: Advanced preschool teacher - Phase of new roles and professional security 

There is a sign of decline in motivation and energy for work in this period; a kind of 

fatigue (Katz, 1972) is felt due to recurring cycles of activity, but also a feeling of 

underachievement present in some preschool teachers (Hermans, according to Razdevšek-

Pučko, 1990). On the one hand, there is a strong sense of professional expertise, as a result of 

years of experience, but on the other hand, based on sufficiently fresh knowledge of the initial 

education. This research points to a statistically significant increase in the sense of professional 

expertise compared to preschool teachers with up to 7 years of work experience, that is the first 

two phases of preschool teachers’ professional development. 

However, in parallel with the strengthening of professional expertise, multi-

dimensionality of understanding professional development is weakened, in a sense it is no 
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longer seen as a challenge, but rather as a routine, which was also confirmed in the interviews 

of preschool teacher-mentors and preschool teacher-advisors. This group looks very artifically 

at the importance of professional development, though professional development occupies a 

large part of their professional life (Day, Sammons, Stobart, Kington and Gu, 2007, Day, 2012). 

Even 59.5% of this group of work experience are looking one-dimensionally at professional 

development and 40.5% multi-dimensionally. 

At the same time, according to this research, a sense of efficiency in work and perception 

that there is room for growth is suddenly reduced. Statistically speaking, at this stage of 

professional development, sense of efficiency in work and room for growth is significantly 

lower than in the group with lesser years of work but also significantly higher than the group 

of 24 and over years of work experience. But, in comparison with this, statistically there is a 

significant increase in the sense of professional expertise in relation to the previous phase of 

professional development. 

An increased number of preschool teachers wants to leave their job or occasionally feel 

that urge, as one of possible options for the continuation of their professional life (Day, 

Sammons, Stobart, Kington and Gu, 2007, Day 2012), but still 55.3% of those involved in our 

research emphasized the impact of positive experiences on their professional development. 

The focus of professionalism is switching to private life (formation of family, children 

etc.). There are many changes in both professional and family life, and a growing number of 

roles (Day, Sammons, Stobart, Kington and Gu, 2007, Day, 2012). 

This group is least recognized with regards to their competences, development, and 

perceptions of importance in work. 

 

 From 8 to 15 years of work experience 
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Strengthen personal competences and work on strengthening the awareness of abilities 

and desires. Finding connections in professional life to personal life interests, and 

developing professional development goals at this level. 

In the case of additional family roles, concentrate on smaller, short-term goals and 

educaation within the institution. 
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Due to a decrease of motivation in preschool teachers in this phase (and the following 

one), it is necessary to enable greater variety of educational content, forms and 

practitioners, so that preschool teachers can learn in the immediate vicinity of their 

place of residence, thereby reducing time and finances, but also increasing the interest 

in choosing suitable professional development. 

Strengthen support mechanisms for preschool teachers who express negativity, apathy, 

fatigue, lack of motivation (Day, Sammons, Stobart, Kington and Gu, 2007). Work on 

their timely recognition and reduce the impact of possible causes. Enable group or 

individual counseling in which emotional and psychological opportunities will be 

empowered. Find ways to deal with unpleasant practice experiences and practice 

patterns of behavior in specific situations. 

Recognize and praise individual preschool teachers’ successes, and encourage them to 

think about mentoring. 
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Create conditions for emotional, psychological, and physical health of the preschool 

teacher in this phase, which is early enough to prevent more negative experiences. 

Find the opportunity of gaining professional development in a variety of ways, research 

the needs of the profession, on one hand, and the needs of society, on the other. 

Continue staying connected with universities and other scientists. 

 

4. Phase of preschool teachers’ professional development with 16 to 23 years of work 

experience: Routine preschool teacher - Phase of turbulence and questioning 

This is a very challenging period in the professional development of preschool teachers. 

For the first time, most preschool teachers, who are in a certain phase of professional 

development in this research, describe negative situations to a larger degree (52.4%) compared 

to positive ones (47.6%). Crisis period is getting stronger. Preschool teachers of this group are 

in a very sensitive age, which both from a biological and family perspective puts many 

challenges ahead of them. There is a significant increase in the role of personal and professional 

life, while at the same time a decline in energy and motivation. Compared with earlier stages, 

most preschool teachers are struggling with balancing professional and private roles (Day, 

Sammons, Stobart, Kington and Gu, 2007, Day, 2012). 

The sense of room for growth has statistically not changed in a significant way compared 

to the previous phase, and has reached a level that will not considerably change. Preschool 
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teachers find themselves at a crossroad. They have gained rich experience and knowledge. 

There are many years of work ahead of them, and in professional terms they are a great potential 

for achieving many successes. However, a “middle-life crisis” is evident in the largest increase 

of described negative situations which affect preschool teachers in a specific way, and thus their 

professional development. Never before nor later will preschool teachers be as sensitive to 

work-related difficulties, and there are no feelings of effectiveness and positive influence that 

other groups have to a greater extent. Reflecting on professional development falls into the 

background and is viewed one-dimensionally; the focus on the true meaning of professional 

development is fading. As many as 67.1% of preschool teachers in this group in our research 

do not see the reflective, developmental, efficient, and complex sense of professional 

development, which in this research makes them a group that looks most artificially at their 

professional development. Professional development becomes a purpose in itself, in fulfilling 

form and requirements, but is not a motivator. 

Statistically speaking, at this stage of professional development, according to the results 

of this research, the importance of external motivating factors is significantly reduced. Also, 

there is a statistical decrease in the importance of professional developmental factors, according 

to our results, with respect to novice preschool teacher. Furthermore, more than a third of 

preschool teachers in this category have occasionally or often considered leaving their job. 

Interestingly, the results of this category resemble more those preschool teaches with 8 

to 15 years of work experience, which was discussed by in Day et al (2007), especially when it 

comes to additional obligations and the desire to leave the job. A possible reason for this is the 

fact that this research and model arise from it, aimed at preschool teachers and their professional 

development, unlike the other models mentioned. Given that preschool teachers’ profession still 

has certain specificities in relation to teachers in schools, it is possible that these specificities 

result in later saturation and questioning of their roles. However, it is possible that it represents 

difference and result of cultural particularity, due to fact there are no similar researches in the 

territory of the Republic of Croatia, nor in the domain of teachers. 

 When it comes to competences, this group of preschool teachers statistically differs in  

a significant way from the first two groups in terms of Theoretical-reflective competences, 

Competences of knowledge and understanding the child and understanding childhood in the 

institutional context, Organizational competences and communication and counseling 

competences, Media and scientific literacy competences, and Competences for respecting and 
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encouraging children’s rights, needs, and individual characteristics in the educational process, 

which are assessed with lower values. Although there are statistically significant differences 

between some other groups, these are most commonly seen, being in favor of changes in 

education that have occurred in the last two decades. 

 

 From 16 to 23 years of work experience 
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Reduced number of tasks. Fewer goals, but meaningful and personally motivating. 
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Necessity to provide a wider choice of education of diverse content, forms, and 

practitioners, so that preschool teachers have the opportunity to educate themselves in 

the immediate vicinity of their place of residence, thereby reducing time and finances, 

but also finding an interest in choosing suitable professional development. 

Strengthening support mechanisms for preschool teachers who express negativity, 

apathy, fatigue, etc. Enable group or individual counseling to empower emotionally 

and psychologically, find patterns of unpleasant experience in practice and work on 

patterns of behavior in specific situations. Enable preschool teachers to share their 

doubts with preschool teachers with similar situations in order to recognize their 

affiliation. 

Recognize and praise individual preschool teachers’ successes, stimulate informal, 

relaxed meetings, and spontaneous exchange of information. 

Propose a greater number of mentors and advisors, highlighting professional successes. 

Enable the possibility of participating and presenting the institution in society for those 

who show potential interest. 

Reduce the number of administrative duties (Day, Sammons, Stobart, Kington and Gu, 

2007). 
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Find the opportunity to gain professional development in a variety of ways, by 

exploring the needs of profession on one hand and needs of society on the other. 

Continue creating connetions with universities and other scientists, as well as with 

various associations, where preschool teachers can find a new meaning and refresh 

their professional routine. 
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 5. Phase of preschool teachers’ professional development with 24 to 30 years of work 

experience: Expert preschool teacher - Phase of professional tranquility 

Preschool teachers in this category of work experience read less professional literature 

and are generally less educated. Also, a sense of inefficiency and lack of room for growth is 

increasingly present. However, the impact of various factors on professional development is 

felt more, as well as turning to “good things” and positive experiences within the profession 

and immediate work, so as many as 60% of preschool teachers in this phase, according to our 

findings, describe significant positive situations in professional development. These preschool 

teachers have a lot of experience and knowledge, and have enough time ahead to spread their 

knowledge. Preschool teachers with more decades of work experience feel more self-trust and 

self-confidence (Valenčič-Zuljan, 2008). Constant new expectations and new initiatives 

appearing in their professional lives cause negative impact on their effectiveness, while they  

think about quiet retirement. Statistically speaking, the study showed that this group 

significantly differs in the perception of current efficiency and potential of all previous groups, 

assessing lowest values as compared to preschool teachers with over 30 years of work 

experience. 

Preschool teachers with 24 and more years of work experience are generally speaking 

equally represented in thinking about professional development. 

According to our results, this group differs significantly from preschool teachers with 

up to 15 years of work experience, in a way they find external factors considerably less 

important. This is in favor of stabilization and a somewhat quieter period after the turbulent 

previous phase. With regards to the Personal and technical factors there are still no changes, 

and they are equally important to those of earlier phases. The importance of Professional 

developmental factors is still statistically significantly lower than in preschool teachers. 

Therefore, this research showed that this group statistically differs in a significant way 

in perceiving current efficiency and potentials of all the previous groups, with the lowest values 

as compared to preschool teachers with over 30 years of work experience. 

In most groups of competences this group of preschool teachers statistically differs in a 

significant way in perceiving their development during the studies, compared to preschol 
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teacher beginners. When competences are important in work, there are no statistically 

significant differences in relation to the other groups. 

 From 24 to 30 years of work experience 
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Preschool teachers should think about their strengths and ways of contributing to a 

professional community through their experience and competences. 

Increase the number of literature. 
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Enable preschool teachers presentations at conferences and other gatherings. 

Recognize and commend individual preschool teachers' successes, stimulate informal, 

relaxed meetings and spontaneous exchange of information. 

Propose a greater number of mentors and advisors, highlighting professional successes. 

Strengthen preschool teachers in self-awareness and the importance of transferring 

knowledge and developing competences to the rest of the professional community. 

Help preschool teachers in dealing with specific difficult-to-work situations. 

Creating nursery teams with specific goals and providing the ability to achieve 

different roles in the same. 

Give the possibility of participating and presenting the institution in society for those 

who show potential interest. 

Enable planned physical activities in the institution, in collaboration with doctors, 

kinesiologists and physiotherapists. 
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Focus of preschool teachers’ professional development should direct towards specific 

tasks and projects in education and training. Enable participation in creation of 

educational policy, and make use of decades of work. 

 

 6. Phase of preschool teachers’ professional development with more than 30 years of 

work experience: Preschool teacher veteran - Phase of recollection and stagnation 

Preschool teachers with 31 or more years of work experience are stagnating, waiting for 

retirement, dealing with fatigue, tiredness, and common health problems. Preschool teachers' 

work is extremely exhausting and responsible, and requires constant concentration and 

engagement which is biologically weakened with aging. Although preschool teachers of this 

category possess rich experience and knowledge, they feel unmotivated and a lack of room for 

further growth. Read less and less literature and attend less education programs. However, the 

question is whether this is as a result of their growing apathy or the inability of the professional 
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community to recognize their needs and opportunities. Indeed, on the one hand, these preschool 

teachers are underused, thereby lowering the significance of their knowledge and abilities. On 

the other hand, they are offered with education that does not meet their needs and interests. The 

most part of the content and forms of professional development achieved in institutions they 

have already experienced through their lifetime more than once, and about many of them they 

can hold lectures on their own. They are listening to matters they have already heard about or 

know more about than the practitioners themselves. In addition, they have experienced more 

reforms of education and faced many dilemmas and issues that the system has not yet responded 

to, while bureaucracy and education policies themselves cause loss of motivation (Day, 

Sammons, Stobart, Kington and Gu, 2007 ; Day, 2012). Also, their thinking about professional 

development is very divided, and 52.9% think about it one-dimensionally, whereas 47.1% 

multi-dimensionally. 

Despite the inefficiencies and lack of room for growth, they are not dissatisfied nor they 

feel bad at work. They look nostalgically on their professional path and recognize good and 

positive moments in their work, and 57.1% of them describe positive situations as key to their 

professional development. Children still remain the main motivator. 

Satistically speaking, when it comes to group of factors they are significantly different 

from those of preschool teacher beginners, or less important to them, but with regards to the 

values they attach to them, they are slightly increased compared to the previous phase. Also, 

they assessed the importance of Personal and technical factors in their professional 

development with lowest values. 

 

 More than 30 years of work experience  
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Preschool teachers of this group should read more professional literature, which will 

complemen their competences with fresh knowledge. 

Given the growing health problems and the importance of this factor in professional 

development, it would be desirable to include preschool teachers in some form of 

recreation adapted to the health needs of this phase and potential occupational illnesses 

of the preschool teachers’ profession (which should be the subject of further research). 

Work on development of existing competences at higher levels. 
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These preschool teachers should be included in targeted projects in which they will 

participate in a way that will correspond to their pace and interests and where their 

competences can be transferred to younger preschool teachers. In addition, 

professional development for them should at the same time be a relationship of giving 

and receiving, in which they both have the role of teachers of individual competences 

and students of new competences. For example, in order to overcome new 

technologies, it is not necessary to send them to training, but rather provide them with 

the possibilty of using technology as a medium that will transfer their knowledge and 

experience to young people. 

Preschool teachers of this group should provide more unstructured forms of training, 

which will include informal social gatherings, important for relaxation and happiness, 

where they will have opportunities to socialize with more members of their age group 

(but not exclusively). A working climate in which a small number of preschool teachers 

of this group can be excluding for members, though sometimes with good intentions 

(e.g. for relief, health, care for the elderly). 

Enable planned physical activities in the institution in collaboration with doctors, 

kinesiologists and physiotherapists. 
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 Preschool teachers should have the opportunity to achieve a part of their work 

responsibilities by creating workshops and other forms of professional development, 

and direct work if there is a need expressed by the prechool teacher, e.g. part-time 

work, or allow preschool teachers the possibility of having a third preschool teacher in 

the group. 
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7.1. GENERAL RECOMMENDATIONS FOR 

PROFESSIONAL DEVELOPMENT OF PRESCHOOL 

TEACHERS OF ALL WORK EXPERIENCE GROUPS 

 

Professional development should be seen as a process that begins with the entry of a 

professional into the process of work until the its very exit (Terhart, 1997), which includes 

development of a professional as an individual and development of a professional as part of the 

institution in which (s)he operates (Guskey, 1995, Glower and Law, 1996, Vujičić, 2011), and 

finally the development of a professional as a part of the profession. 

Professional development needs to be a “two-way” process leading towards educational 

theory, politics, system, practice and profession, in which the preschool teacher understands the 

roles of children, partners and teachers in the process of professional development. Professional 

development cannot be seen only as a relationship of receiving, but rather as a development of 

a professional identity from initial education in which the preschool teacher is a professional 

who develops a corpus of knowledge, skills, and abilities needed for the society and profession, 

and as such can grow in the process of “giving” and helping others. As such, professional 

identity is extremely important in the context of professional development (Day, Sammons, 

Stobart, Kington and Gu, 2007); it is changeable (Smith, 2007), cyclical, and changes during 

professional development of preschool teachers. As already noticed, a vision of a personal 

professional identity largely determines the motivational efficiency (Day, Sammons, Stobart, 

Kington and Gu, 2007), but also decisions related to professional development, ability, and 

willingness to handle with changes and implementation of innovation in practice (Beijaard, 

Verloop and Vermunt,  2000). 

Despite the fact that preschool and early education institutions are not the same 

(differing in various elements, perhaps in those implemented, e.g. opportunity, access to 

education...), education policy must strive to provide equal conditions for professional 

development of all preschool teachers, regardless of the years of work experience, work place, 

founder or the size of the institution. Most notably, it is unacceptable that preschool teachers 

cannot participate in training themselves because of financial reasons, since all European 

documents from this field discuss the necessity and importance of constant professional training 

in accordance with contemporary scientific knowledge about child development, neuroscience, 
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education and family, partnership, media, etc. In emphasizing equal conditions, we are not 

thinking of the same ways of professional development. 

For the purpose of achieving equal conditions (Erčulj, 2011), preschool teachers should 

be allowed to repeat those trainings for which there is greater interest than planned, and their 

implementation should be stimulated in remote areas, for smaller number of preschool teachers, 

and at a time which does not prevent preschool teachers to attend them. 

In professional development, different forms (workshops, peer reflections, knowledge 

societies, reading, ...), content and duration, in line with the needs of preschool teachers and 

mother institutions, contemporary scientific knowledge and theoretical concepts in which 

learning is key, are always applied (Day, 2001). 

Preschool teachers must be involved in the planning, implementing, evaluating, and 

assessing their professional development. They must “open the door” of their work and 

development (Day, Sammons, Stobart, Kington and Gu, 2007). This will cause more motivation 

and effectiveness in work. Also, repetition of certain content will be revoked as it does not 

contribute to the improvement of competences. It often happens that preschool teachers are 

attending training they (alone with their competences) could perform or that have no effective 

benefits for them. On the other hand, attendance of such training will be provided for those 

preschool teachers who show interest or to those assessed to need it for their professional 

development. 

Content recommended is that which preschool teachers recognize as important and 

applicable in practice, durability in form of modules in which there is time to use it in practice, 

document it and analyze in one of the following modules. Also, it is desirable that various forms 

of professional development are largely carried out by preschool teachers themselves, who are 

recognized within the profession as experts in certain areas. Learning is thereby taught by 

sharing knowledge in a social context (Glickman, 2002). 

The professional team and the principal (Bredeson, 2000; Erčulj, 2011; Sergiovanni, 

2001) are also involved in the professional development of preschool teachers. They have to be 

models of professional development, partners in planning, conducting, evaluating, and 

assessing professional development of preschool teachers, all with their own professional 

expertise and roles. 



 
360 

 

It is recommended to establish parenting associations (or strengthen them) at the local, 

regional, and national level. Associations should have significant impact on the professional 

development of preschool teachers, their introduction into the profession, licensing, and 

definition of standards and ethics of the profession. The association must work to promote the 

profession and create conditions for launching larger numbers of professional and scientific 

journals and other publications that would be more accessible to preschool teachers, as readers, 

as well as authors of texts, receivers, and editors. 

It is also necessary to create conditions for greater possibility of leaving preschool 

teachers at professional-scientific conferences, where they will actively represent their work 

and thus promote good practice and ultimate significance of their profession. 
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8. RESEARCH LIMITATIONS AND 

RECOMMENDATIONS FOR FURTHER RESEARCH 

 

 This research has certain limitations that should be taken into account in future research. 

 Part of the limitations refers to the sample itself. First of all, most private preschools did 

not return the questionnaires, so it is questionable whether data on preschool teachers working 

in private preschools reflects the true state of affairs or if these are preschool teachers working 

in better, more motivated preschools. 

 The research included preschool teahcers from two counties but, although it covered 

both urban and rural areas, it did not cover areas of special social concern, such as the region 

of Lika or parts of Slavonia. 

 The sample of preschool teachers with over 30 years of work experience is insufficient 

to make any conclusions regarding that category. 

 Furthermore, individual scales should be strengthened with additional items so as to 

increase the sensitivity of the instrument. 

 It is also recommended to deepen the research so as to identify possible differences 

between preschool teachers within a particular stage of professional development. 
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9. CONCLUSION 

 The professional development of preschool teachers is an extremely complex concept 

that is redefined from year to year and as such it is impossible to encompass it with one research. 

The complexity of this concept is also proven by this doctoral thesis, whichsought to give 

insight into certain elements of the professional development of preschool teachers. Scales were 

constructed for this questionnaire, open type questions, and finally, but extremely important, 

interview were conducted with preschool teacher-experts so as to obtain all relevant data. Given 

that professional development is so complex, its research needs to be accessed with caution, 

and this approach, with different types of questions and different methods used to obtain data, 

has resulted in a profound look at the professional development of the preschool teachers. 

Principals, as an important component in promoting professional development in their 

institutions, were also included in this research. Principals’ responses have allowed us insight 

into their professional development, ways in which the social status of the preschool teacher 

can be strengthened, and a look at the developed and important competences of preschool 

teachers in their work. 

At the very beginning we were interested to know what preschool teachers and 

principals think about professional development, and if they engage in professional 

development. We investigated this question by asking open-type questions in the questionnaire. 

The professional development of preschool teachers includes many segments of which only a 

few were discussed in this thesis. Preschool teachers’ and principals’ views on professional 

development was analyzed across different perspectives. Among the significant parts of the 

thesis we should point out a very small number of preschool teacher-mentors, and especially 

advisors in the sample of preschool teachers. Professional advancement is a form of recognition 

to preschool teachers for their work and excellence in what they do, which was also brought up 

by the inteviewed preschool teachers. But there are many good preschool teachers who never 

achieve advancement. Preschool teacher-mentors and advisors mention a lack of motivation as 

a key issue for them. It would be important to investigate in future research what such lack of 

motivation includes – from the perspective of professional development it is not the same if 

somebody at a certain stage feels a lack of motivation as a result of aggravating circumstances 

in life, or because, for example, they have chosen to give priority to their family, as mentioned 

by many authors (Huberman, 1992; Day, Sammons, Stobart, Kington and Gu, 2007) or if this 

is a long-term state of their personality. For this reason, it is important for each individual, as 
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well as for those who promote the professional development of others such as the principal, to 

be aware of the priorities and to align short-term and long-term goals of professional 

development. But at the same time, interviewed preschool teachers, of which only two hold the 

title of a preschool teacher-advisor, mention unfamiliarity with the ways and possibilities of 

advancement, additional work that such advancement includes, and the lack of support from 

the professional team as a possible reasons for a small number of preschool teachers who pursue 

professional advancement. 

 A more accessible indicator of preschool teachers’ professional development is data on 

the number of attended conferences in the last two years, the number of books read in the last 

six months, the number of organized forms of professional development attended in the last six 

months, and the number of published articles in the last two years. This information is at a 

devastatingly low point both for preschool teachers, but also for the principals who were asked 

the same questions. Preschool teachers do not attend conferences nor do they publish articles; 

they have read less than four books in the past six months and have participated in less than 3 

professional trainings. Specifically, 96.6% of preschool teachers have not published a single 

professional paper in the last two years and 99.3% of them have not published any scientific 

papers. Also, 77.8% of preschool teachers did not attend a single conference during the given 

period. However, it is significant that this refers to those preschool teachers who did not use 

more available resources nor read or attended professional trainings, so, 10.4% of them did not 

read any professional books in the last six months and 23.6% did not attend any form of 

professional training. In doing so, preschool teachers with more work experience read less, but 

there is no difference in the number of attended professional trainings. On the other hand, the 

analysis has shown that those who read less also attend fewer professional trainings. Preschool 

teachers with completed university studies spend statistically significantly more time reading.   

 In this part of professional development, principals did not demonstrate better results, 

since they, according to this research, do not read, write or participate in professional training 

frequently, which is not negligible, because they should be serving as role models or be creating 

the conditions for enabling professional development of their preschool eachers. This problem 

was also recognized by preschool teacher-mentors and advisors who mentioned principals and 

professional teams as possible stumbling blocks to the realization of their rights to professional 

development. 

 Furthermore, we wanted to find out which factors, in the opinion of preschool teachers 

and principals, affect the professional development of preschool teachers. There are many 
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factors that influence decisions on professional development and as such have been the subject 

of much research. In this thesis it was attempted to investigate individuals factors in several 

ways. One scale, which was designed for research purposes, required the respondents’s 

assessments of the degree to which individual factors affect their professional development. 

Part of the data is presented in the section on the professional development of preschool teachers 

in the form of categorized answers to open-ended questions, in which preschool teachers 

provided answers about the people who influenced them, and then they described the important 

situations from their experience. The third source of information was certainly the interviews 

with preschool teacher-mentors and advisors, who from their perspective spoke about the 

factors that have influenced them. 

 In this part we were interested in what factors particularly affect the professional 

development of preschool teachers. The aim was to gain insight into the key moments of 

professional development, the situation, and the people who have influenced their development, 

and to identify which other factors are of particular importance to preschool teachers’ decision-

making process. Preschool teachers who participated in this research confirmed the national 

belief that says that the work of a teacher is a calling. Almost 70% of preschool teachers, despite 

the job difficulty and roles that expand year after year, have never wanted to leave their job. 

Those who had considered leaving blame this on stressful and difficult jobs and relationships 

with other stakeholders in the educational work, but not on their relationship with children. 

Relationship with and towards children, as explained in the discussion part, is actually the 

strongest motivator for preschool teachers. This is also confirmed by the highest ranking item 

in the scale of factors affecting professional development, Desire to contribute to the betterment 

the children in my group, which as many as 73.9% of participants assessed with the highest 

value. It is one of the few factors that does not change regardless of work experience, education, 

and other factors. Many authors highlight that the very purpose of professional development is 

“learning how to apply their knowledge for the benefit of their students’ growth” (He and Ho, 

2013, p. 1). Research results show that preschool teachers with up to 3 years of work experience 

assess wuite high the importance of professional developmental factors in their decisions. 

However, it is interesting that they also assess statistically significantly higher the value of 

external incentive factors. Only among family and technical factors has the existence of 

statistically significant differences not been established, and these factors have proved to be the 

least important to all groups of preschool teachers. Participants with completed university 

studies attribute quite high values of importance to Professional developmental factors. 
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 Also, most of preschool teachers’ responses refer to relationships with children 

(67.66%) in the form of descriptions of situations that have left a positive or negative impression 

on them. This is followed by relationships with parents or family members (17.66%), 

relationship that involves the profession (4.89%), relationships with colleagues (4.62%), and 

relationships with the professional team and the principal (3.53%). The latter, principals, see 

their role in professional development in the most superficial terms – providing the conditions 

for professional development of preschool teachers (55.56%) – therefore the prevois finding is 

not surprising.  

 When highlighting a particular person as an important factor in their professional 

development, preschool teachers most frequently mention their colleagues (29.29%) and 

mentors (18.86%); this is followed by the professional team (9.26%), the principal (4.71%), 

their family (4.38%), and their professors (3.87%). This is in line with the views of different 

authors and their research. For example, Day, Sammons, Stobart, Kington and Gu (2007) 

discuss relationships as support that affects teacher resilience. Similarly, it is mentioned in the 

TALIS document (OECD, 2008). 

 Positive descriptions that appear in the work are an important factor in the professional 

development of preschool teachers, which Day, Sammons, Stobart, Kington and Gu (2007) also 

emphasize. They can be key to staying in the profession. 

When discussing professional development, preschool teachers roughly describe the 

professional development as a fairly simple concept or as part of reflective practice, with a 

focus on the child. But among the many variables, the one concerning the stage of professional 

development has shown to be crucial. Unlike other researches already mentioned, where multi-

dimensionality of thinking is one of an important feature of later stages of professional 

development, this research has determined that younger preschool teachers are thinking about 

professional development in multi-dimensional terms. This can be interpreted as a result of 

changes in recent education and contemporary knowledge about one’s own contribution to 

practice. This is also supported by the fact that preschool teachers who have completed 

university and not professional studies reflect on professional development multi-

dimensionally. Numerous studies have already confirmed that quality education affects the 

quality of preschool teachers’ work and, let us recall, the quality of preschool teachers 

influences the quality of the educational process and the quality of ECEC, which results in many 

benefits for the child in that moment in time and for his future. 
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 One of the perhaps more unexpected findings is perhaps the one that relates to a 

description of the situation that has left a special impact on the preschool teacher (positive or 

negative). Namely, it was found that a higher percentage of preschool teachers working in 

private preschool describe positive experience as having had a particularly strong impact ont 

their professional development in comparison to preschool teachers working in public 

preschools. Almost half of the total sample of preschool teachers working in public preschools 

described a negative experience, compared to only 16% of those working in private preschools. 

On the other hand, it is understandable that there is a statistically significant association between 

the described situations and the desire to leave the job. Those who described the negative 

experience are more likely to leave their job. Most descriptions of negative situations were 

obtained in the category of preschool teachers with 16 to 23 years of work experience, more 

than half of them. Preschool teachers with more or less years of work experience, however, 

describe positive situations to a larger extent. It should be emphasized that the most positive 

situations are described by novice preschool teachers. 

 Interviewed in a larger percentage of spoke about internal motivation as the most 

important factor, a factor crucial to the initiation or stagnation in professional development, 

which is also consistent with other research. For example, Avalos (2011) discusses the necessity 

for cognitive and emotional involvement of teachers in professional development, with the 

capacity and willingness to change. However, it is important to respect and support it for this 

to be achieved. The environment is a key factor for the development of resilience of preschool 

teachers (Day, Sammons, Stobart, Kington and Gu, 2007). Preschool teacher-mentors and 

advisors mention the professional environment as a key factor in their professional 

development. As part of their professional environment, they refer to the members of the 

professional team, principals, but mostly colleagues. In the questionnaire, colleagues were 

mentioned as the key persons in the process of professional development of preschool teachers. 

 When it comes to a group of factors that were analyzed in a scale, there is no statistically 

significant difference between preschool teachers working in a preschool or nursery group, but 

there are differences between private and public preschools. Preschool teachers working in 

private preschools attach greater importance to external as well as professional factors. 

Understandably, those preschool teachers who think about professional development in multi-

dimensional terms attach greater importance to these Professional developmental factors. 

 At the end of this chapter it can be concluded that preschool teachers differ in the groups 

of professional and external motivating factors, but that the importance of family and technical 
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factors depends on the individual, and that it does not significantly affect his or her time, 

education, place of work, etc. It is a category of factors that seems to depend on the given 

moment and current circumstances in an individual’s life. 

We were also curious to explore preschool teachers’ opinions about the perception of 

their current phase of professional development. For this purpose we created a scale in which 

preschool teachers assessed to which extent they agree with the given items. 

Professional development models take into consideration the key differences in the 

Perception of the current phase of teachers depend on his or her stage of professional 

development. Part of this knowledge was also confirmed in this research. Particularly big 

differences have been found once again in the category of novice preschool teachers who, in 

comparison to other preschool teachers, feel a higher degree of insecurity, which decreases with 

work experience. Preschool teachers with up to 3 years of work experience, and then those with 

up to 7 years of service, feel a high level of efficiency and potential. But novice preschool 

teachers show that they also feel a high level of professional expertise, which decreases in the 

next stage, but is reinvigorated after 8 years. 

 Preschool teachers who have completed two-year professional studies feel less insecure 

than other preschool teachers, but they also attach lower values to their sense of efficiency and 

potential. 

 Very important is also the finidng regarding the fact if preschool teachers have ever 

wanted to leave the job and, logically and understandably, that preschool teachers who wanted 

to leave their job felt a higher level of insecurity, lower professional expertise, and a lesser 

sense of current efficiency and potential. Preschool teachers working in private preschools feel 

a greater level of insecurity, but also efficiency and potential. 

 The fact whether they are working in nursery groups or preschools does not seem 

relevant. 

 We also wanted to investigate the opinions of preschool teachers and principals 

regarding the position of preschool teachers as professionals in today's society, i.e. in what way 

can the improvement of the image be affected. Also, for the purpose of this question we created 

a scale and followed it up with additional inteviews. Professional development greatly 

determines the social status of the profession and as such is a precondition for the existence of 

a profession and its improvement. In this research, we focused on preschool teachers’ and 

principals’ reflections on how the status of the preschool teacher profession might be 

strengthened. This premise rests on numerous researches that point to the poor status of the 
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preschool teacher profession. While these are the findings from other researches, preschool 

teacher-mentors and advisors that took part in this research have different opinions and discuss 

both the good and bad positions of preschool teachers. But when they mention the good position 

of preschool teachers, they actually refer to it as being better than it actually is. A significant 

reason for the status which preschool teachers attach to it lies in preschool teachers themselves 

and their (in)action, primarily in the professional and ethical sense. 

 Preschool teachers and principals differ considerably in what might result in 

improvements, but, different from the preschool teachers, principals pay more attention to the 

immediate professional activity and the professionalization of the preschool teacher calling. On 

the other hand, preschool teachers attribute greater importance to the material conditions and 

the external actions of preschool teachers and for preschool teachers. In this respect, 

interviewed preschool teachers are much closer in their way of thinking to the principals. 

Knowledge of this is important to encourage professional development of preschool teachers at 

all levels – personal level, institutional level, institutional networking, and the society on the 

road to creating a quality ECEC system (Peeters & Peleman, 2017). This is also important for 

the principals as partners and examples of professional development. 

 Particular attention is given to the individual analysis of descriptive items, which 

indicate a weaker result in the significance of mandatory completion of the second level of 

studies to strengthen the image of this profession in the society.  

 Despite the difference with regards to the principals, preschool teachers with different 

years of work experience assess equally the importance of the professionalization of the 

preschool teacher calling, direct professional activity, as well as material conditions and 

external action. It is interesting that no statistical differences were obtained between preschool 

teachers with different years of work experience only in this analysis.  

 University graduates attach statistically more importance to the immediate professional 

activity and professionalization of preschool teachers’ work to strengthen the status of 

preschool teachers in the society than preschool teachers with a lower level of education. 

Statistically significant differences were obtained even among preschool teachers who wanted 

to leave their job and those who did not, whereby preschool teachers who wanted to leave their 

job attach statistically significantly more importance to material and external factors for the 

strengthening of this profession’s status in society. Also, unlike those preschool teachers with 

one-dimensional views, those preschool teachers who reflect about professional development 

in multi-dimensional ways believe that a greater degree of professional activity plays an 
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important role in strengthening the image of the profession as well as the impact of 

professionalization on the preschool teacher calling. 

Furthermore, we wanted to know preschool teachers’ and principals’ opinions regarding 

the competences which preschool teachers have developed during their studies and which 

competences they believe to need in their work. This was researched by creating two scales and 

additionally during interviews with mentors and advisors.   

The competence approach to professional development describes professional 

development as a way of developing preschool teachers’ competences, which is the reason why 

preschool teachers’ and principals’s views on the development and importance of competences 

were researched. Initial education should enable the development of a basic and fundamental 

spectrum of diverse competences that will enable a novice teacher to optimally fulfill the 

requirements that are expected of him. In the part on competences, focus was placed on 

preschool teachers’ views on competences and to what extent they have developed them during 

their studies. Ten groups of competences were meaningfully formed as factors that were 

assessed in the analysis as differently developed among preschool teachers with different 

number of years of work experience. Preschool teachers with up to 3 years of work experience 

assessed in all statistically significantly different competences that they have developed their 

competences more than their colleagues with more years of work experience. Preschool 

teachers did not provide different assessment in the field of artistic competence and creativity 

development, and with regards to Natural scientific and linguistic competences. In the same 

groups of competences, no statistically significant differences exist between preschool teachers 

with different levels of education, as opposed to other groups of competences where the most 

highly assessed are those teachers with completed university studies. However, statistically 

significant differences were not found between preschool teachers with different levels 

education in Health and hygiene competences. 

 The results show that there are statistically significant differences between preschool 

teachers in the view of the extent to which they have developed competences of Media literacy 

with regards to their employment in private or public preschools, i.e. those preschool teachers 

who work in private preschools attch higher values to these competences. 

 No statistically significant differences were obtained between preschool teachers 

working in private or public preschools, nurseries or preschools with regards to positive or 

negative experiences in the opinion which competences and to what extent they have been 

developed during the studies. 
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 Preschool teachers who have a multi-dimensional view of their professional 

development believe they have largely developed their Child-related competences for the 

institutional context during the course of their studies. 

 Competences as a measurable instrument can be, and most often are, the foundation for 

setting a professional standard. However, preschool teachers and schoolteachers in the Republic 

of Croatia still do not have such a standard at their disposal. Therefore, one can often come 

across discussions and/or questions about who and what a competent preschool teachers should 

be like, as well as what quality practice based on a quality professional even is preschool 

teacher-mentors and advisors agree that standards should exist, but when they talk about the 

key competences in their professional development, they mention flexibility, openness, 

communication, and some other character traits. Extremely important are partnerships with 

parents, understanding the child’s needs, willingness to change, and the desire for new 

knowledge and challenges. Despite the competences which they mention, but which are 

difficult to measure, they consider it to be possible to develop them during the studies if the 

studies become a place of aspirational behaviors and relationship – those which preschool 

teachers should convey into practice. 

 Based on the quantitative and qualitative results of this research and the results of other 

researches in the field of professional development, Key findings are highlighted in the context 

of professional development of preschool teachers and a Model of professional development of 

preschool teachers in the Republic of Croatia (Model PRORH) is created. The model relies on 

the starting point of phase division by age of work experience in six phase divisions, and 

according to VITAE research (Day, Sammons, Stobart, Kington and Gu, 2006). Phases are 

named in accordance with specific and/or dominant characteristics of each period: a) Phase of 

professional development of preschools teachers with 0 to 3 years of work experience: Novice 

preschool teachers (Phase of beginning enthusiasm and professional insecurity); b) Phase of 

preschool teachers’ professional development with 4 to 7 years of work experience: Reflective 

preschool teacher (Phase of potential and professional self-recognition); c) Phase of preschool 

teachers’ professional development with 8 to 12 years of work experience: Advanced preschool 

teacher (Phase of new roles and professional security); d) Phase of preschool teachers’ 

professional development with 16 to 23 years of work experience: Routine preschool teacher 

(Phase of turbulence and questioning); e) Phase of preschool teachers’ professional 

development with 24 to 30 years of work experience: Expert preschool teacher (Phase of 

professional tranquility); f) Phase of preschool teachers’ professional development with more 
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than 30 years of work experience: Preschool teacher veteran (Phase of recollection and 

stagnation). 

 For each phase, a description is provided of the statistically significant differences and 

other characteristics obtained by this research and review of relevant literature. Also, for each 

phase, proposals are made to encourage professional development of preschool teachers at three 

levels: (1) individual level, (2) level of institutions and institutional groups, and (3) system level. 

 General recommendations are given for the professional development of preschool 

teachers, which are valid for all phases of professional development of preschool teachers and 

are applicable to all contextual activities of preschool teachers in the Republic of Croatia. 

 This thesis, in particular the creation of a model of professional development specific to 

preschool teachers, as well as the guidelines and recommendations for professional 

development, are a unique contribution to the pedagogical field of science. The model upgrades 

existing knowledge in the field of professional development of pedagogical staff and provides 

a significant foundation for new research that will more deeply penetrate into individual 

segments and/or stages of professional development of preschool teachers. It should be 

highlighted that this thesis also has an applicative value as it gives a picture of the state of affairs 

and needs in the field of professional development, including preschool teachers’ competences, 

and can influence the creation of new and evaluation of the existing forms and content of the 

professional development of preschool teachers in the Republic of Croatia. 
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Appendix 13 - Questionnaire for principals 

Dear principal! 

 

We are interested in your opinion about competences (knowledge, skills, characteristics, and attitudes), which a 

good preschool teacher should have, and attitudes about professionalism and professional development of 

preschool teachers. The questionnaire is anonymous, so please provide honest answers to all questions, based 

on what think or how you feel! Please, also make sure to answer all questions so that the answers are valid. Thank 

you very much! 

 

Danijela Blanuša Trošelj, teacher 

_______________________________________________________________________________________________ 

 
Gender:     F      M  Age: _______ years Work experience as principal (circle):_________ years 

 

Your title: _________________________ 

 

Highest educational level you’ve received (circle):  

 

a) college degree  b)  university degree  c) Master of science d) Doctor of science     

e) other 

 

Which institution are you currently working in (circle):  

a) private preschool b) public preschool   c) elementary school d) other ______________(write) 

Number of groups in your preschool: ______   

Number of employed preschool teachers in your preschool(s): _______ 

What was your work position before becoming a principal: _____________________ 
 

Are you currently enrolled in some postgraduate studies: YES  NO If yes, which one:_____________________ 

 How many conferences have you taken part in during the last 2 years? In ____ 

How many: 

- professional papers: ___ 

- scientific papers: ___ 

have you published in the last 2 years? 

How many professional books have you read in the last 6 months? ___ 

Provide the title of the last professional book you’ve read: _____________________________________ 

How many organized forms of professional training have you attended in the last 6 months: _____ 

1. What does professional development mean to you? 

________________________________________________________________________________________________________________________________

________________________________________________________________________________________________________________________________ 

 



 

2. In your opinion, which of the items listed below would and to which extent contribute to a better 

development of the preschool teacher profession, on a scale from 0 to 6 ( (0= not at all; 1=very little; 

2=little, 3=somewhat; 4=to a greater degree; 5=almost completely 6=completely). 

 
1. More rigorous selection for university enrollment.    0     1     2      3     4      5     6  

2. Mandatory graduation from second-degree studies (graduate studies for the Master of early and 
preschool education)  

   0     1     2      3     4      5     6  

3. Defined professional standards.    0     1     2      3     4      5     6  

4. Higher preschool teachers’ salary.    0     1     2      3     4      5     6  

5. Better work conditions in the preschool.    0     1     2      3     4      5     6  

6. Not including other professions/occupations in the field of preschool teacher work (kinesiologists, 
art teachers, ...) 

   0     1     2      3     4      5     6  

7. Higher qualification criteria at universities.    0     1     2      3     4      5     6  

8. External evaluation of preschool teachers’ work.    0     1     2      3     4      5     6  

9. Creating a personal plan for preschool teachers’ professional development.    0     1     2      3     4      5     6 

10. Better connectivity with the social community.    0     1     2      3     4      5     6 

11. Issuing work licenses for preschool teachers’ work.    0     1     2      3     4      5     6 

12. Better system of rewarding good and sanctioning bad work.    0     1     2      3     4      5     6 

13. More professional performance of preschool teachers in their work with children.    0     1     2      3     4      5     6 

14. Strengthening preschool teachers’ associations 0     1     2     3     4     5     6 

15. Involvement of preschool teachers in the decision-making process about ECEC at the state level. 0     1     2     3     4     5     6 

16. Higher level of preschool teachers’ ethics. 0     1     2     3     4     5     6 

17. More professional communication in relationships with parents. 0     1     2     3     4     5     6 

18. Changes in preschool teachers’ attitudes regarding the importance of professional development. 0     1     2     3     4     5     6 

19. More positive information on preschool teachers’ work in the media. 0     1     2     3     4     5     6 

20. More preschool teachers’ research of their own practice. 0     1     2     3     4     5     6 

 

3. What is, in your opinion, the role of principals in the professional development of preschool teachers?  

________________________________________________________________________________________________________________________________

______________________________________________________________ 

4. Based on your work experience so far, on a scale from 0 to 6 (0= not at all; 1=very little; 2=little, 

3=somewhat; 4=to a greater degree; 5=almost completely 6=completely), assess the extent to which 

preschool teachers have developed the following competences during their studies, and which you believe are 

truly important for them.  



 

Specific competence connected to the field of performance and professional 
development  

Competence developed 
during the studies 

Competence 
importance in one’s 

work 

Evaluating the quality of the educational system (including self-evaluation) and using 

evaluation results for its improvement. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Group management, organization, and managing time and dynamic group processes. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Performing administrative duties. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Performing activities for the promotion and improvement of the preschool as a unified 

whole. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Organizing and improving a stimulating learning environment. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Creation, demonstration, and use of materials/toys/incentives. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Encouraging effective and open communication and cooperation with all participants 

in the educational process (children, parents, associates). 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Involvement in counseling children and parents. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying differences in children's abilities and aligning incentives/activities to the 

specific needs of children’s growth and development.  
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Applying the skills of strengthening a child's self-esteem that is based on individual 

progress and development. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Recognizing the child's value orientation and encouraging the development of basic 

humanistic values. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Appropriate responding to a child’s disruptive behavior in a fair, socially sensitive, and 

consistent way. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Recognizing and timely meeting of the basic individual needs of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Recognizing children's interests and the importance of their implementation. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Making and tracking progress in the work with children with special needs due to 

developmental difficulties, specific emotional disturbances, and behavioral disorders. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Making and monitoring progress in the work with children who have special needs 

due to their above-average abilities. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Knowledge of the structure and purpose of the educational system and curriculum. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Knowledge and critical evaluation of the curriculum. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Planning the educational process with precise goals and expected learning outcomes. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Implementation of different learning strategies. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possibility of valid assessment and incentive evaluation of child achievements, and 

ability to provide quality feedback. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to encourage the development of self-regulated learning competences. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Developing strategies that support inclusion of the family and children in curriculum 

development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Knowledge and recognition of the characteristics of early and preschool children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Application of new theoretical insights into the growth and development of children in 

practice. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Acknowledging the importance of the child-family relationship and its impact on the 

child’s development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying deviations from average developmental characteristics of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the impact of stress on child development, the importance of the 

child's mental and emotional health, and the support and protection of the child. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the importance and impact which play has on child growth and 

development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of one's mother tongue and literature. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of mathematics. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 



 

Possessing knowledge and skills at the level required for successful work. This refers 

to the knowledge and skills from the field of information and communication 

technology. 

0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of chemistry, biology, and physics. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Use of information-communication technology for administrative purposes, 

organization, and information dissemination  
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Use of different media as a stimulating environment for development. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Using everyday situations to stimulate the ability of a scientific approach to thinking. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Developing an understanding of natural phenomena and values of living in harmony 

with the natural environment. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying basic signs of neglect and abuse. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Application of appropriate procedures in the event of a child suffering an injury, 

choking, allergic reactions, etc. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Highlighting elements that contribute to health and well being, and the promotion of a 

healthy lifestyle. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Creating a physically safe environment. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the importance and creating an emotionally healthy environment for 

the child. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Ability to encourage and develop basic health and hygiene habits in children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Recognizing and acknowledging individual nutritional needs of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Prevention of illness, recognition of basic signs of illness, and knowledge of 

procedures to treat them. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Finding, evaluating, and using the results of latest professional and scientific research 

to improve the educational practice. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Creating new knowledge from the interdisciplinary area of education and training. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Monitoring and anticipating changes in educational processes and requirements that 

must be adequately answered by all participants in the educational process (e.g. 

educational reforms…) 

0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to collaboratively solve problems. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to reflect about one’s own work, behavior, values, and feelings. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Socially and emotionally intelligent regulation of behavior by recognizing, 

understanding, and managing one’s own emotions. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Desire for continuing professional training. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Personal commitment to the growing progress and achievement of children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Appreciation of all members of the local community and committed work for the 

community and general good. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Successful transfer of knowledge, values, and attitudes related to affirmation of 

human rights and civil society. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of visual arts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of music culture/musicology 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to develop and stimulate creativity and creative potential in children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to develop and stimulate critical thinking and freedom of expression in children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to encourage children to experience and express themselves through various 

artistic activities. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 



 

Ability to encourage aesthetic thinking and feelings in children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

 

Thank you for filling out this questionnaire. Information you have provided us with will serve for the purpose of 

doctoral thesis research and as guidelines for further preschool teacher training. If you wish to find out more 

about the research, or have any additional questions, feel free to contact Danijela Blanuša Trošelj 

(danijelabt@ufri.hr), Faculty of Teacher Education in Rijeka. 

 

 

 

 

 

mailto:danijelabt@ufri.hr


 

Appendix 14 - Questionnaire for preschool teachers 

 

Dear preschool teachers! 

 

We are interested in your opinions about professionalization, professional development of preschool teachers, 

competences (knowledge, skills, characteristics, and attitudes), which are important to you in your work. The 

questionnaire is anonymous, so please provide honest answers to all questions, based on what think or how you 

feel! Please, also make sure to answer all questions so that the answers are valid. Thank you very much! 

 

Danijela Blanuša Trošelj, teacher 

 

Place of residence (city, village, community...) where you work: ___________________ Gender:   F      M Age:_______ 

years 

Number of groups in the facility (constituent) where you work: _____    

Number of groups in the preschool: ______ 

 

Work experience as a preschool teacher:_________ years. 
If you are a trainee, fill out what applies to you:  

I have been a trainee for ______ months.   I have been a volunteer for ______ months. 

 

Full name of the educational institution where you obtained your degree: _______________________________  

City: _______ 

 

Type of completed studies: 

A) Two-year professional studies         B) Three-year professional studies 

C) Three-year university undergraduate studies       D) Graduate studies of Early and preschool education  

 

I am currently (circle the title that applies to you) a preschool teacher-mentor; preschool teacher-advisor 
(according to the Regulations on the means and conditions for taking the professional examination for preschool teachers and professional 

associates in preschools OG133/1997, 4/1998, and 20/2005). 

 

Are you currently enrolled in some graduate studies:  YES  NO  If yes, which:_____________________ 

Are you currently enrolled in some postgraduate studies:  YES  NO If yes, which:_____________________ 

I am currently working in : a) the nursery  b) kindergarden  c) preschool d) other__________________ Age of 

children _______ 

How many conferences have you attended in the 
last 2 years: ____ 

 

 

How many: 

- professional papers: ___ 

- scientific papers: ___ 

have you published in the last 2 years? 

 

How many professional books have you read in the last 6 months? ___ 

Provide the title of the last professional book you’ve read: _____________________________________ 

How many organized forms of professional training have you attended in the last 6 months: _____



 

 

 

 

 

1. What does professional development mean to you? 

________________________________________________________________________________________________________________________________

________________________________________________________________________________________________________________________________

_____________________________ 

_______________________________________________________________________________________________ 

2.Describe the moment you were felt certain for the first time that you wanted to become a preschool teacher: 
________________________________________________________________________________________________________________________________
______________________________________________________________ 
 
2.1. What has influenced your decision?  
________________________________________________________________________________________________________________________________
_____________________________________________________________ 

3. Assess to which extent have the following factors influenced your decision to engage in professional 

education and professional development, on a scale from 0 to 6 (0= not at all; 1=very little; 2=little, 

3=somewhat; 4=to a greater degree; 5=almost completely 6=completely). 

4. Have you ever considered leaving your this job:  a) never  b) at times  c) often   

4.1. If your answer is often or at times, provide reasons for this: 
________________________________________________________________________________________________________________________________
______________________________________________________________ 

 

5. Describe one situation or event in your work that has left the strongest impression on you:  

________________________________________________________________________________________________________________________________
________________________________________________________________________________________________________________________________
_____________________________ 

 

1. Desire for personal enrichment and satisfaction. 0     1     2     3     4     5     6 

2. Desire to contribute to the development of Croatian society. 0     1     2     3     4     5     6 

3. Desire to contribute to the collective in which I work. 0     1     2     3     4     5     6 

4. Desire to contribute to the betterment of the children in my group. 0     1     2     3     4     5     6 

5. It is part of work obligations prescribed by law. 0     1     2     3     4     5     6 

6. Becoming acquainted with new knowledge, keeping up-to-date with new global discoveries. 0     1     2     3     4     5     6 

7. Enabling the development of my competences. 0     1     2     3     4     5     6 

8. Awareness that professional development contributes to improvements within the profession and 
its status. 

0     1     2     3     4     5     6 

9. Possibility of higher income and other benefits. 0     1     2     3     4     5     6 

10. Possibility of professional advancement (preschool teacher-mentor,  preschool teacher-advisor). 0     1     2     3     4     5     6 

11. Support and encouragement of the family. 0     1     2     3     4     5     6 

12. Greater employment opportunities (universities, agencies, other state institutions…) 0     1     2     3     4     5     6 

13. Support and encouragement from colleagues in the collective. 0     1     2     3     4     5     6 

14. Support and encouragement from the principal. 0     1     2     3     4     5     6 

15.  Possibility of exchanging experiences with colleagues. 0     1     2     3     4     5     6 

16. Desire to deal with current difficulties in work. 0     1     2     3     4     5     6 

17. Preparedness and interest of the lecturer at one of the forms of professional training. 0     1     2     3     4     5     6 

18.  Applicability in practice and actuality of the offered content. 0     1     2     3     4     5     6 

19. Alignment of the implementation with personal and family obligations. 0     1     2     3     4     5     6 

20. My health (chronic and professional illnesses) 0     1     2     3     4     5     6 

21.  Costs related to the type of training I am interested in. 0     1     2     3     4     5     6 



 

 

 

 

6. Assess to which extent the following statements apply to you, a scale from 0 to 6 (0= not at all; 1=very 

little; 2=little, 3=somewhat; 4=to a greater degree; 5=almost completely 6=completely). 

 
In my work I use new knowledge gained from scientific research. 0     1     2     3     4     5     6 

2. I have done my part, now it's time for someone younger. 0     1     2     3     4     5     6 

3. I have no more interest in additional training. 0     1     2     3     4     5     6 

4. I am confident in my competences and myself. 0     1     2     3     4     5     6 

5. I'm afraid of new and/or unfamiliar situations in my work 0     1     2     3     4     5     6 

6. I still have plenty to learn. 0     1     2     3     4     5     6 

7. I believe to be a good mentor to young people. 0     1     2     3     4     5     6 

8. I have control over everything in my work. 0     1     2     3     4     5     6 

9. I believe I need the help of more experienced colleagues. 0     1     2     3     4     5     6 

10. I believe to have reached the best years of my life to do the work. 0     1     2     3     4     5     6 

11. I still have plenty to offer. 0     1     2     3     4     5     6 

12. I'm having a difficult time managing all situations at work. 0     1     2     3     4     5     6 

13. I behave professionally at all times in my work. 0     1     2     3     4     5     6 

14. I gladly let my colleagues observe my performance at work. 0     1     2     3     4     5     6 

15. I regularly engage in reflection and self-reflection of my practice. 0     1     2     3     4     5     6 

16. I'm afraid of not making the right decisions in my work. 0     1     2     3     4     5     6 

17. I make mistakes more frequently in the presence of adults in the group. 0     1     2     3     4     5     6 

18. I find it difficult to explain the procedures in my work to associates, colleagues, and the principal. 0     1     2     3     4     5     6 

19. I find it easy to apply and verify theory in practice. 0     1     2     3     4     5     6 

 

7. Name the person who has had the most impact on your professional development and explain in what way:  
________________________________________________________________________________________________________________________________
______________________________________________________________ 

 

8. Is there anything that makes your continuing professional development difficult or impossible (name what it 

is):  

- for you as an individual: 
________________________________________________________________________________________________________________________________
______________________________________________________________ 
- within your organization: 
________________________________________________________________________________________________________________________________
______________________________________________________________ 
- within your broader society: 
________________________________________________________________________________________________________________________________
______________________________________________________________ 
 

 

9. In your opinion, which of the following items and to which extent would contribute to a better development 

of the preschool teacher profession, a scale from 0 to 6 (0= not at all; 1=very little; 2=little, 3=somewhat; 

4=to a greater degree; 5=almost completely 6=completely). 

 

1. More rigorous selection for university enrollment.    0     1     2     3     4     5     6  

2. Mandatory graduation from second-degree studies (graduate studies for the Master of early and 
preschool education). 

   0     1     2     3     4     5     6  

3. Defined professional standards.    0     1     2     3     4     5     6  



 

 

 

 

4. Higher preschool teachers’ salary.    0     1     2     3     4     5     6  

5. Better work conditions in the preschool.    0     1     2     3     4     5     6  

6. Not including other professions/occupations in the field of preschool teacher work (kinesiologists, 
art teachers...) 

   0     1     2     3     4     5     6  

7. Higher qualification criteria at universities.    0     1     2     3     4     5     6  

8. External evaluation of preschool teachers’ work.    0     1     2     3     4     5     6  

9. Creating a personal plan for preschool teachers’ professional development.    0     1     2     3     4     5     6 

10. Better connectivity with the social community.    0     1     2     3     4     5     6 

11. Issuing work licenses for preschool teachers’ work.    0     1     2     3     4     5     6 

12. Better system of rewarding good and sanctioning bad work.    0     1     2     3     4     5     6 

13. More professional performance of preschool teachers in their work with children.    0     1     2     3     4     5     6 

14. Strengthening preschool teachers’ associations. 0     1     2     3     4     5     6 

15. Involvement of preschool teachers in the decision-making process about ECEC at the state level. 0     1     2     3     4     5     6 

16. Higher level of preschool teachers’ ethics. 0     1     2     3     4     5     6 

17. More professional communication in relationships with parents. 0     1     2     3     4     5     6 

18. Changes in preschool teachers’ attitudes regarding the importance of professional development. 0     1     2     3     4     5     6 

19. More positive information on preschool teachers’ work in the media. 0     1     2     3     4     5     6 

20. More preschool teachers’ research of their own practice 0     1     2     3     4     5     6 

 

 

10. Based on your work experience so far, on a scale from 0 to 6 ( (0= not at all; 1=very little; 2=little, 
3=somewhat; 4=to a greater degree; 5=almost completely 6=completely), assess the extent to which you 
have developed the following competences during your studies, and which you have come to acknowledge as 
truly important for you during the course of your work. 



 

 

 

 

Specific competence connected to the field of performance and professional 
development  

Competence developed 
during the studies 

Competence 
importance in one’s 

work 

Evaluating the quality of the educational system (including self-evaluation) and using 

evaluation results for its improvement. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Group management, organization, and managing time and dynamic group processes. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Performing administrative duties. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Performing activities for the promotion and improvement of the preschool as a unified 

whole. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Organizing and improving a stimulating learning environment. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Creation, demonstration, and use of materials/toys/incentives. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Encouraging effective and open communication and cooperation with all participants 

in the educational process (children, parents, associates). 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Involvement in counseling children and parents. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying differences in children's abilities and aligning incentives/activities to the 

specific needs of children’s growth and development.  
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Applying the skills of strengthening a child's self-esteem that is based on individual 

progress and development. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Recognizing the child's value orientation and encouraging the development of basic 

humanistic values. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Appropriate responding to a child’s disruptive behavior in a fair, socially sensitive, and 

consistent way. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Recognizing and timely meeting of the basic individual needs of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Recognizing children's interests and the importance of their implementation. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Making and tracking progress in the work with children with special needs due to 

developmental difficulties, specific emotional disturbances, and behavioral disorders. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Making and monitoring progress in the work with children who have special needs 

due to their above-average abilities. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Knowledge of the structure and purpose of the educational system and curriculum. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Knowledge and critical evaluation of the curriculum. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Planning the educational process with precise goals and expected learning outcomes. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Implementation of different learning strategies. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possibility of valid assessment and incentive evaluation of child achievements, and 

ability to provide quality feedback. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to encourage the development of self-regulated learning competences. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Developing strategies that support inclusion of the family and children in curriculum 

development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Knowledge and recognition of the characteristics of early and preschool children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Application of new theoretical insights into the growth and development of children in 

practice. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Monitoring and understanding the relationship between developmental characteristics 

of the child and his chronological age. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Acknowledging the importance of the child-family relationship and its impact on the 

child’s development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying deviations from average developmental characteristics of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the impact of stress on child development, the importance of the 

child's mental and emotional health, and the support and protection of the child. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the importance and impact which play has on child growth and 

development. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 



 

 

 

 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of one's mother tongue and literature. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of mathematics. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills at the level required for successful work. This refers 

to the knowledge and skills from the field of information and communication 

technology. 

0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of chemistry, biology, and physics. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Use of information-communication technology for administrative purposes, 

organization, and information dissemination  
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Use of different media as a stimulating environment for development. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Using everyday situations to stimulate the ability of a scientific approach to thinking. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Developing an understanding of natural phenomena and values of living in harmony 

with the natural environment. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Identifying basic signs of neglect and abuse. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Application of appropriate procedures in the event of a child suffering an injury, 

choking, allergic reactions, etc. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Highlighting elements that contribute to health and well being, and  the promotion of a 

healthy lifestyle. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Creating a physically safe environment. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Understanding the importance and creating an emotionally healthy environment for 

the child. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Ability to encourage and develop basic health and hygiene habits in children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Recognizing and acknowledging individual nutritional needs of children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Prevention of illness, recognition of basic signs of illness, and knowledge of 

procedures to treat them. 
0  1  2  3  4  5  6 0  1  2  3  4  5  6 

Finding, evaluating, and using the results of latest professional and scientific research 

to improve the educational practice. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to systematically analyze and inquire about educational ideas, theories, and 

discussions. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Creating new knowledge from the interdisciplinary area of education and training. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Monitoring and anticipating changes in educational processes and requirements that 

must be adequately answered by all participants in the educational process (e.g. 

educational reforms…) 

0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to collaboratively solve problems. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to reflect about one’s own work, behavior, values, and feelings. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Socially and emotionally intelligent regulation of behavior by recognizing, 

understanding, and managing one’s own emotions. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Desire for continuing professional training. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Personal commitment to the growing progress and achievement of children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Appreciation of all members of the local community and committed work for the 

community and general good. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Affirmative attitude towards ethical reasoning and behavior, recognition of their own 

unethical procedures and/or doubts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Promotion of fairness, justice, and equal opportunities for all, regardless of gender, 

abilities, and special needs, age, religion, culture, and other differences. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Successful transfer of knowledge, values, and attitudes related to affirmation of 

human rights and civil society. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 



 

 

 

 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of visual arts. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possessing knowledge and skills in various fields at a level required for successful 

work. Refers to knowledge and skills in the field of music culture/musicology 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Possessing knowledge and skills in the field of kinesiology at the level required for 

successful work. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to develop and stimulate creativity and creative potential in children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to develop and stimulate critical thinking and freedom of expression in children. 0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to encourage children to experience and express themselves through various 

artistic activities. 
0  1  2  3  4  5  6 0  1  2  3  4  5 6 

Ability to encourage aesthetic thinking and feelings in children. 0  1  2  3  4  5  6 0  1  2  3  4  5  6 

 

Thank you for filling out this questionnaire. Information you have provided us with will serve for the purpose of 

doctoral thesis research and as guidelines for further preschool teacher training. If you wish to find out more 

about the research, or have any additional questions, feel free to contact Danijela Blanuša Trošelj 

(danijelabt@ufri.hr), Faculty of Teacher Education in Rijeka. 

 

mailto:danijelabt@ufri.hr


 

Appendix 15 – Response frequencies for the scale Factors affecting preschool teachers’ decisions 

about their professional development 

 

 

 
0 

Not at all 

1 

very 

little 

2 

little 

3 

Somewhat 

4 

to a greater 

extent 

5 

almost 

completely 

6 

completely 

 f f% f f% F f% F f% F f% f f% F f% 

Desire to contribute to the betterment of the children 

in my group. 
0 0 0 0 3 0.5 6 1 31 5.4 111 19.2 428 73.9 

Enabling the development of my competences. 0 0 0 0 3 0.5 14 2.4 93 16.1 178 30.8 289 50.1 

Awareness that professional development 

contributes to improvements within the profession 

and its status. 

0 0 3 0.5 6 1 29 5.1 94 16.4 192 33.4 250 43.6 

Desire for personal enrichment and satisfaction. 9 1.6 1 0.2 3 0.5 31 5.4 98 17 178 30.8 257 44.5 

Becoming acquainted with new knowledge, keeping 

up-to-date with new global discoveries. 
2 0.3 1 0.2 5 0.9 30 5.2 124 21.5 192 33.3 223 38.6 

Applicability in practice and actuality of the offered 

content. 
2 0.4 2 0.4 5 0.9 35 6.2 153 26.9 181 31.9 190 33.5 

Desire to contribute to the collective in which I 

work. 
2 0.3 1 0.2 8 1.4 41 7.1 143 24.7 203 35.1 181 31.3 

Desire to deal with current difficulties in work. 5 0.9 2 0.3 9 1.6 61 10.6 137 23.9 206 35.9 154 26.8 

Possibility of exchanging experiences with 

colleagues. 
4 0.7 6 1 15 2.6 59 10.2 177 30.7 198 34.3 118 20.5 

Preparedness and interest of the lecturer at one of the 

forms of professional training. 
4 0.7 8 1.4 10 1.7 65 11.4 163 28.5 209 36.5 113 19.8 

It is part of work obligations prescribed by law. 19 3.3 31 5.4 35 6.1 72 12.5 143 24.8 139 24.1 137 23.8 

Alignment of the implementation with personal and 
family obligations. 

9 1.6 18 3.2 24 4.2 115 20.2 193 33.9 123 21.6 87 15.3 

Support and encouragement of the family. 37 6.4 26 4.5 40 6.9 103 17.9 130 22.6 127 22 113 19.6 

Desire to contribute to the development of Croatian 

society. 
19 3.3 28 4.9 39 6.8 164 28.5 158 27.5 113 19.7 54 9.4 

Support and encouragement from colleagues in the 
collective. 

39 6.8 43 7.5 45 7.9 112 19.6 159 27.8 105 18.4 69 12.1 

Support and encouragement from the principal. 54 9.4 32 5.6 49 8.6 110 19.2 138 24.1 122 21.3 68 11.9 

Costs related to the type of training I am interested 

in. 
56 9.8 27 4.7 47 8.2 131 22.9 138 24.2 88 15.4 84 14.7 

Possibility of higher income and other benefits. 58 10.2 47 8.3 62 10.9 133 23.4 124 21.8 82 14.4 63 11.1 

Possibility of professional advancement. 76 13.3 42 7.3 59 10.3 131 22.9 110 19.2 85 14.8 70 12.2 

Greater employment opportunities. 119 20.9 50 8.8 57 10 115 20.2 105 18.4 67 11.8 57 10 

My health. 135 23.6 51 8.9 73 12.7 83 14.5 113 19.7 64 11.2 54 9.4 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

Appendix 16 – Response frequencies for the scale Perception of the Current Phase of Personal 

Professional Development  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
0 

not at all 

1 

very little 

2 

little 
3 somewhat 

4 

to a greater 

extent 

5 

almost 

completely 

6 

completely 

 f f% f f% f f% f f% f f% f f% f f% 

I still have plenty to offer. 1 0.2 4 0.7 2 0.4 49 8.7 138 24.4 176 31.2 195 34.5 

I behave professionally at all times in my work. 0 0 3 0.5 4 0.7 35 6.2 146 25.7 257 45.2 124 21.8 

I believe to have reached the best years of my life to do 

the work. 
13 2.3 11 1.9 14 2.5 92 16.2 137 24.1 144 25.4 157 27.6 

I am confident in myself and my competences. 1 0.2 7 1.2 16 2.8 226 35.4 180 31.7 180 31.7 77 13.6 

I gladly let my colleagues observe my performance at 

work. 
4 0.7 12 2.1 26 4.6 120 21.3 144 25.5 151 26.8 107 19 

I regularly engage in reflection and self-reflection of my 
practice. 

3 0.5 6 1.1 20 3.6 109 19.7 193 35 145 26.3 76 13.8 

I find it easy to apply and verify theory in practice. 1 0.2 1 0.2 15 2.7 116 20.5 218 38.5 160 28.3 55 9.7 

I have control over everything in my work. 1 0.2 7 1.2 8 1.4 86 15.2 257 45.5 165 29.2 41 7.3 

In my work I use new knowledge gained from scientific 
research. 

3 0.5 10 1.8 28 5 114 20.2 214 37.9 133 23.5 63 11.2 

I believe to be a good mentor to young people. 24 4.4 11 2.0 30 5.5 113 20.7 233 42.8 109 20 25 4.6 

I believe I need the help of more experienced 

colleagues. 
34 6.0 71 12.5 103 18.2 186 32.8 95 16.8 40 7.1 38 6.7 

I'm afraid of not making the right decisions in my work. 
102 18 163 28.8 98 17.3 109 19.3 60 10.6 29 5.1 5 0.6 

I'm having a difficult time managing all situations at 

work. 
93 16.8 166 30 91 16.4 109 19.7 54 9.7 28 5.1 13 2.3 

I make mistakes more frequently in the presence of 

adults in the group. 
102 18 163 28.8 98 17.3 109 19.3 60 10.6 29 5.1 5 0.9 

I find it difficult to explain the procedures in my work 

to associates, colleagues, and the principal. 
167 29.5 116 20.5 103 19.2 109 19.2 49 8.6 19 3.4 4 0.7 

I'm afraid of new and/or unfamiliar situations in my 

work. 
167 29.3 144 25.3 92 16.2 109 19.2 31 5.4 17 3.0 9 1.6 

I have no more interest in additional training. 339 60.9 59 10.6 36 6.5 59 10.6 34 6.1 18 3.2 12 2.2 

I have done my part, now it's time for someone 

younger. 
392 69.1 71 12.5 42 7.4 39 6.9 11 1.9 8 1.4 4 0.7 



 

 

Appendix 17 – Response frequencies for the scale Strengthening the image of the profession in society- 

teachers 

 

 

 

 
0 

not at all 

1 

very little 

2 

little 

3 

somewhat 

4 

to a greater 

extent 

5 

almost 

completely 

6 

completely 

 f f% f f% F f% f f% f f% f f% F f% 

Better work conditions in the preschool. 4 .7 10 1.7 10 1.7 40 6.7 111 18.7 138 23.2 244 41.1 

More positive information on preschool teachers’ work in 

the media. 2 .3 3 .5 10 1.7 85 14.3 111 18.7 151 25.4 193 32.5 

Involvement of preschool teachers in the decision-making 
process about ECEC at the state level. 5 .8 1 .2 8 1.3 63 10.6 141 23.7 140 23.6 173 29.1 

More professional communication in relationships with 

parents. 
7 1.2 10 1.7 12 2.0 54 9.1 159 26.8 146 24.6 168 28.3 

Changes in preschool teachers’ attitudes regarding the 

importance of professional development. 
5 .8 6 1.0 9 1.5 76 12.8 156 26.3 149 25.1 146 24.6 

More preschool teachers’ research of their own practice 3 .5 3 .5 17 2.9 82 13.8 154 25.9 142 23.9 153 25.8 

Higher preschool teachers’ salary. 7 1.2 11 1.9 24 4.0 76 12.8 138 23.2 125 21.0 181 30.5 

More professional performance of preschool teachers in 

their work with children. 
8 1.3 15 2.5 12 2.0 71 12.0 149 25.1 136 22.9 160 26.9 

Higher level of preschool teachers’ ethics. 7 1.2 11 1.9 17 2.9 73 12.3 154 25.9 132 22.2 160 26.9 

Defined professional standards. 1 .2 12 2.0 20 3.4 81 13.6 155 26.1 147 24.7 137 23.1 

Strengthening preschool teachers’ associations. 13 2.2 9 1.5 15 2.5 91 15.3 149 25.1 116 19.5 160 26.9 

Better system of rewarding good and sanctioning bad 

work. 
7 1.2 16 2.7 28 4.7 99 16.7 135 22.7 121 20.4 144 24.2 

Higher qualification criteria at universities. 13 2.2 17 2.9 35 5.9 99 16.7 154 25.9 119 20.0 111 18.7 

Better connectivity with the social community. 6 1.0 15 2.5 36 6.1 125 21.0 183 30.8 114 19.2 77 13.0 

 More rigorous selection for university enrollment. 27 4.5 36 6.1 36 6.1 100 16.8 137 23.1 92 15.5 132 22.2 

Creating a personal plan for preschool teachers’ 

professional development. 
6 1.0 27 4.5 39 6.6 152 25.6 162 27.3 111 18.7 57 9.6 

External evaluation of preschool teachers’ work. 25 4.2 30 5.1 50 8.4 129 21.7 145 24.4 82 13.8 88 14.8 

Issuing work licenses for preschool teachers’ work. 38 6.4 32 5.4 47 7.9 131 22.1 118 19.9 85 14.3 86 14.5 

Mandatory graduation from second degree studies. 44 7.4 61 10.3 69 11.6 131 22.1 103 17.3 76 12.8 70 11.8 

Not including other professions/occupations in the field of 

preschool teacher work. 
137 23.1 69 11.6 56 9.4 124 20.9 67 11.3 51 8.6 50 8.4 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

Appendix 18 – Response frequencies for the scale Strengthening the image of the profession in society - 

principals 

 

 

 

0 

not at 

all 

1 

very 

little 

2 

little 

3 

somewhat 

4 

to a greater 

extent 

5 

almost 

completely 

6 

completely 

 f f% f f% F f% f f% F f% f f% F f% 

Changes in preschool teachers’ attitudes regarding the 

importance of professional development. 
0 0 0 0 0 0 3 6.7 2 4.4 16 35.6 23 51.1 

More professional communication in relationships with 

parents. 
0 0 0 0 0 0 4 8.9 5 11.1 18 40.0 18 40.0 

More preschool teachers’ research of their own practice. 0 0 0 0 0 0 2 4.4 10 22.2 15 33.3 18 40.0 

Defined professional standards. 0 0 0 0 2 4.4 1 2.2 8 17.8 14 31.1 19 42.2 

More professional performance of preschool teachers in their 

work with children. 
0 0 0 0 0 0 4 8.9 8 17.8 16 35.6 16 35.6 

Higher level of preschool teachers’ ethics. 0 0 0 0 0 0 4 8.9 8 17.8 19 42.2 14 31.1 

Better system of rewarding good and sanctioning bad work. 0 0 0 0 2 4.4 6 13.3 9 20.0 9 20.0 18 40.0 

More rigorous selection for university enrollment. 0 0 2 4.4 1 2.2 6 13.3 10 22.2 6 13.3 20 44.4 

More positive information on preschool teachers’ work in the 

media. 
0 0 0 0 2 4.4 2 4.4 17 37.8 11 24.4 13 28.9 

Higher qualification criteria at universities. 1 2.2 0 0 3 6.7 2 4.4 9 20.0 19 42.2 11 24.4 

Issuing work licenses for preschool teachers’ work. 0 0 0 0 2 4.4 5 11.1 16 35.6 12 26.7 10 22.2 

Involvement of preschool teachers in the decision-making 

process about ECEC at the state level. 
0 0 1 2.2 1 2.2 7 15.6 15 33.3 8 17.8 12 26.7 

Creating a personal plan for preschool teachers’ professional 

development. 
0 0 0 0 1 2.2 9 20.0 16 35.6 8 17.8 11 24.4 

Higher preschool teachers’ salary. 1 2.2 2 4.4 0 0 7 15.6 13 28.9 11 24.4 11 24.4 

Better work conditions in the preschool. 1 2.2 2 4.4 0 0 9 20.0 10 22.2 10 22.2 12 26.7 

External evaluation of preschool teachers’ work. 1 2.2 0 0 2 4.4 12 26.7 6 13.3 16 35.6 7 15.6 

Better connectivity with the social community. 0 0 1 2.2 3 6.7 6 13.3 14 31.1 15 33.3 5 11.1 

Strengthening preschool teachers’ associations. 1 2.2 4 8.9 1 2.2 9 20.0 12 26.7 9 20.0 8 17.8 

Mandatory graduation from second degree studies. 2 4.4 2 4.4 2 4.4 10 22.2 12 26.7 11 24.4 5 11.1 

Not including other professions/occupations in the field of 

preschool teacher work. 
3 6.7 3 6.7 7 15.6 14 31.1 4 8.9 7 15.6 5 11.1 

 

 

 

 

 

 

 

 

 

 

 



 

 

Appendix 19 – Response frequencies for the scale Competences developed during the studies  

 

 
0 

not at all 

1 

very little 

2 

little 

3 

somewhat 

4 

to a greater 

extent 

5 

almpst 

completely 

6 

completely 

 F f% f f% F f% f f% f f% f f% F f% 

During the studies -  Understanding the importance and 

impact which play has on child growth and development. 
3 .5 17 2.9 16 2.7 61 10.3 112 18.9 167 28.1 157 26.4 

During the studies -  Possessing knowledge and skills in the 

field of kinesiology at the level required for successful 
work. 

7 1.2 12 2.0 26 4.4 103 17.3 145 24.4 133 22.4 89 15.0 

During the studies -  Knowledge and recognition of the 

characteristics of early and preschool children. 
7 1.2 18 3.0 33 5.6 99 16.7 142 23.9 133 22.4 92 15.5 

During the studies -  Possessing knowledge and skills in 
various fields at a level required for successful work. Refers 

to knowledge and skills in the field of one's mother tongue 

and literature. 

6 1.0 15 2.5 30 5.1 110 18.5 157 26.4 118 19.9 92 15.5 

During the studies -  Possessing knowledge and skills in 

various fields at a level required for successful work. Refers 

to knowledge and skills in the field of visual arts. 

6 1.0 8 1.3 28 4.7 128 21.5 138 23.2 129 21.7 80 13.5 

During the studies -  Ability to encourage and develop basic 
health and hygiene habits in children. 

9 1.5 17 2.9 31 5.2 111 18.7 141 23.7 113 19.0 102 17.2 

During the studies -  Monitoring and understanding the 

relationship between developmental characteristics of the 
child and his chronological age. 

4 .7 21 3.5 23 3.9 130 21.9 147 24.7 125 21.0 82 13.8 

During the studies -  Possessing knowledge and skills in 

various fields at a level required for successful work. Refers 
to knowledge and skills in the field of music 

culture/musicology 

4 .7 13 2,2 44 7,4 114 19,2 141 23,7 128 21,5 77 13,0 

During the studies -  Understanding the importance and 

creating an emotionally healthy environment for the child. 
7 1.2 13 2.2 34 5.7 127 21.4 152 25.6 102 17.2 86 14.5 

During the studies -  Promotion of fairness, justice, and 

equal opportunities for all, regardless of gender, abilities, 

and special needs, age, religion, culture, and other 
differences. 

14 2.4 27 4.5 41 6.9 106 17.8 113 19.0 108 18.2 107 18.0 

During the studies - Ability to develop and stimulate 

creativity and creative potential in children. 
6 1.0 12 2.0 40 6.7 131 22.1 143 24.1 115 19.4 74 12.5 

Ability to encourage children to experience and express 
themselves through various artistic activities. 

5 .8 16 2.7 40 6.7 128 21.5 142 23.9 112 18.9 78 13.1 

During the studies - Acknowledging the importance of the 

child-family relationship and its impact on the child’s 

development . 

4 .7 33 5.6 34 5.7 105 17.7 156 26.3 115 19.4 74 12.5 

During the studies - Respecting children’s rights and 

implementing the principle of equal development 

opportunities through education. 

5 .8 17 2.9 48 8.1 123 20.7 163 27.4 97 16.3 81 13.6 

During the studies -  Ability to encourage aesthetic thinking 
and feelings in children. 

11 1.9 16 2.7 43 7.2 132 22.2 137 23.1 100 16.8 81 13.6 

During the studies - Desire for continuing professional 

training. 
11 1.9 27 4.5 46 7.7 129 21.7 119 20.0 103 17.3 86 14.5 

During the studies -  Affirmative attitude towards one’s own 
profession and evaluation of one’s own professional role. 

15 2.5 21 3.5 46 7.7 120 20.2 138 23.2 97 16.3 73 12.3 

During the studies -  Ability to develop and stimulate 

critical thinking and freedom of expression in children. 
9 1.5 22 3.7 49 8.2 135 22.7 133 22.4 108 18.2 62 10.4 

During the studies -  Creating a physically safe 

environment. 
16 2.7 27 4.5 58 9.8 104 17.5 154 25.9 90 15.2 74 12.5 

During the studies -  Recognizing and timely meeting of the 

basic individual needs of children. 
6 1.0 31 5.2 58 9.8 136 22.9 151 25.4 84 14.1 68 11.4 

During the studies -  Personal commitment to the growing 

progress and achievement of children. 
15 2.5 26 4.4 62 10.4 117 19.7 132 22.2 99 16.7 64 10.8 

During the studies -  Prevention of illness, recognition of 

basic signs of illness, and knowledge of procedures to treat 
them. 

20 3.4 28 4.7 49 8.2 131 22.1 130 21.9 105 17.7 62 10.4 

During the studies -  Possessing knowledge and skills in 

various fields at a level required for successful work. Refers 
to knowledge and skills in the field of mathematics. 

22 3.7 25 4.2 43 7.2 146 24.6 133 22.4 95 16.0 65 10.9 

During the studies -  Successful transfer of knowledge, 

values, and attitudes related to affirmation of human rights 

and civil society. 

18 3.0 34 5.7 48 8.1 131 22.1 122 20.5 95 16.0 67 11.3 

During the studies -  Knowledge of the structure and 

purpose of the educational system and curriculum. 
15 2.5 35 5.9 58 9.8 111 18.7 156 26.3 91 15.3 58 9.8 

During the studies - Application of new theoretical insights 

into the growth and development of children in practice. 
17 2.9 35 5.9 44 7.4 141 23.7 140 23.6 98 16.5 46 7.7 

During the studies - Identifying deviations from average 

developmental characteristics of children. 
7 1.2 38 6.4 60 10.1 139 23.4 147 24.7 104 17.5 32 5.4 



 

During the studies - Recognizing children's interests and the 
importance of their implementation. 

13 2.2 30 5.1 68 11.4 143 24.1 135 22.7 84 14.1 47 7.9 

Creation, demonstration, and use of 

materials/toys/incentives. 
18 3.0 32 5.4 66 11.1 140 23.6 140 23.6 90 15.2 45 7.6 

During the studies - Highlighting elements that contribute to 
health and well being, and  the promotion of a healthy 

lifestyle. 

23 3.9 35 5.9 59 9.9 131 22.1 151 25.4 77 13.0 49 8.2 

During the studies - Affirmative attitude towards ethical 

reasoning and behavior, recognition of their own unethical 
procedures and/or doubts. 

25 4.2 40 6.7 68 11.4 129 21.7 119 20.0 74 12.5 53 8.9 

During the studies - Recognizing and acknowledging 

individual nutritional needs of children. 
36 6.1 37 6.2 52 8.8 152 25.6 105 17.7 77 13.0 61 10.3 

During the studies - Planning the educational process with 
precise goals and expected learning outcomes. 

14 2.4 41 6.9 69 11.6 154 25.9 132 22.2 82 13.8 36 6.1 

Organizing and improving a stimulating learning 

environment. 
20 3.4 28 4.7 64 10.8 174 29.3 132 22.2 78 13.1 31 5.2 

During the studies -  Ability to reflect about one’s own 
work, behavior, values, and feelings. 

26 4.4 36 6.1 75 12.6 136 22.9 118 19.9 82 13.8 47 7.9 

During the studies -  Ability to collaboratively solve 

problems. 
21 3.5 39 6.6 65 10.9 154 25.9 125 21.0 62 10.4 48 8.1 

During the studies - Knowledge and critical evaluation of 
the curriculum. 

30 5.1 36 6.1 67 11.3 132 22.2 135 22.7 85 14.3 38 6.4 

During the studies - Appreciation of all members of the 

local community and committed work for the community 
and general good. 

32 5.4 37 6.2 71 12.0 129 21.7 131 22.1 58 9.8 53 8.9 

During the studies - Developing an understanding of natural 

phenomena and values of living in harmony with the natural 
environment. 

16 2.7 42 7.1 78 13.1 163 27.4 114 19.2 69 11,6 40 6.7 

During the studies - Implementation of different learning 

strategies. 
22 3.7 29 4.9 74 12.5 166 27.9 143 24.1 64 10.8 30 5.1 

During the studies - Finding, evaluating, and using the 
results of latest professional and scientific research to 

improve the educational practice. 

32 5.4 38 6.4 74 12.5 136 22.9 117 19.7 83 14.0 41 6.9 

During the studies -  Recognizing the child's value 

orientation and encouraging the development of basic 
humanistic values. 

14 2.4 47 7.9 75 12.6 172 29.0 116 19.5 68 11.4 39 6.6 

During the studies -  Understanding the impact of stress on 

child development, the importance of the child's mental and 
emotional health, and the support and protection of the 

child. 

31 5.2 46 7.7 56 9.4 163 27.4 123 20.7 68 11.4 46 7.7 

During the studies -  Application of appropriate procedures 

in the event of a child suffering an injury, choking, allergic 
reactions, etc. 

31 5.2 49 8.2 75 12.6 130 21.9 120 20.2 71 12.0 52 8.8 

Applying the skills of strengthening a child's self-esteem 

that is based on individual progress and development. 
16 2.7 46 7.7 90 15.2 150 25.3 121 20.4 77 13.0 31 5.2 

Identifying differences in children's abilities and aligning 
incentives/activities. 

20 3.4 48 8.1 79 13.3 174 29.3 118 19.9 69 11.6 27 4.5 

During the studies -  Appropriate responding to a child's 

disruptive behavior in a fair, socially sensitive, and 
consistent way. 

24 4.0 44 7.4 74 12.5 175 29.5 134 22.6 49 8.2 30 5.1 

During the studies -  Using different media as a stimulating 

environment to enhance the mother tongue. 
34 5.7 41 6.9 81 13.6 156 26.3 109 18.4 64 10.8 38 6.4 

During the studies -  Socially and emotionally intelligent 
regulation of behavior by recognizing, understanding, and 

managing one’s own emotions. 

29 4.9 55 9.3 64 10.8 162 27.3 110 18.5 63 10.6 35 5.9 

During the studies -  Creating new knowledge from the 
interdisciplinary area of education and training. 

35 5.9 51 8.6 73 12.3 142 23.9 106 17.8 65 10.9 38 6.4 

During the studies -  Using everyday situations to stimulate 

the ability of a scientific approach to thinking. 
31 5.2 49 8.2 90 15.2 141 23.7 113 19.0 56 9,4 34 5,7 

During the studies -  Identifying basic signs of neglect and 
abuse. 

40 6.7 57 9.6 75 12.6 137 23.1 122 20.5 56 9.4 40 6.7 

During the studies -  Possibility of valid assessment and 

incentive evaluation of child achievements, and ability to 

provide quality feedback. 

20 3.4 55 9.3 84 14.1 164 27.6 131 22.1 55 9.3 16 2.7 

During the studies -  Ability to systematically analyze and 

inquire about educational ideas, theories, and discussions. 
39 6.6 56 9.4 86 14.5 129 21.7 120 20.2 59 9.9 27 4.5 

During the studies - Possessing knowledge and skills at the 

level required for successful work. This refers to the 
knowledge and skills from the field of information and 

communication technology. 

73 12.3 43 7.2 73 12.3 122 20.5 112 18.9 55 9.3 44 7.4 

During the studies -  Ability to encourage the development 
of self-regulated learning competences. 

30 5.1 46 7.7 95 16.0 167 28.1 113 19.0 46 7.7 14 2.4 

Encouraging effective and open communication and 

cooperation with all participants in the educational process 

(children, parents, associates). 

29 4.9 65 10.9 95 16.0 170 28.6 106 17.8 49 8.2 22 3.7 

During the studies -  Monitoring and anticipating changes in 

educational processes and requirements that must be 

adequately answered by all participants in the educational 
process. 

57 9.6 48 8.1 83 14.0 148 24.9 95 16.0 58 9.8 24 4.0 



 

During the studies -  Making and tracking progress in the 
work with children with special needs due to developmental 

difficulties. 

53 8.9 67 11.3 83 14.0 132 22.2 113 19.0 59 9.9 24 4.0 

During the studies -  Evaluating the quality of the 

educational system (including self-evaluation) and using 
evaluation results for its improvement. 

40 6.7 80 13.5 95 16.0 155 26.1 88 14.8 46 7.7 21 3.5 

During the studies -  Developing strategies that support 

inclusion of the family and children in curriculum 
development. 

68 11.4 70 11.8 76 12.8 155 26.1 86 14.5 46 7.7 18 3.0 

During the studies -  Making and monitoring progress in the 

work with children who have special needs due to their 

above-average abilities. 

73 12.3 72 12.1 89 15.0 140 23.6 99 16.7 41 6.9 18 3.0 

Group management, organization, and managing time and 

dynamic group processes. 
54 9.1 75 12.6 104 17.5 173 29.1 80 13.5 22 3.7 20 3.4 

During the studies - Using information-communication 

technology as a stimulating learning environment. 
97 16.3 60 10.1 91 15.3 115 19.4 72 12.1 56 9.4 28 4.7 

Involvement in counseling children and parents. 88 1.8 73 12.3 109 18.4 144 24.2 72 12.1 32 5.4 12 2.0 

During the studies -  Possessing knowledge and skills in 

various fields at a level required for successful work. Refers 

to knowledge and skills in the field of chemistry, biology, 
and physics. 

102 17.2 71 12.0 99 16.7 132 22.2 77 13.0 29 4.9 11 1.9 

Performing activities for the promotion and improvement of 

the preschool as a unified whole. 
104 17.5 75 12.6 111 18.7 154 25.9 57 9.6 26 4.4 4 .7 

Performing administrative duties 134 22.6 109 18.4 109 18.4 116 19.5 46 7.7 9 1.5 10 1.7 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

Appendix 20 – Response frequencies for the scale Competence importance in teacher’s work  
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not at all 

1 

very 

little 

2 

little 

3 

somewhat 

4 

to a greater 

extent 

5 

almost 

completely 

6 

completely 

 f f% f f% F f% f f% f f% f f% F f% 

CIW - Understanding the importance and impact which play has 

on child growth and development. 
0 0 2 .3 0 0 9 1.5 25 4.2 109 18.4 395 66.5 

CIW - Ability to encourage and develop basic health and hygiene 

habits in children. 

0 0 0 0 0 0 3 .5 29 4.9 134 22.6 365 61.4 

CIW - Recognizing and timely meeting of the basic individual 

needs of children. 

0 0 0 0 2 ,3 7 1.2 42 7.1 101 17.0 385 64.8 

CIW - Understanding the importance and creating an emotionally 
healthy environment for the child. 

0 0 0 0 0 0 9 1.5 40 6.7 126 21.2 354 59.6 

CIW - Creating a physically safe environment. 0 0 0 0 2 .3 7 1.2 48 8.1 137 23.1 338 56.9 

CIW - Recognizing children’s interests and the importance of their 

implementation. 
0 0 0 0 1 .2 12 2.0 55 9.3 136 22.9 320 53.9 

CIW - Encouraging effective and open communication and 
cooperation with all participants in the educational process 

(children, parents, associates). 

0 0 0 0 2 .3 16 2.7 46 7.7 159 26.8 319 53.7 

CIW - Application of appropriate procedures in the event of a 
child suffering an injury, choking, allergic reactions, etc. 

0 0 0 0 4 .7 15 2.5 57 9.6 126 21.2 329 55.4 

CIW - Knowledge and recognition of the characteristics of early 

and preschool children. 
0 0 1 .2 0 0 15 2.5 50 8.4 157 26.4 308 51.9 

CIW - Acknowledging the importance of the child-family 
relationship and its impact on the child’s development. 

1 .2 1 .2 0 0 10 1.7 54 9.1 163 27.4 301 50.7 

CIW - Respecting children’s rights and implementing the principle 

of equal development opportunities through education. 
0 0 0 0 3 .5 12 2.0 66 1.,1 141 23.7 318 53.5 

CIW - Promotion of fairness, justice, and equal opportunities for 
all, regardless of gender, abilities, and special needs, age, 

religion, culture, and other differences. 

0 0 0 0 1 .2 20 3.4 63 10..6 130 21.9 307 51.7 

CIW - Ability to develop and stimulate critical thinking and 

freedom of expression in children 
0 0 0 0 1 .2 9 1.5 61 10.3 171 28.8 282 47.5 

CIW - Appropriate responding to a child’s disruptive behavior in a 

fair, socially sensitive, and consistent way. 
0 0 2 .3 1 .2 17 2.9 66 11.1 138 23.2 311 52.4 

CIW - Ability to develop and stimulate creativity and creative 

potential in children. 
0 0 0 0 2 .3 9 1.5 61 10.3 177 29.8 279 47.0 

CIW - Creation, demonstration, and use of 

materials/toys/incentives. 
0 0 0 0 4 .7 10 1.7 59 9.9 175 29.5 286 48.1 

CIW - Desire for continuing professional training. 0 0 1 .2 1 .2 12 2.0 73 12.3 145 24.4 297 50.0 

CIW - Ability to encourage children to experience and express 
themselves through various artistic activities. 

0 0 0 0 3 .5 14 2.4 68 11.4 149 25.1 292 49.2 

CIW - Prevention of illness, recognition of basic signs of illness, 

and knowledge of procedures to treat them. 
0 0 0 0 3 .5 12 2.0 69 11.6 157 26.4 290 48.8 

CIW - Recognizing and acknowledging individual nutritional 
needs of children. 

1 .2 1 .2 1 .2 18 3.0 56 9.4 162 27.3 288 48.5 

CIW - Monitoring and understanding the relationship between 

developmental characteristics of the child and his chronological 
age. 

0 0 1 .2 0 0 9 1.5 78 13.1 170 28.6 281 47.3 

CIW - Identifying differences in children’s abilities and alignment. 0 0 1 .2 0 0 18 3.0 61 10.3 178 30.0 281 47.3 

CIW - Ability to encourage aesthetic thinking and feelings in 

children. 
0 0 0 0 1 .2 15 2.5 70 11.8 165 27.8 277 46.6 

CIW - Personal commitment to the growing progress and 
achievement of children. 

0 0 1 .2 3 .5 14 2.4 64 10.8 174 29.3 266 44.8 

CIW - Applying the skills of strengthening a child’s self-esteem 

that is based on individual progress and development. 
0 0 1 .2 4 .7 17 2.9 76 12.8 152 25.6 286 48.1 

CIW - Socially and emotionally intelligent regulation of behavior 
by recognizing, understanding, and managing one’s own 

emotions. 

0 0 2 .3 4 .7 26 4.4 81 13.6 171 28.8 242 40.7 

CIW - Making and tracking progress in the work with children 
with special needs due to developmental difficulties, specific 

emotional disturbances, and behavioral disorders. 

1 .2 4 .7 5 .8 33 5.6 76 12.8 138 23.2 280 47.1 

CIW - Highlighting elements that contribute to health and well 
being, and  the promotion of a healthy lifestyle. 

0 0 1 .2 1 .2 20 3.4 64 10.8 185 31.1 258 43.4 

CIW - Identifying deviations from average developmental 

characteristics of children. 
0 0 1 .2 1 .2 23 3.9 66 11.1 189 31.8 257 43.3 

CIW - Group management, organization, and managing time and 
dynamic group processes. 

1 .2 2 .3 2 .3 19 3.2 70 11.8 178 30.0 263 44.3 

CIW - Affirmative attitude towards one’s own profession and 

evaluation of one's own professional role. 
0 0 0 0 5 .8 18 3.0 79 13.3 155 26.1 260 43.8 

CIW - Identifying basic signs of neglect and abuse. 0 0 2 .3 1 .2 26 4.4 80 13.5 148 24.9 275 46.3 

CIW - Organizing and improving a stimulating learning 
environment. 

0 0 1 .2 2 .3 26 4.4 73 12.3 167 28.1 263 44.3 



 

CIW - Understanding the impact of stress on child development, 
the importance of the child's mental and emotional health, and the 

support and protection of the child. 

0 0 1 .2 1 .2 22 3.7 80 13.5 176 29.6 260 43.8 

CIW - Ability to reflect about one’s own work, behavior, values, 

and feelings. 
2 .3 1 .2 1 .2 18 3.0 85 14.3 168 28.3 252 42.4 

CIW - Recognizing the child’s value orientation and encouraging 

the development of basic humanistic values. 
0 0 1 .2 3 .5 19 3.2 100 16.8 154 25.9 258 43.4 

CIW - Application of new theoretical insights into the growth and 

development of children in practice. 
1 .2 0 0 2 .3 32 5.4 64 10.8 183 30.8 243 40.9 

CIW - Ability to collaboratively solve problems. 1 .2 0 0 4 .7 21 3.5 80 13.5 182 30.6 235 39.6 

CIW - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in 

the field of visual arts. 

0 0 0 0 1 .2 27 4.5 84 14.1 176 29.6 236 39.7 

CIW - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in 

the field of one’s mother tongue and literature. 

2 .3 1 .2 0 0 24 4.0 89 15.0 201 33.8 216 36.4 

CIW - Involvement in counseling children and parents. 0 0 2 .3 4 .7 29 4.9 96 16.2 178 30.0 228 38.4 

CIW - Affirmative attitude towards ethical reasoning and 

behavior, recognition of their own unethical procedures and/or 

doubts. 

1 .2 1 .2 2 .3 31 5.2 101 17.0 152 25.6 226 38.0 

CIW - Successful transfer of knowledge, values, and attitudes 
related to affirmation of human rights and civil society. 

2 .3 2 .3 3 .5 27 4.5 96 16.2 174 29.3 215 36.2 

CIW - Possessing knowledge and skills in the field of kinesiology 

at the level required for successful work. 
0 0 1 .2 5 .8 31 5.2 94 15.8 180 30.3 208 35.0 

CIW - Planning the educational process with precise goals and 
expected learning outcomes. 

3 .5 2 .3 4 .7 35 5.9 99 16.7 173 29.1 220 37.0 

CIW - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in 
the field of music culture/musicology. 

0 0 0 0 7 1.2 42 7.1 102 17.2 161 27.1 213 35.9 

CIW - Possibility of valid assessment and incentive evaluation of 

child achievements, and ability to provide quality feedback. 
0 0 2 .3 2 .3 36 6.1 112 18.9 181 30.5 200 33.7 

CIW - Knowledge of the structure and purpose of the educational 
system and curriculum. 

2 .3 2 .3 6 1.0 33 5.6 115 19.4 171 28.8 205 34.5 

CIW - Making and monitoring progress in the work with children 

who have special needs due to their above-average abilities. 
4 .7 4 .7 8 1.3 46 7.7 98 16.5 146 24.6 231 38.9 

CIW - Implementation of different learning strategies. 1 .2 1 .2 3 .5 41 6.9 113 19.0 185 31.1 188 31.6 

CIW - Developing an understanding of natural phenomena and 

values of living in harmony with the natural environment. 
0 0 3 .5 1 .2 40 6.7 118 19.9 179 30.1 188 31.6 

CIW - Appreciation of all members of the local community and 

committed work for the community and general good. 
0 0 2 .3 5 .8 57 9.6 114 19.2 167 28.1 172 29.0 

(CIW)- Evaluating the quality of the educational system (including 

self-evaluation) and using evaluation results for its improvement. 
1 .2 4 .7 2 .3 40 6.7 144 24.2 173 29.1 167 28.1 

CIW - Finding, evaluating, and using the results of latest 

professional and scientific research to improve the educational 
practice. 

2 .3 1 .2 16 2.7 44 7.4 125 21.0 178 30.0 159 26.8 

CIW - Knowledge and critical evaluation of the curriculum. 2 .3 2 .3 8 1.3 57 9.6 134 22.6 155 26.1 172 29.0 

CIW - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in 
the field of mathematics. 

2 .3 5 .8 15 2.5 47 7.9 108 18.2 194 32.7 159 26.8 

CIW - Ability to encourage the development of self-regulated 

learning competences. 
1 .2 1 .2 7 1.2 56 9.4 145 24.4 179 30.1 125 21.0 

CIW - Using everyday situations to stimulate the ability of a 

scientific approach to thinking. 
1 .2 3 .5 7 1.2 69 11.6 129 21.7 175 29.5 136 22.9 

CIW - Use of different media as a stimulating environment for 

development 
1 .2 2 .3 12 2.0 61 10.3 137 23.1 183 30.8 131 22.1 

CIW - Developing strategies that support inclusion of the family 

and children in curriculum development 
2 .3 6 1.0 12 2.0 76 12.8 130 21.9 181 30.5 115 19.4 

CIW -Possessing knowledge and skills at the level required for 
successful work. This refers to the knowledge and skills from the 

field of information and communication technology. 

1 .2 4 .7 16 2.7 80 13.5 125 21.0 166 27.9 134 22.6 

CIW - Creating new knowledge from the interdisciplinary area of 

education. 
2 .3 4 .7 13 2.2 70 11.8 145 24.4 168 28.3 113 19.0 

Performing activities for the promotion and improvement of the 

preschool as a unified whole. 
1 .2 2 .3 18 3.0 75 12.6 146 24.6 180 30.3 111 18.7 

CIW - Monitoring and anticipating changes in educational 

processes and requirements that must be adequately answered by 
all participants in the educational process. 

4 .7 10 1.7 15 2.5 74 12.5 140 23.6 140 23.6 137 23.1 

CIW - Ability to systematically analyze and inquire about 

educational ideas, theories, and discussions. 
4 .7 6 1.0 19 3.2 68 11.4 155 26.1 158 26.6 109 18.4 

CIW - Using information-communication technology as a 
stimulating learning environment. 

5 .8 10 1.7 18 3.0 96 16.2 136 22.9 144 24.2 113 19.0 

CIW - Performing administrative duties. 7 1.2 16 2.7 27 4.5 87 14.6 134 22.6 143 24.1 122 20.5 

CIW - Possessing knowledge and skills in various fields at a level 

required for successful work. Refers to knowledge and skills in 
the field of chemistry, biology, and physics. 

19 3.2 12 2.0 39 6.6 103 17.3 157 26.4 120 20.0 71 12.0 
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TEORETIČNI DEL 

V teoretičnih izhodiščih so opredeljene znanstvene in družbene spremembe, ki so 

pripeljale do potrebe po profesionalnem razvoju vzgojiteljev. Poudarek je na sodobnem 

vzgojitelju v evropskem kontekstu, spoznanjih o pomenu otroštva in kakovostne zgodnje pa 

tudi predšolske vzgoje ter nevroznanstvenih odkritij. Opredeljeni so temeljni pojmi stroke in 

merila, ki jih mora izpolnjevati poklic, da to zares postane. Opisani so različni pristopi, oblike 

in načini ter dejavniki profesionalnega razvoja vzgojiteljev. Poseben poudarek je na pregledu 

modelov profesionalnega razvoja pedagoških delavcev. V nadaljevanju podajamo nekatere 

temeljne vsebine, ki so predstavljene v teoretičnem delu doktorske disertacije. 

 Zgodnji in predšolski vzgoji in izobraževanju se je pripisovalo manj pomena kot kateri 

koli drugi vzgojno-izobraževalni stopnji (Council of the EU, 2011), v zadnjih letih pa so pred 

izobraževalno politiko postavljeni cilji, ki poudarjajopomen povečanja kakovosti zgodnje in 

predšolske vzgoje ter izobraževanja in profesionalizma tega področja. Profesionalni razvoj 

vzgojiteljev postaja vse pomembnejši, ker razvijajoči se vzgojitelj vpliva na kulturo in kakovost 

vrtca, podnebje skupine in na razvoj otrok. Tudi profesionalni razvoj vzgojitelja omogoča 

doseganje strateških ciljev EU. Vseživljenjsko učenje in družba znanja si postavljata temelje v 

vzgoji in izobraževanju (Babić, 2007; Council of the EU, 2011). 

V zgodnji in predšolski vzgoji in izobraževanju so kakovostni profesionalci eden izmed 

poglavitnih dejavnikov, ki vplivajo na učne izide in otrokov razvoj (Bowman, Donovan in 

Burns, 2000). Začetno izobraževanje vzgojiteljem ponuja razvoj določenih kompetenc kot 

dobro izhodiščno točko za vstop v poklic, ne more pa jih opremiti s kompetencami za celotno 

delovno obdobje. Evropska unija poudarja prednosti institucionalnega načina zgodnje in 

predšolske vzgoje in izobraževanja, kajti vlaganje v zgodnjo in predšolsko vzgojo skupnosti 

prinaša veliko prednosti. Prav tako razume, kako pomembna je vloga vzgojitelja za razvoj 

zdravega in uspešnega posameznika. Na podlagi tega so kot prednostna področja prvega cikla 

uresničevanja ET-ja 2020 poudarjeni pomen prizadevanja za kakovostno začetno 

izobraževanje, podpora novim učiteljem in možnosti nadaljnjega kakovostnega profesionalnega 

razvoja. K temu so prispevala tudi sodobna znanstvena spoznanja o razvoju in delovanju 

možganov v zgodnjem otroštvu. Nevroznanost je storila velik korak naprej s prikazom pomena, 

ki ga ima otroštvo. Ta spoznanja so postala svojevrsten psihološki pritisk na zakonodajalce. To 

dokazuje tudi vse večje število dokumentov, ki so zaznamovali začetek 21. stoletja in ki na 

širokem področju promovirajo znanstveno upravičena vlaganja v razvoj ter vzgojo in 

izobraževanje otrok v zgodnjem in predšolskem obdobju. Spremembe, ki se v zgodnji dobi 



 

dogajajo v možganih, vplivajo na šolski uspeh, sposobnost zbranosti, možnost za vzpostavitev 

prijateljstva, uživanje v življenju, funkcioniranje osebe kot člana družbe ... V otrokovem 

življenju imajo pri tem ključno vlogo odrasli; med njimi ima gotovo pomembno mesto 

vzgojitelj.  

 Obstaja vrsta dokazov o tem, da otroci, ki obiskujejo katerega izmed programov zgodnje 

in predšolske vzgoje in izobraževanja, dosegajo boljše rezultate v akademskih dosežkih in 

socialnem vidiku življenja (Barnett in Hustedt, 2003). Končno pa to vpliva tudi na ekonomski 

napredek države (Barnett in Hustedt, 2003). Višja kakovost ECEC-ja vpliva na boljši socialno-

emocionalni razvoj otrok (Burchinal in Cryer, 2003; McCartney, Dearing, Taylor in Bub, 2007; 

NICHD ECCRN in Duncan, 2003; Vandell, 2007). Kakovostni vzgojitelj profesionalec vpliva 

na višjo kakovost ECEC-ja (Ballou in Podgursky, 1997). 

Profesionalnost je večdimenzionalen pojem, ki ga je z različnih področij mogoče tudi 

različno obravnavati. Konstrukt opredelitve profesionalnosti je močno odvisen od časovno-

zgodovinskega in kulturno-družbenega izhodišča (Blanuša Trošelj, 2012). Wittorski (1997, v 

Muršak, 2001) definira profesionalnost kot celoten spekter kompetenc, ki so za določeno 

področje pomembne ali nujne. Koncept profesionalizacije zadeva dva povezana procesa, tj. 

profesionalnost in profesionalizem. Pri tem se profesionalnost nanaša na razvoj kompetenc, 

potrebnih za opravljanje določene dejavnosti, profesionalizem pa na družbeno vlogo in položaj 

profesionalcev glede na delo, ki ga opravljajo (Martinet, Raymond in Gauthier, 2001). Poklici 

načelno delujejo za javno blaginjo, zato se v družbi od profesionalcev pričakuje, da so 

kompetentni (Feeney, 2012). Obvladati morajo specializirana znanja in sposobnosti, ki so 

potrebne za opravljanje specifične funkcije njihovega poklica v družbi. 

Pri poklicu učitelja si je že Palmer (1953) postavljal vprašanja, ali poučevanje sploh je 

poklic. Učiteljski poklic v zgodovini ni imel vedno enakega statusa in ne enakih značilnosti. V 

šestdesetih letih 20. stoletja je nastalo gibanje za profesionalizacijo izobraževanja učiteljev. 

Hargreaves (2000) razpravlja o spremembah, ki se danes dogajajo v učiteljskem poklicu. Po eni 

strani si učitelji prizadevajo uresničiti čedalje višje standarde v družbi, po drugi strani pa jim 

pričakovanja družbe in šolske politike nalagajo nove vloge. Da bi se vzgojiteljski profil 

profesionaliziral, mora nenehno zadovoljevati novonastale zahteve družbe in v praksi 

upoštevati nova znanstvena spoznanja; vsak zaposleni se mora razvijati v osebnem in 

profesionalnem pogledu, ne samokot posameznik, ampakv kontekstu svojega matičnega 

poklica in ustanove, katere del je. Profesionalni razvoj vzgojitelja je del razvojne mreže 

vzgojno-izobraževalne ustanove, v kateri deluje in katere razvoj temelji na sistematičnem in 



 

premišljenem ter v posameznika naravnanem profesionalnem razvoju zaposlenih. S 

spremembo, ki jo tak profesionalni razvoj narekuje in vnaša v prakso, pa vzgojitelji spreminjajo 

tudi kulturo svoje ustanove. Profesionalni razvoj posameznika je tesno povezan s 

profesionalnim razvojem ustanove, v kateri deluje. Profesionalni razvoj se ravno tako ne more 

obravnavati zunaj konteksta poklica.  

Profesionalni razvoj je pojem, ki se – najpreprosteje rečeno – nanaša na razvoj osebe v 

njeni profesionalni vlogi. Vključuje različne formalne in neformalne »izkušnje«, ki 

posameznemu pedagoškemu delavcu – vzgojitelju in učitelju – omogočajo poklicno rast. Na 

učiteljev profesionalni razvoj Valenčič Zuljan (2001, str. 30) gleda kot na »proces 

signifikantnega in vseživljenjskega učenja, pri katerem učitelji (študenti) osmišljajo in razvijajo 

svoja pojmovanja ter spreminjajo svojo prakso poučevanja; gre za proces, ki vključuje 

učiteljevo osebnostno, (ožje)poklicno in socialno dimenzijo ter pomeni učiteljevo napredovanje 

v smeri kritičnega, neodvisnega, odgovornega odločanja in ravnanja«. Profesionalni razvoj 

vključuje sistematično načrtovane priložnosti in pridobivanje izkušenj, ki spodbujajo 

profesionalno rast in razvoj (Čepić, Kalin in Šteh 2017). Cilj profesionalnega razvoja 

pedagoškega delavca je izboljšanje pedagoške prakse na vseh vzgojno-izobraževalnih 

področjih. 

Na profesionalni razvoj vzgojiteljev in učiteljev se šele v zadnjih desetletjih gleda kot 

na dolgoročni proces, ki vključuje kontinuirane možnosti in izkušnje, načrtovane sistematično 

in z namenom promovirati rast in razvoj poklica (Villegas-Reimers, 2003; Čepić, Kalin in Šteh 

2017). Ta pogled je predstavljal »revolucijo« v pomenu izobraževanja učiteljev in posebej 

njihovega nadaljnjega profesionalnega razvoja. Začetno izobraževanje vzgojiteljev in njihovo 

poznejše vseživljenjsko učenje bi moralo biti kontinuirani proces, in sicer s ciljem, da okrepi 

vzgojiteljeve kompetence za uresničevanje otrokovih zmožnosti v spremenljivih družbenih 

razmerah. Resnično stanje pa kaže veliko nesorazmerje med tema stopnjama profesionalnega 

razvoja vzgojiteljev (Šagud, 2011).  

Vzgojitelj profesionalec se mora v sodobni družbi nenehno prilagajati spremembam. 

Poleg nadgradnje obstoječih kompetenc mora stalno pridobivati še nove, in sicer skladno s 

sodobnimi znanstvenimi spoznanji ter z zahtevami družbe in poklica. Pri tem velja upoštevati, 

da mora poleg temeljnih profesionalnih kompetenc, določenih za vse vzgojitelje, uresničiti tudi 

individualne potenciale. 



 

Profesionalni razvoj se tesno povezuje s spremembami (Guskey, 1995). Tudi Guskey 

poudarja, da mora profesionalni razvoj vključevati institucionalni razvoj in razvoj posameznika 

(ibid., 1995). Raziskovanje profesionalnega razvoja je izhajalo iz različnih konceptualnih 

izhodišč; potekalo je na osnovi različnih pristopov, kar je tudi razlog, da ni enotne opredelitve 

in soglasja o tem, kakšen naj bi bil profesionalni razvoj. Menimo, da bi v tej raznovrstnosti 

pristopov poudarek le moral biti na njegovi učinkovitosti. Celo v primeru, ko gre za »na videz 

podobne vzgojitelje«, ki delajo v enakem okolju in s podobnim delovnim stažem ter 

profesionalno potjo, ki jo imajo za seboj, se redko zgodi, da so ti tudi enako zavzeti v svojem 

profesionalnem razvoju. Na sprejemanje odločitev, povezanih s profesionalnim razvojem, 

vpliva cela vrsta dejavnikov, ki včasih delujejo spodbudno, drugič zaviralno. Repertoar 

dejavnikov se spreminja med delovnim obdobjem, mogoče pa je opaziti prevladujoče dejavnike 

v posameznih obdobjih profesionalnega razvoja. Nekateri izmed njih so sicer značilni za 

življenjsko dobo in specifičnosti, ki jih ta prinaša. Skoraj nemogoče pa bi bilo našteti vse 

dejavnike, ki vplivajo na profesionalni razvoj vzgojiteljev in učiteljev na splošno. 

 Za nadaljnji profesionalni razvoj vzgojiteljev je ključnega pomena motivacija za 

vseživljenjsko učenje. Določeni posamezniki so tako intrinzično motivirani, da jih ni treba 

dodatno spodbujati. Veliko pa je tistih, ki potrebujejo dodatno spodbudo. Šagud (2011) meni, 

da ti potrebujejo okolje, ki zagotavlja ugodne razmere za neformalno izobraževanje, podporo 

tistega, ki poučuje – v profesionalnem in osebnem pogledu –, ter povratno informacijo 

profesionalnega okolja o napredku posameznika. Pomembno jerazviti model podpore, ki bi 

pozitivno deloval na motivacijo vseh vzgojiteljev. 

Dejavniki ne vplivajo le na odločitve posameznika o profesionalnem razvoju, ampak 

posledično tudi na percepcijo profesionalne identitete. Pomembno vlogo pri tem imajo 

ustanova, v kateri vzgojitelj deluje, njena prevladujoča kultura in ozračje. Ne glede na to, da 

kultura ustanove občutno vpliva na graditev profesionalne identitete pedagoškega delavca, pa 

je treba poudariti, da gre za proces, ki je dvosmeren, oziroma da identiteta učitelja vpliva na 

spremembe v kulturi ustanove. Ne more pa se zanemariti vpliva izkušenj. V tem pogledu 

prihajajo do izraza velike razlike med pedagoškimi delavci v posameznih obdobjih njihovega 

profesionalnega razvoja. 

Večplastni model učiteljeve profesionalnosti, bolj znan kot čebulni model (Tigchelaar, 

Brouwer in Korthagen, 2008), ilustrira slojevitost prepričanj in lastnosti kot del globljih slojev. 

Profesionalni razvoj je predstavljen v čebulnem modelu (angl. onion model), v katerem 

obravnava šest slojev refleksije – od najširšega okolja (angl. environment) prek vedenja (angl. 



 

behavior), kompetenc (angl. competencies), identitete (angl. identity) do najožjega poslanstva 

(angl. mission).  

Ravnatelj je med vsemi dejavniki pomemben nosilec razvoja na različnih področjih 

pedagoškega življenja in dela (Polak, 2011). Pomemben je tudi za profesionalni razvoj (Han, 

2013) posameznika in ustanove. Njegova vloga se pri tem ne odraža samo v dejavnosti, ampak 

tudi v njegovem razumevanju pomena profesionalnega razvoja in odnosu do učenju (Erčulj, 

2014). O'Sullivan in West-Burnham (2011) poudarjata, da se morajo vsi, ki so odgovorni za 

učenje otrok, tudi sami učiti.  

V zadnjem času se veliko pozornosti posveča rezilientnosti. Vzgojitelji, učitelji in drugi 

pedagoški delavci se v nepredvidljivem vsakdanu svojega poklica pogosto spoprijemajo s 

težkimi in z izzivalnimi situacijami, pri čemer je njihova rezilientnost odvisna tudi od tega, 

kako dojema pomen profesionalnega razvoja in s tem povezan pristop. Kiswarday in M. 

Valenčič Zuljan (2015) na rezilientnega učitelja gledata kot na usposobljenega profesionalca, 

ki je zmožen oblikovati ustrezno učno okolje za optimalen izobraževalni in osebnostni razvoj 

svojih učencev in je skozi proces medsebojnega sovplivanja osebnih in socialnih vidikov 

sposoben oblikovati predelano podobo o sebi kot profesionalcu in učiteljskem poklicu kot 

dejanskem poklicu. To mu omogoča, da nenehno gradi lasten profesionalni razvoj in 

konstruktivno spreminja poklicno okolje. Za uspešno prevladovanje izzivov pa ne zadostuje le 

njegova trenutna »profesionalna kompetentnost«, ampak je potrebna tudi njegova 

pripravljenost za vseživljenjsko učenje in profesionalni razvoj (Kiswarday in Valenčič Zuljan, 

2015).  

Za razvoj vzgojiteljskega poklica so pomembne kvantitativne in kvalitativne raziskave. 

Pomembno je njihova spoznanja vključiti v načrtovanje profesionalnega razvoja in učenja 

vzgojiteljev. 

Hawley (2002 v Muraja, 2012) poudarja, da so za vzgojiteljski poklic ustreznejše tiste 

oblike profesionalnega izpopolnjevanja, ki imajo poleg informacijskega tudi transformacijski 

potencial. To bi pomenilo, da zna sodobni vzgojitelj profesionalec prepoznati pomen 

raziskovalne prakse, v kateri preverja svoja prepričanja, izkušnje in vsakdanjo prakso (Muraja 

2012). Profesionalni razvoj vzgojiteljev bi moral biti zato usmerjen tudi v razvoj njihovih 

raziskovalnih in refleksivnih veščin (Muraja, 2012, str. 72).  

 S specifičnostmi posameznega obdobja profesionalnega razvoja se ukvarjajo modeli 

profesionalnega razvoja. Obstaja pa zelo malo modelov poklicnega razvoja vzgojiteljev. 



 

 Katz (1972) v svojem modelu poudarja, da se pojem razvoj uporablja, da bi se opozorilo 

na posameznikov »način razmišljanja« in na njegovo vedenje, kar posameznik pridobiva 

kontinuirano, vključno z vmesnimi prekinitvami. Načini razmišljanja in vedenja se prilagajajo 

posameznikovim nalogam in okolju, zato je po mnenju avtorice nemogoče profesionalno vlogo 

začeti kot profesionalec veteran. Čeprav na začetku kariere posedujemo določene kompetence, 

se te v praksi preverjajo, spreminjajo in nadgrajujejo. Profesionalni razvoj vseh članov 

določenega poklica do določene mere spremlja podobne obrazce, zato teorija omenja različne 

stopnje profesionalnega razvoja. Takšna teorija predpostavlja, da so stopnje profesionalnega 

razvoja ločljive faze, ki jih vzgojitelji izkusijo, in da je njihov obstoj hierarhičen. O 

profesionalnem razvoju vzgojiteljev je prva govorila L. G. Katz (1972), ki poudarja naloge in 

potrebe usposabljanja oziroma izpopolnjevanja kot specifičnosti vsake razvojne faze. Pri tem 

razmišlja tudi o izobraževanjih, ki bi bila najkoristnejša v določeni fazi profesionalnega razvoja 

vzgojiteljev.  

 »Linearne« faze modelov poklicnega razvoja vzgojiteljice razlagata Vander Ven (1988, 

po Fleet in Petterson, 2001) in priznano združenje NAEYC (1993). Vander Van opisuje 

zaporedje profesionalnega razvoja od začetnega do vplivnega strokovnjaka, pri čemer se faze 

opirajo na sposobnosti posameznika. V nasprotju s Katz (1972) in z Vander Van je NAEYC 

osredinjen na model strokovnega razvoja na kvalifikacije v strokovnem razvoju. S šestimi 

stopnjami spreminjanja se vzgojitelji razvijajo od najnižje do najvišje kompetenčne osnove, 

vključno s kvalifikacijami na ravni doktorata. 

Fuller (Fuller, 1969) meni, da se modeli profesionalnega razvoja nanašajo na 

spremembe učiteljevega razmišljanja o strokovnih dilemah, da se torej učiteljeve dileme, 

vprašanja in skrbi z leti delovne dobe spreminjajo. Prva faza je faza preživljanja (angl. survival 

stage). To je obdobje, v katerem mladi strokovnjak, preobremenjen z vprašanji, povezanimi z 

njegovim položajem in vlogo, razmišlja o svojih kompetencah, usposobljenosti, osnovnih 

vprašanjih, povezanih z vodenjem skupine, reševanjem temeljnih problemov itn. Sledi faza 

usmerjenosti v učno situacijo ali faza izkušenosti in usposobljenosti (angl. mastery stage). V tej 

fazi se usmerja v sam vzgojno-izobraževalni proces (angl. teaching task) in situacijo, ki vlada 

v razredu oziroma skupini. To je faza, v kateri učitelji postanejo samozavestnejši. V tretji fazi, 

imenuje se vplivna (angl. impact stage), učitelj usmerja pozornost na vpliv, ki ga ima njegovo 

ravnanje na otroke. Tu pride do izraza njegovo poznavanje vsakega izmed otrok; pozornost 

posveča celovitemu razvoju vsakega posameznika.  



 

Hubermanov model profesionalnega razvoja se navezuje na model Fullerjeve, toda v 

primerjavi z njenim predvideva obstoj različnih poklicnih poti oz. podfaz za posamezno 

obdobje. Razvejanje poklicnih poti se začne v tretji fazi, približno v obdobju sedmih let 

delovnega staža. Ravno v tej delitvi na podfaze se učitelji razlikujejo glede na svoje 

profesionalne dejavnosti. Eni namreč iz druge faze prehajajo v fazo aktivnosti in 

eksperimentiranja, medtem ko drugi vstopajo v fazo negotovosti in vnovičnega 

samovrednotenja (v Valenčič - Zuljan, 2008). Tudi četrta faza ima dve podfazi, 

konservativizem ter fazo jasnosti, vedrine in distance. Tak model profesionalnega razvoja 

potrjuje obstoj različnih biografij, profesionalnih poti in ambicij učiteljev, vplivov okolja itn.  

 Novejši model profesionalnega razvoja so na vzorcu 100 šol in 300 učiteljev v Angliji 

razvili Day, Sammons, Stobart, Kington in Gu (2007). Cilj njihove raziskave je bil opredeliti 

tiste dejavnike, ki bi prispevali k tem različicam, in ugotoviti, zakaj učitelji postajajo 

učinkovitejši ali ne med svojodelovno dobo. 

Identificirali so ključne dejavnike, ki na delo učiteljev vplivajo v različnih fazah 

profesionalnega življenja. Njihov model je v okviru posamezne faze razvejan v več podskupin: 

a) zaveza: podpora in izziv (0–3); b) izgradnja identitete in temeljne kompetence za učinkovit 

pouk v učilnici (4–7); c) upravljanje sprememb v vlogi in identiteti: rastoče napetosti in prehodi 

(8–15); č) napetosti v delovnem življenju: izzivi za motivacijo in zavezo (16–23); d) izzivi za 

ohranjanje motivacije (24–30); e) ohranjanje/zmanjšanje motivacije, sposobnost spopadanja s 

spremembami, priprava  na upokojitev (31–). 

Eden izmed pristopov k profesionalnemu razvoju je kompetenčni pristop. Določeni 

poklici v svojem izobraževanju in nadaljnjem profesionalnem razvoju ciljno delujejo na razvoj 

kompetenc, ki pospešujejo učinke njihovega dela, toda v vzgojiteljevem/učiteljevem poklicu 

njihov cilj ni le razvoj takšnih kompetenc, ampak tudi kompetenc, katerih cilj je razviti 

kompetence pri otrocih. Učitelj ima sposobnost, odgovornost in obveznost »opremiti« otroka s 

kompetencami za življenje in nenehne hitre spremembe v družbi. V kompetenčnem pristopu k 

profesionalnemu razvoju učitelj načrtno in sistematično pridobiva in razvija kompetence, ki jih 

potrebuje. Poudarek je torej na uporabi in razumevanju. Kritiki tega stališča poudarjajo, da 

pomeni kompetenčni pristop prenos ekonomskih načel v vzgojo in izobraževanje, s tem ko se 

usmerja v učinkovitost, končni proizvod, »output«, izide izobraževanja, standarde in zunanjo 

evalvacijo, s katero država nadzoruje učinkovitost izobraževanja (Ćatić, 2012). 

 



 

OPREDELITEV PROBLEMA IN METODOLOGIJA 

Izhajajoč iz navedenih dokumentov in raziskav, ki poudarjajo pomen profesionalnega 

razvoja, se postavlja vprašanje, kako vzgojitelji gledajo na profesionalni razvoj in dejavnike, ki 

vplivajo na odločitve o profesionalnem razvoju, ter na sam proces profesionalnega razvoja. Cilj 

te disertacije je bil raziskati mnenja, stališča in izkušnje vzgojiteljev o določenih elementih 

profesionalnega razvoja ter na osnovi pridobljenih empiričnih ugotovitev raziskave oblikovati 

model profesionalnega razvoja vzgojiteljev. 

Uporabljeni sta kavzalno-neeksperimentalna in deskriptivna metoda pedagoškega 

raziskovanja. Podatki so bili zbrani z anketnim vprašalnikom za vzgojitelje, anketnim 

vprašalnikom za ravnatelje ter s polstrukturiranim intervjujem vzgojitelja mentorja in 

vzgojitelja svetovalca. Instrumenti za zbiranje podatkov so bili oblikovani za namene raziskave. 

Anketni vprašalnik vključuje naslednje lestvice: a) dejavniki profesionalnega razvoja 

vzgojiteljev; b) percepcija trenutne faze osebnega profesionalnega razvoja; c) krepitev statusa 

poklica v družbi; č) razvite kompetence vzgojiteljev med študijem; d) pomen kompetenc pri 

delu. Raziskava je bila izvedena v populaciji vzgojiteljev in ravnateljev vseh vrtcev v 

Primorsko-Goranski in Istrski županiji Republike Hrvaške. Vprašalnike so izpolnili vzgojitelji 

in ravnatelji predšolskih ustanov, in sicer v skupnem številu 639, od tega 45 ravnateljev iz dveh 

županij Republike Hrvaške, Istrske in Primorsko-Goranske. 

Povprečna starost vzgojiteljev je bila 40 let, povprečna delovna doba pa 15,7 leta. 

Razpon delovne dobe vzgojiteljev se giblje od 0 do 42 let. Starost ravnateljev je bila od 26 do 

64 let, povprečna 50 let. Na položaju ravnatelja so povprečno 10 let. V kvalitativnem delu 

raziskave je sodelovalo deset vzgojiteljic, sedem izmed njih z nazivom mentorice in tri z 

nazivom svetovalke; njihova povprečna starost je bila 47,5 leta, delovna doba pa 25,1 leta. 

REZULTATI IN INTERPRETACIJA 

Za odgovor na prvo raziskovalno vprašanje o tem, kako vzgojitelji in ravnatelji 

razmišljajoo profesionalnem razvoju,smo uporabili podatke iz anketnih vprašalnikov, ki so 

vključevali tudi vprašanja zaprtega ali odprtega tipa. Med pomembnejšimi spoznanji v tem delu 

disertacije izstopa to, da je v vzorcu vzgojiteljev zelo majhno število vzgojiteljev mentorjev, še 

zlasti pa svetovalcev. Vzgojitelji mentorji in svetovalci govorijo o pomanjkanju motivacije kot 

ključnem problemu v profesionalnem razvoju. 



 

Raziskava je pokazala, da 96,6 % vzgojiteljev v zadnjih dveh letih ni objavilo nobenega 

strokovnega članka in 99,3 % nobenega znanstvenega članka. Ravno tako se 77,8 % 

vzgojiteljev ni udeležilo nobene konference. Pomembna ugotovitev je tudi, da 10,4 % 

vzgojiteljev v šestih mesecih ni prebralo niti ene strokovne knjige, 23,6 % pa jih ni sodelovalo 

na nobenem strokovnem izpopolnjevanju. Ob tem statistični podatki kažejo, da vzgojitelji z več 

delovne dobe berejo občutno manj, medtem ko ni statistično pomembne povezave, kar zadeva 

število udeležbe na strokovnih izobraževanjih. Po drugi strani je analiza pokazala, da se tisti, ki 

manj berejo, tudi manj udeležujejo izobraževanj. Ugotovili smo, da vzgojitelji s končanim 

univerzitetnim študijem preberejo statistično pomembno več literature. 

Na vprašanje o tem, kateri dejavniki po mnenju vzgojiteljev in mentorjev vplivajo na 

profesionalni razvoj vzgojiteljev, smo skušali odgovoriti na več načinov, najprej z analizo 

odgovorov, danih na lestvici, v kateri so izpraševanci ocenjevali, koliko posamezni dejavniki 

vplivajo na odločitve o njihovem profesionalnem razvoju. S faktorsko analizo postavk na 

lestvicah so bili dobljeni trije faktorji, in sicer zunanji spodbujevalni dejavniki, 

profesionalnorazvojni dejavniki ter osebni in tehnični dejavniki. Naslednji način je bil 

kategorizacija odgovorov na odprta vprašanja. Tretji vir informacij so intervjuji vzgojiteljev 

mentorjev in svetovalcev. 

Raziskava je pokazala, da skoraj 70 % vzgojiteljev kljub težavnemu delu in nalogam, ki 

jih je iz leta v leto več, nikoli ni želelo zapustiti svojega dela. Tisti, ki so ga želeli zapustiti, so 

med razlogi največkrat navedli stresno in težko delo ter odnose s starši ali strokovnjaki. Izsledki 

raziskave so pokazali, da vzgojitelji z delovno dobo do 3 let precej visoko ocenjujejo pomen 

profesionalnorazvojnih dejavnikov v svojih odločitvah. Ti tudi visoko in statistično pomembno 

občutno višje ocenjujejo pomen zunanjih spodbujevalnih dejavnikov. Družinski in tehnični 

dejavniki so edini, pri katerih niso bile ugotovljene statistično pomembne razlike, poleg tega pa 

so se ti dejavniki v vseh skupinah vzgojiteljev izkazali za najmanj pomembne. Precej visoke 

vrednosti, kar zadevapomen profesionalnorazvojnih dejavnikov, visoko presojajo vzgojitelji s 

končanim univerzitetnim študijem. 

Kot situacijo, ki jim je pustila pozitiven ali negativen vtis, vzgojitelji v večini odgovorov 

opisujejo odnos z otroki (67,66 %). Sledijo odnos s starši ali z družino otroka (17,66 %), odnos, 

ki vključuje poklic (4,89%), odnos s kolegi (4,62 %) ter odnos s strokovno skupino in z 

ravnateljem (3,53 %). Ravnatelji vidijo svojo vlogo v profesionalnem razvoju vzgojiteljev pri 

zagotavljanju razmer za njihov profesionalni razvoj (55,56%), zato predhodni podatek tudi ne 

preseneča. Kot osebo, ki je pomemben dejavnik za njihov profesionalni razvoj, vzgojitelji 



 

najpogosteje navajajo kolege (29,29%) in mentorje (18,86 %), sledijo pa strokovna skupina 

(9,26 %), ravnatelj (4,71 %), družina (4,38 %) in profesorji na fakulteti (3,87 %). 

Zanimalo nas je, kako vzgojitelji pojmujejo profesionalni razvoj. Njihove odgovore na 

odprto vprašanje smo – glede na kompleksnost odgovora –, kategorizirali v dve kategoriji. 

Ugotovili smo, da približno enak delež vzgojiteljev opisuje profesionalni razvoj kot precej 

preprost koncept ali kot del refleksivne prakse, usmerjenosti na otroka itn. Naša raziskava je 

ugotovila, da so mlajši vzgojitelji tisti, ki o profesionalnem razvoju razmišljajo 

večdimenzionalno, in sicer statistično pomembno različno od drugih skupin vzgojiteljev.  

Na lestvici dejavnikov, ki vplivajo na profesionalni razvoj vzgojiteljev, je bila 

najvišjeuvrščena postavka »Želja, da bi prispeval k blaginji otrok v svoji skupini«, kar je 

skladno s spoznanji prejšnjih raziskav, da so otroci motiv in dejavnik, ki spodbuja vzgojitelje –

ne glede na delovnodobo, izobraževanje in druge dejavnike. Vzgojitelji z delovno dobo do 3 let 

precej visoko ocenjujejo pomen profesionalnorazvojnih dejavnikov v svojih odločitvah, a tudi 

pomen zunanjih spodbujevalnih dejavnikov. Edino med družinskimi in tehničnimi dejavniki ni 

bilo ugotovljenih statistično pomembnih razlik.  

Intervjuvani vzgojitelji so govorili o notranji motivaciji kot najpomembnejšem 

dejavniku, dejavniku, ki je odločujoč za napredovanje ali zastoj v profesionalnem razvoju. 

Govorili so tudi o profesionalnem okolju kot ključnem dejavniku za njihov profesionalni razvoj. 

Poglavitne osebe pri tem so člani strokovne skupine, ravnatelji, največ pa kolegice.  

Pri vprašanju o percepciji trenutne faze profesionalnega razvoja smo analizirali 

vrednosti, pridobljene na istoimenski lestvici. S faktorsko analizoso bili abstrahirani trije 

dejavniki, in sicer: percepcija profesionalne negotovosti, percepcija trenutne učinkovitosti in 

potencialov ter percepcija profesionalne ekspertize. Vzgojitelji, ki so želeli zapustiti poklic, 

soobčutijo statistično občutno višjo raven negotovosti, manjšo profesionalno ekspertizo ter 

manjši občutek trenutne učinkovitosti in potencialov. Vzgojitelji, ki delajo v zasebnih vrtcih, 

občutijo višjo raven negotovosti, obenem pa tudi učinkovitost in potencial. Posebno velike 

razlike v percepciji so pri kategoriji začetnikov, ki v primerjavi z drugimi vzgojitelji občutijo 

statistično pomembno višjo raven negotovosti, ki pa se s trajanjem delovnega staža znižuje. 

Raziskava je pokazala, da vzgojitelji začetniki občutijo visoko raven profesionalne ekspertize. 

Vzgojitelji s končanim dveletnim študijem se počutijo statistično pomembno manj negotove v 

primerjavi z drugimi vzgojitelji. Enako vzgojitelji s končanim dveletnim študijem statistično 

pomembno nižje ocenjujejo občutek učinkovitosti in potencialov.  



 

Da bi pridobili odgovor na vprašanje, kakšno je mnenje vzgojiteljev in ravnateljev o 

položaju vzgojiteljev kot profesionalcev v današnji družbi, smo analizirali vrednosti na lestvici 

ter odgovore vzgojiteljev mentorjev in vzgojiteljev svetovalcev. S faktorsko analizo so bili 

dobljeni faktorji: neposredno profesionalno delovanje, materialni pogoji in zunanja dejavnost 

ter profesionalizacija vzgojiteljevega dela. 

Raziskava je pokazala, da se vzgojitelji z različno delovno dobo v presoji pomena 

profesionalizacije vzgojiteljskega poklica, neposredne profesionalne dejavnosti ter gmotnih 

razmer in zunanjih dejavnosti statistično pomembno ne razlikujejo. Zanimivo je, da se edino 

pri tej analizi niso pojavile nobene statistične razlike med vzgojitelji z različno delovnodobo. 

Glede na stopnjo izobrazbe smo ugotovili, da vzgojitelji s končanim univerzitetnim študijem 

statistično pomembno višje ocenjujejo neposredno profesionalno dejavnost in 

profesionalizacijo vzgojiteljevega dela za krepitev statusa vzgojiteljev v družbi kot vzgojitelji, 

ki imajo nižjo izobrazbeno raven. Statistično pomembne razlike so se pojavile še med 

vzgojitelji, ki so želeli zapustiti poklic, in tistimi, ki tega niso izrazili, pri čemer prvi pripisujejo 

statistično pomembno višji pomen gmotnim in zunanjim dejavnikom, kar zadeva vpliv na 

krepitev podobe poklica. Vzgojitelji, ki imajo večdimenzionalno pojmovanje profesionalnega 

razvoja, statistično pomembno višje ocenjujejo vpliv profesionalne dejavnosti na krepitev 

podobe in statusa poklica ter vpliv profesionalizacije vzgojiteljskega poklica v primerjavi z 

vzgojitelji, ki imajo o profesionalnem razvoju enodimenzionalna pojmovanja.  

 Na zadnje raziskovalno vprašanje, tj. kakšno je mnenje vzgojiteljev in ravnateljev vrtcev 

o tem, katere kompetence potrebuje vzgojitelj za kakovostno izvajanje poklicnih vlog (in v 

kolikšni meri so jih vzgojitelji razvili v svojem formalnem izobraževanju na fakulteti), smo 

skušali odgovoriti z analizo vrednosti, zajetih v dveh lestvicah, ter analizo odgovorov 

vzgojiteljev mentorjev in vzgojiteljev svetovalcev. S faktorsko analizo lestvice kompetenc, 

razvitih med študijem, smo dobili naslednjih deset dejavnikov: teoretsko-refleksivne 

kompetence, kompetence za umetniška področja in razvoj ustvarjalnosti, kompetence za 

poznavanje in razumevanje otroka ter razumevanje njegovega otroštva v institucionalnem 

kontekstu, organizacijske kompetence in kompetence za komuniciranje in svetovanje, 

zdravstveno-higienske kompetence, kompetence medijske in znanstvene pismenosti, 

kompetence za uresničevanje, spodbujanje in vrednotenje različnosti pri učenju, kompetence 

za spoštovanje in spodbujanje otrokovih pravic, potreb in individualnih karakteristik vzgojno-

izobraževalnem procesu, osebne profesionalne afirmativne kompetence in naravoslovno-

jezikovne kompetence. S faktorsko analizo lestvice pomembnosti kompetenc pri delu smo 



 

dobili naslednjih osem dejavnikov: kompetence, usmerjene na otroka in prepoznavanje, 

razumevanje, upoštevanje in ravnanje skladno s specifičnostmi konteksta otrokovega 

odraščanja, naravoslovno-medijske kompetence, kompetence za razumevanje dinamike 

vzgojno-izobraževalnega procesa ter smiselno ustvarjanje, uporabo in vrednotenje kurikuluma, 

kompetence za umetniška področja in razvoj ustvarjalnosti, Kompetence ustvarjanja, analize in 

vrednotenja vzgojno-izobraževalne teorije v praksi, kompetence za organizacijo in načrtovanje 

neposrednega dela skupine, higiensko-zdravstvene kompetence in osebne profesionalne 

kompetence. 

Pri kompetencah za umetniška področja in razvoj ustvarjalnosti ter glede naravoslovno-

jezikovnih kompetenc nismo ugotovili statistično pomembnih razlik med vzgojitelji v različnih 

fazah. Vzgojitelji z delovno dobo do 3 let se na drugih področjih kompetenc statistično 

pomembno razlikujejo v primerjavi z drugimi vzgojitelji; menijo namreč, da so jih razvili v 

večji meri. Pri kompetencah za umetniška področja in razvoj ustvarjalnosti, zdravstveno-

higienskih kompetencah in v pogledu naravoslovno-jezikovnih kompetenc se niso pojavile 

statistično pomembne razlike med vzgojitelji z različno stopnjo izobrazbe. V drugih skupinah 

kompetenc se z najvišjo vrednostjo ocenjujejo vzgojitelji s končanim univerzitetnim študijem. 

Izsledki so pokazali, da obstajajo statistično pomembne razlike med vzgojitelji, ki različno 

razmišljajo o tem, v kolikšni meri so razvili kompetence medijske in znanstvene pismenosti, in 

to med vzgojitelji, ki delajo v zasebnih ali javnih vrtcih, in sicer vzgojitelji v zasebnih vrtcih 

ocenjujejo, da so te kompetence višje. Vzgojitelji, ki o profesionalnem razvoju razmišljajo 

večdimenzionalno, menijo, da so med študijem bolj razvili kompetence, ki otroka zadevajo v 

institucionalnem kontekstu. Pri oceni pomena kompetenc so vzgojitelji vse kompetence ocenili 

z visokimi vrednostmi in se pri tem medsebojno ne razlikujejo.  

TEORETIČNI MODEL PROFESIONALNEGA RAZVOJA VZGOJITELJEV 

 Izhajajoč iz pridobljenih izsledkovin teoretičnih spoznanj o profesionalnem 

izobraževanju pedagoških delavcev, smo oblikovali šestfazni model profesionalnega razvoja 

vzgojiteljev; faze se delijo glede na delovno dobo, povzeto po raziskavi VITAE (Day idr., 

2006). Podlaga za naziv vsake izmed faz so prevladujoči izsledki raziskave s poudarkom na 

dejavnikih profesionalnega razvoja, položaju vzgojiteljev ter razvitosti in pomenu kompetenc 

pri delu. Model temelji na socialno-konstruktivistični teoriji Vigotskega in teoriji izkustvenega 

učenja po Kolbu (1981, 1984). Podani so tudi predlogi za spodbujanje profesionalnega razvoja 

vzgojiteljev na 1) individualni ravni; 2) ravni ustanove in skupin ustanov; 3) na sistemski ravni.  



 

Prvo fazo smo poimenovali vzgojitelj začetnik – faza začetnega elana in profesionalne 

negotovosti (od 0 do 3 let delovne dobe). Večina vzgojiteljev (75 %) z delovno dobo do 3 let, 

ki so bili vključeni v našo raziskavo, v praksi doživlja pozitivne izkušnje in te posebej močno 

zaznamujejo njihov razvoj. V primerjavi z drugimi raziskavami vzgojitelji z delovno dobo do 

3 let v tej raziskavi večinoma večdimenzionalno razmišljajo o profesionalnem razvoju (57,1 

%). Ta raziskava je potrdila statistično pomembne razlike v zaznavanju (ne)gotovosti med 

vzgojitelji z delovno dobo do 3 let in vsemi drugimi kategorijami delovne dobe, pri čemer imajo 

vzgojitelji začetniki najizrazitejši občutek negotovosti pri delu. Osredinjeni so na »preživetje« 

(Fuller, 1969; Katz, 1972; Javrh, 2006; Javrh in Jamšek, 2008). Statistično pomembne razlike 

obstajajo v oceni pomena zunanjih spodbujevalnih dejavnikov med vzgojitelji z delovno dobo 

do 3 let in drugimi vzgojitelji. Poleg zunanjih dejavnikov so statistično pomembno višje ocenili 

tudi profesionalnorazvojne dejavnike, posebej v primerjavi z vzgojitelji v fazah z delovno dobo 

od 8 do 15 let ter z delovno dobo od 16 do 23 let. Na področju teoretsko-refleksivnih kompetenc 

se statistično pomembno razlikujejo po samoocenjevanju v primerjavi z drugimi vzgojitelji, ki 

se na tem področju kompetenc počutijo manj razvite. Raziskava pa je pokazala, da se ta skupina 

vzgojiteljev v vseh kategorijah kompetenc statistično pomembno razlikuje, in sicerkot 

»razvitejša« v primerjavi s poznejšimi obdobji profesionalnega razvoja vzgojiteljev.  

Druga faza je refleksivni vzgojitelj – faza potencialov in profesionalnega 

samoprepoznavanja (od 4 do 7 let delovne dobe). Za to fazo je značilno, da se počutijo 

učinkovite v praksi in da obenem obstaja pomemben prostor za nadaljnjo rast. Življenje v vrtcu 

je obarvano s pozitivnimi izkušnjami, zaradi česar kar 69,7 % vzgojiteljev te skupine kot 

posebej pomemben trenutek v svojem razvoju opisuje določeno pozitivno situacijo. V tej fazi 

še vedno večina vzgojiteljev o profesionalnem razvoju razmišlja večdimenzionalno (52,7%). 

Kljub spremembi premišljanja v smer refleksivne prakse so zanje še vedno izjemno pomembni 

zunanji spodbujevalni dejavniki, statistično pomembnejši kot v poznejših fazah 

profesionalnega razvoja.  

Tretja faza profesionalnega razvoja vzgojitelja je napredni vzgojitelj – faza novih vlog 

in profesionalne gotovosti (od 8 do 12 let delovne dobe). V tej fazi obstaja statistično 

pomembna krepitev občutka profesionalne ekspertize v primerjavi z vzgojitelji z delovnim 

stažem do 7 let oziroma s prvima dvema fazama profesionalnega razvoja vzgojiteljev. 

Vzporedno s krepitvijo profesionalne ekspertize pa slabi večdimenzionalnost dojemanja 

profesionalnega razvoja. Kar 59,5 % vzgojiteljev te skupine gleda na profesionalni razvoj 

enodimenzionalno, 40,5 % pa večdimenzionalno. Vzporedno s tem po tej raziskavi naglo 



 

upadata občutek učinkovitosti pri delu in percepcija, da obstaja prostor za nadaljnjo rast. V tej 

fazi profesionalnega razvoja sta občutek učinkovitosti pridelu in prostor za rast statistično 

pomembno nižja kot v skupinah, ki imajo manj delovne dobe, vendar tudi statistično pomembno 

večja v primerjavi s skupino, ki ima 24 let in več delovne dobe. Obenem se s tem v primerjavi 

s prejšnjo fazo profesionalnega razvoja statistično močno krepi občutek profesionalne 

ekspertize.  

Četrta faza je rutinski vzgojitelj – faza turbulenc in preizpraševanja (od 16 do 23 let 

delovne dobe). Gre za zelo intenzivno fazo v profesionalnem razvoju vzgojiteljev. V tej fazi 

prvič večji del vzgojiteljev opisuje negativne situacije (52,4 %) v primerjavi s pozitivnimi (47,6 

%). Presoja prostora za rast se statistično ni pomembno spremenila glede na prejšnjo fazo. V 

naši raziskavi kar 67,1 % vzgojiteljev te skupine ne vidi refleksivnega in razvojnega pomena 

profesionalnega razvoja ter njegove učinkovitosti in kompleksnosti. Vzgojitelji v tej fazi 

profesionalnega razvoja v primerjavi z drugimi vzgojitelji statistično pomembno manjši pomen 

pripisujejo zunanjim spodbujevalnim dejavnikom, apatičnost pa je zaznati v najslabši oceni 

pomena vseh dejavnikov, ki spodbujajo profesionalni razvoj, ne samo zunanjih. Ta skupina tudi 

pomen profesionalno razvojnih dejavnikov statistično pomembno nižje ocenjujev primerjavi z 

vzgojitelji začetniki. Več kot tretjina vzgojiteljev te kategorije je navedla, da občasno ali 

pogosto želi zapustiti poklic. Ta skupina vzgojiteljev se v večini kompetenčnih skupin 

statistično pomembno razlikuje od prvih dvehskupin. 

Peta faza je faza vzgojitelj ekspert –faza profesionalnega miru (od 24 do 30 let delovne 

dobe). Raziskava je pokazala, da vzgojitelji te faze vse manj berejo strokovno literaturo in se 

na splošno malo izobražujejo; vse bolj je navzoč občutek neučinkovitosti in pomanjkanja 

prostora za rast. Kljub temu pa se znova krepita vpliv različnih dejavnikov na profesionalni 

razvoj pa tudi oživljanje pozitivnih izkušenj v poklicuin neposrednem delu (60 %).Od vseh 

prejšnjih skupin se ta statistično pomembno razlikuje v percepciji trenutne učinkovitosti in 

potencialov, kar ocenjuje z najnižjimi vrednostmi tudi v primerjavi z vzgojitelji, ki imajo 30 let 

in več delovne dobe. Ta skupina vzgojiteljev se v večini skupin kompetenc, kar zadeva 

percepcijo njihove razvitosti med študijem, statistično pomembno razlikuje v primerjavi z 

vzgojitelji začetniki. Ko gre za kompetence, za katere vzgojitelji menijo, da so pomembne pri 

delu, pa ni statistično pomembnih razlik v primerjavi z drugimi skupinami. 

Šesto fazo profesionalnega razvoja vzgojiteljev smo poimenovali vzgojitelj veteran –

faza spominjanja in stagnacije (več kot 30 let delovne dobe). Vzgojitelji te kategorije se kljub 

bogatim izkušnjam počutijo nemotivirane in s pomanjkanjem prostora za nadaljnjo rast. 



 

Raziskava je pokazala, da vse manj berejo in da se vse manj izpopolnjujejo. Njihovo 

razmišljanje o profesionalnem razvoju je različno; tako 52,9 % o njem razmišlja 

enodimenzionalno, 47,1 % pa večdimenzionalno. Kljub občutku neučinkovitosti in 

pomanjkanju prostora za rast pa niso poklicno nezadovoljni in tudi pri delu se ne počutijo slabo. 

57,1 % vzgojiteljev opisuje pozitivne situacije kot ključne za svoj profesionalni razvoj. Otroci 

še vedno ostajajo poglavitni spodbujevalec njihovega profesionalnega razvoja. Ko gre za 

skupine dejavnikov, se statistično pomembno razlikujejo od vzgojiteljev začetnikov. Ravno 

tako z najnižjimi vrednostmi ocenjujejo pomen osebnih in tehničnih dejavnikov v svojem 

profesionalnem razvoju. 

Poleg podrobnega opisa vsake izmed omenjenih faz in podanih priporočil za 

profesionalni razvoj vsake skupine so navedena tudi splošna priporočila za profesionalni razvoj 

vzgojiteljev; veljajo za vse faze profesionalnega razvoja vzgojiteljev in so uporabna za vse 

kontekste delovanja vzgojiteljev v Republiki Hrvaški.  

Analiza pridobljenih podatkov in posebej oblikovan model profesionalnega razvoja, 

specifičen za vzgojitelje, ter smernice in priporočila za profesionalni razvoj predstavljajo izvirni 

prispevek k pedagoški znanosti ter pomemben aplikativni prispevek na področju izobraževanja 

pedagoških delavcev na območju regije in tudi širše. Model nadgrajuje obstoječa spoznanja ter 

predstavlja pomemben temelj in izhodišče za nove raziskave – kvantitativne ali kvalitativne, ki 

bodo podrobneje in bolj poglobljeno analizirale posamezne segmente in/ali faze 

profesionalnega razvoja vzgojiteljev. Poudarjamo tudi aplikativno možnost uporabe modela v 

praksi glede na to, da ponuja vpogled v razmere in potrebe na področjih profesionalnega razvoja 

in kompetenc vzgojiteljev. Model je mogoče uporabiti tudi pri ustvarjanju novih ter evalvaciji 

obstoječih oblik in vsebin profesionalnega razvoja vzgojiteljev v Republiki Hrvaški. 


