
Marijana Županić Benić, Oliver Holz,
Melissa Michielsen (eds.)

Requirements and Approaches
for Contemporary Teacher Training

PDF-Muster LIT Verlag 08/10/19



Scientific Committee

Prof. Dr. Maria ALEKSANDROVICH
Pomeranian University Słupsk, Poland
Prof. Dr. Matjaž DUH
University of Maribor, Faculty of Education, Slovenia
Prof. Dr. Jerneja HERZOG
University of Maribor, Faculty of Education, Slovenia
Prof. Dr. Oliver HOLZ
KU Leuven, Belgium
Prof. Dr. Jürgen KÜHNIS
Schwyz University of Teacher Education, Switzerland
Prof. Dr. Siniša OPIĆ
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PREFACE 

The sustainability of education through initial teacher education 

and professional training is a significant topic in light of several 

recent challenges such as globalization, interculturality, and 

unprecedented rates of economic growth and technological 

development. The paradigm shift in teaching practice is also 

accompanied by changes in theoretical and practical considerations 

of teachers’ roles and the significance of developing their 

professional competencies to improve the quality of education. 

The monograph Requirements and approaches for contemporary 

teacher training considers the international perspectives on current 

questions and trends in the development of initial teacher education 

for early childhood and preschool teachers and classroom teachers, 

as well as the challenges they face as professionals. The papers are 

based on the personal and professional experiences of authors, who 

consider the challenges, innovative approaches, and their 

implications for the complex dynamic system of education. The 

authors are based in different European countries (Norway, 

Switzerland, Belgium, Poland, Croatia, Slovenia, Russia…), so 

they reveal the similarities in educational practices on an 

international level, as well as the gaps between educational policies 

and their implementation in practice. 

The chapters of this monograph introduce contemporary teaching 

professionalism to answer the question, “How can initial teacher 

education be organized to fulfill its anticipatory mission?” In any 

case, it has to be transformed to support the transition from 

traditional teaching and learning to adjust the roles of teachers 

according to the current trends and demands. 

The reader is presented with a wide range of topics such as the 

development of professional teaching competencies for 

kindergarten and primary education teachers, the importance of 

collaboration among all participants in the process of education, the 

significance of integrating innovative approaches to teaching and 

learning, and education for supporting sustainable development. 

PDF-Muster LIT Verlag 08/10/19



10 

Several chapters focus on the role of visual arts in education and its 

role in the holistic development of children, as well as the 

importance of developing sensibility and other competencies in the 

arts through initial teacher education so that they can apply specific 

teaching methods such as method of aesthetic transfer and guide 

their students through the creative process. 

To solve the multiple challenges they face in daily practice, 

teachers need to be prepared for lifelong learning and professional 

development, remain open to the current social demands from 

formal education, and be creative and innovative in their practice. 

This monograph contains insights about the requirements and 

approaches for contemporary teacher training that are based on 

experiences from different European countries, so we hope that the 

readers will find the contents inspiring and helpful.  

The individual contributions are not arranged alphabetically by 

topic, but by author; first the contributions in English, then those in 

German. The authors are responsible for the quality of the 

individual contributions. 

We hope this monography will catch your interest inside and 

outside of higher education institutions. 

 

Marijana ŽUPANIĆ BENIĆ (Croatia) 

Oliver HOLZ (Belgium) 

Melissa MICHIELSEN (Belgium) 

 

Zagreb, May 2019 
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REVIEWER’S NOTES 
 

Margarete Grimus 

 

This publication provides (23) articles from experts in teacher 

education, coming from six European countries. It intends to 

stimulate a multinational discourse on various issues in teacher 

education and professional development with a focus on early 

childhood education. Insights in local practice stimulates to sharing 

experience and can finally create ideas about how these 

experiences might influence teacher education and professional 

development in a wider European context. 

Contributions from Slovenia, (4) Croatia, (11) Norway (4), Poland 

& Russian Federation, (1) and Switzerland, (3) present several 

perspectives on theoretical background and current trends in 

teacher education together with research on a national base. It aims 

to deepen knowledge in teacher education and enhance cooperation 

in research on an intercultural basis. Selected topics and 

contributions are briefly summarized below. 

Teacher education 

The actual situation in teacher education with persistent reform 

processes as the source of permanent difficulties is discussed 

together with recommendations for dealing with demands in the 

future. 

H. Zoglowek (Norway) points out the pedagogical responsibility 

for present and future developments of every young person and the 

need for school-policies with the aim of renewing the interaction 

between teachers and students based on content knowledge, own 

experience and disciplinary knowledge. 

Closely related is the contribution of W. Bigell (Norway), who 

brings into discussion the concept of (academic) freedom of 
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learning, which provides a critical contrast to ongoing (and often 

limiting) educational reforms in Norway and in other countries.  

V. Rajić (Croatia) points out the position of the teacher as a key 

factor in the process of successful attempts for change and for 

revising the education system. She draws a picture of a teacher as 

an agent of change, who is autonomous and authentic, aware of his 

(her) own moral responsibility and acts in accordance with personal 

beliefs and values in a school as a learning community.  

The aspect of sustainable development became highly relevant in 

general and gets increasing interest in education. J. Kühnis and N. 

Eckert (Switzerland) discuss this issue in their article ‘Bildung für 

nachhaltige Entwicklung in der Schweizer Lehrer/innenbildung’ (in 

German Language). They point out the necessity of implementing 

various aspects and structures regarding the different possibilities 

of engaging in the process of sustainable development at all levels 

of education. This implies also new regulations in institutions of 

teacher education. The model of the Swiss concept is presented in a 

very meaningful way and can inspire other institutions to take it as 

an example for similar developments in other areas.  

Professional development in early childhood and preschool 

education  

Teachers’ professional development is an important aspect for all 

teachers and lecturers working in kindergarten and preschool up to 

academic professionals.  

R. Čepić and V. Šćulac (Croatia) present a study on challenges and 

context of preschool and elementary-school teachers’ professional 

development (13 participants). They attempt to gain a deeper 

insight on perceptions about a teachers’ role and experience, 

responsibilities, functions, stimulations, visions -and constraints, 

including views on the future of their profession. The contribution 

might enable further research and discussions about possible 

improvements in workshops and courses regarding professional 

development.  
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School-directors are responsible (as key person’s) in providing 

conditions for the development of staff which affects the quality of 

the institution itself. S. Opić and T. Kokanović (Croatia) compare 

professional competences of 42 directors of preschool institutions 

(first level of schooling, most important for the development of 

children) in city and private preschool institutions. Leading a 

preschool requires a well-prepared person with professional 

competences and awareness ready to respond to all the 

requirements of a modern knowledge-based society and to support 

and empower the learning community. The authors point out the 

duty, responsibility and commitment of directors -as leaders in 

creating the future- to pay attention to continuous professional 

development, with the aim of gaining and strengthening 

professional competences and to provide the institution a level of 

quality that each learning community strives for. Based on clear 

outlined methodology the outcome might initiate extended and 

future research on other levels of educational institutions.  

J. Hadela from Croatia reports on a worldwide intensively 

discussed topic, namely sustainable development. While decisions 

and plans are mainly created by authorities, she points out the 

necessity of integration of these topics in education on all levels, 

which includes permanent education of teachers as well. It is very 

important to develop awareness and responsibility on this issue 

from early childhood on. This involves educators working in 

kindergarten and early education as the first level of schooling. The 

research is clearly outlined, well organized and provides a 

fundament for further research. 

D. Fahrni from Switzerland refers to the necessity that knowledge 

must be continuously updated and expanded in our technology 

driven world. Self-regulated learning becomes a prerequisite for 

lifelong learning and is of high relevance as an essential condition 

for learning on different educational levels and important in teacher 

education. Self-monitoring serves the control and supervision of 

the own learning process. Focus is drawn on self-monitoring as part 

of metacognitive strategies. It can be integrated into teaching-
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learning arrangements: The teacher accompanies and coaches 

students to use specific learning- and self-regularization-strategies 

to control and, -if necessary-, adapt the personal learning processes.  

Preschool education aims to ensure children’s optimal development 

as a continuous process before enrolling in school, defined as 

readiness for school. 

Based on actual literature V. Katić, and S. Tatalović Vorkapić 

(Croatia) carried out a study where groups of students tried out 

different types of games (functional games, building and 

constructing games, symbolic games, rule-games) helpful for 

encompassing early literacy skills in preschool. Choice and 

application of certain games depends to a great extent on the 

preschool teachers’ knowledge and abilities. Teams of students 

selected and analysed 96 games related to skills development in 

early literacy. The study aims to figure out deeper insight in the 

needs for development of early literacy skills and can be valued as 

starting point for further research, which should be integrated in the 

curriculum of early childhood teacher education.  

Arts in Education  

A very specific topic is addressed by M. Huzjak from Croatia. He 

emphasizes the effect of rhythm in visual education. The term 

rhythm is explained as a pattern of certain elements in different 

fields of expressions and shapes in various arts (visual arts, music, 

dance, literature, comics, film). Based on relevant literature 

research he explains how rhythm tasks can support learning with 

paintings of artists, architecture, installations etc. The method 

benefits children with supporting metacognitive skills, e.g. 

analytical observation, visual perception, creation of mental 

images, critical thinking, evaluation of own and someone else’s 

works through analysis of creative processes, independence, self-

confidence, individuality, non-conformism etc. Terms that appear 

in the theory of visual arts support cognitive skills, e.g. the use of 

primary, secondary and tertiary colours, complementary contrast, 
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composition, domination, harmony etc. in their own surrounding 

and in visual art works, they use them while creating their own 

work. Reporting about a project, conducted with children aged 

from 7 to 11, different attempts how rhythm can be introduced and 

experienced in class with different age groups are presented.  

The importance of aesthetic transfer by using specific methods of 

creating artwork in kindergarten is discussed by T. Zupančič 

(Slovenia). He argues that the method of aesthetic transfer should 

become incorporated in preschool teacher training. In three 

workshops with preschool-children (aged from five to six years) 

different methods and material was used to observe how children 

express their ideas in creating artwork and therewith are developing 

a range of artistic skills and abilities. 

Research conducted by M. Županić Benić from Croatia on self-

reflection of students in early childhood and preschool education 

provides insights regarding the self-estimation of students in art-

education. The outcome of the study, carried out with 185 students, 

coming from three different teacher education institutions, shows 

that third year students are more critical in self-reflection when 

rating their competences in conducting visual arts activities with 

preschool children. The sample size and the research method are 

quite representative and provide a basis for further discussions 

about study plans and curricula. 

Specialized topics 

T. Bratina from Slovenia presents quite interesting results from his 

research on ICT competences of pre-service teachers. Currently 

pre-service teachers are members of a demographic cohort, often 

called Millennials or Generation Y, or Net Generation. They are 

usually considered to show a comfortable level of experience with 

ICT, mainly gained in everyday life. The research from Bratina’s 

research shows that students often overrate themselves, being 

satisfied with a minimal set of functions of dedicated applications 

and mastering their mobile device, however, not familiar or 
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disregarding more available options. Quite many of them are 

uncertain what ICT means in education. He recommends dedicated 

study courses with basic learning contents to educate ICT 

competent teachers. 

Considering the increase of scuffles in school together with 

increased brutality and Mobbing (Cyber-Mobbing) the issue of 

preparing teachers for managing risks in education is of high 

priority. L. Kayumova and V. Zakirova from the Russian 

Federation together with M. Aleksandrovich from Poland discuss 

the importance of including a module ‘development of pedagogical 

riskology’ in teacher education in order to develop competences for 

managing such problems. They figure out that there is often nearly 

no preparation for management of ‘risk and hazards’ or training on 

the scope of risks included in current curricula. The article raises 

interest and motivates to intensify discussion about the topic on an 

international level. 

A. Višnjić Jevtić from Croatia discusses new trends and 

requirements of cooperation between parents and kindergarten 

institutions. He refers to the need of developing competences in the 

paradigm of collaboration (partnership of kindergarten, family and 

school) by integrating the topic in teacher training curricula. In 

some institutions in Croatia strategies for implementation already 

exist, however there is still room for improvement in practice and 

in teacher training. 

The quality of collaboration between class teachers and subject 

teachers in Croatian primary school is addressed in the contribution 

of N. Maras and M. Rijavec. Their research is based on a sample of 

495 teachers (404 female and 91 male) working in five districts of 

Croatia. The outcome shows a difference between male and female 

primary school teachers in assessing the quality of collaboration as 

an important prerequisite for creating an encouraging inclusive 

environment and atmosphere in school. Items of research cover 

school collaboration, exchange of experiences, collaboration on 

curriculum development, communication among the school staff, 
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collaboration in evaluating students’ performance, school staff 

collaboration and teaching collaboration. The sample represents a 

valuable basis for conclusions, the research method is clearly 

outlined, and the outcome is well documented end explained.  

K. E. Stien’s study on micro-cultures in groups of students is very 

important, because the relevance of this issue is often 

underestimated and scarcely researched. Based on a review on 

teacher-education in a specific region and on the local culture and 

ethnic background the author reflects her personal experience in 

teaching. She claims mainstream educational practice, designed to 

enhance global standards and objectives as a common goal rather 

than local cultural understanding. She continues with ideas based 

on her impressions for integrating locally relevant aspects of 

individual development and possible attempts in teacher education 

in order to deal with the specific individual phenomena.  

Summary 

The contributions of authors from six European countries draw a 

remarkable picture on research and developments in teacher 

education with a focus on early childhood and preschool. The 

articles should encourage teacher students, lecturers and teaching 

practitioners to share expertise and research, create and adapt 

material and strategies in education for developments and 

cooperation in teaching and learning. 

 

Margarete Grimus, Prof. (em.) Dr. 

Pädagogische Hochschule Wien 

Vienna, May 2019 
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REVIEWER’S NOTES 
 

Mihaela Brumen 

 

In this volume, the full complexity of research into education in 

Europe in the 21
st
 century is reported. The aim of the volume is to 

present recent research results across the range of the 

multidisciplinary discourse – including fine-art education, early 

childhood education, ICT as motivation in learning, inclusive 

education, pre-service and in-service teacher professional 

development, (inter)cultural diversity, education for sustainable 

development, and other specific topics. 

The volume includes a variety of methodologies (quantitative and 

qualitative perspectives) and curricular issues related to instructed 

contexts, standards and approaches in different European countries 

(Croatia, Norway, Poland, the Russian Federation, Switzerland and 

Slovenia) in order to enhance collaboration in global educational 

research. 

A selection of the contributions is briefly summarized below to 

establish an understanding of – and expertise in – the varied 

research contexts: 

Blaženka Bačlija Sušić and Jasna Kudek Mirošević discuss a 

child’s well-being and holistic development through art-expressive 

therapies in preschool education. In their study, they examine the 

preschool teacher’s familiarity and comprehension of the concept 

of art-expressive therapies and their knowledge of its benefits for 

the child’s holistic development.  

Werner Bigell argues in his paper that academic freedom has 

become an argument against economic instrumentalization and 

bureaucratic control of research and teaching. The article discusses 

the shortcomings of the reform process and concludes that a 
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critique of the reforms (such as the Bologna process) needs a 

broader definition of freedom. 

In the first part of his paper, Tomaž Bratina discusses that ICT 

capabilities are being introduced into education by current 

generations of pre-service teachers (known as Millennials or 

Generation Y or Net Generation), who have been in contact with 

ICT from birth and throughout their previous years of schooling, 

and welcomes this. In the study, he found that the student’s 

previous ICT skills and knowledge of its use were sufficient for 

these skills to be directly applied in practical educational situations. 

In their qualitative study, Renata Čepić and Vanessa Šćulac focus 

on the perceptions of preschool teachers about key events that 

occurred during their professional development. They focused on 

the experiencing and positioning of their roles, responsibilities and 

functions, stimulations and obstacles to professional development, 

and the perspectives/visions of the preschool teaching profession.  

In his qualitative research study, Matjaž Duh monitors the 

development of art appreciation in students in Master’s studies in 

elementary education and examined the efficacy of a method for 

developing art appreciation. 

Désirée Fahrni discusses in her paper the promotion of self-

regulated learning as the central task of a contemporary education. 

She highlights monitoring as part of metacognitive strategies, 

where students monitor, control and, if necessary, adapt their own 

learning processes. By incorporating theoretical considerations and 

recent studies, the author sets out how monitoring of self-regulated 

learning should be initiated and promoted in the classroom, and 

provides some concrete implications for teacher education. 

Jerneja Herzog’s study tackles an important segment in the present-

day didactics of fine arts, namely the verification of the didactic 

principles of learning about public sculptures. She has tested the 

appropriateness of didactic principles in this area in order to present 

PDF-Muster LIT Verlag 08/10/19



21 

the multimodal principle of dealing with public sculptures in a 

regular fine arts classroom. 

In his contribution, Miroslav Huzjak discusses the rhythm in the 

children’s artistic expression and introduces some examples of 

tasks with primary school children which included rhythmical 

repetition of geometrical shapes, auditory rhythm (creating, 

clapping and stomping and visualizing new patterns), and creative 

rhythm (cutting and tearing of paper and overlapping the surface, 

describing the repeated segments of a caterpillar’s body). These 

artworks developed the student’s cognitive, psychomotor and 

emotional abilities. 

In the contribution, Bildung für nachhaltige Entwicklung in der 

Schweizer Lehrer/-Innenbildung – Fallbeispiel PH Schwyz, Kühnis 

and Eckert introduce sustainable development in the Swiss 

education sector. Based on the national educational reference 

framework, they illustrate a concrete example of the guidelines 

being successfully implemented in all fields of action, in the sense 

that it is a “whole system approach”. 

Kayumova, Zakirova and Aleksandrovich analyse in their paper the 

most characteristic directions of the development of pedagogical 

risk and noxology, from 1996 until 2016. In their comparative 

analysis of scientific and pedagogical literature, they present the 

condition of risk-oriented pedagogy and the prospect of its further 

development. They argue that innovative research activity is one of 

the conditions required for the development of the education 

system and a source of new risk factors in pedagogical work. 

In Višnja Rajić’s contribution, Teachers as agents of change, the 

author raises an important question: How do we equip teachers 

with the necessary skills for effective practice in these ever-

changing times? The author emphasizes the role that teachers play 

in the education system, as the agents of change, innovation, and 

professional, reflexive moderators, in order to empower students 

for their future responsibilities and actions. Therefore, teacher 

education institutions should take full responsibility for providing 
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programs that enable the development of innovative, professional 

teachers who are ready for lifelong learning.  

Herbert Zoglowek presents a paper in German on the topic of 

Fundamentale Erlebnisse – Reflexionen zu einer bildungs-

theoretisch begründeten Friluftsliv Didaktik. He introduces some 

theoretical issues regarding Friluftsliv (‘Frei-Luft-Leben/Free-Air-

Life’ = outdoor activities), a central content of Norwegian physical 

education. The author refers to the concept of Wolfgang Klafki’s 

education and provides some reflections on the theoretical 

foundations of the ‘Friluftsliv’ education. 

In the contribution, The method of aesthetic transfer as a 

contemporary approach in preschool art education, Tomaž 

Zupančič tackles the debate about the use of the method of 

aesthetic transfer in the early stage of art education. 

In his critical analysis of research, he claims that visiting art 

exhibitions and the use of the method of aesthetic transfer should 

become a part of preschool teacher training curricula. This is well-

illustrated by a small-scale study of preschool children where their 

artistic activities were based on the abstract artworks by Jackson 

Pollock.  

The preschool children’s artworks that have resulted from this 

experience significantly differ from their daily made artworks, and 

it is concluded that at least part of the aesthetically coded messages 

is transferred from the artwork to the child. 

Conclusion 

The variety of contributions presented in this volume provides an 

international perspective of the research topics found in teacher 

education in Europe. They deal mainly with recent theories, 

terminology, empirical research and practical in-classroom 

examples on teaching and education. They provide readers with 

opportunities to share expertise, reflect, comment, adapt, create, 

implement and try out these ideas in their (inter)national teaching 
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contexts. In this way, readers (practitioners, in-service and pre-

service teachers and teacher trainers, and other professionals 

involved in education) may promote excellence in collaborative, 

global education. 

 

Mihaela Brumen, Ass. Prof., PhD 

University of Maribor, Faculty of Education 

Maribor, June 2019 
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REVIEWER’S NOTES 

 

Milan Matijević 

 

This monograph is a collection of academic articles written by 28 

authors from six European countries on the topic of contemporary 

challenges and approaches in educational practice. 

The intention of the editors of this monograph was to gather the 

work of scientists and practitioners, classroom teachers and 

kindergarten teachers, and other members of the academic 

community in which they discuss contemporary educational 

practices from different perspectives. 

The authors observe contemporary challenges and approaches in 

different educational fields in the context of socioeconomic and 

economic events across Europe. 

The articles include discussions of the implications of paradigm 

shifts in initial education and the redefinition of traditional 

perspectives on the roles of teachers and educators in general. The 

author’s discourse is research-based and focuses on the importance 

of lifelong learning and the development of teaching competencies. 

They show that educators can meet different challenges in daily 

practice. 

The challenges of new global conceptions, interculturality, 

differences, contemporary lifestyle, fast-paced economic 

development and technological advancement affect education in all 

forms and on all levels of our society. The training of teachers was, 

is and stays an important key because it allows teachers to make the 

transition from traditional teaching and learning to student-centered 

education, which takes into account the specific needs of future 

generations. Reforms and meaningful changes in the education 

systems and educational institutions are only possible with 

competent practitioners who are capable of acknowledging their 
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student’s needs and, through the process of education, prepare them 

for the potential challenges they will have to face in the future. 

Therefore, the presentations and discussions included in this 

monography provide an opportunity to consider education from 

international perspectives with an emphasis on contemporary 

challenges and approaches in teaching practice. 

I would like to thank all authors who contributed their scholarly 

discourse and critical analysis of this important topic for our 

society because their work will certainly enhance the deliberations 

about the challenges teachers and educators in general face and 

approaches that have the potential to improve education. 

Conclusion 

As reviewer, I can determine that the scholarly papers in this book 

are interesting and have implications in theory and practice. I can 

also support and recommend the publication of this book and its 

distribution to peers at institutions to which the authors of these 

articles are affiliated and where peers research these issues. 

 

Milan Matijević, Ph.D, Full Prof. 

University of Zagreb, Faculty of Teacher Education 

Zagreb, May 2019 
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ACADEMIC FREEDOM: IVORY TOWER PRIVILEGE OR 

MODEL FOR EDUCATION? 

 

Werner BIGELL 

UiT – The Arctic University of Norway, Norway 

  

This article argues that the idea of academic freedom provides a 

conceptual angle for a critique of the ongoing educational reforms 

in Norway and in other countries, driven by economically oriented 

quality management aiming at efficiency, standardization, and 

labor market orientation. A critique of the reforms requires both to 

expose their impact on education, in particular the loss of freedom. 

Hannah Arendt’s definition of double-tiered freedom is useful, and 

its main characteristics, the absence of instrumentality and its 

element of play can not only be applied to university research but 

to all levels of education. 

  

Key words: academic freedom, Arendt, play, Huizinga, 

  instrumentality 

  

1  Introduction 

While the concept of academic freedom has many, often 

contradictory definitions (Kallerud 2006, 9), there are some 

common elements. Invoking academic freedom is often meant as a 

critique of the limitation or prescription of topics and methods in 

academic research, teaching, and learning. However, while the 

freedom of research and teaching are frequently discussed, the 

freedom of learning receives less attention and remains vague 

(Kallerud 2006, 27). A distinction is made between legitimate and 

illegitimate limitations (Kallerud 2006, 8). Academic freedom is 

mainly used in the context of higher education, but has also been 

applied to schools, with the concession that it is less relevant there
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(Kallerud 2006, 21,22). Academic freedom is often seen as an ideal 

of the past (Kallerud 2006, 24) because of current tight 

administrative requirements of mass education, and because of the 

growing complexity of research in terms of interdisciplinarity and 

the increasing necessity of research teams and networks. Recently, 

academic freedom has also been associated with the freedom of 

speech and been used as an argument against political correctness. 

There is disagreement about the question whether academic 

freedom solely denotes the absence of limitations for individuals or 

whether it also encompasses a collective dimension such as 

questions about institutional autonomy vs. state intervention and 

commercialization, centralization (such as centralizing curricula 

and standardizing learning targets), and prescription (e.g. of student 

progress).  

Here I define academic freedom in a wide sense, arguing that the 

current loss of personal autonomy and the structural changes have a 

common underlying pattern, establishing itself in the wake of 

neoliberal societal transformations, leading to a homogenization of 

all aspects and fields of society and their instrumentalization by the 

capitalist economy. The instrumentalization in the field of 

education manifests itself in the trend to see students as customers, 

in labor market orientation (“Students are the new oil” as the 

Norwegian minister of education recently remarked (NSO 2018)), 

and result-orientation (in the form of detailed curricular learning 

goals replacing general knowledge and the common student 

question, “is this exam relevant?”). Freedom here either evaporates 

due to the alleged necessities of the marketplace such as 

standardization, quality control, and competition, or, in its customer 

orientation form, mutates into an infantile individualism demanding 

intellectual spoon-feeding, entertainment, and choice. Academic 

freedom does not serve the requirements of the marketplace and 

appears to be obsolete, a nostalgic glorification of the ivory tower. 

However, the problem of academic freedom is not its obsolesce but 

its adoption of a neoliberal concept of freedom, marked by 

PDF-Muster LIT Verlag 08/10/19



  ACADEMIC FREEDOM 29 

utilitarian individualism. For a critique of educational 

instrumentalization, a more concise definition of freedom is 

needed. 

 

2 Hannah Arendt’s “freedom to be free” 

A concept of freedom suitable for challenging the 

instrumentalization of education can be found in Hannah Arendt’s 

(2018) essay “The Freedom to be Free,” distinguishing between 

negative and positive freedom. Negative freedom means the 

absence of unjustified limitations (15); politically speaking this 

means the absence of despotic rule, and existentially speaking of 

fear and need (24, 26). Existential and political threats isolate 

people, as their focus is individual survival, and Arendt points out 

that no revolution was ever started by the destitute (17), i.e. those 

lacking negative freedom. In Arendt’s model, negative freedom is 

the condition for positive freedom: “Only those who know the 

freedom from need can appreciate the freedom from fear in its full 

sense, and only those who are free from both, from fear and from 

need, are able to experience a passion for public freedom” (26, 

author’s translation). 

What are limitations of negative freedom in education? For 

researchers it means commissioned research, having no tenure, 

formal and informal sanctions when publishing uncomfortable 

results and interference of commercial interests. For teachers it 

means being overworked and underpaid, not being able to choose 

textbooks and other materials, having to prepare students for 

national exams, having no means to enforce discipline in the 

classroom, and having to follow detailed curricula. For students a 

lack of negative freedom is seen in being disciplined by constant 

exams, by not being able to express their views, by high tuition and 

having to work, by study loans that turn longer studies or a year 

abroad into a financial problem, and by rigid rules for study 

progression. These limitations to negative freedom prevent the 

development of positive freedom. 
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2.1  Positive freedom 

In a political sense, Arendt’s notion that negative freedom is a 

prerequisite for positive freedom can be read as a justification of 

the welfare state. However, the absence of existential threats does 

not guarantee positive freedom, and it may even be 

instrumentalized by patronizing politics to abandon positive 

freedom or reduce it to choice. Arendt avoids the false dilemma of 

freedom vs. safety by expanding the notion of positive freedom. 

While religion and philosophy stress the importance of being aware 

of one’s mortality as a characteristic of humanity, for Arendt the 

idea of natality, of the fact that we are born, is the core of the 

human condition (37). Every birth is a new beginning in a historical 

continuum (35). Freedom then means to start something new, 

requiring an ability to act (37). Action then requires a political 

arena, the freedom to participate in public and political life (40). 

Arendt sees history as a sequence of revolutions, including the 

revolution that is implied in preventing a revolution (41). In short, 

positive freedom is the ability to create something new, realized 

through participation in public and political life. Arendt mentions 

the American revolution as a successful act of creating something 

new through public participation. Her understanding of natality and 

its implications can be seen as a fusion of the Ancient Greek ideal 

of participation in the polis and the modern fascination for the new 

replacing the old; thus it is related to humanism. Arendt’s notion of 

both negative and positive freedom is collective in nature, not in 

the sense of conformity but as a necessity seeing collective welfare 

and volition as a prerequisite for political action, realizing the 

promise of creativity in the human condition.  

2.2  Freedom from/in society 

Arendt’s positive freedom is revolutionary in the sense as it 

challenges both romantic freedom, which lingers on in Western 

culture, and the alleged inherent necessities of neoliberal ideology; 

it also changes the way of understanding freedom in education. 
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Since romanticism, freedom in the West has been infused with anti-

social sentiment, as expressed in Henrik Ibsen’s lines, “Up here on 

the Highlands is Freedom and God / Down there stumble the 

Others” (Ibsen, s.d.) or in Ralph Waldo Emerson’s dictum, 

“Society everywhere is in conspiracy against the manhood of every 

one of its members” (s.d.), with regular repercussions in the form 

of solitary Hollywood heroes. Romantic freedom means the 

absence of limits and control.  

On the contemporary positive side, we do not find freedom but a 

form of determinism, most notably expressed in Margaret 

Thatcher’s well known slogan TINA (There Is No Alternative). 

Dramatic economic and educational changes are presented as 

unavoidable and often passed without substantial debating 

globalization, austerity programs, the dismantling of welfare state 

and university autonomy, institutional mergers, etc. Former 

academic self-governance of universities has been replaced by a 

bureaucratic regime, answerable to central power in the name of 

efficiency and quality. Even the formerly descriptive vocabulary of 

political reform now comes with an unaccountable moral force: the 

descriptive term differentiation gave way to the moralistic terms 

inclusion and exclusion.  

Romantic freedom is ineffective against economic determinism 

because its cult of subjectivity fuels social fragmentation and thus 

undermines the emergence of a revolutionary subject realizing its 

positive freedom. In the field of education, Arendt’s notion of 

negative freedom demands not ivory tower solitude but political 

access to education for Ibsen’s “stumbling Others,” and here 

positive freedom demands social participation. Positive freedom 

rejects a pre-formed identity and demands education to form a 

personality; it rejects inclusion and demands participation in 

defining the parameters of differentiation, of who is included into 

what. Positive freedom rejects the semantic colonization of 

education through an economic Taylorization of education: while 

the quality of a computer or a shaver is with good reason measured 
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by its standardization and predictability, greatly enhanced by 

mechanized production, quality in education depends on human 

relations and is marked by challenge, debate, and unpredictability. 

The current structural reforms of education present themselves not 

only as devoid of an alternative but create a straw man out of 

traditional education to justify their reforms.  

2.3  The reversal of risk and safety 

The educational sector in Norway and in other countries is marked 

by a reversal of risk and safety, due to diminishing negative and 

positive freedom. Result-orientation and constant examinations 

increase the existential risk and decrease the feeling of safety of 

students. In the same vein, teachers experience the loss of negative 

freedom as growing administrative control and loss of autonomy. 

The increased existential risk associated with diminishing negative 

freedom is matched by an atrophy of positive freedom in the form 

of decreased intellectual and political risk-taking and by the 

reduction of participation to symbolic levels. Educational 

institutions move from providing a safe space for intellectual 

challenge and risk to providing safe spaces that are free from 

challenge and risk. The reversal of risk and safety turns safety from 

being a collective goal to being an intellectual straightjacket, and it 

turns risk from being liberating to being offensive. 

 

3 The economic imperative 

As an exchange student in the USA in 1990, I discovered Dilbert 

cartoons, making caustic fun of management and marketing babble, 

of terms such as quality management. Having laughed at how a 

coffee stain on a document turns into a new logo, the Brown Ring 

of Quality, I was unenthusiastic when in 2003 a new core 

curriculum, Kvalitetsreform (quality reform) (regjeringen.no, 

2002), was introduced and was taken very seriously in teacher 

education. The problem with quality is that its economic meaning 

of standardization and predictability is the opposite of its academic 
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meaning as originality and unpredictability (of both the research 

process and of teaching understood as human interaction). Whereas 

terms such as quality and inclusion appeared in the educational 

discourse, others disappeared, e.g. knowledge and differentiation. 

With objective knowledge disappears a common frame of 

reference, the question of “how do we want to live?” Rather than 

acquiring common knowledge and exercising to debate its 

application as an individual in a larger community, the preferred 

collective level today is the team, being skilled in practical problem 

solution. It is debatable whether the replacement of shared 

knowledge and literature, the canon, actually serves the economy 

(it does not create strategically and historically minded leaders). 

Seeing the instrumentalization of education as unavoidable is only 

possible if one accepts the parameters of the gospels of efficiency 

and practice. Instead, students should learn how the invocation of 

fate serves an ideology, that There Always Is an Alternative, and 

that a future requires shared imaginaries developed in public 

debates, also voicing individual dissent; in short, a future needs 

participation, not teamwork. Instead, teachers are increasingly 

helpless facing a quick succession of reforms, creating the illusion 

of progress—a progress without a future. 

3.1  Quality 

Participation cannot be instrumental because instrumentality 

assumes common goals and short-circuits debate. This is why the 

Austrian philosopher Konrad Paul Liessmann turns around 

Seneca’s phrase and demands that we should learn for school, not 

for life (2017, 27), where school is a protected space for 

experimenting with new ideas. The antagonist of experimentation 

is quality. 

 

Quality management and skills and competence orientation have 

met little resistance in many countries because they appeal to 

progressive pedagogues, promising to eliminate the authority of 

PDF-Muster LIT Verlag 08/10/19



34 Werner BIGELL 

teachers by redefining their role as coaches and supervisors, 

eliminating truth and replacing it with situated knowledge, by 

demanding radical equality through inclusion. But, is traditional 

education authoritarian?  

 

4  Humanist straw men 

While authoritarian teaching was and is a reality on the ground, 

humanism is a contestation of it, not a justification. Wilhelm von 

Humboldt defines education as “the connection of our ego with the 

world towards the most general, liveliest, and freest interaction” 

(2017, 7). The straw man of authoritarianism starts from the 

erroneous conflation of power distance and authoritarianism, in 

other words, accepting the key role of the teacher means to 

prescribe a mode of learning and understanding. The opposite is the 

case: the humanist ideal stresses the importance of the 

knowledgeable teacher, someone who can create a frame for the 

“freest interaction.” Authoritarianism does not arise through 

objective knowledge or the privileged role of the teacher in the 

classroom, to the contrary: reducing the role of teachers to be 

curricular implementers and reducing objective knowledge to local 

problem solving through skills and competences leads to 

authoritarian structures because learning is then based on 

unaccountable documents such as curricula and textbooks. 

Is humanist education elitist? Wilhelm von Humboldt sees 

universal education as a core element of the humanist ideal:  

There are undeniably certain kinds of knowledge that must be 

of a general nature and, more importantly, a certain 

cultivation of the mind and character that nobody can afford 

to be without. People obviously cannot be good craft 

workers, merchants, soldiers or businessmen, unless, 

regardless of their occupation, they are good, upstanding and 

- according to their condition - well-informed human beings 

and citizens. If this basis is laid through schooling, vocational 
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skills are easily acquired later on, and a person is always free 

to move from one occupation to another, as so often happens 

in life. (quoted in Günther, 1988) 

This position of differentiation of education with a common 

minimum standard can be read as elitist today from a position of 

radical inclusion; the alternative model is a differentiated system of 

education, with equal opportunities rather than equal outcomes.  

 

5  Old battles, new frontlines 

Looking at 19
th

 century battles in education is instructive because it 

shows that traditional education fought similar battles for partially 

the same values. The philosopher and education expert Friedrich 

Paulsen points out that the foundation of the University of Berlin in 

1810 was carried out in the spirit of academic freedom, realized as 

freedom of academic work, as excellence of its professors in their 

field rather than their teaching skills, and the ideal of learning not 

as acquisition of encyclopedic knowledge or dogmatic tenets but as 

self-guided understanding of science and the beginning 

participation in scientific work (Paulsen, 115). While a school may 

be regulated by curricula, scientific work cannot be regulated by 

state administration without losing its character (ibid, 116). Paulsen 

notes a historical coincidence: while the University of Berlin was 

founded in the spirit of freedom in 1810, only two years earlier 

Napoleon followed the opposite principle: he treated faculties as 

independent and labor market-oriented institutions and provided 

them with detailed curricula. However, two generations later, the 

French gradually adopt the German system of freedom, which 

Paulsen interprets as a victory of freedom over regimentation (ibid, 

116).  

Also, primary schools enjoy the spirit of freedom, harvesting the 

fruits of the pedagogical reform movement of the late 18
th

 century, 

of Pestalozzi’s ideal to develop each human child to a spiritually 

and ethically free personality (Paulsen 148). The aim is to develop 

every human being into a rational being called to freedom and 
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responsibility. However, there is also resistance to the reforms; 

while in the middle of the 19
th

 century only East Elbian land barons 

and the Roman Church spoke out against reforms, at the beginning 

of the 20
th

 century Paulsen sees a backlash against better general 

education due to opposition against the rise of social democracy, 

but does not doubt that better general education is in the interest of 

the people, in particular in a situation where nations compete (163) 

and inner stability: a state that fears the Enlightenment will be 

haunted by it in its worst form (164). 

Humanists have demanded to change the role of the teacher from a 

school master who teaches reading and writing and the catechism, 

to being a Jugendbildner (former of youth), opening access for the 

masses to participation in the intellectual and spiritual life of a 

nation (Paulsen 164-5). Current educational reforms abandon the 

demands for participation because they have a narrow 

understanding of freedom; they also have radical conceptions of 

equality, authority, and knowledge, undermining the emancipatory 

function of education.  

 

6  What can teachers and students do?  

If one understands the reforms as a structural problem, it becomes 

clear that blaming the victims (“lazy students”) or increasing the 

“learning pressure”, as it was called at my institute for some time, 

is counterproductive. Teachers can organize and protest (at my 

institute the demand that all campuses use the same reading list was 

dropped after protests); such protest and the demand for substantial 

participation are not trouble making but demonstrate the spirit of 

participation. Teachers can use their still existing freedom to 

interpret the curriculum and involve students in decision-making. 

Most important is the development of non-instrumental learning, in 

extra-curricular and voluntary activities; free and open tasks give 

students freedom of interpretation. In general, learning and 

teaching need rituals and play in the sense of Johan Huizinga’s 

theory of play. Huizinga (2015) points out that play is superfluous 
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(8) and that play is an interlude from our daily life (9); it forms 

human bonds and is related to ritual and the sphere of the sacred 

(9).  

 

7  Conclusion 

In university, academic freedom has become an argument against 

economic instrumentalization and bureaucratic control of research 

and teaching. Could the concept of academic freedom be useful as 

an ideal for all levels of education, in the sense of von Humboldt: 

“Education is the linking of our ego with the world towards the 

most general, most active, and freest interaction” (2017, 7, author’s 

translation)? Freedom here needs to be defined in Arendt’s double 

sense, the absence of existential need (“the freedom to be free”) 

and as participation in the transformation of one’s society, 

environment, and oneself. In this transformative sense, freedom 

corresponds to humanist ideals: “The result of this formative 

process is a personality marked by a developed individuality and 

self-confident participation in one’s culture” (Liessmann 2006, 54). 

However, the process of free self-formation is being replaced by an 

over-determination, seen in curricular micro-management and in 

instrumental reduction; students are increasingly seen as a resource. 

Demanding more than symbolic participation, stressing the self-

disciplined freedom of learning and teaching, easing the testing 

regime, and seeing teaching as a human relation are the first steps 

to challenge the legitimacy of over-determined plan pedagogy. 
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Implementation of ICT in contemporary education induces contact 

with technologies in its early. Consequently, students became 

somehow experienced users of technological means. However, the 

students are the end-users in general and pretty unfamiliar with 

required background tasks. The students gain the knowledge and 

experience students during education, but in everyday life, 

knowledge is often overrated but still very welcome in introducing 

ICT capabilities in education. During the study course about ICT 

in education, pre-service teachers suddenly change from end-users 

to the mediators of learning contents. In the present research, we 

investigate the initial level of knowledge and experience of pre-

service teachers and their opinions, including progress estimation 

after the course completion by conducting the dedicated survey and 

statistical analysis. The findings point to the difference between 

present knowledge, experience or self-estimation and actual ability 

to cope with challenges of practical use of ICT in education. 

Students often understand the comfortable level of knowledge about 

ICT as the mastering of their mobile devices where many of them 

are uncertain in approach to ICT means in education. 

  

Key words: ICT in education, pre-service teacher, millennials, 

  education, syllabus 
  

1 Introduction 

Implementation of ICT in contemporary education induces contact 

with technologies in the early phase of education. Consequently, 
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students became at a certain level the experienced users of 

technological means. However, the students are generally the end-

users and therefore unfamiliar with required background tasks. The 

knowledge and experience students gain during education, and 

everyday life is often overrated but still very welcome in 

introducing ICT capabilities in education. Attending the study 

course about ICT in education, pre-service teachers suddenly 

change from end-users to the mediators of learning contents. In the 

present research, the initial level of knowledge and experience of 

pre-service teachers and their opinions, including progress 

estimation after the course completion, were investigated by 

conducting the dedicated survey and statistical analysis. The 

findings point to the difference between initial knowledge, 

experience or self-estimation and actual ability to cope with 

challenges of practical use of ICT in education. Students often 

understand the comfortable level of knowledge about ICT as the 

mastering of their mobile devices, where many of them are 

uncertain in approach to ICT means in education. 

 

2 Syllabus topics in the ICT course 

Educating digitally competent teachers is a process that requires the 

preparation of corresponding study content related to the use of 

ICT in education. The ICT course at the Faculty of Education at the 

University of Maribor includes topics engaging pre-service 

teachers to develop experiences with the currently available ICT. 

They gain insight into possibilities and methods of using ICT in the 

classroom. It includes examples of tools and procedures for 

preparing multimedia elements and multimedia learning materials 

and their distribution (Bratina & Dinevski, 2016). In terms of 

structure, the selection of topics corresponds to the proposed 

selection of knowledge and experience of a digitally competent 

teacher. The primary goal is to achieve and upgrade the standards 

corresponding to the agenda of Information Literacy Competency 

Standards for Higher Education (2010). 
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3 Study content for generation Y 

The study content is continuously adapted corresponding to the 

development of ICT with concern toward current generations of 

pre-service teachers, who have been in contact with ICT from birth 

and throughout their previous years of schooling.  

The literature designates them as Millennials or Generation Y or 

Net Generation. Sources describe the generation as people born 

between 1995 and 2012 and reach their adulthood in the 21
st
 

century (Rouse, 2014). The fact is that Millennials have already 

developed the skills in and knowledge for using ICT and 

consequently, they have no reservations or fear known in previous 

generations. Regardless of the skills and knowledge, Millennials 

use ICT as a tool for electronic communication, accessing 

information and study materials and for exchanging files, while less 

in applied use. Instead of the term Millennials, the term Digital 

natives was in use earlier to describe people who have been in 

contact with ICT from the start. The authors (Palfrey & Gasser, 

2008) classify people born after the year 1980 into this group. They 

describe them as people who frenetically type messages into their 

mobile phones, tablets and similar devices in public places, who 

know what to do when emails crash, who are friends with people 

they have never met and who easily beat you at any video game. 

We find this description more appropriate, but according to the new 

sources, the term Millennials will be in use during further 

discussions. 

Regarding the Millennials attitude toward ICT, they will reach their 

future workplaces with more confidence and less concern about 

regulation (Nichols & Smith, 2015). The crucial aspect regarding 

the teacher’s job is the fact that Millennials as pre-service teachers 

will teach children who are also part of this generation, what is an 

additional challenge in preparing pre-service teachers for their role. 

As educators, we have to consider the possible threats of the 

present attitude of Millennials.  
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The Millennials express the confidence not only in their 

performance but also in how they view themselves and how they 

assess their knowledge and skills.  

To deal with such challenges the insight into the actual level of 

knowledge and experiences is required. After years of experiences 

in educating future teachers, we detect some interesting facts, 

which we should consider during the present and next process of 

teacher’s education; mainly the relation between actual knowledge 

and skills with the ability to applicate them in teaching or similar 

situations. This fact relates to the mentioned Millennials’ attitude 

and is among the other facts described in the present paper.  

 

4 Methodology 

Purpose 

The generation of students in this study represents Millennials who 

already have skills and knowledge in ICT use. The focus of the 

research was to get the insight if the student’s previous skills and 

knowledge in ICT use are sufficient for direct application to be able 

to use them in practical situations. The following research 

questions were posed: 

 How do students assess their knowledge and skills in selected 

ICT tasks? 

 Which way did they use to communicate with the teacher? 

 How do they assess their initial and final knowledge about 

specific ICT tasks in education? 

Sample 

The sample includes 69 students from the 2018/19 academic year 

attending the ICT in Education course at the Faculty of Education, 

Maribor. 
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Data collection  

Data were collected using the online surveying tool after 

completing the course and before taking the exam, what excludes 

the inevitable effect of the final course grade to the assessments of 

elements of the syllabus. Data were processed using SPSS 

statistical software. The statistical methods of descriptive statistics 

and chosen non-parametric tests were employed to analyze the 

rating scales.  

 

5 ICT task knowledge  

According to the early experiences with various ICT means, a 

certain level of confidence in everyday ICT tasks is expected, both 

from the students as from the community. Consequently, the 

students may assess their knowledge and experiences in various 

ICT tasks better than actual state confirms. To assess the level of 

knowledge by various ICT tasks, students used a five-level scale 

from bad (1) to perfect (5). 
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Table 1. ICT tasks knowledge assessment 

Assess your knowledge about: Mean S.D. 

Social networks 4.43 0.696 

Mobile phone settings 4.19 0.791 

Web Shopping 3.94 1.056 

Help to relatives by using ICT  3.88 0,963 

Office software 3.74 0.834 

Browsing internet for reliable information 3.12 0,738 

Home device settings (TV, home cinema, 

gaming...) 
2.88 0.777 

Software installation 2.83 0.999 

Home Wireless Network 2.74 1.024 

OS installation (Windows, Linux…) 

Android...) 
2.54 0.719 

Connect mobile device to Academic 

Network 
2.39 1.032 

 

Results in Table 1 are confirming the theoretical background 

regarding the assumption that students already have experience in 

technological means usage. However, they are generally the end-

users of dedicated applications and have fewer experiences in more 

complex task required when they become educators, especially by 

using the office tools and basic hardware settings. 

The self-confidence in social networks exploration and settings of 

mobile devices is expected and corresponding to the definition of 
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Millennials. Besides the mentioned facts, web shopping as ICT task 

is assessed as very well (3.94), while some earlier researches 

exposed fear about being a victim of internet frauds (Bisson, 2015). 

Related to this result, the estimation of 3.12 for the ability to 

browse for reliable information is a welcome result. Since an 

appropriate level of critical thinking is required to fulfill this goal. 

Initially, the assessed knowledge of 3.74 in using the office 

software (mainly text editors) may be a good result, but further 

analysis, presented below, show some deviations.  

 

6 Social networking vs. personal relations 

E-Mailing is the most expected way to communicate with the 

teachers. To verify the actual state we asked the students what their 

favorite way of communication with the teacher during the study 

course was. By analyzing the results, an unexpected finding 

emerged comparing with the assessed knowledge of ICT tasks, 

where social networks are at the top level.  

 

Table 2. Ways of communication with the teacher 

 Frequency Percent 

Personal contact 62 89.9 

E-mail 5 7.2 

Skype or similar 0 0.0 

Didn’t communicate with 

the teacher 

2 2.9 

Total 69 100.0 

 

According to the results in Table 2, about 89.9 % of students 

preferred personal contact versus the e-mail option (7.2 %). It is 

somehow surprising that despite the manner of communication on 

social networks, personal contact is still the most desired option. 

We use various ways to communicate with the students, starting 

PDF-Muster LIT Verlag 08/10/19



46 Tomaž BRATINA 

from e-mail messages to the bulletin board announcements. No 

matter the way, our experiences show the lack of context or content 

understanding and writing skills. The messages, which contain 

more than three rows of text, are often read only partially by 

skipping following rows. We assume that reading on mobile 

phones is the reason since screens are showing a limited amount of 

text at once. The lack of writing skill may be the consequence of 

social networks common practice, of using just a few necessary 

words without regard to grammatical correctness. Many labels have 

been given to such discourses as emailism, netspeak, chatspeak, 

etc. (Barton & Lee, 2013). Consequently, personal contact with the 

teacher is more comfortable for the Millennial while avoiding 

meaningful writing of sentences. 

 

7 Initial assessment vs. final knowledge about ICT tasks in 

education 

The initial assessment of knowledge level in particular ICT tasks 

required for teachers may be a bit overrated due to overall 

assessment rates discussed previously. First impressions about 

future ICT tasks in education often lead to the deduction that most 

of the tasks may be performed using already achieved knowledge 

level. It is somehow understandable as during the past education 

they only got the “final product” and never thought about the 

teacher’s preparation process. To gain insight into the eventual 

differences between initial and final assessments, the students 

assess the knowledge before and after the study subject using 5 

level scale from bad (1) to perfect (5). 

The category Office tools represent the totals of assessed 

knowledge in MS Word, MS PowerPoint, and MS Excel topics. 

The category Authoring tools represent examples of various 

applications for the creation of quizzes and learning material 

production which student use during the study course. By 

definition, authoring tools assist the creation of digital content. 
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(What is an Authoring Tool?, 2018). The category Moodle 

represents the tasks inside of LCMS Moodle. 

 

Table 3. Initial and final knowledge about ICT tasks 

 Before After t 

 Mean S.D. Mean S.D.  

Office tools 8.26 1.61 11.24 2.38 9.651* 

Multimedia 8.27 3.16 10.56 2.63 4.682* 

Authoring tools 2.13 1.08 3.74 1.06 9.169* 

Moodle 1.71 0.97 4.25 0.97 15.783* 

*p<0.01, N=69      

 

The average assessments of initial and final knowledge for a 

particular category (Table 3) are showing a higher level of final 

knowledge assessments. The increase is statistically significant 

(P<0.05). With such results, the students acknowledge that initial 

knowledge is not sufficient despite their beliefs and self-

assessments level, which arise from daily practice or previous 

education. Because some knowledge about office tools and 

multimedia is already obtained in the previous education, the focus 

of discussion is on both categories. The Authoring tools and 

Moodle will be excluded from the discussion because they 

represent specific areas in the educational use of ICT and therefore 

yet unknown to the students. The results acknowledge the 

assumption of overrated assessments of initial knowledge. During 

the teachers’ education, many of MS Office advanced 

functionalities are required. The knowledge about advanced 

functionalities is anticipated regarding the syllabus of previous 

education, but often missing. 

Regarding the MS Office particular topic, the initial assessments 

are almost the same: MS Word (M=2.93), MS PowerPoint 

(M=3.20), MS Excel (M=2.96). The highest increase in of 
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assessment is for MS Word topics, from the initial average of 

M=2.93 to the final of M=3.83. The result is unexpected due to the 

secondary school syllabus. However, less surprising, according to 

our experiences where students believe that their knowledge is 

good enough for use in education, or more precisely as teachers. 

The good example is editing in MS Word, where students are 

familiar with basic editing functions. On the other hand, students 

perform advanced functionalities like styles, headings, page 

numbering, etc. manually. Many even do not know about them.  

 

8 Multimedia 

The second important topic in the teacher’s work is the preparation 

of learning content. Effective contemporary learning materials 

contain multimedia elements, the most effective are multimedia 

learning materials using a combination of multimedia elements. 

Basic multimedia elements are audio, image and video. Students 

already gained some experience with some multimedia elements by 

using their mobile devices. However, they mainly capture images, 

record sounds or videos without considering further use or 

suitability for eventual use in learning materials. Therefore, the 

results showing increasing assessments from the initial to the final 

knowledge level in the multimedia topic are not surprising. We still 

have to deal with the difference between the assessed knowledge 

and actual knowledge. Least but still statistically significant 

(P=0.011) increase from initial to the final knowledge assessments 

is in the topic of image processing (M=3.17, M=3.62). The reason 

for a better understanding of image processing may be in a 

widespread habit of taking pictures at any occasion using mobile 

devices. Higher increases from initial to the final knowledge 

assessments are in particular topics about audio (M=2.35, M=3.51) 

and video editing (M=2.75, M=3.43). According to our experience, 

audio editing is less known than process regarding video editing. In 

both cases, the differences are statistically significant (P<0.05). The 

results in multimedia topics again show the divergence between 
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assessed and actual knowledge of students from generation 

Millennials. The presented results clearly show that despite gained 

experience with ICT the actual knowledge of Millennials is mostly 

sufficient for everyday use but not for challenges and requirements, 

teachers have to cope with. 

 

9 Conclusion 

The results show that students (Millennials) show a comfortable 

level of initial knowledge and experience with ICT. However, the 

knowledge and experience students gain during previous education 

and everyday life are often overrated by themselves, but still very 

welcome in introducing ICT capabilities. Their knowledge and 

experience is more oriented at exploiting only a few functionalities 

given by dedicated applications instead of taking the full 

advantages. Students often understand the good level of knowledge 

about ICT as the mastering of their mobile devices and are in many 

cases satisfied with the minimal set of functions disregarding all 

available options, or are not familiar with them. The example of 

such believes we found by text editing. Despite principally good 

knowledge and relatively high self-assessment of knowledge, many 

of them are very uncertain in approach to ICT means in education. 

Therefore, dedicated study courses with some even basic learning 

contents are required to educate ICT competent teachers. Somehow 

bitter is the trend in interpersonal relations, which slowly slip to the 

level of short, simple and grammatically poor messages instead of 

direct personal contact. 

 

PDF-Muster LIT Verlag 08/10/19



50  

References 

Barton, D., & Lee, C. (2013). Language Online Investigating Digital Texts and 

Practices. London, New York: Routledge. 

Bisson, D. (2015). The 5 Most Common Attack Patterns of 2014. Retrieved on 21 

January 2016 from Tripwire 

http://www.tripwire.com/state-of-security/security-data-protection/cyber-

security/the-5-most-common-attack-patterns-of-2014/ 

Bratina, T., & Dinevski, D. (2016). Zbrano učno gradivo za predmet 

Informacijsko komunikacijska tehnologija. Retrieved on 15 January 2017 from 

http://moodle.pfmb.uni-mb.si/course/view.php?id=371 

Information Literacy Competency Standards for Higher Education. (2010). 

Merila in kazalci informacijske pismenosti v visokem šolstvu . (K. Stopar, M. 

Kotar, Z. Pejova, & N. Knap, Trans.) Ljubljana: Zveza bibliotekarskih društev 

Slovenije. Retrieved on 15 January 2017 from  

http://www.old.zbds-zveza.si/dokumenti/merila-in-kazalci-informacijske-

pismenosti-v-visokem-solstvu.pdf 

Nichols, T., & Smith, T. J. (2015). Understanding the Millennial Generation. 

Journal of Business Diversity, 15(1), 39-46. 

Palfrey, J., & Gasser, U. (2008). Born Digital: Understanding the First 

Generation of Digital Natives. New York: Basic Books. 

Rouse, M. (2014). Millennials (Generation Y). Retrieved on 15 January 2017 

from https://whatis.techtarget.com/definition/millennials-millennial-generation 

What is an Authoring Tool?. Retrieved on 22 June 2018 from  

https://blog.gutenberg-technology.com/en/authoring-tools 

 

Author 

BRATINA, Tomaž, Ph.D., is an assistant professor at the Faculty of Education 

of University in Maribor. The areas of his activities are ICT in education, 

preparation, and distribution of Multimedia learning materials and methodology 

of pedagogical research. 

Contact: tomaz.bratina@um.si 

 

PDF-Muster LIT Verlag 08/10/19



   51 

THE CONTEXT AND CHALLENGES OF THE PRESCHOOL 

TEACHERS´ PROFESSIONAL DEVELOPMENT:  

A QUALITATIVE ANALYSIS 

 

Renata ČEPIĆ
1
 & Vanessa ŠĆULAC

2
 

University of Rijeka, Croatia
1
 

Preschool Rijeka, Croatia
2
 

 

This study aims to gain a deeper understanding of preschool 

teachers’ professional development. Using the method of the 

educational biography, the specific goals referred to gaining 

insight into the educational perceptions of the key events, 

incentives, and obstacles during professional development, the 

positioning, and experience of their roles, responsibilities, and 

functions, and the vision of the future of the preschool teaching 

profession. In the research that included 13 female preschool 

teachers, we used drawing, storytelling, and open-ended questions, 

which the participants answered in writing. The application of the 

visual and narrative approach proved an effective qualitative tool 

for enriching our understanding of how preschool teachers 

experience their professional development. It can be concluded that 

the educational biography enables preschool teachers to 

understand their professional paths better and design their 

development plans. 

  

Key words: preschool teacher, professional development, 

qualitative research, method of the educational 

biography 
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1  Introduction 

In more recent times, there has been a growing understanding of 

the need for a more holistic approach to the professional 

development of teachers. Researchers from a wide range of 

disciplines emphasize the importance of qualitative research in 

providing holistic insights into critical and supporting events during 

their professional development, which are often overlooked or 

remain uncovered by traditional empirical research. For over 

twenty years, educational research has seen an increase in 

narratives, storytelling, autobiographical writing, educational 

biography as both a method in and an object of inquiry in teacher 

education. Narrative inquiry and reflection help teachers to 

construct new meanings and enable them to articulate what they 

already know and believe about education, as well as to make 

connections between their personal and professional lives 

(Clandinin, 2006; Craig, 2011; Kitchen, Ciuffetelli Parker, & 

Pushor, 2011; Munro Hendry, Mitchell, & Eaton, 2018). What also 

makes narrative inquiry appealing to research (when compared 

with some other more traditional research methods) is “its capacity 

to deal with the question of human centeredness and complexity in 

a holistic and sensitive manner” (Webster, & Mertova, 2007, p. 

24). By applying the method of the educational biography, the 

course of a person’s development becomes visible as well as the 

individual and future goals, thus making it easier to shape and plan 

further course of action and the desired outcomes; a broader 

context and complexity of action or process of individual 

development is recognized. 

However, in the field of early and preschool education, there is still 

an absence of research when it comes to the study of preschool 

teachers’ professional development and identity through narrative 

research, including the method of the educational biography (Court, 

Merav, & Ornan, 2009; Tatalović Vorkapić, Vujičić, & Čepić 

2014; de Lima, Vaz Rebelo, & Barreira, 2014, Merill, & West, 

2009). The method of the educational biography applied in this 
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empirical study was found to be the most appropriate for exploring 

in greater detail and more thoroughly specific issues concerning the 

preschool teachers’ professional development.  

 

2 Purpose, objective and research questions 

The purpose of this research is to contribute to a better 

understanding of preschool teachers’ professional development. 

The main objective is to contribute to a clearer understanding of 

how preschool teachers experience the context and challenges in 

their professional development by applying the method of the 

educational biography. In this regard, we set the following research 

questions: 1) gain a more in-depth insight into the preschool 

teachers’ perceptions of the key events during their professional 

development, 2) explore how they position and experience their 

role, responsibilities, and functions, 3) consider which significant 

incentives and obstacles they encounter during the process of 

professional development, and 4) uncover their visions, i.e., views 

on the future of their profession. 

 

3 Methodology 

In this paper, the applied methodology is based on a qualitative 

research design. The method of the educational biography was 

used, which is relatively rare in educational research, especially in 

the context of the professional development of preschool teachers. 

Thirteen preschool teachers were involved in the research, out of 

which 11 oversee some form of professional training or reflective 

preschool groups. The age of the preschool teachers ranged 

between 29 and 60 years, with the average age being 39 years. All 

participants completed undergraduate (professional or university) 

Early and Preschool Education studies, while three preschool 

teachers completed graduate studies and gained a Master’s degree 

in Early and Preschool Education. Two out of 13 preschool 

teachers have acquired the title of a mentor.  

Data collection took place during a single workshop, which was the 

last workshop within the cycle of six workshops (three theoretical, 
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two reflective, and one workshop as part of the research conducted) 

aimed at strengthening the knowledge of preschool teacher-leaders 

on managing learning communities, reflective groups, or others 

forms of preschool teachers’ professional development. 

The applied method of the educational biography consisted of two 

parts. The first part of the workshop included the drawing of the 

river of professional development and telling the story of one’s 

educational path. In this research, the drawing of the river of 

professional development (e.g., Javornik Krečič, 2007) was used as 

a visual narrative method to help the participants to share their 

educational stories and encourage their reflexivity as well as to 

connect with the researcher. The participants presented their 

professional development as a river with bends and inflows that 

represent significant external and internal events and changes along 

their professional path. The integration of drawing and narration 

proved to be an effective qualitative tool for enriching our 

understanding of how preschool teachers understand and 

experience their professional development. As Mannay (2016, p. 1) 

highlights, visual research methods have the potential to evoke 

emphatic understanding of the ways in which other people 

experience their worlds.  

In the second part of the workshop, i.e., research, the participants 

provided answers to open-ended questions in writing. We focused 

on specific questions within the four out of the six major areas or 

thematic units. These are: a) Perceptions of the key events during 

the professional development (a combination of drawing the river 

of professional development and stories about the professional 

path), b) Roles, responsibilities, and functions (Can you describe a 

typical working day? What are the areas of your work? Which of 

these roles is the most time consuming and requires the most 

engagement? c) Incentives and obstacles in the process of 

preschool teachers’ professional development (To which extent 

does your work environment and organization in the preschool 

impact your work? Are you actively involved in different forms of 
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training for the improvement of your professional competencies? 

What motivates or prevents you from it?) d) Vision: a look into the 

future of the preschool teaching profession (What changes do you 

consider necessary in your work? What are your desires, plans, and 

hopes for the future?) 

The participants gave verbal consent to video and voice recordings. 

Participation was voluntary, and the participants had the 

opportunity to withdraw from the research at any time. Identity and 

anonymity protection was ensured by using a code to conduct 

research and data analysis. The collected data were processed 

through qualitative analysis that included the editing of empirical 

material, the determination of the coding units, open coding, 

selection and definition of relevant terms and categories, and 

analysis of their meaning. 

 

4 Results and discussion 

In this paper, we focused on the specific questions discussed in the 

previous chapter.  

4.1 Perceptions of key events during professional development  

We explored the first research question using the drawings of the 

river of professional development that enabled us to visually trace 

the course of development and all the challenges faced by the 

preschool teachers on their professional path. By analyzing the 

stories told with the help of the river of professional development, 

we noticed a more frequent occurrence of certain events, which 

indicated their greater importance for the professional development 

of preschool teachers. Figure 1 shows the preschool teachers’ 

perceptions about the key events during their professional 

development. Research participants consider formal education and 

training in all its forms as key influences/events that have 

determined the direction of developing their identity and action: ... 

I found myself at the university and felt internally motivated. 
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(Participant 1)... My river begins with an unsuccessful attempt to 

enroll in Psychology, so I ended up enrolling in Early and 

Preschool Education, where I realized I belong. (Participant 9). 

Obstacles and challenges in life, such as unemployment, 

volunteering with an autistic child, the inability to find an 

internship with the desired preschool teacher are just some of the 

factors that the preschool teachers reported as significant events 

and influences on their personal and professional growth and 

development. The first job and its changes and challenges affected 

their development: ... Finding employment and further exposure to 

professionals, professional training, and new experiences have 

positively affected me and the course of my development. 

(Participant 3). ... I went to college that contained a lot of 

knowledge that was trapped inside a mountain. When I started 

working, everything flowed out like a waterfall and spilled into a 

lake (Participant 4). 

The influence of experts (colleagues, team of experts, mentors) and 

internships are of great importance for the creation of one’s 

professional identity: ...I did a project with a colleague … and it 

also inspired a reflective group … (Participant 2) ... I did my 

internship with a mentor, which was an incredible experience ... 

working with colleagues that have a wide range of experiences, 

knowledge, and work experience, mentoring in professional 

examinations, and my workshops... (Participant 9). 

Adding to the previously described events, the participants 

emphasized the role of the family and parenthood in providing new 

directions in their development: ... The most significant turning 

point in my life was the birth of my son. I changed my priorities 

and decided to enroll in Early and Preschool Education... 

(Participant 1). ... The professional path was intertwined with 

family turbulence. (Participant 6).  
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The complexity of educational work is reflected in a broad 

spectrum of activities and the diversity of approaches within the 

immediate work: ... I usually start my working day long before 

entering the group (direct work), usually by preparing the material, 

finishing up the incentives, collecting the materials for the 

activities, researching ... An activity begins upon arrival in the 

group, depending on the interest of the children. I listen, offer 

materials, encourage research and drawing conclusions... 

(Participant 5). 

 

 
Figure 1. Perceptions of the key events during professional development 

   (Numbers in brackets refer to the number of the participant who 

   mentioned the key event)  

 

Although the complexity of the educational work and the broad 

range of professional activities is reflected in different descriptions 

of typical working days, it is observable that the preschool teachers 

emphasize the importance of monitoring the children’s interests 

and needs as one of the crucial segments of their work. 
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4.2 Roles, responsibilities, and functions 

New professional roles of preschool teachers are intertwined in 

different domains of work. The preschool teachers emphasized the 

preparation of spatial-material conditions, direct work that requires 

follow-ups, documenting, planning incentives and activities, 

partnership with the parents and communication with the parents 

via Viber app, electronic mail, work in an enriched program that 

includes preparations that are time consuming, and overseeing 

reflective groups among the professional roles that are the most 

time consuming and require the most engagement. Different roles 

require a different approach and the amount of time spent, which 

depends on the individual interests and competencies of the 

preschool teacher. 

 

4.3 Incentives and obstacles in the process of preschool teachers’ 

professional development 

Numerous factors can provide the incentive or prove to be an 

obstacle in teachers’ professional development. Research 

participants point out that a stimulating environment, motivated co-

workers, and their potentials have a significant impact on their 

work: ... If the team is motivated, ready for teamwork, then I can 

grow and prosper, which makes me stronger and more content ... 

(Participant 2).  

The impact that the work environment and the organization in the 

preschool have is well illustrated by the following statements of 

one of the preschool teachers: … Huge! Work in a stimulating 

environment with colleagues who have many ideas, the will power, 

and so on encourage me to be more engaged. When I work in a 

negative environment, I come to work with ‘a cramp in my 

stomach’ and cannot fully devote myself to work, but am more 

concerned with social relations... (Participant 7). 
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Among the incentives in the process of professional development, 

preschool teachers especially emphasize internal motivation, 

different forms of training, and personal interest: ... It pushes me – 

the inner motivation for acquiring new knowledge and 

competencies. (Participant 7) ...reflections... I attend training that 

is offered at the city level (The River of Psychology/Rijeka 

psihologije, other preschools ...).  

Among the obstacles in the process of professional development, 

besides mentioning personal reasons (such as overlapping with 

other obligations, their lack of organization, finances ...), the 

preschool teachers warn of situations such as the limited number of 

participants and a limited offer: ... What sets me back is the limited 

number of participants, so I’m not always able to attend... 

(Participant 3) ... Then, an inadequate number of offered content 

prevents me from attending (those that I find interesting are often 

limited in the number of participants)... (Participant 5). 

In their opinion, essential personal competencies that preschool 

teachers should possess and develop are: ... Open-mindedness, 

flexibility, readiness to take on challenges. (Participant 1) ... 

Responsibility, consistency, perseverance, willingness to change. 

(Participant 3) ...Self-criticism, constant questioning of one’s work, 

reflection. (Participant 13) ... Motivation and love for the calling. 

(Participant 9). …Developing a partner relationship with external 

factors, parents, being a team player... (Participant 4)  

4.4 Vision: a look into the future of the preschool teaching 

profession 

Re-examination of one’s own beliefs, attitudes, reflective practice, 

and their alignment with new knowledge in the field of science and 

continuing professional development are the right path towards 

building a modern, quality institution that will support the well 

being and development of the child: …Every preschool teacher 

should be a professional, a reflective practitioner, should continue 
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to learn and refine, continually reflect on their actions, and raise 

the quality of their work... (Participant 1) ...Changes are necessary 

and inevitable, flexibility, equality... (Participant 2). 

Formal education, quality environment, and co-workers, continuing 

professional development and satisfaction are preschool teachers’ 

desires and plans for the future. They see their role in the openness 

and readiness to learn and exchange, support, connect, and 

collaborate.  

Preschool teachers stimulate the process of better understanding 

and development both their professionalism and professional 

identity using the articulation and examination of their values, 

beliefs, and attitudes, which even they often do not fully 

understand. 

 

5 Conclusions 

Applying the method of the educational biography is a very 

stimulating and enriching experience for personal and professional 

growth and development of a reflective preschool teacher. 

Regarding the existing practice of researching their professional 

development, this was one of the important and, for us, a new, 

different approach for gaining insight into the preschool teachers’ 

perceptions about professional development through their active 

participation and quality collaborative communication. 

We believe that this qualitative research approach allows us to 

understand the real impact on the professional development of 

preschool teachers, which could not be so reliably addressed 

through a quantitative approach. One of the advantages of applying 

the educational biography is that it enables preschool teachers to 

design better individual professional development plans that are 

more lifelike and more realistic in practice. Through the experience 

of applying the method of the educational biography during the 

workshop, we recognize the advantage of such an approach in 
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shaping the individual participatory plan of preschool teachers’ 

professional development. We also see a significant and specific 

contribution of such an approach in the development of reflective 

practice among preschool teachers, awareness of possible solutions, 

and raising their sensitivity to the various factors they face 

throughout their professional development. Preschool teachers 

highlighted the continuing professional development as a 

mandatory and unavoidable link in improving their practice and as 

a path towards changes needed for the development of quality 

preschools.  

This process of researching the perspectives and reflections of 

preschool teachers about their professional development is not 

completed but moves into a new cycle of research that opens up 

space not only for personal and professional development but also 

for the personal change of all research participants. 
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In the field of didactics of fine arts in modern higher education 

aims to develop among the student’s creative art abilities and 

understanding of visual art. Understanding the visual arts is 

closely related to its perception and reception, and thus with the 

development of art appreciation. In a qualitative empirical 

research study, we examined the efficacy of a method for 

developing art appreciation. The sample in the study consisted of 

master’s studies in elementary education (n = 51) at the Faculty of 

Education, University of Maribor. Students observed Jorge 

Rodriguez Gerada’s artistic work systematically, simultaneously 

recording their findings. The empirical study confirmed the 

adequacy of such an approach, since most of the students were able 

to experience, internalize and individually interpret the artistic 

work. 

  

Key words: higher education, art didactic, art appreciation, 

  experiencing visual artwork 

  

1  Introduction 

Contemporary art didactics strives to develop artistic appreciation 

where students encounter perceptions and receptions, i.e. 

evaluation and internalization of works of art. The development of 

art appreciation is based on the development of the subtle 

perception of the work of art. Students are also trained to see, 

understand and enjoy artwork. The process of reception of works of
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 art, as an element of appreciation, has a creative character (Duh, 

2004). It is subjectively conditional, it is individual and dynamic, 

since the recipients interpret the art work adequately with their 

performance. (Awe, 2001). One’s own perceptions are also linked 

with associations that in art classes are manifested as a self-

understood way of thinking, primarily because “as a component of 

creative artistic activity they immediately refer to subject visual art 

and to its receptive, productive, and reflective treatment “(Seumel, 

2001, p. 8). The goal of developing art appreciation is to have 

students recognize the complex associations that constitute visual 

artwork while studying exemplary works of art (Schütz, 2002). 

With this, students gain aesthetic experience that stimulates 

sensory, emotional and cognitive competences. At the same time, 

they recognize the processes of developing appreciation that will be 

used in their future pedagogical work. Students can respond to the 

same work of art in three ways: (1) response to the emotional level, 

(2) response to the associative level, and (3) response to the formal 

intellectual level. These three types of responses swing and change, 

depending on the observer and the artwork. (Duh & Zupančič, 

2013). Observing and accepting works of art, and thus, developing 

artistic appreciation, goes through several phases. Paganay (1993) 

has determined four phases: (1) the perception of artwork with all 

senses (2) the release of emotions (3) the transformation of images 

into speech according to the impression left by the painting on the 

student and (4) activity. A group of authors (Ishizaki, Wang and 

Parsons, 2008) emphasize six fields in art appreciation: (1) 

Association (2) Observation (3) Impression (4) Analysis (5) 

Interpretation and (6) Judgment. Another group of authors 

(Anderson 1988; Clark 1960; Feldman 1987; and Mahon Jones 

1986; as summarized in Arts Education 1996) describe seven steps 

or phases: (1) preparation, (2) first impression, (3) description, (4) 

analysis, (5) interpretation, (6) background information (7) 

informed judgement These seven were the basis for planning and 

carrying out our research. 
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2 Methods 

The purpose of the qualitative empirical research was to verify the 

efficacy of methods for representing visual artwork to students in 

educational study programs in Maribor.  

The aim of the research was to present a way of evaluating works 

of art which can provide high-quality information for future 

teachers. Students learn about the process of presentation, which 

leads from the perception of the artwork to its reception and 

internalization.  

In the empirical study we posed specific explicative research 

question, which was as follows: Will be by students a difference 

between the first impression and the final opinion on the art (RQ)  

We applied case study methodology in the qualitative empirical 

research, for which an interpretive paradigm is characteristic.  

The relevant purposive sample for the study consisted of master’s 

students (n = 51, 47 females (92.2 %) and 4 males (7.8 %).) in 

elementary education at the Faculty of Education, University of 

Maribor. We conducted the survey on the 15
th 

of November, 2018.  

The research instruments consisted of a presentation (Microsoft 

PowerPoint) and an observation protocol (A4 sheet with personal 

data (field of study, gender, study year, date) and instructions and 

reference points for descriptions). The presentation includes 71 

slides with photographs of Jorge Rodriguez Gerade’s artwork and 

basic information about the artist and his work. A similar 

instrument has proved to be appropriate in some previous research 

(Duh, 2013, 2014, and 2016). The screenshots are followed at a 

time frequency of 3 seconds. The display of screen images with 

written information is longer so that the participants in the survey 

can read the information provided. After stages (2, 3, 4, 5 and 7), 

participants have enough time to write their thoughts into 

observational protocols.  
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3 Course of the research 

We used an idiographic approach where we monitored the 

development of individual elements of the study situation. 

(Vogrinc, 2008). The research was carried out in seven stages, 

during which the students were systematically provided with in-

depth information about the artist J. R. Gerada and his work, and 

acquired a broader insight into his artistic production. As an 

independent technique of data gathering, analysis of documents, 

which is non-intrusive and non-reactive, was selected for the 

research. The documents are observation sheets, completed by the 

students in the individual phases of the research.  

(1) Preparation: In the phase of preparation for watching the 

artwork, the students were acquainted with basic information about 

the course of observing the work of art, the observational protocols 

were distributed, and it was pointed out that observation is a 

process of exploration. (2) First impression: The students 

systematically obtained information about the art work of Jorge 

Rodriguez Gerade. They learned that they will see the artwork that 

was created in Ljubljana on the facade of the Šiška municipality in 

October 2009. It was followed by a short film showing the artist at 

work, and 9 screen images with photos taken on 13
th

 of October, 

2009, in a spacing of 3 seconds. In the last screen image, students 

learned that an internationally renowned American artist Jorge 

Rodriguez Gerada draws a charcoal to the wall (of the building) of 

the administrative unit Šiška, an almost 16 meters high portrait of 

the girl from Ljubljana, named Tina. (3) Description: When all the 

students had finished their written responses, the process of 

exploring and thorough observation of the work of art continued. 

There were 7 screen images with 12 photographs taken on 21
th

 of 

November, 2009. They learnt about the way the artist works. the 

date of the portrait on the building of the Šiška municipality is third 

of February, 2010, along with an invitation to the students to write 

a short description of the work of art. 

PDF-Muster LIT Verlag 08/10/19



  MONITORING THE DEVELOPMENT OF ART APPRECIATION 67 

(4) Analysis: According to the record, the photographs of the 

artwork were shot over a longer period of time between 3. 

February, 2010 and 8. September, 2010. Students learn that even 

before coming to Ljubljana, the artist decided to draw a Ljubljana 

woman, aged between 20 to 30 years. The following is a call to try 

to analyse the work of art. (5) Interpretation: In the further 

research process, students become some facts and newer 

photographs of the artwork. The last photo was taken the day 

before the survey. At this stage, the students learn that the portrait 

is 16 meters long and 7 meters wide and that it has taken five days 

to draw. The artist spent about 300 pieces of charcoal. With the 

question: “What do you think about this art work?”, the students 

were invited to interpret the work of art. (6) Background 

Information: The exploration process continues, and the students 

are provided with more information about the artist and his work. 

They learn that Gerada’s project has at least two noteworthy 

connotations: The first is the artistic quality of making this huge 

drawing, the other is the use of charcoal as a drawing material. The 

charcoal itself is unstable, it will rinse out of the facade with time. 

Thus, the work of art will change until it completely disappears. 

The students then saw some other photographs of the artist’s 

project and two short films (24 and 58 seconds) that depict his 

work. Three screen images followed with a presentation of artist’s 

major projects and a slightly longer film (7:30 min) of the creation 

in the Identity project of 2004, which perfectly interpreters the 

artist’s artistic credo. (7) Informed judgement: Writing the final 

opinion followed. The students were invited to briefly record their 

opinion of the work of art that J. R. Gerada created in Ljubljana. 

For interpretation we analysed students’ records and searched for 

the message from the perspective of the author in the framework of 

objective hermeneutics. (Peez, 2006). We examined all four criteria 

for determining the quality of documents, such as: authenticity, 

creation of a document, message and comprehensibility. We found 

that our written materials fully meet the requirements. In a 
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qualitative research, we followed ethics in all its aspects, namely: 

the voluntary participation in the survey, information on the 

research, the protection of the identity of the individual, 

confidentiality and privacy, and respect for the truth. 

Figure 1.  Jorge Rodriguez Gerada’s drawing (A, taken on 21 November 2019; 

  B, taken on 02 June 2014 and C taken on 12 November 2018) 

 

4 Results and interpretation 

All participants in the survey saw the work of art for the first time. 

The students recorded their feelings in observational protocols. The 

data on the art were presented to them gradually in individual 

phases, where they were systematically learning more and more 

facts. Their feelings and insights were recorded after the 2, 3, 4, 5 

and 7 stage of the presentation. First, we analysed student first A’s 

impressions, after viewing a short video and the first set of screen 

images:  
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(2) First of all, I wonder why the artist chose to depict this girl. The 

work is very interesting because of its size, the way it is depicted, 

and because it is depicted on the building 

The student responded to the intellectual level because she thinks 

the artwork is interesting only because of the size. The purpose of 

the artwork, the communication layer, was not recognized. After 

viewing the next set of presentations she wrote:  

(3) The face of a woman is probably depicted, probably younger 

(20-30 years), the look is directed at the side, has a slight smile. 

The artist portrayed it with soft lines. She looks nice and pleasant.  

The student attracted the face of the portrait and the manner of 

visual representation. The student dedicates to the iconological and 

technological layers of the artwork. After the presentation of some 

newer photographs and new data the student wrote:  

(4) With soft lines, the impression is tender, soft, and because of the 

facial mimic the girl looks very pleasant. I am most attracted to her 

eyes. I find the work of art a quality, because the method of 

depiction must be very demanding given the proportionality of the 

face. It is also interesting that he portrayed the “stranger”.  

The student is still mainly focused on the iconological and 

technological layers of the artwork, as it is attracted by the size and 

realistic depiction of “strangers”. Some newer photos were shown 

and some more information about the artwork was presented. 

(5) The work of art represents Ljubljana. I assume that the artist 

believes that people represent the city - what people are like and 

what the city is like. The artist used charcoal for drawing, which 

we know is not persistent. I assume that he wanted to emphasize the 

transience. 
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According to some new information about the art, the student 

focuses more on the message, that is, the communication layer of 

the artwork. At the associative level, the portrait denotes the 

visualization of the city. It also recognizes the reasons for selecting 

the technique as it determines its impermanence. After the last 

presentation, the student wrote the final opinion.  

(7) Feelings are different, as I know more about this piece of art or 

the entire background of the creation of portraits. The idea seems 

very interesting to me. The artist made a great impression on me. 

In the systematic acquisition of information about the art, the 

student gradually moved from marginal impressions to the essence 

of the artwork. The original engagement with the size of the 

drawing and its details has gone to deal with the essence, which is 

the answer to general descriptive research questions. According to 

the specific explicative research question (RQ), we find that the 

student has internalized the artwork. The initial response at the 

intellectual level has gradually shifted to response at an associative 

level. Finally, the student recognized a part of the message of the 

artwork, and in the final opinion, we see that the acceptance and 

internalization of the artwork is obvious.  

Below we analyse the impressions of student B, after the first 

presentation he wrote:  

(2) Very interesting work of art, mainly due to size. It is interesting 

that a girl from Slovenia was portrayed. 

The first impression of student B is rather general, since he only 

mentions the size of the drawing, and recognizes a Slovene girl in 

the portrait. The creative and communication layer at the first 

impression is not recognized. After viewing the third part of the 

presentation, student B wrote:  
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(3) The artist is a drawing citizen of Ljubljana. The portrait is very 

large and has been produced for a long time. It’s made with 

charcoal. 

Even after this step of presentation, the impression of student B is 

still quite general. In the portrait, which is very big, he recognizes a 

girl from Ljubljana. The creative and communication layer is still 

in the background, but in the record it touches the technological 

layer of work. After further examination of images, student B 

wrote:  

(4) The artificial is highly persistent with regard to the technique, 

although it is exposed to external weather conditions on a daily 

basis. The details of my work attract me the most, the hair started 

to fade, and the mouth and eyes stand out. This effect can be 

achieved by overlapping the portrait on several occasions with 

charcoal. 

If we analyse it in writing, we can understand that the student has 

labelled the technique as persistent, although this is not true. After 

viewing this set of images, the technological layers of art work and 

the method of artistic interpretation are more devoted. The student 

does not recognize the creative and communication layers of the 

artwork. After presenting additional information on the art and 

showing some newer photographs, student B interpreted the 

artwork in the following way:  

(5) Perhaps he wants to communicate with work that the glimpses 

and smile in life are the most important, regardless of what 

happens or what fades us. The theme of the work of art could be 

acceptance of a difference. She can talk about how the girl got sick 

and lost her hair, but she was still positive and open to people. He 

created the work to give people thought of themselves and others. 

After this part of the presentation, the student devotes more 

attention to the message of visual art, which is why the 
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communication layer of the artistic work is at the forefront. The 

student recognizes the fading of the drawing as a sign of illness. At 

the associative level, the slow disappearance of hair on the drawing 

of the girl with an experience of a disease that was probably present 

in his environment. After obtaining the conclusions about Geradi 

and his work, student B wrote his final opinion.  

(7) Feelings are different. According to the initial opinion, I am 

much more enthusiastic. I am particularly interested in the fact that 

certain parts have faded before. I’m definitely thinking about the 

art, because I like how impermanence is shown. 

The student’s opinion has changed since, according to the initial 

response, the student recognized the deeper meaning of the 

drawing. A specific explicative research question was whether 

there is a change between the first impression and the final opinion 

on the artwork. We find that this has changed in a positive 

direction. The original response to the emotional level has moved 

to respond at an associative level. This refers to the associations 

that were given to the student while observing and learning about 

the work of art. In view of the recognized impermanence we can 

find that the student observes, detects, accepts and internalizes the 

work of art. We can also conclude that he also knew how to 

conceive his feelings. 

Similar changes were also observed in several students. From the 

final opinions of the majority, it follows that the work of art has 

convinced them that they have experienced it and have established 

a positive attitude to it. In only one case, one girl showed a 

negative attitude towards the presented work. 

 

5 Conclusion 

This study has established that the gradual acquisition of data on 

the artwork has heightened students’ motivation. The students also 

knew how to put into writing their established positive attitudes 
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towards the artwork. Stout (1993) points out that artistic writing is 

one of the most powerful ways of strengthening critical responses 

to art and developing personal abilities in art education. Writing is 

an important link between language and visual images. Results 

similar to those in this study were also obtained in research using 

similar instruments (Duh, 2013, 2014, 2016). In that study, too, the 

students accepted the visual artwork to which they were exposed 

and could verbalise their feelings appropriately. The purpose of our 

empirical research study was to verify the effectiveness of 

presentation of artwork to students. The way of presenting the 

artwork that was examined in our empirical study proved to be 

appropriate, because the vast majority of students achieved the 

purpose and recorded a positive response. At the same time, 

students learned about the way in which they can develop a quality 

appreciation in their future pedagogical work. 

 

References 

Arts Education (1996). A Bibliography for the Secondary Level. Instructional 

Resources Unit; Curriculum and Instruction Branch; Saskatchewan Education 

(Up-2). / oline / Retrieved on 6 July 2011 from 

http://www.sasked.gov.sk.ca/docs/artsed/visart102030/vavwaw.html 

Awe, B. (2001). Ambivalentes Assoziieren; am Beispiel von Sally Manns 

fotografischem Werk. Kunst + Unterricht, 253, 34-36. 

Bering, K. (2001). Kunstvermittlung im kulturellen Kontext. Bilderfluten und 

kultureller Horizont. Kunst + Unterricht, 253, 43-45.  

Duh, M. (2004). Vrednotenje kot didaktični problem pri likovni vzgoji. Maribor: 

Pedagoška fakulteta. 

Duh, M. (2013). Die Komunikationsebenen des Kunstwerkes in der Funktion der 

Entwicklung der Kunstbetrachtung. In V. Janikova, R. Seebauer (Ed.), Education 

and Languages in Europe - Bildung und sprachen in Europa (pp. 65-74). Zürich: 

LIT Verlag. 

Duh, M. (2014). Razvijanje likovne apreciacije s srednješolci. Pedagoška 

obzorja, 29(1), 60-75. 

Duh, M. (2016). Developing art appreciation in students of education from 

different European countries. The New Educational Review, 45(3), 113-123. 

PDF-Muster LIT Verlag 08/10/19



74  

Duh, M., & Zupančič T. (2013). Likovna apreciacija in metoda estetskega 

transferja. Revija za Elementarno izobraževanje, 6(4), 71-86. 

Shizaki, K., Wang, K., & Parsons, M. (2008) Learning about Appreciation 

Skills: Case Study of Two Teenagers, (CD-ROM) Congress proceedings of 32nd 

InSEA World Congress and Research Conference, Osaka, Japan. 

Paganay, D. (1993). Sich Bildern öffnen. Gedanken und Anregungen zur 

Bildbetrachtung in der Grundschule (Teil 2). München Grundschulmagazin, 1, 

43-45. 

Peez, G. (2006). Fotografien in pädagogischen Fallstudien. Sieben qualitativ-

empirische Analyseverfahren zur ästhetischen Bildung. München: Kopaed. 

Schütz, H. G. (2002). Kunst und Analyse der Betrachtung. Entwicklung und 

Gegenwart der Kunstrezeption zwischen Original und Medien. Hohengehren: 

Schneider Verlag. 

Seumel, I. (2001). Assoziative Rezeptionsverfahren. Kunst + Unterricht, 253, 4-

10. 

Stout, C. J. (1993). Writing for Critical Thinking in the Arts. Rohnert Park, CA: 

Sonoma State University. 

Vogrinc, J. (2008). Kvalitativno raziskovanje na pedagoškem področju. 

Ljubljana: PEF. 

Source of photographs (photo archive of the author). 

 

Author 

DUH, Matjaž has a PhD in Art Pedagogy and is a full professor of art pedagogy 

and a researcher at the Faculty of Education, University of Maribor, Slovenia.  

Contact: matjaz.duh@um.si 

 

 

PDF-Muster LIT Verlag 08/10/19



   75 

EDUCATION FOR SUSTAINABLE DEVELOPMENT IN 

KINDERGARTENS - THE ROLE OF INITIAL EDUCATION 

AND PROFESSIONAL TRAINING OF PRESCHOOL 

EDUCATORS 

  

Jasmina HADELA 

University of Rijeka, Croatia 

  

The aim of this study was to get insight into defining the concept of 

sustainable development by preschool educators, the encounter 

with the terminology during the initial education, as well as their 

opinion on the possibilities and desires for professional training 

regarding the sustainable development issues. For this purpose, a 

qualitative research was conducted, and as data collection 

strategy, a standardized interview with open type questions was 

used. The results indicate that educators, although claiming to be 

familiar with the concept of sustainable development, most often 

relate only with its elements of ecological dimension. During their 

initial education, most of the educators had the opportunity to 

attend some of the courses regarding the topic, but also stated 

there are very few professional developments on the topic of 

sustainable development. 

  

Key words: concept of sustainable development; competences in 

education for sustainable development; education of 

preschool educators 

  

1  Introduction 

The concept of sustainability is very wide, and in modern times, for 

many still an insufficiently clear concept. Often, sustainable 

development is terminologically identified only with ecological 

projects and activities (Pejanović, 2014). However, sustainable 
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development is a much more complex concept and one of the key 

elements in formulating and implementing world-wide 

development policies (Pavić-Rogošić, 2010). It is important to 

emphasize that “the meaning and understanding of sustainable 

development depends primarily on the basics, values and interests 

of those who are considering it” (Roncevic and Rafajac, 2012, p. 

7). Starting from defining the concept of sustainable development, 

most commonly mentioned definition (Anđić, 2007; Cifrić, 2001; 

Herceg, 2013; Rončević, Ledić & Ćulum, 2008; Summers & 

Cutting, 2016) is by Our Common Future, Brundtlandine’s World 

Commission for Environment and Development, from the year 

1987. According to the report, sustainable development is “a 

development that meets the needs of the present without 

compromising the possibilities of future generations to meet their 

needs”. Sustainable development implies a lot of complex 

situations that stretch through the sociological, economic, political 

and ecological dimensions. Educational institutions play an 

important role in encouraging and building knowledge and skills, 

shaping awareness, values and actions of individuals related to 

sustainability, which are necessary to achieve goals essential for a 

sustainable future on Earth. Therefore, educational institutions 

should educate future educational workers in a way for them to 

understand sustainability better and help overcome the gap between 

theory and practice which will later play a key role in shaping 

future generations, taking actions related to sustainability, and 

taking responsibility for their actions (Keles, 2017). In order to 

consider the issues of the importance of education for sustainable 

development in kindergartens, it is necessary to get insight into the 

educator’s possibilities to acquire the necessary knowledge on the 

topic of sustainable development through initial education, as well 

as the opportunity for further professional improvement on this 

topic. Uzelac, Lepičnik-Vodopivec & Anđić (2014) state that 

education of educators for the mentioned topic is insufficient - on 

both the undergraduate and graduate level at Faculties in the 

Republic of Croatia; there can only be found a few common and 

PDF-Muster LIT Verlag 08/10/19



  EDUCATION FOR SUSTAINABLE DEVELOPMENT IN KINDERGARTENS 77 

elective courses regarding sustainable development. This statement 

is also confirmed by viewing the available websites on study 

programs for educators in the Republic of Croatia. It is evident that 

the educators of undergraduate studies have mandatory courses in 

this area at the Faculties in Zagreb (Childhood and Children’s 

Rights, Natural Sciences), Rijeka (Sustainable Development 

Pedagogy) and Pula (Basics of Ecology), while elective courses 

(eg. Child and Environment, Education for Sustainable 

Development; Ecological Education in kindergartens; Children, 

Environment and Sustainable Development) are possible to attend 

at almost all faculties, except in Pula. However, it is clear that some 

of the elective courses mentioned above refer only to one 

dimension of sustainable development, and if within these courses 

the approach is not interdisciplinary, it is possible that educators 

are not receiving the necessary information on other dimensions of 

sustainable development. The graduate level courses are mandatory 

for educators in Split (Education for the Sustainable Development) 

and Osijek (Sustainable Development Pedagogy), while Osijek also 

has a special module (Ecology and National Heritage) that students 

can choose. Elective courses are possible to attend in Zagreb, Split, 

Zadar and Osijek (eg. Child and Heritage; Ecology; Games in the 

Education for the Environment). Therefore, the entire educational 

process at all Faculties has been attempted to modify itself 

“through the introduction of new subjects and courses based on 

sustainability issues, but due to the traditional division of science 

and focus on individual subjects, students receive only partial 

knowledge, and therefore are not being able to gain insight into the 

wholeness of the events around them” (Denona Bogović & Čegar, 

2012, p. 237). The situation with the possibility of professional 

improvement is similar to the offer of courses at Faculties. The 

results of the research conducted by the Education Agency (2013, 

according to Kostović-Vranješ, 2016) reveal that there is a need for 

more professional training on sustainable development, as the 

participants state that during their initial education they have not 

gained enough competencies to promote sustainable development. 
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Considering that students in their path of education gain various 

skills and create their own attitudes, it is essential that through the 

educational system they develop a new culture of life that will be 

applied and transmitted to others. Since the youngest generations 

learn more easily, in this case, children of early and preschool age, 

the essential task of the current and future educators is to shape 

their attitudes, views, interests and habits, all with the goal of a 

sustainable future. Researches worldwide, but also on national 

level, have shown that current and future educators do not have 

sufficiently developed awareness of the issue of sustainable 

development. Therefore, such results point to the “inefficiency of 

existing curricula in the training of the young population for 

socially and ecologically responsible behavior” (Denona Bogović 

& Čegar, 2012, p. 237). Many foreign authors in their research also 

report results about the non-recognition of sustainable development 

topics among educators (Güler Yildiz et al., 2017; Haktanir et al., 

2010; Inoue, O’Gorman & Davis, 2016), indicating the need to 

raise awareness on the importance of implementing a program in 

education and training for sustainable development at all levels of 

education, as well as opportunities for further lifelong professional 

development of educators. Viewing the kindergarten as a learning 

community, it is necessary that, among other things, it has educated 

and competent educators for the implementation of education on 

sustainable development, who will, along with other adults and 

children get accustomed to, change, and build on the theories of 

sustainable development. Accordingly, the purpose of this study is 

to point out the role of quality education of educators in developing 

awareness of the importance and need of implementation of 

education for sustainable development in kindergartens by 

exploring their understanding of the very concept of sustainable 

development. 
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2  Method 

Considering the purpose of this study, the aim of the research was 

to gain insight into defining the concept of sustainable development 

by the educators, the encounter with the terminology during the 

initial education, as well as their opinion on the possibilities and 

desires for professional training in the form of themes on 

sustainable development. Considering the aim, these are the 

research issues regarding examination and analysis of: (i) 

definitions of sustainable development by the educators; (ii) the 

current professional development and the possibilities and desires 

of educators for continuous professional development on 

sustainable development; and (iii) the necessary competences in the 

field of sustainable development. 

The research was conducted from December 2018 to February 

2019, and as a data collection strategy, a standardized interview 

with open type issues was conducted. For such an interview, it is 

characterized that the exact way of asking questions is known in 

advance, and given that participants respond to the same questions, 

the advantage is that the ability to compare the answers increases 

(Cohen, Manion & Morrison, 2007). The sample consisted of ten 

educators (N = 10) from three different counties (Primorsko-

goranska, Zagreb City and Međimurje), average age of M = 36.1 

years, and average years of working experience M = 12.7 (Table 1). 

E-mails with participation inquiries were sent to the educators in a 

way that five e-mail addresses from the list (list of addresses in the 

private mail address book of the professional improvement 

researchers across different organizations) were randomly selected 

for each of these counties, and ultimately 10 participants agreed to 

participate. 
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Table 1. Descriptive characteristics of the respondents 

  f 

Sex Female 10 

Age 23-30 2 

31-39 4 

40-45 4 

Level of education VŠS 4 

VSS 6 

Work experience 

(years) 

0-5 2 

6-10 2 

11-15 2 

16-20 4 

County Primorsko – goranska 4 

Grad Zagreb 4 

Međimurska 2 

 

Interviews were conducted at agreed upon places with the 

respondents, on average for 20 to 25 minutes. All respondents were 

guaranteed anonymity and confidentiality of the information 

obtained. The conversations were recorded and later transcribed. In 

order to ensure content validity, the questions used in the interview 

were verified by experts in this area and were ultimately corrected 

according to the expert’s instructions. By the content analysis 

technique the responses were coded and classified into the 

following categories: definition of sustainable development; 

encounter with the themes of sustainable development during initial 

education and professional training; competences. 
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3 Results and discussion 

3.1 Defining sustainable development 

The first research issue was to examine and analyze the definitions 

of sustainable development by educators. The obtained data were 

coded and the frequencies of the obtained categorized responses are 

presented. When coding the response, eight categories were 

identified that are most commonly mentioned in the respondents 

definitions of sustainable development. Left side of the Table 2 

represents the identified categories, while the right side indicates 

the frequency of the given response in the definition of the 

respondent. 

Table 2. Categories and frequencies of the responses by educators in defining 

Sustainable development  

Categories Educators responses f 

 way of life  way of life for better tomorrow 3 

 development 
 social, ecological and economical 

development 
3 

 wide concept 
 care for the Planet development and 

survival 
8 

 ecological awareness 
 negative influence on the 

environment by the people 
3 

 the role of the 

individual person 
 dynamical process 1 

 reduction of negative 

impact  
 ecology area 5 

 responsible society  natural resources 3 

 behavior  reasonable relationship with nature 4 

  ecological awareness 1 

  the philosophy of social development 1 
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As visible in Table 2, respondents mostly identified sustainable 

development with ecological awareness, indicating the exceptional 

role of individuals and the change in behavior and attitudes towards 

the perception of the negative impact of people on the environment. 

One of the respondents stated that sustainable development implies 

taking care of the planet Earth as we know it today, as well as 

advancing life on it with survival and the protection of the living 

world and the overall environment (E1, 35yr), that we can associate 

with the opinion of the next respondent stating that it is something 

that should open people’s eyes, and point to the fact that people 

have a negative impact on the environment, nature, planet Earth 

(E2, 28yr). Although some respondents mentioned that sustainable 

development refers to the social, ecological and economic 

dimension, in specifying the answers, they relate it to the awareness 

of man and society about the importance of ecological awareness 

and reasonable relation to natural resources, because living in 

harmony with nature is indispensable for preserving the 

environment and the planet (E5, 40yr). Seven educators mention 

the need to change the behavior of people and society in their 

definitions, while three educators argue that the sustainable 

development is a way of life rooted in everyone. Educators 

different perspectives of sustainable development are also visible in 

the results obtained by other authors (Borić & Jindra, 2008; Güler 

Yildiz et al., 2017; Inoue, O’Gorman & Davis, 2016). Anyolo 

(2015), analyzing different definitions and approaches, concludes 

that sustainable development can be understood as a process of 

learning and teaching in which ecological and developmental 

concepts are explained, as well as where the ecological values and 

attitudes are explored through direct interaction with the 

environment, to create conditions that will empower individuals 

and groups to lead a more quality life and ensure the sustainability 

of the system in social, natural and economic surroundings. This 

concept of the definition can also be used in this paper, based on 

the educators’ definition of sustainable development. 
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3.2 Initial education and professional development of educators 

In the second research issue it was examined and analyzed whether 

respondents, during the various forms of education, encountered 

the concept of sustainable development and what were the desires 

and possibilities for professional development in the mentioned 

topics. 90 % of respondents claim that they have attended a course 

on sustainable development during their initial education. Some 

respondents (N = 3) attended the course Education for the 

Sustainable development and the course Sustainable development 

in the context of lifelong learning (N = 2) on a differentiated 

program, while other respondents (N = 4) indicated that during the 

undergraduate study they had one of the following courses: 

Pedagogical Ecology, Ecology, Natural Sciences. Six educators (N 

= 6) participated in professional trainings, and most of the methods 

were workshops, project presentations, environmental cleaning 

actions, humanitarian actions and lectures. The topics covered in 

the professional development were: Inclusion of children with 

special needs in educational institutions, Positive examples of 

waste sorting with children, project We eat responsible and 

workshop titled “Where each garbage goes”. These results can be 

correlated with the results of Borić & Jindra (2008) in which 

educators refer to projects in kindergarten and workshops as the 

most common form of professional development. However, 

attention needs to be paid to the awareness of the meaning of 

sustainable development, and it is therefore noted that the most 

commonly mentioned forms of improvement are those relating to 

the promotion of ecological activity and, in some cases, the 

activities of social character. Most educators have the desire for 

professional training (N = 8), but almost all (N = 9) state that there 

is no possibility to improve on this topic, that kindergartens and 

other organizations do not offer many opportunities for 

improvement in this area. Two educators express that they have no 

affinity for improvement in the field of sustainable development. 

One of the educators believes that ecological education is imposed 
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on their institution, and points out that it is unacceptable to sort 

waste within the facility, and at the end of the day everything goes 

to the same container (E9, 38yr). This information is worrying and 

certainly points to the need to raise awareness of the importance of 

classifying waste for the benefit of all people in the community. 

3.3 Educators competences for sustainable development 

The respondents’ opinion on the educators’ competences for 

education on sustainable development is similar in many segments, 

and it differs in evaluating what kind of competences should an 

educator have. Most of the respondents (N = 8) pointed out that it 

is necessary for the educator to have a very high understanding and 

knowledge of this concept to be able to work and implement it in 

their practice. This result is expected, given that Anđić (2017) 

obtained the results that educators estimate their competence in 

understanding and knowledge of certain areas of sustainable 

development as low, which requires the need for education and 

improvement in this area for understanding and implementation of 

sustainable development in practice. The next most frequent 

competency in the opinion of the respondent is that the educator 

should be a model (N = 7) , by showing how to accept and respect 

people regardless of religion, race, economic status and nationality 

(E6, 36yr) and to bring love and interest towards the environment 

and nature (E3, 29yr). A personal example is certainly the most 

important tool in the process of developing children’s sensitivity 

for sustainable development, argue Uzelac, Lepičnik-Vodopivec & 

Anđić (2014), and point out that educators should have a wide 

repertoire of core competencies. This wide range of competencies 

is also mentioned in this study, by the respondents emphasizing 

that the educator needs to have developed critical thinking, be 

initiative and entrepreneurial, have digital competences, good 

communication skills, developed empathy and readiness for 

teamwork. One respondent pointed out that educators, in order to 

implement sustainable development in their practice, should have 

completed education and have the required certification from this 
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area. However, there are only few cases where educators have the 

opportunity to educate and improve themselves in the domain of 

sustainable development, which “almost exclusively depends on 

the relevant agencies and their improvement programs (...) or on 

the institution in which they work” (Uzelac, Lepičnik-Vodopivec & 

Anđić, 2014, p. 23). 

 

4 Conclusion with future research directions 

It is well known that education has an important role in the process 

of change in society. With that in consideration, education for 

sustainable development aims to promote the education of 

solidarity, capable of creating a responsible attitude and 

obligations, to prepare citizens to make informed decisions with the 

aim of promoting cultural pluralism, social justice and sustainable 

development (Mathebula, 2018). According to the definitions of 

sustainable development by the educators, the ecological dimension 

of sustainable development is to a large extent emphasized, 

highlighting the relationship between man and nature, preserving 

natural resources and natural goods. Educators with higher 

qualifications, when defining, most often refer to ecology, 

environmental and nature protection, and state that they carry out 

many activities with children related to environmental protection, 

waste management in particular. Such a perception of sustainable 

development is logical in this case, given that the courses related to 

sustainable development at the undergraduate level of education 

were Ecology, Natural Sciences and Pedagogical Ecology. The 

worrying fact regarding this is that the educators who do not pursue 

the graduate level of education are unlikely to acquire the necessary 

knowledge for education on sustainable development, if they have 

not previously chosen an elective course with that topic, and if they 

do not have the possibility of professional training in this area. It is 

therefore necessary to provide a holistic approach to consider 

sustainable development throughout the years of study, through 

various courses that are mandatory both in undergraduate and 
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graduate level, in order to reduce the gap in the understanding of 

the very concept, but also to provide the opportunity for its 

implementation in practice in the kindergarten. Although highly 

educated educators state that they have taken a course that is 

closely related to sustainable development, it is noted that there is 

little knowledge of the implementation possibilities left in them. 

Therefore, it raises the question of the quality of curricula, which 

only theoretically consider such an important concept. This void in 

understanding sustainable development, educators often fill with 

professional training where they have the opportunity to acquire 

new knowledge, skills and ways of implementing various practical 

activities in their work from other practitioners or great scientists. 

While there are too few professional trainings in the field of 

sustainable development in Croatia (Kostović-Vranješ, 2016), it is 

evident that civil organizations often organize different meetings 

and presentations of good practice. However, it is emphasized that 

the workshops are mostly related to ecological awareness, which 

once more points to the development of only one of the dimensions 

of sustainable development. It is certainly crucial that educators are 

awakened and educated regarding the remaining dimensions, as the 

results show there are activities carried out in the kindergartens 

related to the economic and social dimension, but educators are not 

aware that those are also under the domain of sustainable 

development. Therefore, in order for an educator to carry out 

sustainable development activities at all, one has to have specific 

knowledge and understanding of the concept of sustainable 

development first. An educator who understands the connection 

between ecology (ecological dimension) with economic 

development (economic dimension) and also the well-being of all 

people (social dimension), can encourage children’s research 

activities on sustainable development, learning by doing, 

discussing, gaining experience and creating mutual conclusions. An 

educator, through his methods and way of thinking, becomes 

children’s learning model and can develop a responsible 

relationship with nature in children, but also develop the awareness 
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that environmental development has an impact on economic 

development, and the importance of involving parents and other 

adults in sustainability. The educator should be open to the 

appreciation of cultural-social differences as well as being able to 

reflect on their own actions and to change and improve them. For 

sustainable development, it is important to function within the 

community, ie in activities involving the narrower and broader 

community of kindergartens. The key to the implementation of 

sustainable development are certainly the higher education 

institutions because they are the ones responsible for the education 

programs that educate future educators. According to Denona 

Bogović & Čegar (2012), “if educators want to stimulate new life 

habits that will contribute to the sustainable coexistence of man and 

nature, they must take into account the needs of different vocations 

and the importance of sustainable development for their field of 

work” (p. 237). Progress initiators in society have always been and 

still are education and science, and in order to promote the 

regulations of education for sustainable development, the 

partnership of all interested participants, from the governing 

politics to non-governmental organizations, is indispensable. 

Although this research can not generalize the results on the 

educator population, steps are being taken to contemplate future 

research. For future research, it is recommended to involve a large 

number of respondents from different parts of the Republic of 

Croatia in order to gain a broader insight into the educators 

perceptions of education on sustainable development, as well as 

their practices and behaviors. The emphasis should definitely be 

placed on the importance of professional training, where relevant 

agencies should devote more attention to the organization of 

lifelong learning programs for the education on sustainable 

development for educators. 
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MULTIMODALITY AS A DIDACTIC PRINCIPLE IN 

LEARNING ABOUT PUBLIC SCULPTURES 

  

Jerneja HERZOG 

University of Maribor, Slovenia 

  

The sensitivity of observing aesthetic objects is not limited to works 

of art in galleries and reproductions of works of art used by the 

teacher in fine arts classes, but also in a wider, such as in local 

environment, where pupils also encounter public sculptures on a 

daily basis. Therefore, it is the task of the teachers of fine arts to 

approach the pupils in an appropriate way and to acquaint them 

with these artistic values. In the article, we present the results of a 

qualitative research, where, through the multimodal didactic 

principle, we learned about one of the most important monuments 

in the city of Maribor. Through multimodality, pupils, through the 

various communication channels, adopted the message and the 

artistic value of the mentioned public sculptures.  

  

Key words: multimodality, didactic principles, fine arts, public 

 sculptures 

  

1  Introduction 

In addition to other contents modern didactics of art education also 

include the field of modern fine arts, where an interdisciplinary 

approach is absolutely necessary, because the content of 

contemporary artistic practice is frequently linked to sociological, 

ethical, socially critical, etc. content. This is why accordingly 

learning methods or didactic principles must be selected 

appropriately. Goldstein and Benassi (2006) concluded that 

effective teaching in general is more closely associated with 

characteristics of the process dimension, such as strong
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interpersonal skills and openness. It is therefore important that 

teachers are aware of the significance of interweaving diverse 

learning methods and able to appropriately adapt the selection of 

the latter according to the content. Speaking about fine arts classes, 

where the education process is rather specific, the selection of 

methods and the interweaving thereof is certainly more demanding, 

requiring the teacher to be appropriately prepared. “The didactics 

of fine arts develop specific learning methods, i.e. systems and 

ways of work that take place solving artistic assignments, acquiring 

knowledge, skills and habits with the purpose to arrive at the goal 

the fastest. Specific learning methods of fine arts education are 

derived from the basic characteristics of the aesthetic phenomenon 

in the didactic processes. In art education classes teachers plan and 

apply methods of work that are appropriate for the attainment of 

particular objectives in the process of fine arts” (Duh, Zupančič, 

2013:73). the method of aesthetic transfer. is Also belonging to the 

category of teaching methods in fine arts is It will be presented 

separately, especially the components relating to “the specific 

temporal and content articulation of activities, learning methods 

and work forms, the ways of motivating and evaluating, the main 

emphasis being on the procedures of transferring aesthetic 

messages contained in the artworks to the recipient, i.e. the 

participant in the education process” (Zupančič, Duh, 2009: 13). 

The observation of aesthetic objects plays an important role, since 

pupils in artistic activities must acquire a technique of observation 

according to their direct visual quality. It is necessary to follow 

three levels, namely, perception - perceiving the artwork with all 

the senses and relaxing emotions, the reception - verbalization of 

images, and the reaction - productive action or response to the work 

of art (McClure, Tarr, Marmé Thompson & Eckhoff, 2017). It is 

worth mentioning that the method of aesthetic transfer is 

significantly based on the fact that “educational work in the art-

expressive area is necessary for taking care of the preservation of 

the inborn feeling for visual-artistic order and the development of 

the feeling for beauty acquired through education” (Duh, Zupančič, 
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2013: 73). The method of aesthetic transfer is most frequently 

applied through “reproduction and art-educational treatment not 

only to transmit factual information but also the aesthetic 

components contained in the artworks” (ibid.: 73). The teacher is 

the one who must take care “the presentation of the works of art is 

performed in the way the observation of the artwork leads to 

interaction between the onlooker (the child, the learner) and the 

artwork, where sensory stimuli directly relate to memory, 

experience, emotions and associations. Interaction, being personal 

and different from child to child, and adequate conditions must be 

established in the group for children to be able to express their 

personal opinions without constraints. Due to their own perspective 

and associations, each pupil’s opinions is different. In the process, 

their own view and perspective will also step up experiences in 

other pupils” (Duh, Zupančič, 2011: 49). The authors add pupils 

can respond to an artwork at the emotional, the associative, and at 

the formal intellectual levels. The three types of responses oscillate, 

however, and change depending on the onlooker and on the work 

of art. We could add here  

“it offers all stakeholders in early childhood visual arts 

education non-prescriptive principles open to diverse 

interpretation for a wide range of settings and clear 

philosophical and practical grounds on which educators from 

both early childhood education and art can develop art 

programming for young children” (McClaure, Tarr, Marmé 

Thompson and Eckhoff, 2017: 155). 

Let us now take a closer look at the components that constitute the 

method of aesthetic transfer, which at the same time was crucial for 

the performance of our research. The authors Duh and Zupančič 

(2011) say in the first step the awareness is important that children 

can only respond to a work of art if they have noticed it, the 

technique of observing the aesthetic objects according to their 

immediately visible qualities being extremely important in this.  
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Three stages must be followed, namely: Perception: perceiving the 

artwork with all the senses and release of feelings; 

 Reception: verbalising the visual images; 

 Reaction: action, productive response to the work of art (ibid.; 

2013). 

Below the content of each stage will be presented in more detail. 

Perception 

In the perception of artworks affectivity is promoted, which is an 

important component of appreciation. It is released in contact with 

the work of art as a product of each individual’s personal factors, 

leading from visual experience into visual thought. This is the way 

in which, while being engaged in dealing with works of art, 

learners interfere with the repertoire of their thinking abilities. 

“With intuitive thinking, which results from thinking related to 

immediate observation, six to eleven year old children get able to 

increasingly easily perform abstract mental operations also without 

immediate observation” (Uhlig, 2005, p. 63). There is a prevailing 

opinion that observation of a work of art is only reasonable if 

properly explained. When presenting works of art, e.g. in museums 

or via various media, or in the classroom, “the fundamental 

question is imminent about the combined effect of autonomous 

perception on the one side and of the provided explanatory 

information on the other” (Barth, 2000, p. 7). We believe that at a 

premature explanation of the content of the work of art the 

investigation potential that the latter offers has already been 

wasted. Investigation has been reduced to the impact of the 

transmitted knowledge referring to the work of art, and t it is 

limited to searching for correspondence between what has been 

heard and what has been seen. In this case the instruction and 

knowledge processing define what happens. Instead of a situation 

being created for discovery and observation that establish a 

different relationship to the work of art, appreciation is being 

guided by what has been told. In this way verbal fixation of our 
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approach to the painting occurs or victory of speech over sight 

(Didi Huberman, 1990). Similarly Rayment (2000) concludes in his 

research, where art teachers assessed individual goals of art 

education syllabi. They marked two of them, related to developing 

the attitude toward works of art, labelled as “developing 

understanding of a work of art” and “responding to evaluation of 

works of art” (pp. 167-168), as those that narrow down—not 

widen—the horizons, as theoretically—not practically—oriented, 

as too verbally conceptualised, as not extremely interesting, thus as 

rather redundant or at least needing radical change.  

Reception is “the creative process of actively receiving information 

and of processing it” (Uhlig, 2004, p. 4). It is an internal response 

to the work of art, a kind of reflection of what has been experienced 

and received, where both the cognitive and the affective component 

combine. Artistic mind, according to Butina (1997) is a special 

form of productive thinking, leads to an artistic experience that will 

represent the basis for artistic response. The process of receiving 

works of art as a part of appreciation abilities presupposes gradual 

inclusion of conscious and rational components without omitting 

emotional and spontaneous ones, as the process of artistic 

appreciation develops in the same way. Also the process of 

receiving works of art as a component of appreciation abilities has 

creative character (Duh, 2004). Reaction, which is the individual 

productive response to the work of art, represents the psycho-

motoric component of the method of aesthetic transfer. It is 

conditioned with the age of children and pupils, with their artistic 

knowledge and with the level of developed abilities and skills. It 

depends on the area of artistic creativity and on the selected artistic 

technique. At this final stage of the method of aesthetic transfer 

preschool- and school-teachers act in the way that is common in 

contemporary understanding of art-educational work.      
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2  Definition of research problem  

The purpose of the study was to examine the appropriateness of 

different methods in learning public sculptures as a didactic 

problem. the elements of the method of aesthetic transfer were 

followed. The method of aesthetic transfer comprises three stages, 

namely: perception, reception and reaction. The latter stage, 

reaction in the sense of practical execution was not directly 

implemented in the context of our research activities; the pupils 

performed this stage as part of the regular instruction in fine arts 

classes. 

2.1  Methods 

Practical research methods with case study were applied as an 

individual case was analysed in detail, systematically (Vogrinc, 

2008). With the case study the adequacy of individual didactic 

principles in the dealing of public statues will be monitored and 

analysed.  

2.2  Research sample 

21 students of the first grade of the primary school Osnovna šola 

bratov Polančičev Maribor participated.  

2.3  Measuring instruments and research questions 

For the acquisition of data observation protocols and photographs 

were used. The observation protocol that contained questions 

relating to analysis of individual didactic methods was shaped for 

the purpose of observing educational activities. In the research we 

set ourselves the general research question:  
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RQ 1: What is the appropriateness of didactic principles in getting 

       to know public statues? 

In this research we combined different didactic principles: 

conversation, conversation with association, observation, didactic 

games with objects.   

 

3  Results and interpretation 

In gallery environment the pupils first observed a replica of a 

National Liberation Movement (NLM) statue. As the statue has a 

specific form and as it stands in the centre of the city of Maribor 

the replica was covered with textile so the pupils did not 

immediately get information about the statue but focused on the 

shape, which they felt through the fabric. 

    
Figures 1 and 2. A student guiding a girl pupil and the replica of the NLM statue   

The pupils sat down in a circle in the middle of which there was the 

replica of the NLM statue. A student guided the conversation about 

experiences, knowing the statue, about any information the pupils 

might have had about the statue, when the replica had already been 

uncovered and the pupils knew already what statue they would talk 

about in the activity. Each of the pupils wished to share their own 

experience, an event that had happened in relation with the statue. 

The conversation with the pupils in this part was very useful, 
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because in this way they relaxed and established contact with the 

student more easily. It ought to be mentioned here how important it 

is that “children in the early childhood years need sensitive, 

responsive adults who support their development through visual art 

experiences” (McClaure, Tarr, Marmé Thompson, and Eckhoff, 

2017: 155). 

 

    
Figures 3 and 4. Pupils are sitting in circle; the student is illustrating the shape 

  of a drop using a dropping pipette 

We discussed the shape with the pupils, related it with their 

associations. Doing so we also illustrated the associations directly 

with objects. We also informed the pupils about the artist’s idea, 

how he shaped the statue. The shape of the statue emerged on the 

artist’s inspiration observing a drop bouncing from water surface, 

which was intended to symbolically represent the people resisting 

against the regime. The principle was likewise immediately 

demonstrated with the help of a dropping pipette and water, so the 

pupils were able to observe the experiment. 
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Figures 5 and 6. Observing the ground plan the pupils are being informed about 

the placement of the statue in the city, and in figure 6 

introduced to the sculptor Slavko Tihec 

The pupils were informed about the position of the statue via a 

tactile ground plan and we talked with them what buildings in the 

square surround it. The pupils thus got the task to remember the 

buildings via photographs attached to wooden boxes, which they 

were asked to arrange appropriately on the ground plan. Likewise 

the pupils were introduced to the visual appearance of the artist 

Slavko Tihec, in this way to get to know his portrait.  

      
Figures 7 and 8. The pupils are being informed about the weight of the statue via 

an illustration with scales and on the right side they are 

receiving instruction for looking for details on the statue in its 

immediate vicinity      

It is extremely important that getting to know objects pupils have 

as much information from diverse reception channels as possible at 

their disposal. Photographs of a sculptural object from various 

angles are absolutely indispensable for the pupils to get an adequate 

idea about the object. Pupils must also receive the basic 
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information such as the height, the width, and the weight of the 

statue. The latter information was illustrated to the pupils via 

playing – so many toy cars were put into the box on a scale as 

corresponds to the weight of the statue. With the toy cars children 

use to play the weight of the statue in reality was thus illustrated. 

After that activities were carried out in the immediate surroundings 

of the statue, thus observed, touching it, etc. Each pupil was 

assigned the task to find on the statue the detail from the photo 

distributed to them. In this way the pupils were trained to 

attentively observe and actively participate in getting to know the 

characteristics of a statue.  

      
Figures 9 and 10. Pupils investigating the details on the statue 

 

4 Conclusion 

In the study we have tackled an important segment in present-day 

didactics of fine arts, namely the verification of the didactic 

principles of learning about public sculptures. Research in this area 

is the most frequently carried out from the perspective of the 

surface and less frequently on works of art that represent the areas 

of sculpturing or architecture. We were therefore the more 

motivated by the problem; to test the appropriateness of didactic 

principles in this area, but primarily to present the multimodal 

principle of dealing with public sculptures in the classroom. In case 

PDF-Muster LIT Verlag 08/10/19



  MULTIMODALITY AS A DIDACTIC PRINCIPLE 101 

the education process is conceived in such a way that allows 

learners to get acquainted with aesthetic values of the artistic object 

through playing and in stages, the level of the child’s attention and 

activity is high. Such principle of work is also efficient from the 

point of view of motivation; it can serve teachers working in 

today’s time with children exposed to a great variety of 

“distractions”, because of which it is difficult to motivate them and 

establish a high level of concentration, as a highly rewarding 

didactic tool.  
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Rhythm is a phenomenon that is based on repetition and change, 

which we observe everywhere in visible and invisible nature. The 

rhythmic structure is built into life itself, repeating breaths and 

exhalations, heartbeats, steps, changings of day and night or 

seasons. This indicates that rhythm is always related to time. 

Rhythm provides security, because it is based on a pattern that is 

repeated or varied, rhythm is not inclined to improvising or 

coincidence. Rhythmic motifs appears in different arts, because we 

find it in repetition of the forms on the surface of painting or bodies 

in the space of sculptures, the patterns of windows, columns and 

ornaments in architecture, but we also know about the musical 

rhythms, dance rhythms and rhythms in poetry. Many artists, using 

compositional rhythmic syntagms, have built bridges between 

different arts (for instance, between painting and music). In visual 

education, the rhythm is very grateful for the creation of 

interdisciplinary links between different disciplinary languages, 

primarily by using rhythm as common grammar. This way, the 

transfer of learning can be achieved. By repeating the same 

concept in different school subjects, students can accelerate 

memory and understanding of learning content. However, in order 

to achieve transfer of learning, the transmitted term must exist in 

both areas between which the transfer occurs, the transfer must be 

reciprocal. 

  

Key words: art education, rhythm in different arts, transfer of 

   knowledge 
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1  Introduction 

Visual education can achieve various benefits for a child. Some 

skills are metacognitive; analytical observation, visual perception, 

creation of mental images, critical thinking and evaluation of own 

and someone else’s works, analysis of creative process, persistence, 

independence, self-confidence, risking, individuality, non-

conformism, and others (Winner, Hetland, Veenema, & Sheridan, 

2007). Other skills are psychomotor, for example hand dexterity. 

Finally, there is also a cognitive benefit; learning and use of terms 

that appear in theory of Visual Arts. Those are terms such as 

primary, secondary, and tertiary colors, complementary contrast, 

composition, domination, harmony and others. Pupils detect those 

terms in their own surrounding and in visual art works, and use 

them while creating their own works. “In order to enjoy in artistic 

forms, a child has to notice them first.” (Karlavaris, 1970, p. 8). 

Theoretical visual arts term can be an origin for a visual arts task. 

Terms are applied during task execution; intertwining of theoretical 

and practical work while teaching Visual Arts is the foundation for 

problem-based teaching. With didactical treatment of basic 

principles in all arts we ask questions about foundations of arts’ 

phenomenon - about meta-art, which wants to penetrate the very 

essence of art (Belić, 1997, p. 11).” Discovery of works of art that 

contain common terms such as rhythm on plane, rhythm in space, 

and rhythm in time, can be teacher’s useful inspiration for 

assigning tasks to pupils, and such works of arts are desirable for 

analysis of terms and presenting them to pupils. Also, rhythm as a 

term is very convenient for achieving transfer of learning. from one 

mastered activity to new one, still not mastered (Salamon & 

Perkins, 1989). In that way it is possible to connect knowledge and 

skills from various areas and creation of so-called network thinking, 

i.e. overflow from one area to another (Sicherl – Kafol, 2008). 

Boundaries between different disciplines are erased; 

interdisciplinary worldview is created in which information is in 

the complex way reflected in disciplines, just like in a kaleidoscope 

(Choi & Pak, 2006). In this way learning is being accelerated, 
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because pupils in the same class learn terms from several school 

subjects (Huzjak, 2009).  

 

2 Rhythm in arts  

Rhythm is one of such terms. Rhythm is a regular repeated pattern 

of certain elements. In the rhythm we recognize a rule, a certain 

pattern that adjusts mutual relations between those elements. 

Rhythm is an appearance based on repetition and alteration, which 

can be noticed everywhere in visible and invisible nature. 

Rhythmical structure is built in in the life itself, through repetition 

of breathing in and breathing out, heartbeats, steps, changes of days 

and nights or seasons. We can find it on a surface, in sound, 

movement and time. Rhythm offers safety because it is built on 

varying or repeating pattern, rhythm is not prone to improvising or 

coincidence.  

Rhythm is a term that can be used to connect various areas, because 

it appears in visual arts, in music, in dance, in literature, comics and 

film. Let’s take a look at few examples: 

In painting, we can see rhythm in works of painters belonging to 

artistic movement called futurism. Painters of this movement 

multiplied characters on their paintings, thus creating impression of 

movement and time on a flat surface. Giacomo Balla’s picture 

(Figure 1) presents a running girl. Girl has been painted by 

rhythmic repetition of body with a side shift, similar to an animated 

movie. Second painting is an abstract one, but it also creates effect 

of movement. Picture Vega III (Figure 2) contains black and white 

squares which vary in size and create an illusion of pulsation.  
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Figure 1. Giacomo Balla: Girl Running on a Balcony, 1912 

Figure 2. Victor Vasarely: Vega III, 1957 

Some painters have used rhythmical composing of surfaces in order 

to visualize music. Such paintings are abstract because they 

represent structure of music, as is connecting of musical 

composition and paintings’ composition. Painters Albers and 

Mondrian (Figures 3 and 4) connected musical and painter’s 

rhythms. Rhythm in music refers to length of tones and pauses 

between them. Albers presents a musical form of fugue, which is 

based on variations. Painting contains vertical and horizontal 

rhythms of lines of various lengths, and elongation of format 

suggests horizontal reading of picture by looking from left to right, 

such as music is listened to in time which lasts. Mondrian also uses 

vertical and horizontal rhythms of rectangles, of primary colors and 

different sizes. Name of his painting includes Broadway, street in 

which various famous theatres with musicals are situated, and 

Boogie Woogie, a type of music. Significant number of artists were 

involved in visualization of music, for example Paul Klee, Heinrich 

Neugeboren, Jakob Weder, Vasilij Kandinski, František Kupka, 

Robert Delaunay etc. Art school Bauhaus had a lot of artists 

interested in the idea of translation of musical structure into visual 

displays (Düchting, 2002).  
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Figure 3. Joseph Albers: Fugue, 1926   

Figure 4. Piet Mondrian: Broadway Boogie Woogie, 1942 

A lot of examples of use of rhythmical series can also be found in 

sculpting. Jensen (Figure 5) has used repetition of limbs, arms and 

legs, on his figures, in the same way as the artists of Futurism, with 

purpose of creation of effect of movement. Minimalist C. Andre 

has, on the other side, composed an abstract sculpture containing a-

b-a-b rhythm, an object in space which does not mimic shapes from 

the nature, but simply offers a structure furnished for viewing, to a 

viewer.  

         
Figure 5. Peter Jensen: Human Motions Animation: Jump 11, 2007 

Figure 6. Carl Andre: Lockblox, 1998 

These are interesting examples of rhythmical composing in public 

spaces. Buren (Figure 7) has placed 260 columns of various heights 

in a yard. Rhythm has been achieved with equal distance between 

columns, but it is also visible in black and white stripes painted on 

them. Rhythm of columns communicates with the rhythm of 
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columns and windows of architecture surrounding the yard. The 

sculpture of Eliasson (Figure 8) also connects rhythm in sculpting 

to the rhythm in architecture. Sculpture consists of two spiral 

staircases about 10 m high, connecting at the top. Staircase contains 

uniform rhythm in which stairs and voids between them alternate, 

and also includes rhythms of visitors climbing them. Endless loop 

suggests motion without purpose.  

      
Figure 7. Danel Buren: Buren’s columns, 1986   

Figure 8. Olafur Eliasson: Umschreibung, 2004 

An Installation in space by M. Creeda (Figure 9) consists of 13 pots 

with cacti, rhythmically placed in space in equal intervals i.e. 

distances. Size of cactus grows from the smallest to the biggest, 

wittingly reminding of growth, advancement or climbing the stairs. 

The photography presenting ballerina (Figure 10) was created with 

stroboscopic technique, which has enabled simultaneous marking 

of many various movements in a row again just like in the 

Futurism. This photography connects rhythmical movements in 

dance with typical series of shapes. Dancers’ movements interpret 

musical structure with tempo and rhythm, and photography 

interprets dance rhythm in time.  
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Figure 9.   Martin Creed: Work No. 960, 2011 

Figure 10. Gjon Mili: Multiple Exposure of Ballerina Alicia Alonso Executing a 

  Pas de Bourree, 1924 

Rhythm in time can be even better presented in the film. Since film 

is art lasting in time, it can present certain repetitions, exchange of 

frames and shapes. Rhythm in time can be enhanced by rhythmical 

music or noises. Editing procedure which is characteristic for film 

can be used in comic books, through rows and exchange of frames. 

In poetry rhythm is created as regular exchange of accents, length 

and height of syllables, long and short, accentuated and non-

accentuated, and by repetition and exchange of rhymes and meters. 

Sometimes, in literature repetition appear of the same words or 

phrases.  

 

3 Rhythm in visual arts education  

Examples of tasks (that will be) presented have been conducted in 

elementary school with pupils aged between 7 and 11, in the first, 

second, third and fourth grade. Term rhythm has been shown to 

pupils in nature, in the surrounding, and in examples of works of 

art. After that they were given an assignment in which, through 

rhythm, they had to present a certain motive with art material 

(collage paper, tempera, water color, etc.). At the end they have 

analyzed their works, and described differences, ways in which 

rhythm has been achieved, presented motifs, and materials used.  

First graders have learnt geometrical shapes in mathematics. 

Therefore, we have constructed an assignment which includes 

PDF-Muster LIT Verlag 08/10/19



110 Miroslav HUZJAK 

rhythmical repetition of geometrical shapes (Figure 10) in order to 

create a transfer of knowledge of those terms between arts and 

mathematics. Collage papers have overlapped. Only primary colors 

have been used. Rhythm has been achieved through alteration of 

shapes and colors.  

         
Figure 10. Geometrical shapes of primary colors, collage paper, 1st grade 

Third graders were watching photographs of folk costumes. They 

were finding ornaments and decorations created by rhythmical 

repetition of shapes on them. They have chosen one frame of 

costume and painted it with pastel on grey natron paper. They 

could have varied the seen ornament so that every pupil gets a 

different, individual painting with the rhythm of the shape.  

           
Figure 11. Ornament, folk costume detail, pastel, 3rd grade  

2nd graders have, aside from visual rhythm, learnt the auditory 

rhythm as well. They were alternatingly clapping their hands and 

stomping their feet, creating an a-b-a-b rhythm pattern. Search 
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pattern has been created with collage paper on the board, through 

alteration of two colors. They were creating, clapping and stomping 

and visualizing new patterns. They listen to the “March” by Sergei 

Prokofyev and discussed rhythm in music. They used tempera to 

paint a picture with their own rhythmical patterns of lines, surfaces 

and colors.  

    
Figure 12. Musical rhythm, tempera, 2nd grade  

5th graders observed and described a caterpillar. They noticed that 

her body consists of repeating segments, and then used collage 

paper to paint a caterpillar. They have combined cutting and tearing 

of paper and overlapping of surfaces for a creative rhythm.  

   
Figure 13. Caterpillar, collage paper, 5th grade  

To the third graders we were explaining basics of animated movies. 

The first and the last position is drawn, and then in between phases 

were drawn, they create movement. Pupils have drawn their hand 

in one position on the first part of the paper, and then in another 

position on the other part. In between those they have drawn 

rhythmical series of shapes through which the position of hand 

slowly changes. Phases were painted.  
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Figure 14. Hand in motion, felt pen, tempera, 3rd grade  

Third graders have observed a scarf with red stripes in various 

colors. Stripes swerved following the shape of a crumpled scarf. 

Series of stripes created variational rhythm. Pupils have used 

watercolor to paint the scarf, observing the swerving of lines and 

interchanging colors. 

       
Figure 15. Scarf, watercolor, 3rd grade  
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4 Conclusion  

Problem-based teaching enables pupils to meet visual Arts terms, to 

recognize them in works of Arts and to apply them on their own 

works. Wholesome development of a pupil has been achieved that 

way - cognitive, psychomotor and emotional. 
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In addition to promoting wholesome development, the Preschool 

Program focuses on the development of early literacy skills 

(phonological awareness, naming and recognizing letters, 

vocabulary, narration, interest and concept of the press). Play is a 

prevailing way to acquire the necessary competencies of children 

during the process of transition. The purpose of this study is to 

analyze useful types of games and resources. The study included 42 

students of the Faculty of Teacher Education in Rijeka. Based on 

the qualitative methodology, within the framework of the 

Linguistic-communicative integrated curriculum, it was found that 

most students independently develop incentives and use different 

types of games. Although the effects have shown expected results of 

using such games having, a positive effect on the development of 

early literacy skills and also on the overall well being of children, 

they are not equally directed at the development of all early 

literacy skills. 

 

Key words: child well-being, preschool curriculum, early literacy, 

  play, future preschool teachers 
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1 Introduction 

Readiness for school is a continuous process that lasts from the 

birth of the child. The specificity of the preparation for school is 

legalized in the Croatian educational system with the obligation to 

attend the preschool curriculum one year before starting elementary 

school (children born between 1 April and 31 March of the year of 

enrollment), or two years for special needs children. The 

curriculum is realized in two organizational forms. One implies that 

children are included in a regular full program and another, 

separated, for children who are not included in the regular program. 

However, both programs have a holistic approach to children’s 

development during the period of transition into adaptation. The 

goal of preschool is to ensure the optimal continuation of children’s 

development in the year before enrolling school and to ensure 

pedagogical continuity, which is in line with the definition of 

readiness for school as a continuous process and which has a 

positive effect on children’s efficient transition and adaptation in 

this sensitive period of their life (Rimm-Kaufman & Pianta, 2000). 

It is extremely important to enable children to acquire all those 

competencies during the transition and adaptation to ensure their 

highest level of psychological well-being (Tatalović Vorkapić, 

2019). 

The development of early literacy begins with the communication 

between a newborn child and other people in his environment and 

continues throughout childhood in all social situations and in all 

ways of communicating. It is a communication model of literacy 

that equally includes all four communication activities aimed at 

mutual understanding. Listening, speaking, reading, and writing 

influence the well being of the child, which is also one of the goals 

of the National Curriculum for Early Childhood and Preschool 

Education (2014), which regulates the initial part of the educational 

system of the Republic of Croatia. The importance of the 

development of early literacy, especially in the year preceding 

school attendance, was formalized in the form of the Preschool 
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curriculum as an integral part of the National Curriculum for 

Early Childhood and Preschool Education (2014). 

Access to educational work in preschools starts with the child’s 

appreciation of his natural motivation for learning, exploration, 

discovery, and understanding of letters and numbers. Emphasis is 

put on the development of positive motivation for reading and 

writing in a natural way and stimulating through play the 

development of areas related to the development of early literacy 

(Wildová & Kropáčková, 2015). 

In defining the notion of literacy or early literacy, a rather 

pluralistic tendency can be noticed that is characterized by 

variability and multiplicity. However, most consulted authors agree 

that early literacy implies the following skills: phonological 

awareness, naming and letter recognition, vocabulary, narration 

(narrative skills), interest in the printed word, the concept of the 

printed word. 

Phonological awareness is a complex phenomenon that requires 

metacognitive abilities to perceive and manipulate voice units 

(Sindik & Pavić, 2009; Blaži, Buzdum & Kozarić-Ciković, 2011; 

Pavliša & Lenček, 2011). While the developmental sequence is 

universal and flows from simpler (including larger units such as 

words) to more complex ones (less sound units, phonemes), the 

speed of phonological awareness is dependent on the characteristics 

of the language (About-Elsaad, 2015; Pavliša Ivšac & Lenček, 

2011). The first and simplest level of phonological awareness is the 

confusion that is manifested in the fragmentation of words from the 

offered recordings. Then, there is the recognition of rhymes, slogan 

analysis, rhyming production, phonemic fusion, and phonemic 

analysis (Pavliša & Lenček, 2011). 
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Naming and recognition of letters 

Naming and recognition of letters involves two processes. One 

refers to the names of each letter, and the second to the knowledge 

of sounds. Then, the child can understand the relationship between 

letters and sounds, that is, that a sound is a written letter (Apel & 

Masterson, 2004). The ability to recognize and name letters 

requires the knowledge of the link between the visual symbol 

(letters) and sound (Ivšac Pavliša & Lenček, 2011). 

Although in the Croatian language, the relationship sound: letter is 

almost always 1:1, this process can be demanding for a child 

because of the need for clear orientation of the letters such as p, b, 

and d. An environment filled with models of the written sound is 

important if this early literacy skill is to be mastered. 

Vocabulary 

The vocabulary richness implies the development of skills which 

will enable the children turn the words they understand (receptive 

vocabulary) into words they use (expressive vocabulary) because 

the scope of the vocabulary in preschool children is larger and 

richer than the scope of the expressive vocabulary (Peretić et al. 

2015). A spatial and material environment rich in interaction-

communication possibilities is important even for the development 

of this skill, because it is a lifelong process in which the receptive 

and expressive vocabulary is learned daily (Peretić et al., 2015). 

Speaking (narrative abilities) 

Expression or development of narrative abilities implies a range of 

different skills, such as describing an event and forming it into a 

meaningful whole using specific vocabulary, understanding 

causative relationships, expressing the idea by paying attention to 

the listeners, etc. (Peretić et al., 2015). 
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Interest in the printed word and the concept of a printed word 

Interest in the written text, i.e. word, in children is present from a 

very early age (Grginič, 2007). The concept of printed word 

implies contents that can be understood without reading. This is in 

fact an understanding of the direction of reading - from left to right, 

from top to bottom, understanding punctuation marks, recognizing 

the title of a picture book (Lenček & Užarević, 2016). As 

mentioned above, play is the core activity of a child that allows 

different aspects of child development, including early literacy. 

Due to the importance of play as well as the inability to clearly 

define play, this research focuses on a qualitative analysis of a case 

study in the context of preparing students, future preschool teachers 

for early and preschool care and education. 

 

2 Method 

Considering the importance of promoting the skills of early literacy 

through play, an exploratory case study was used as deeper analysis 

of games in the function of initiating early literacy (Cohen, Manion 

& Morrison, 2007). The basic aim of this study was to examine the 

types of games students create to stimulate early literacy 

development. The possibility of displaying and presenting the 

results of research included ethical principles and doubts in social 

research (Čorkalo Biruški, 2014). 

Students of the Faculty of Teacher Education, undergraduate 

university study of Early and Preschool Education, as part of the 

course Linguistic-Communicative Integrated Curriculum II in the 

Faculty exercise room carried out independent work for four school 

hours from March to June 2018. Year, 42 enrolled students were 

divided into educational groups throughout the academic year in 

order to better familiarize themselves with the children and thus 

provide incentives to respond to the children’s development needs 

and perceived interests. They were divided into five educational 
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groups, of which two groups comprised early-aged children and 

three groups of children between the ages of four and school age. 

Given that the previous studies have shown that students perceived 

their role during children’s play differently (Tatalović Vorkapić & 

Katić, 2015), students were also expected to apply different types 

of games in the function of developing early literacy in early and 

preschool age. 

The work of those students who have engaged in activities with 

early-aged children groups was omitted from this study. 

 

3 Results and discussion 

25 students who did independent work with children between the 

ages of four and school enrollment age planned and carried out a 

total of 96 games. 

Since the development of early literacy skills is linked to cognitive 

processes, the play of preschool children was analyzed with respect 

to the cognitive level of the game. From these levels, the following 

types of games can be distinguished: functional game, building and 

constructing games, symbolic games, and rules games (Starc et al., 

2004; Kamenov, 2006; Klarin, 2017). 

A functional game is a kind of game in which “the child uses, tries 

and develops his/her skills (functions)” (Starc et al., 2004:48). Nine 

of such games were detected in the analysis of the students’ written 

preparations. In these games, children were encouraged to search 

for certain objects, pictures, naming and placing in appropriate 

places, which allowed them to develop phonological awareness, 

enrich their vocabulary and their narrations, i.e. narrative skills. 

Building and construction games are games in which the child uses 

various objects and manipulates them in the desire to create 

something (Starc et al., 2004; Kamenov, 2006). In the analysis of 

the students’ written preparation, three such games were observed. 

PDF-Muster LIT Verlag 08/10/19



  DEVELOPMENT OF EARLY LITERACY SKILLS 121 

All included the use of a variety of building materials (wood, glue, 

paper, etc.), which created the conditions for enriching the 

vocabulary and their narratives, i.e. narrative abilities. 

A symbolic game represents a kind of game that is known as role 

play, “as a...” games, because in that game the child uses certain 

objects as a symbol or enjoys the role of a particular person. In the 

analyzed students’ written preparations, there were three of such 

games. They relied on the immediate interest of children related to 

closer (“post office”) and more distant situations (Ancient Egypt 

and Pharaohs). Reasons for a smaller number of such games can be 

sought in the very nature of providing playing conditions that 

require more resources and materials, as well as involving more 

adults. On the other hand, depending on the content and its course, 

it provides opportunities to develop all the previously mentioned 

early literacy skills. 

The last type of game that was analyzed in the students’ written 

preparations was the rules game. These are games that have pre-

arranged rules; and therefore, limitations. These were the most 

frequent ones – 80 in total. They were mostly focused on the 

development of phonological awareness, naming and recognition of 

letters, enrichment of the vocabulary, the narrative, i.e. narrative 

abilities. The interest in the printed word and understanding of the 

concept of the printed word came to the fore in ways of securing 

the necessary resources and materials. All the rules were written 

down and available to the children. By acknowledging flexibility in 

the educational process, the children’s active participation changed 

depending on their demonstrated interests. 

With regards to the rules games, the displayed games can be further 

analyzed according to game types as object games, printed table 

games, gesture games, and word games (Kamenov, 2006). 

The second level from which analysis can be made is the social 

aspect of the game. Justification for this can be found in the nature 
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of children’s learning as a social process. When observed from this 

level, we can notice a presence of simple or connecting games, i.e. 

complementary and reciprocal games, and collaborative games 

(Starc et al., 2004). 

 

4 Conclusion 

From the research it can be noticed that students apply different 

types of games that encompass skills that are important for the 

development of literacy, as it had been hypothesized. The question 

is whether this is enough. Namely, this is difficult to estimate 

because there are no external frameworks and guidelines related to 

the application of early-function games while at the same time 

ensuring the wellbeing of children during transitional periods. Also, 

the choice and application of certain games depends to a great 

extent on the preschool teachers’ knowledge and abilities in the 

work of developing early literacy skills. The contribution of the 

carried out analysis is significant even though it has significant 

disadvantages in terms of the small number of participants, an 

appropriate sample, and a single evaluator who conducted the case 

study, and as such can only be observed as a pre-study. 

Namely, in our area, there is almost no research that explores the 

content and forms of early childhood development, especially from 

the position of the whole program, so it would be fruitful to further 

investigate Croatian children’s early literacy skills. Additionally, 

when it comes to initial education, there are no systematic analyses 

of study programs that would provide insights into the ability to 

acquire the necessary competencies for the development of early 

childhood literacy. In addition, although the practice recognizes a 

problem within which there are different perceptions of teachers 

and preschool teachers about what exactly and how much should 

children in the first grade of elementary school know in terms of 

early literacy, it should be thoroughly researched using objective, 

qualitative, and quantitative studies in our country. In this regard, 

the contribution of this work lies precisely in pointing to the 
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different application of games in the function of developing early 

literacy, and thus ensuring the well being of children during the 

transition period, and it also highlights the great need for further 

research. 
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Under current circumstances, education in its broadest sense is 

characterized by a high number of various risk factors, while the 

contemporary system of educating teachers does not include these 

risks. Quite the contrary – in the process of educating students at 

the university level – it is quite popular to idealize the future 

occupational environment. The research is raising the matter of 

introducing the components of noxology into the system of 

pedagogical education, which is supposed to be a condition for 

effective shaping of readiness to work in risky conditions. The 

research method is a comparative analysis of scientific and 

pedagogical literature. The purpose of this comparative analysis is 

to determine the condition of risk-oriented pedagogy and the 

prospect of its further development. As a result of the above 

mentioned comparative analysis, we recommend conducting a 

multidirectional review of the most common definitions of concepts, 

such as risk, danger, and attitudes towards these concepts in the 

teacher education system. Clapper (2010) pointed out that 

although numerous researchers scientifically deal with safe 

conditions of studying, they focus on the physical aspect even 

though the safety from the psychological point of view, and how it 

is constructed is equally important. Classical pedagogical 

education does not form the ability to forecast and resolve conflicts 

by students in the school life and dos not develop the emotional 

readiness to work in hazardous conditions. Such an approach is
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associated with negative phenomena and diseases as for instance 

psycho-emotional burnout, psychosomatic diseases or stress, which 

will, later on, result in the young generation turning away from the 

profession. For this particular reason it is necessary to study and 

introduce key concepts such as “noxological competences” and 

“noxological activity” into the teacher education system. 

 

Key words: noxological competence, risk-oriented training of 

teachers, educational environment. 

  

1  Introduction 

One of the main features of the current situation is a plethora of 

risk factors in all areas of the life of a modern man, which on the 

other hand affects the flow of information. News releases on 

different types of unpleasant situations and unfortunate accidents 

are a crucial part of the released information, so they significantly 

affect the creation of human consciousness, but also modern man in 

technologically advanced world becomes one of the main sources 

of increased-risk factors.  

Noxology as an independent field of study about the “risk and 

hazards” was singled out by a group of scholars under the 

leadership of Belov (2003) and Devisilov (2011). As a part of the 

noxological research, the issues in terms of safety of technosphere 

and ecology, as well as the preparation of specialists in terms of 

ensuring the safety in the profession and production areas, were 

examined. With accordance to the opinion of numerous scholars 

there is an increasing number of premises that indicate the creation 

of a new image of the world which is based on the risk-oriented 

way of thinking and noxological worldview.  

Belov is considering the noxology as a “science of hazards that are 

harmful to health and life or organisms or that are having a 

negative impact of the environment” (2003) as at the same time 
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defining noxology as a component of ecology in a broad sense. 

This approach is a result of the fact that noxological research is 

focused on studying the “mutual relations” between the 

environment and possible risks. The subject of the noxological 

research is the “noxosphere – sphere of hazards”. 

It is obvious that our society must deal with the issue of ensuring 

safety in all areas of life through familiarization and ongoing 

improvement of the ability of recognition, assessment, and 

prediction of risks to people and the environment are facing the 

constant influence of the technological sphere. 

Training on the scope of risks has a particularly importance for the 

education of future pedagogues. As an example, we can recall the 

tragic events that took place on April 20 of 1999 in the Columbine 

High School in Jefferson County, Colorado, when two teenagers 

committed the mass murder. Further investigation showed that this 

act was preceded by misguided and suspicious behavior of 

teenagers, which, however, did not result in taking any actions by 

the school staff, including administration, teachers or school 

psychologists. It might seem that a mass murder should be an 

impulse for implementation of changes in the training of staff and 

the education system itself so that such tragedies would not take 

place. However, the activation of “columbiners” movement in the 

modern times (shooting on the territory of Kerch Polytechnic 

College (Russia), in the Perm High School (Russia) or in the 

Santana High School in Santi, California and many other incidents 

at schools indicate the need for additional training of teachers. In 

such a way, the increasing of competences in the scope of noxology 

is nowadays one of the most important tasks for the education 

system of teachers at the level of undergraduate studies. 

Introducing the noxological components into the education system 

of teachers as a condition for effective shaping of readiness for the 

teachers to work in hazardous conditions was studied in this 

research. Thereby we carried out of scientific-pedagogical 
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comparative analysis in order to determine the condition of risk-

oriented pedagogy and forecast of its further development.  

 

2 Review of the current attitudes towards current risks and 

hazards in the educational environment 

When it comes to education the safety issue is the most crucial 

issue in all of the countries. The scientific community is 

considering pedagogy as one of the professions that require 

teachers’ readiness to work in risky conditions. It seems like this 

attitude is supported by the Health and Safety Executive (United 

Kingdom) reports as well as the researches of Russian experts on 

safety, such as Devisilov (2011), Prichinin, (2014) Sabinin (2011), 

Moshkin (2004) and others. It is important to mention that the 

group of researchers under the leadership of Ian Kennedy defined 

the readiness to work in hazardous conditions as one of the most 

important requirements to the teacher (2016). 

Noxological preparation of the future teacher means providing 

future specialist with theoretical knowledge that aims the safety in 

an educational environment, including the freedom and maintaining 

safety by students during interactions with the technosphere. 

Nurgatina (2012) writes about the need of “noxological 

preparation” of future teachers and defines a skilled teacher in 

terms of noxology as being able to “teach students how to 

recognize, assess and predict the risks that a person and 

environment is exposed to and it is a key competence for the future 

teacher”. The author claims that the noxological preparation of the 

teachers should be well thought and directed on the development of 

the ability to think about the risks. A teacher, characterized by high 

noxological competences, primarily should be aware of the 

principles and the patterns of the pedagogical process in hazardous 

conditions and prepared to develop education systems taking into 

account requirements related to noxology-oriented teaching. 
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The concept of the comfort of the environment is often defined as 

an optimal combination of parameters of the microclimate, 

conveniences, and comfort in the areas of human activity and 

recreation. However, it is important to emphasize the significant 

meaning of psychological safety in the educational environment. It 

is the psychological safety that is a key factor for success in the 

educational process at the level of elementary school. In the 

process of implementation of the Federal National Education 

Standard of Elementary General Education into educational 

practice, many teachers face the lack of preparation of students for 

new requirements that are posed on them. Psychological discomfort 

resulting from a sudden transition to new standards at the level of 

elementary education (new requirements related to the effects of 

studying, new forms of organization of the educational-

psychological process) may, later on, have a negative effect on the 

motivation of students.  

As a part of the research we would like to refer to the problem of 

defined risk because there is no single, consistent approach in the 

education system. However, generally speaking in the system of 

higher education the risk is a reflection of the ultimate goal and 

conditions for noxological preparation of future teachers. Risk 

assessment as a measure of hazards and indicator of the level of 

preparation of teacher to work in the profession should be taken 

into account already in the process of educating the future teachers. 

We shall analyze the basic concepts aimed at the pedagogical risk. 

The educational risk is defined as a measure of the development of 

events under conditions of uncertain objectivity. In the studies of 

Sabrov (2009), Bagnetova and Sharifullina (2013) risk is 

understood also as the probability of potential expressions of lack 

of effectiveness of the pedagogical process, which is resulted by 

insufficient understanding by its participants and the possible 

effects of impact of the external hazards coming from modern 

society in relation to biological, social, cultural and economic 

human safety. 
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There is a plethora of attitudes towards the classification of 

educational risks. We shall illustrate the typical risks of education 

based on an example of classification of risks in higher education 

by Vakhrusheva (2016): 

“1) Strategic (not completing the procedures of licensing or 

accreditation, considering higher education facility as 

ineffective, lack of satisfaction of students in terms of 

educational services provided by the education facility);  

2) Operational (lack of qualified educational-pedagogical 

personnel, breach of intellectual property rights, low 

effectiveness of scientific-researching activities);  

3) Financial”.  

In the pedagogical riskology, risk has a wide range of functions. In 

our opinion, the most successful is the system of functions 

described in the studies of Chubarova (2005) were the following 

functions are singled out: 

 Analytical – resulting from the need to choose one of the 

possible solutions; 

 Innovative – related to overcoming the situation of higher risk; 

 Regulative – expressed in two forms – constructive and 

destructive. Constructive means that the ability to take risks is 

one of the ways to achieve success, while destructive means 

ignoring the risk; 

 Protective – the head of the education facility should have a 

right to make a mistake.  

According to Sabinin (2011) and Mikhailova (2009) the risk factors 

associated with the modernization of education deserve special 

attention. As the main cause of modernization of the education 

nowadays we can consider the computerization of the society 

oriented on developing readiness of a person for informative 

activity based on the information and successful socialization of a 
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person in the constantly-changing and becoming even more 

interrelated information environment. 

That way we can talk about the complex system of factors and 

areas of risks. In order to build an effective system of noxological 

education of teachers, it is necessary to closely study the dynamics 

and logic of the development of pedagogical riskology.  

 

3 Development of pedagogical riskology 

We analyzed the dynamics of development of pedagogical risk in 

Russian science, based on the examples of Abramova (1996), 

Belyaeva (2014), Mikhailova (2009), Sabinina (2011) (see Table 1 

and Figure 1). 
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Table 1. The comparison of attitudes towards the classification of hazards in the 

educational environment 
Short description Specific characteristics 

Abramova (1996) The theory of pedagogical risks 

The subject of risk studying is an activity 

related to the profession of the teacher.  

Singled out hazards: strategic, personal, 

distractive, physical, dispositional, 

divergent, idle, technological.  

Introduction to learning the concept of 

“pedagogical risk”. Singling out the 

hazards that are characteristic for the entire 

pedagogical process in general. The 

approach is based on an active approach. 

The relationships between teachers and 

children were analyzed, and the unit of this 

analysis was the “risk as a measure of the 

success of their mutual activities”. 

Mikhailova (2009) Risk factors and quality of research activities of teachers 

The subject of risk studying is an activity 

related to the profession of the teacher.  

Singled out hazards: strategic, distractive, 

physical, dispositional, divergent, 

methodological, idle, technological, 

economical 

Complementing the classification of 

Abramova (the author added 

methodological and economic risk) 

Sabinina (2011) Hazards in innovative teacher activities and their prevention 

The subject of risk studying is the 

innovative activity of the teacher. 

Singled out hazards: physical, personal, 

technological, economic, methodological, 

opposing to innovations.  

Risks were presented in the innovative 

activity of the teacher. The author is 

drawing special attention to personal risk, 

which consists of distractive hazards, 

changes of status, temporary loss of 

competences. 

The classification, however, did not 

include such qualitative risk characteristics 

as the ability to overcome opposition, the 

level of influence on the subject in the 

process 

Belyaeva (2014) Classification of hazard areas in educational activities,  

Prichinin (2014) Risk management 

The subject of the risk of studying the 

activity related to the profession of the 

teacher. 

Singled out hazard areas: personnel, and 

related to contingent, the process of image 

The areas of pedagogical hazards were 

created as a basis for classification.  

The author draws attention to how 

important is risk management in pedagogy. 

Not enough attention is given to the 

personal relations of participants taking 

part in the educational process. 
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Research in the area of life safety Research subject: 

 Creation of life safety culture 

(Belov, Devisilov & others) 

 Safety as a social value 

Categories: risk, safety, noxological competences, life safety culture 

  

Risk 

management 

in education 

Research subject: 

 Education project 

(Prichinin) 

 Activity related 

to the profession 

of the teacher 

(Belyaeva) 

 Categories: risk zones, management of 

risk in education’ 

  

Hazards in  

the research 

activity  

of the teacher 

Research subject:  

 Research and experiment activity of 

the teacher (Mikhailova) 

 Innovative activity of teacher 

(Sabinina) 

 Categories: hazards in the research activity of teacher, 

noxological competences of teacher 

  

Pedagogical 

risk 

(Abramova) 

Research subject: 

 Activity related to the profession of teacher 

 Educational environment  

 The process of development of risk in the educational 

environment 

 Categories: the concept of reasonable pedagogical risk, risk factors 

 

               1996                       2010 

  

        2014 

 

  2016 

Figure 1. The development of “Dynamics of pedagogical riskology” 

 

The theory of pedagogical risk was developed in 1996 by 

Abramova. She introduced the concept of justified pedagogical 

risk, which is understood as the sum of the ideas, theses, principles, 

and methods of effective tasks’ solving. The concept of justified 
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pedagogical risk includes the creative, material-objective and 

spiritual activity of a person. It is impossible to disagree with the 

author that the risk in pedagogical work is a response to the current 

demand for solving contradictions in unclear (alternative) 

development of opposite tendencies in specific pedagogical-social 

conditions. Russian scholars by developing the idea of pedagogical 

riskology, are considering the risk not only in the category of a 

negative phenomenon but they emphasize that it also has positive 

features. This approach is visible in the definition of the main 

functions of the pedagogical risk – these are the following 

functions: ecological, protective, developmental, regulatory, 

evaluating, and expert. In the studies of Abramova initially 

developed the classification of the types of pedagogical risk – 

strategic, personal, distractive, physical, dispositional, divergent, 

idle, technological. This approach is based on an active attitude. 

The cooperation of teachers and children was analyzed and risk 

was used as a unit of analysis of this cooperation, “as a measure of 

success of their mutual activities”. 

Next, there is a certain stagnation in terms of the study of 

pedagogical risk and the activity of teacher in risk conditions. At 

the beginning of the 21st-century studies related to the examination 

of problems of pedagogical riskology appeared in the Russian 

pedagogy. It is also important to pay attention to the studies related 

to the development of the life safety culture that took place at the 

same time. Many Russian researchers devoted their scientific work 

to this issue (Gafner, 2013). 

In the year of 2010, the concept of “life safety culture” was 

embedded into the Federal National Education Standard of the 

General Elementary Education, where it was stated that researching 

the area of ,,Physical culture and the basics of life safety should 

include: understanding the personal and social meaning of 

contemporary culture of life safety; knowledge of the basics of 

contemporary life safety culture and understanding the value of a 

high level of ecological environment as a natural base 

PDF-Muster LIT Verlag 08/10/19



  MODERN VIEW AT RISK-CONTAINING EDUCATIONAL ENVIRONMENT 135 

guaranteeing the life safety”, while the task to create a life safety 

culture was focused on specific pedagogical professions – P.E. 

teachers, OHS and occupational education instructors. The analysis 

of scientific works that were carried out allows drawing the 

conclusion of directing the education system of the Russian 

Federation towards the creation of life safety culture for students of 

various fields, and not only to forming the noxological competence 

of teachers. The creation of some of the noxological components 

can be considered as a side effect of some of the activities related 

to life safety. 

In 2009, Mikhailova described the risk in research and 

experimental activity as the riskiest form of activity. The author 

made the classification of risk by Abramova (1996) in the scope of 

research and experimental activity of the teacher (methodological 

and economic risks were singled out) more precise. Mikhailova 

(2009) is proposing a system to adapt the experience of a risk 

prevention program from non-educational spheres of activity to 

non-teaching practice (economics, management, and others). The 

risk prevention program consists of three main stages (risk analysis, 

development of a risk prevention program, implementation of 

mechanisms of risk prevention). 

The issue of development and extension of pedagogical riskology 

is continued in studies of Sabinina (2008-2012). The author focuses 

on a more detailed examination of the risk problem in the 

innovative activity of a teacher. One of the main assumptions of 

Sabinina study is a close relationship between innovation and risk. 

Personal risk, which includes distractive risks, changes of status 

and temporary loss of competences of the teacher has a special 

place in the risk system in the innovative pedagogical activity 

created by Sabinina. It is worth mentioning that Sabinina (2011) 

also includes recommendations regarding personal characteristics 

as conditions for effective work as part of the innovative activity of 

a teacher. These conditions include the level of development of 

creativity and creative skills of a teacher. 
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Since 2012 until 2014 the concept of risk areas and risk 

management which are associated with the need to “work under 

non-determinative conditions” (Prichinin, 2014, Belyaeva, 2014) is 

developed in the pedagogical riskology. According to International 

Standards “Risk Management. Principles and guideline”, 

“Indeterminacy is a state of even a partial lack of information, 

which is related to the understanding of events and knowledge 

regarding them, as well as its consequences and credibility” 

(International Standards 2009). Management of the activities of any 

organization under conditions of indeterminacy, in accordance with 

Vekhrusheva (2016), requires taking the possible risk into account 

(2016). 

Many scientists (Prichinin, 2014, Belyaeva, 2014) agree that one of 

the most important tasks for contemporary education is risk 

management in different areas of human activity. In fact, education 

is also the “institutional mechanism and subject of global risk 

management”. 

According to Prichinin (2014), each of the facilities contributes to 

maintaining the global safety of social life. “The contribution of 

education consists of sharing the knowledge, based on which a 

person will make decisions in a situation of indeterminacy while 

taking new possibilities and/or avoiding harm”. Risk management 

in educational facilities has a comprehensive nature. It does not 

come down to risk management in the pedagogical or social-

cultural context, but it takes other directions (such as for instance 

economic, legal, valeological, etc.) that are as diverse as the 

hazards themselves. The key concept in risk management is the risk 

areas. The classification of risk areas proposed by Belyaeva (2014) 

in the activities of an educational facility has several advantages. 

The classification of risk areas is presenting structural elements or 

any activity (entity – ,”personnel risk”, subject – “contingent risk”, 

goal and measures – “process risk”, effect – “image risk”). The 

above classification is universal (with the exception of some 

updates) and used in social, recreational, cultural facilities, etc.  
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4 Conclusion 

The analysis of the most characteristic directions of development of 

pedagogical risk allows us to follow the dynamics of development 

of pedagogical riskology and noxology in the period from the year 

1996 until the year 2016. We assume that the Abramova (1996) 

study is a starting point in the development of pedagogical risk. At 

the same time it is possible to note the parallel process of 

developing of the theory and methodology of a safe life as a 

separate field of science. The theory and methodology of life safety 

have a longer history and this area is the source of the development 

of pedagogical risk. The mutual relations between these areas are 

implemented based on the creative borrowing of research results, 

participation in complex research projects as well as using data as 

an actual material for research and development of the quality 

apparatus.  

The development of society as one of the education system 

facilities has become the foundation for creating new risk areas in 

education. This phenomenon is caused, – among others – by the 

change in the nature of the work of the teacher. Innovative and 

research activity is one of the conditions for the development of the 

education system and, hence, a source of new risk factors in 

pedagogical work. These processes have become a stimulus to 

create a new complex of knowledge in the field of noxology, as 

well as skills, habits, and competences in the area of work in risk 

conditions based on pedagogical risk. The next stage in the 

development of pedagogical riskology is the introduction of the 

theory of risk management in the form of technology management 

of risk into that system. In the development of “Dynamics of 

pedagogical riskology” (see Figure 1) we applied the principle of 

continuity (the next stage of development is based on the previous 

one, taking over the main categories, developed methods and 

technologies for the development of pedagogical skills) and 

accumulation (extending the concept of pedagogical risk and 
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noxological competences) in the development of pedagogical 

riskology. 
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One of the scientific challenges behind this research was 

debunking the visual arts expression myth that children with 

developmental disabilities “cannot do anything.” The authors 

analyze the disparities in the development of such children in 

relation to children without developmental disabilities through 

various elements in the field of didactics and methodics: language, 

use of visual arts techniques, determination of visual typology, and 

visual arts development. It was interesting to explore the 

symptomatology of developmental disabilities in the observed 

children in their environment: communication problems, social 

interactions, resisting changes. The research was conducted at the 

Pre-school “Rijeka” in 2017 in groups of children attending a 

special pre-school program. The sample comprised 19 children. 

Given the lack of research in the area of visual arts expression of 

children with developmental disabilities, the significance of this 

research is focused on the recognition of their abilities in visual 

arts expression in different art fields, but also on the necessary 

conditions for its realization relating to the stimulating 

environment and the pre-school teachers’ methodical adjustment. 

 

Key words: children with developmental disabilities, visual arts 

  expression, artwork 
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1  Introduction 

Educational work with children with developmental disabilities is 

based on their possibilities and abilities. Such children have at their 

disposal all the materials a pre-school has to offer, just as their 

peers without any disabilities. The authors of the National 

Curriculum of Early Childhood Education and Care (2014), among 

other things, emphasize the flexibility of the educational process as 

a principle and the provision of conditions that allow adaptability to 

the children’s concrete possibilities, needs, and interests. 

In addition to the regular educational program that integrates 

children with developmental disabilities, the Pre-school “Rijeka” 

also offers six enriched programs, two shorter, and three special 

programs. Special programs of early and pre-school care and 

education at the Pre-school “Rijeka,” intended for children with 

developmental disabilities, are divided according to the types of 

difficulties into the program for children with autistic disorders 

spectrum, the program for children with reduced intellectual 

abilities, and the rogram for children with motor impairments. 

 

2  Visual arts expression of children with developmental 

disabilities as a challenge for the contemporary pre-school 

teacher 

By adopting the values of humanity, tolerance, and child welfare in 

pre-school institutions, pre-school teachers carry out and shape the 

educational process based on compassion, acceptance, and mutual 

support, learning to respect diversity, engaging in joined activities 

for the benefit of the whole group, and accepting one’s own and 

others’ needs. The authors of the National Curriculum for Early 

Childhood and Pre-School Education (2014) also emphasize 

humanism and tolerance as a value and the flexibility of the 

educational process as a principle. 
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From the moment of their birth, children are surrounded by a world 

amundant in color, a wide range of materials, textures, surfaces, 

and shapes. They are familiarized with all of them spontaneously 

and successfully, provided they are actively and unobtrusively 

guided by professionals in a stimulating environment, and 

gradually develop a sense of visual arts expression (Kljajić, Duh, 

2011). By creating a positive and appropriate environment for the 

children, the pre-school teacher promotes their development and 

improvement in the most fruitful way by building upon the child’s 

interests, needs, and abilities (Mlinarević, 2004). According to 

Petrović-Sočo (2007), it is necessary to meet the children’s 

developmental and individual needs through the institutional 

context and pre-school teachers’ sensibility.  

 

3  Research problem 

Activities in the field of visual arts are carried out among a myriad 

of activities within the special education program. The research 

problem focuses on the exploration of the possibilities of visual arts 

expression of children with developmental disabilities and the 

characteristics of their visual arts formulation in the predetermined 

visual arts techniques. 

The existing research activities in institutions of pre-school 

education are represented in psychology, in the area of defining 

child development (Starc, 2004), in the development of creativity, 

and in the visual arts methodics by applying visual arts in the care 

and education of early and pre-school aged children (Karlavaris, 

2010). No research has been found in the field of identifying the 

visual arts typology of children with developmental disabilities. 

3.1  Research purpose and aim 

In the educational practice, Pre-school “Rijeka” is specially tailored 

for children with developmental disabilities. It is the authors’ wish 

to provide a valuable contribution to the field of visual arts 
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expression of such children, which would be beneficial to pre-

school teachers seeking to acquire additional knowledge of their 

skills of visual arts expression. 

This research aims to obtain insights into the possibilities of visual 

arts expression of such children in the development of drawing 

techniques and the ability to determine the visual arts typology 

concerning the child’s age and degree of disability. 

3.2  Research question and hypothesis 

The fundamental research question to be answered is: Is it possible 

to determine the visual arts typology of pre-school children 

enrolled in a special education program in a pre-school care and 

education institution particularly with regards to the child’s age and 

developmental disability?  

With this in mind, we formulated the following hypothesis: Visual 

arts typology can be determined in pre-school aged children with 

developmental disabilities enrolled in a special education program. 

3.3  Research methods  

This research comprises empirical-analytical and inductive 

methods used in the educational work with children with 

developmental disabilities to collect and analyze their artwork. 

3.4  Research Instruments 

In this paper, we used the artwork produced by children with 

developmental disabilities. The observed variables included age, 

sex, motif/theme, visual arts technique, optical-thematic 

development, formative development, creativity development, 

semiotic development, and fine arts typology. 

In order to protect the children’s identity, their full names have 

been omitted. In addition to the aforementioned visual artworks, we 
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also collected notes about the temporal-spatial creation of the 

artwork, children’s comments, and the process of creating the 

artwork, etc. In addition to the product evaluation, a process 

evaluation was carried out by keeping track of the pre-school 

teachers’ observations about the course of the visual arts design in 

the groups in which the rese 

3.5  Research sample 

This research comprised 19 participants, 17 boys and two girls 

between the ages of four and eight. All children were enrolled in a 

special education program at the Pre-school “Rijeka” in 2017/18. 

According to the classification of the National Pedagogical 

Standard of Pre-school Care and Education (2008), the participants 

in this research fall into the category of children with more severe 

disabilities. 

 

4  Results and interpretation 

The theme of the children’s artwork was drawing a human figure. 

The applied visual arts techniques included dry pastels, wooden 

colored pencils, and wax pastels. They were offered these 

techniques to encourage an independent selection of drawing 

materials. Although the researcher is aware that dry pastels are a 

painting technique, the reason for choosing these art materials was 

to create a positive and relaxed atmosphere with familiar materials. 

Children come across dry pastels in their daily environment; they 

use them every day both for drawing and painting. It was, 

therefore, hoped that it would contribute to the children’s full co-

operation. One of the reasons for choosing pastels is their 

thickness, which enables the children to manipulate them more 

easily due to their hampered fine motor skills. 
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4.1  Optical - thematic development 

In order to ensure that the children finish drawing a human figure, 

we asked them questions such as “What do you see?” “Where are 

the hands? “Where are the legs?” and “Where is the body?” We 

also encouraged them to show us the head, the eyes, the nose, the 

mouth, the ears, the hair, and other body parts on their drawing. 

The level of children’s comprehension of these questions and 

incentives was questionable because the majority of them did not 

provide an answer. 

In the group of children attending the program for children with 

reduced intellectual abilities, one boy, out of the three children who 

opted for colored pencils, found a pencil and decided to draw with 

it (Table 2, Artwork 9). 

Table 1. Overview of the visual artwork of children with autism spectrum 

disorders 

Visual arts 

theme 

Diagnosis 

 Pervasive disorders Nonspecific and 

mixed pervasive 

disorders 

Absence of 

expected 

normal 

physiological 

development 

 
Human figure 

 
Artwork 1. 7,6 

years old, (M) 

 
Artwork 2. 6, 

10 years old(F) 

 
Artwork 3. 6,10 

years old (F), 

 
Artwork 4. 6,1 

years old, (M) 

 
Artwork 5. 5,7 

years old, (M), 

 
Artwork 6. 6 

years old, (M) 

 
Artwork 7. 5 

years old, (M) 
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4.2  Formative development 

While creating their artwork, the children manipulated with visual 

arts materials and usually chose one to two colors without any 

desire for change. The manner of holding the colored pencil/pastel 

ranged between holding it with all fingers (beak grip) to a full grip 

with the full fist, which is characteristic for nursery-aged children 

who have not yet developed their fine motor skills. Their drawing 

movements stemmed most commonly from their entire shoulder 

regardless if they were drawing with broad strokes or were only 

dotting (Table 1, artworks 3 and 4 and Table 2, artworks 8 and 10). 

A smaller number of children held the pencil with three fingers, but 

their strokes derived mostly from the whole hand (Table 1, 

artworks 5 and 7). Only a small number of children held the pencil 

properly; thus, their drawing strokes were much more precise 

(Table 1, artwork 1). 

The children used dots and lines in their artwork, but these still do 

not represent a precise figure in their independent work. The 

obtained figures resulted from guidance using the method of short 

“guidelines” such as “Draw a head” and “Draw a circle,” or even 

drawing together with the child using the hand-on-hand method to 

stop the child when appropriate to preserve the drawn figure (Table 

1, artwork 6 and Table 3, artwork 12). 

The drawn lines are scattered throughout the drawing and pressure 

is absent, which makes the lines hardly detectable (Table 1, artwork 

2 and Table 2, artwork 8). 
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Table 2.  Overview of the visual artwork of children with reduced intellectual 

abilities 

Visual arts 

theme 

Diagnosis 

 Absence of expected normal physiological 

development 

Specific mixed 

developmental disorder 

Human 

figure  

 

 
Artwork 8. 4 years old 

(M) 

 
Artwork 9. 4, 11 

years old (M) 

 
Artwork 10. 5,11 years 

old (M) 

4.3  Creativity development  

The children independently chose among the offered art supplies, 

colored pencils, or pastels; they most frequently opted for pastels. 

They showed greater interest in the process itself than in the final 

result. The theme of their artwork is not recognizable (scribbles), as 

can be seen in the examples in Table 1, artwork 4 and Table 2, 

artworks 8 and 9. There is a trace of theme recognizability in Table 

1, artworks 5 and 7 and Table 3, artworks 11 and 12. The theme is 

recognizable in those artworks in which the pre-school teacher’s 

assistance is noticeable (Table 1, artworks 1 and 6). There is a lack 

of creativity in general; however, if we direct our attention towards 

the production act itself, then all the children have created artwork 

and have drawn the human figure in authentic ways. In this way, 

the children have shown that they are creators able to make original 

drawings.  
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Table 3. Overview of the visual artwork of children with motor impairments 

Visual arts theme Diagnosis 

 child with neurorisks hypoxic-ischemic 

encephalopathy (hie) 

Human figure 

 

Artwork 11. 5,2 years (M) 

 

Artwork 12. 4,4 years (F) 

4.4  Semiotic development 

All children with developmental disabilities who participated in 

this research drew a smile when drawing the mouth. It is mostly a 

curved line, but it is without exception equivalent to the popular 

smiley emoticon; the pre-school teacher had suggested the use of 

symbols in visual artwork, such as the circle for drawing the head. 

Yet, even when the mouth is depicted as a straight line (Table 3, 

artwork 12), the general impression is that the character is smiling. 

Due to speech difficulties, verbal communication was difficult or 

non-existent. However, when asked about the drawn smile, most 

children smiled or showed a smiling mouth on their drawing. Even 

in the semiotic development, some of the observed children (not 

all) showed that they could decode art. 

 

5  Conclusions 

The challenge the modern pre-school teacher is faced with in the 

area of visual arts expression of children with developmental 

disabilities is based on the myth that children “cannot do anything.” 

This research provides an insight into the possibilities of visual arts 

expression of children enrolled in a special pre-school education 

program. Based on their visual artwork and diagnosis, which are 
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presented in the datasheets, we conclude that their visual arts 

expression is manifested at the level of early-aged children’s 

expression, i.e., the phase of dotting and scribbling or the 

appearance of cephalopods, yet rarely in the phase of displaying 

simple symbols. 

During the process of their visual arts expression, we observed the 

following characteristics among the children: immediate reactions, 

their (own) emotions, frequent disconnect between the visual 

elements, lack of attention that is directly related to their 

developmental disabilities, or character traits: passivity, 

superficialness, clumsiness, insufficient noticing of details but also 

the impossibility of connecting or positioning them into a whole, 

lack of thoroughness, and insecurity in their work. By analyzing the 

visual artwork and the manner of individual creation, we noticed 

that the majority of the mentioned types, based on the typology of 

character traits (according to Herceg, 2010), are observed in the 

artistic expression of every child included in this research. 

We conclude that the scribbling phase in the children’s artwork, 

depicted through dotting and drawing, is not enough to determine 

their artistic typologies that are conditioned by their artistic abilities 

or the use of art supplies since they require support in their work 

and thus do not show specific priorities or independent initiatives. 

Furthermore, they express a disintegrated approach within the 

artistic-expressive act itself (insufficient experience of visual arts 

and compositional elements). The basis of their expression is the 

dot and the traced line. Therefore, the initial hypothesis that we can 

determine the visual arts typology of preschool-aged children with 

developmental disabilities attending a special pre-school program 

could not be confirmed. Our conclusion and answer to the research 

question refers to all three visual arts typologies of children: visual 

abilities, inclination to visual arts-expressive tools, and character 

traits. There is only a sporadic recognition of the synthesis of 

certain art types; however, these are directly linked to the 

children’s disability. 
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No previous research on this topic has been found for this 

population of children; therefore, the results obtained in this 

research can assist pre-school teachers in their work or be an 

impetus for some future research on a similar topic. Future research 

should focus on children in inclusion in the area of determining the 

various forms of visual arts expression in order to identify the 

visual arts typology with regards to specific developmental 

disabilities. 
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Collaboration is being increasingly perceived as a powerful tool 

and a foundation for school and teaching improvement, and 

therefore has become a prerequisite for improving the process of 

inclusive education. The goal of the research was to identify and 

explain the differences between male and female primary school 

teachers in assessing the quality of collaboration, an important 

prerequisite for creating desirable inclusive environment and the 

relations between the lenght of teaching practice and the quality of 

the collaboration. The research was conducted in the area of five 

counties of the Republic of Croatia on the sample of 495 

respondents. Gender differences in the quality of collaboration 

were observed through seven composite variables (school 

collaboration, exchange of experiences, collaboration on 

curriculum development, communication among the school staff, 

collaboration in evaluating student performance, school staff 

collaboration and teaching collaboration) by employing the 

independent-samples T-test. Significant differences were found in 

three composite variables. Based on the results, it has been 

concluded that male teachers participate more in formal models of 

collaboration (i.e.: Class council, Teacher’s council, … .) whereas 

female teachers are more concerned about the overall 

collaboration including school climate, and thus the inclusive 

processes are more comprehensive. Moreover, statistically relevant 

is the low level of negative connection between the work experience 

and the composite variable; sharing - the experience has been
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confirmed. The quality of collaboration and experience sharing is 

in accordance with to the work experience. Regarding other 

composite variables of experience sharing, the quality of 

collaboration has not been linked to work experience. 

  

Key words: quality of collaboration, gender, school, teachers, 

  inclusive environment 

  

1 Introduction 

For nearly half a century collaboration has been a challenge for 

researchers, and recently this topic has become an imperative 

considering trends in education. According to De Simone and 

Parmar (2006), in accordance with the growing complexity and 

challenges of teaching process, numerous researches have dealt 

with the development of curriculum, individual student needs, 

inclusive education and class management, since the postmodern 

society demands changes in all social structures, including the 

education policy which should strive to enhancement, and not only 

to the maintenance of the existing education system. In order to 

achieve such an ambitious goal, collaborative culture which 

enhances the acceptance of common goals is essential and it learns 

from its mistakes and is capable of improving its service (Fumarco, 

2006). Hence Dickens (2000) stresses collaboration as a valuable 

system because it reflects care for every human being, and it 

presents both duty and justice. In accordance with the above 

mentioned, the results of various school reforms which have dealt 

with structure only without paying attention to human and social 

elements, such as culture, school climate and relations were not 

satisfactory (Kruse, Seashore and Bryk, 1994; Newmann and 

Welhage, 1995). Moreover, Liberman (1986, p. 6) concludes that 

“context, needs, talents and duties differ, but one thing is constant: 

schools can not make progress without teacher cooperation”. 
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The aim of collaboration is student well-being which comes as a 

result of positive exchange of experiences. For example, teachers` 

ability to improve efficiency and aims which have been verified by 

researchers of teacher collaboration are connected with better 

student results (Goddard, Hoy, and Woolfolk Hoy, 2000; Moore 

and Esselman, 1992; Ross, 1992). Thanks to university teams 

literacy is improved (Irwin i Farr, 2004; Richardson, 1996) and 

student results are maximized through teacher collaboration and 

professional development (Dufour, Dufour, Eaker i Many, 2006; 

Englert i Tarrant, 1995). Literature includes descriptions and 

analyses of school progress process which put collaboration in the 

position of educational initiative, including the development of 

inclusive education for students with disabilities (Weller and 

McLeskey, 2000; Fisher and Frey, 2003), gifted students, students 

with special needs, students with behaviour disorders and all the 

groups facing exclusion. Such “expanded” comprehension of 

inclusive education is the result of the concept of „an effective and 

inclusive school for all”. The above mentioned idea is a process 

directed towards finding suitable response to the needs of all 

children, through the affirmation of their participation in all aspects 

of life in community, reducing the risk of exclusion and 

marginalization (UNESCO, 2005, in: Ogrizović and Bouillet, 

2009). Talking about inclusion in terms of education process we 

can state that in each case a successfull inclusion has depended on 

professional/ teacher cooperation. 

A positive attitude of teachers is a crucial prerequisite of both 

successfull collaboration and inclusive education. Moreover, the 

success of inclusive education depends on the attitude of teachers 

(Sharma, Forlin, Loreman i Earle, 2006) since the way in which a 

teacher prepares the environment for the inclusive education 

process is extremely important, whether we talk about colleagues, 

school staff, parents or local community. Education process is 

always a collective and never an individual achievement, which 

proves that children satisfy their needs not only through being on 
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their own but through contact with other participants of education 

process (Furlan, 2001, cited in: Slunjski, 2008). 

Being aware of both the importance of teacher collaboration and 

the necessity of raising awareness of inclusive education, the 

question is whether we need to restructure or re-cultivate teacher 

cooperation? According to Fullan (1999), schools need re-

culturing, rather than restructuring. A school culture may be 

defined as the guiding beliefs and expectations evident in the way a 

school operates (Fullan, 2007). In order to reform school culture 

and create a more inclusive school, teachers need to reexamine 

their beliefs on studying and teaching when it comes to students 

who struggle to learn and to involve into the learning process, 

which will result in new values, beliefs, norms and desirable 

behaviour patterns (Fullan, 2007; McLeskey and Waldron, 2000, 

2002a, 2006). Thus, Hausmana and Goldringa (2001) believe that 

teachers must be a central part of any school reform. On the other 

hand, there are factors determining teacher success, primarily 

education policy goals and their achievement. However, “teachers 

will probably be guided by moral aims and the wish to achieve 

well-being of all students” (Vican, 2013., p. 22). 

Collaboration can not be perceived one-dimensionally, it is a 

complex, multidimensional construct and as such it is extremely 

important in creating a positive inclusive education environment 

which has been a dominant topic of education policies of developed 

countries in the last two decades (Rafferty, Boettcher i Griffin, 

2010). Thus, this paper aimes at identifying and explaining the 

differences between male and female school teachers in assessing 

the quality of collaboration, which is an important prerequisite for 

creating a desirable inclusive environment. 
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2 Methodology 

The research was conducted in the area of five counties of the 

Republic of Croatia (Zagreb County, Primorje-Gorski Kotar 

County, Osijek-Baranja County, Dubrovnik-Neretva County, and 

Split-Dalmatia County) on the sample of 495 respondents. Gender 

differences (male, N=404; female, N= 91) in the quality of 

cooperation were observed through seven composite variables 

(school collaboration, exchange of experiences, collaboration on 

curriculum development, communication among the school staff, 

collaboration in evaluating student performance, school staff 

collaboration and teaching collaboration) by employing the 

independent-samples T-test. 

For testing the quality of teacher collaboration we used Teacher 

Collaboration Quality Scale, which is a part of the standardized 

questionnaire School Quality Scale (ger. Skalen zur Schulqualität, 

Gerecht, Steinert, Klieme i Dobrich, 2007) which was translated 

from German. Teacher Collaboration Quality Scale comprises 

seven composite and 44 manifest variables: a) school collaboration 

(this subscale comprises 6 items), b) exchange of experiences (9 

items), c) collaboration on curriculum development (5 items), d) 

communication among the school staff (5 items), e) collaboration 

in evaluating student performance (3 items), f) cooperative 

teaching and teaching collaboration (9 items), g) school staff 

cooperation (7 items). We used 5 - point Likert scale (1 - once a 

week, 2 – once a month, 3- many times during one term, 4 - once a 

year, and 5 – never) for subscales Exchange of experiences, 

Collaboration on curriculum development, and Collaboration in 

evaluating student performance), as well as 4 - point Likert scale (1 

- I do not agree, 4 - I completely agree) for other subscales. 

 

PDF-Muster LIT Verlag 08/10/19



158 Nevenka MARAS, Siniša OPIĆ & Majda RIJAVEC 

3 Results and discussion 

The difference in Collaboration Quality Scale with regard to 

gender are shown in table 1. 

Table 1. Gender differences in Collaboration Quality Scale, N=495 

VARIABLES 

1 - MALE 

(N=91) 

2 - FEMALE 

(N=404) t-test P 

M SD M SD 

Teaching  

collaboration 
2,79 0,56 2,89 0,55 -1,52 0,13 

School 

collaboration 
3,04 0,64 3,18 0,57 -2,02 0,043* 

School staff 

collaboration 
2,81 0,56 2,93 0,55 -1,80 0,07 

Collaboration 

on curriculum 

development 

3,22 0,74 3,01 0,77 2,39 0,017* 

Exchange of 

experiences 
2,57 0,75 2,50 0,71 0,94 0,35 

Communication 

among the school 

staff  

3,26 0,70 3,37 0,56 -1,59 0,11 

Collaboration in 

evaluating student 

performance  

2,93 0,70 2,63 0,82 3,24 0,001*** 

Legend: M – mean; SD – standard deviation; * - statistical significant on level 

p<.05: ** - s statistical significant on level p<.01; *** - statistical significant on 

level p<.001. 

 

Significant differences were found in four composite variables. The 

results show that at the .05 level, there is no significant difference 

in assessment of the following variables: teaching collaboration, 

school staff collaboration, communication among the school staff 

and the exchange of experiences; i.e., that both male and female 

teachers equally agree on the level of good cooperation.  

From the median values we can conclude that male teachers have 

higher assessment variables collaboration on curriculum 
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development and cooperation in evaluating student performance. 

The above mentioned variables refer to the collaboration of 

teachers who teach the same classes, i.e. the collaboration between 

the teachers who teach the same subjects, who participate in 

teachers council meetings and study groups, who make plans 

together, and cooperate on curriculum (Friend i Cook, 2000), which 

points to the fact that teachers are more inclined to formal 

collaboration when discussing their profession. This kind of 

collaboration, however, occurs rarely since it is subjected to 

protocols, deadlines and techniques predetermined by the school 

administration, which was confirmed by the results of other 

researches, too (Lortie, 1975; Little, 1999; Pfaff, 2000; Stokes, 

2001).  

With regard to the variable school collaboration, female teachers 

have higher assesment than their male colleagues since they have a 

vision of school which requires spending more free time to think 

about it, which stresses social dimension of inclusive process 

(Leyser and Tappendorf, 2001). The results of the research show 

that female teachers are more inclined to informal collaboration, 

initiated by themselves, which is in accordance with the research 

conducted by Gordon (1996). For example, they spontaneously 

discuss teaching in the hallways, teachers` lounge, and different 

both pubblic and private places after they have finished working, 

(Hargreaves, 1994). Consequently, it can be expected that teachers` 

common goals and values are connected with informal 

collaboration, as explained by Brook, Sawyer and Rimm-Kaufman, 

(2007). 

The following researches and their explanations point in favour of 

given results and their interpretations. Namely, the results show 

that female teachers are more involved into their work, they 

dedicate more free time to work and the level of collaboration 

between them is high (Thomas i O’Brien, 1984; Acker, 1992). 

Moreover, they are more efficient and successful in the realization 

and fulfilment of their professional duties and roles (Chusmir, 
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1986). Furthermore, female teachers are more satisfied with their 

work, more thankful for the number of working hours, and less 

preoccupied by work and safety issues. On the other hand, male 

teachers, when comparing teaching to other occupations, seem to 

detect lower wages and less opportunities for professional 

promotion (Stevens, 2005; Bender i Heywood, 2006). It is 

important, though, to stress that the results of some researches did 

not show gender differences when it comes to work satisfaction 

(Ziaul i Hossain i Islam, 2005), whereas some results showed that 

there is no difference at all in attitudes toward inclusive education 

between male and female teachers (Seçer i Çinar, 2011).  

Besides the differences we were interested in knowing is there a 

connection between the number of teacher’s work experience and 

their own assessment of the quality of teacher collaboration. 

Distribution of the variable „work experience” is as follows: 0-5 

years (80; 16.2 %), 6-10 years (111; 22.4 %), 11-20 years (142; 

28.7 %) and 21 years or more (162; 32.7 %). The correlation matrix 

is shown in Table 2. 

Table 2. Correlation: working experience and quality of cooperation 

Work 

experience 

School 

collabo-

ration M 

Exchange 

f experien-

ces  

Collabo-

ration on 

curriculum 

School 
staff 

collabo-

ration 

Collaborati

on in 

evaluation 

Teaching  

Collabo-

ration 

Pearson 
Correlation 

-,045 -,157** -,026 -,080 -,032 ,001 

Sig. (2-

tailed) 
,319 ,000 ,568 ,076 ,479 ,990 

 
 

 

***Correlation is significant at the 0.01 level (2-tailed). 

 

As shown in Table 2, there is a statistically relevant low negative 

connectiong betwen work experience and composite variable of 

experience sharing. Connection in other compoite variables has not 

been confirmed. Keeping in mind low levels of correlations are 

present and the sample size is large, one should be careful when 

making general conclusions (with the value N, the low r values 
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become statistically relevant, thus increasing the beta error). 

Moreover, low level of correlation do not allow group assesments. 

In compliance with the given results, work experience is mostly not 

a corellation of the quality of collaboration. 

The results of this research are possible to explain with experience-

based learning, i.e. a higher degree of fellowship between teachers 

who have less work experience. The explanation for this can be 

found in claims that egularity and frequency both affect achieveing 

a certain level of cooperation (Howden and Kopiec. 2002), 

fellowship being the highest. 

With the number of years inservice, work experience grows, which 

in return lessens the need for frequent cooperation. 

 

4 Conclusion 

Teacher collaboration is being increasingly perceived as a 

foundation for school and teaching improvement, and therefore has 

become the prerequisite for improving the process of inclusive 

education. In order to create a more inclusive school teachers are to 

question their attitudes towards studying and teaching since the aim 

of collaboration is the well-being of every student. 

The results show that there is no significant difference in 

assessment of the following variables: teaching collaboration, 

school staff collaboration, communication among the school staff 

and the exchange of experiences; i.e. that both male and female 

teachers equally agree on the level of good cooperation.  

In regard to collaboration on curriculum development and 

cooperation in evaluating student performance, the results show 

that male teachers are more likely to informally collaborate in 

situations which come as a result of a protocol or decisions of the 

school administration, whereas in the variable school collaboration 

female teachers have higher assessment than their male colleagues 
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who participated in this research, which stresses the social 

dimension of the inclusive process. Female teachers are more 

inclined towards informal cooperation which is suitable for creating 

an inclusive environment. 

According to the results of the correlational analysis, years of 

service are mostly not in correlation with the quality of 

collaboration, i.e. young teachers, beginners, have a higher degree 

of interaction which appears mainly during the problem solving 

and planning, as well as insisting on building cooperative 

relationships. 

Based on the obtained results, it can be concluded that it is 

necessary to provide future teachers with different forms of 

professional development (sessions, debates, study groups) which 

will additionally inform them about the importance of collaborative 

learning and teaching, as well as the importance of inclusive 

education. 

In order to gain a full perspective on the topic, some other factors, 

such as age, the level of education, the lenght of service and the 

work place, should also be included into research. The above 

mentioned short comings of this research open new possibilities for 

future research. 
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Development and quality of preschool institutions can also be 

looked upon through professional development of educational staff, 

and it is largely related to director’s, the key person’s awareness in 

providing conditions for professional strengthening of his 

institution and staff. This leads to the need that directors, above all, 

should develop professional competences needed to support and 

empower the learning community. Since this topic is part of a 

larger research by another author, this paper will focus on 

comparing professional competences of directors in city and 

private preschool institutions through their self-assessment. 

Accordingly, the aim was to examine the correlation and 

differences of some dimensions of professional competences of 

directors, given the size and type of institution / city-private and the 

length of the mandate period. The survey was conducted among 

Croatian directors of preschool institutions (N = 42), using the 

Scale for self-assessment of professional competences. Non-

parametric Mann Whitney test was used as part of the differential 

design for testing subsamples on dependent variables. Non-

parametric Spearman correlation coefficient was used to test the 

relationship between variables. Although differences or 

relationship between the professional competences of the directors 

have not been confirmed given the type, size and mandate period, 

the results indicate a high self-assessment of directors in the one 

sample t test. 
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Key words: professional competences; directors of preschool 

institutions, city and private preschool institutions 

  

1  Introduction 

The complexity of director’s work and co-operation that he realizes 

with the broader and wider social community is reflected in his 

daily activities inside and outside preschool institution. It is 

therefore crucial that this individual possesses competences that 

will characterize him as a professional, leader, expert, capable of 

effectively managing a preschool institution. The tasks, duties and 

responsibilities that he takes on with his role belong to an 

interdisciplinary professional area that requires a lot of knowledge 

and skills. Enhancing each segment of educational work, 

empowering professional growth and employee development, 

boosting the quality of an institution, are just some of the goals set 

by each professionally aware director himself, but also by the 

community. In the Republic of Croatia, there are 610 directors of 

preschool institutions (Source: Ministry of Education, 2018). 

According to Article 7 of the Preschool Education Act (NN 10/97, 

107/07, 94/13), the founders of preschool institutions may be 

county, local / regional, religious communities and other legal and 

physical entities. Different founders bring uncertainty into the work 

of a director as a professional. Professionalism is largely reflected 

through autonomy, which is in the current system actually variable 

because many decisions do not depend on him, but are in many 

segments depicted by a state, local or other authority. The director 

as an expert and business leader of the preschool institution 

declaratively counts as the leader of the institution, but the Law 

itself as the governing body of the preschool institution defines the 

Administrative Council as the responsible body for decision-

making and institution management. It is precisely this fact which 

influences the autonomy of the director and the leadership of the 

institution towards the vision set by each individual by taking on 

that professional role. Vican (2016) also points to this problem by 
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presenting the results of the research conducted among the heads of 

educational institutions in the Republic of Croatia in which the 

directors state lack of autonomy in decision-making since they are 

only the proponents of the decisions that actually need to be made 

by the school board later on. In the context of a preschool 

institution, in accordance with the law on preschool upbringing and 

education, such decisions are made by the Administrative Council. 

Research conducted by Bush and Middlewood (2013) on the 

functioning of educational institutions in centralized systems shows 

reduced freedom of decision-making, strong state authority, 

oversight and decision-making and regulations at the state ministry 

level, all of which greatly affect the autonomy of the director. The 

same authors argue that directors in decentralized systems are more 

effective when managing the institution internally. In such 

circumstances, decisions are left to directors and administrative 

bodies alone, and the institutions themselves are more efficient and 

of better quality. Cranston (2002) cites research aimed at improving 

the competences of directors in developed countries with regard to 

social, global or changes conditioned by the process of system 

decentralization. Thus, the author points out some of the 

knowledge, skills and abilities that need to be empowered by the 

directors to lead the educational institution more successfully; 

general knowledge of leadership and management, knowledge of 

national and international educational changes, knowledge of wider 

organizational changes and development of areas beyond the 

educational system, etc. Among Croatian directors, authors Žnidar, 

Sorić and Sudar (2015) conducted a research through focus groups 

where concrete conclusions were reached about the need to actively 

involve first- time directors in vocational training for many areas 

regarding their directorate; from knowledge of legal affairs and 

administration, communication skills for establishment and 

realization of various forms of co-operation, to managing financial 

resources. In accordance with the above it can be said that it is of 

crucial importance that the director possesses or is able to develop 

capacities and characteristics needed to take on a larger number of 
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everyday diverse tasks (Council of the European Union, 2009). The 

aim of this paper, besides the above mentioned research, is to point 

to the importance of continuous professional development of the 

director in order to acquire all the necessary competences for 

successful and effective management of the educational institution 

and all its stakeholders. 

 

2 Empirical research 

Objective, Instruments, Sample 

The aim was to examine the correlation and differences of some 

dimensions of professional competences of directors, given the size 

and type of institution / city-private and the length of the mandate 

period. The survey was conducted among Croatian directors of 

preschool institutions (N=42), using the Scale for self-assessment 

of professional competences. The respondents expressed their 

degree of agreement with the offered statements on a five-degree 

negatively polarized Likert’s scale. Possible answers ranged from 

1-I do not agree to 5- I completely agree. 

In accordance with the aim of the research, the following 

hypotheses were set; 

H1- Directors from the sample estimate that they do have 

professional competences needed to successfully manage the 

preschool institution. 

H2- There is a statistically significant correlation between the size 

of the institution and the self-assessment of the professional 

competences of the director necessary for successful management 

of the preschool institution. 

H3- There is a statistically significant correlation between the 

length of the mandate period and the self-assessment of the 
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professional competences of the director necessary for successful 

management of the preschool institution. 

H4- There is a statistically significant difference in the self-

assessment of the professional competences of the director 

necessary for successful management of the preschool institution 

with regard to type of institution (city / private) 

3  Results 

Results of self-assessment of professional competences of the 

preschool institution directors are shown in Table 1. 

 
Table 1.Descriptive statistics  

 

N Range Min. Max. Mean SD Skewness Kurtosis 

Stat. Stat. Stat. Stat. Stat. 
Std. 
Error Stat. Stat. 

Std. 
Error Stat. 

Std. 
Error 

V10 42 2 3 5 4,52 ,098 ,634 -,998 ,365 ,005 ,717 

V38 42 3 2 5 4,43 ,103 ,668 -1,274 ,365 2,705 ,717 

V35 42 2 3 5 4,40 ,091 ,587 -,371 ,365 -,676 ,717 

V4 42 3 2 5 4,40 ,103 ,665 -1,202 ,365 2,606 ,717 

V28 41 4 1 5 4,34 ,129 ,825 -1,850 ,369 5,441 ,724 

V27 41 4 1 5 4,32 ,128 ,820 -1,807 ,369 5,408 ,724 

V29 42 3 2 5 4,31 ,099 ,643 -,962 ,365 2,573 ,717 

V3 41 2 3 5 4,29 ,087 ,559 ,001 ,369 -,475 ,724 

V40 42 3 2 5 4,29 ,124 ,805 -1,166 ,365 1,329 ,717 

V1 42 2 3 5 4,26 ,103 ,665 -,348 ,365 -,699 ,717 

V17 42 2 3 5 4,24 ,095 ,617 -,188 ,365 -,471 ,717 

V36 41 2 3 5 4,17 ,098 ,629 -,137 ,369 -,431 ,724 

V15 42 2 3 5 4,17 ,113 ,730 -,271 ,365 -1,035 ,717 

V30 41 3 2 5 4,15 ,113 ,727 -1,055 ,369 2,208 ,724 

V34 41 3 2 5 4,15 ,124 ,792 -,589 ,369 -,199 ,724 

V13 42 2 3 5 4,14 ,100 ,647 -,139 ,365 -,532 ,717 

V9 40 2 3 5 4,13 ,096 ,607 -,057 ,374 -,190 ,733 

V16 41 3 2 5 4,12 ,117 ,748 -,958 ,369 1,623 ,724 

V37 42 2 3 5 4,12 ,103 ,670 -,140 ,365 -,681 ,717 

V25 40 4 1 5 4,10 ,128 ,810 -1,407 ,374 4,220 ,733 
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V24 42 2 3 5 4,10 ,101 ,656 -,097 ,365 -,565 ,717 

V23 42 2 3 5 4,07 ,093 ,601 -,022 ,365 -,063 ,717 

V2 42 4 1 5 4,05 ,127 ,825 -1,459 ,365 3,943 ,717 

V31 41 2 3 5 4,02 ,089 ,570 ,007 ,369 ,336 ,724 

V21 42 2 3 5 4,02 ,099 ,643 -,020 ,365 -,439 ,717 

V5 42 4 1 5 4,02 ,110 ,715 -1,714 ,365 7,044 ,717 

V39 42 3 2 5 4,00 ,128 ,826 -,272 ,365 -,811 ,717 

V7 42 2 3 5 4,00 ,076 ,494 ,000 ,365 1,514 ,717 

V11 42 3 2 5 3,98 ,120 ,780 -,281 ,365 -,462 ,717 

V12 42 2 3 5 3,95 ,108 ,697 ,064 ,365 -,850 ,717 

V22 41 3 2 5 3,93 ,095 ,608 -,672 ,369 2,047 ,724 

V20 42 2 3 5 3,90 ,075 ,484 -,274 ,365 1,389 ,717 

V6 41 3 2 5 3,88 ,117 ,748 -,548 ,369 ,537 ,724 

V19 42 4 1 5 3,83 ,148 ,961 -,864 ,365 ,771 ,717 

V33 40 4 1 5 3,83 ,129 ,813 -,867 ,374 2,380 ,733 

V14 42 4 1 5 3,79 ,139 ,898 -1,037 ,365 1,483 ,717 

V18 42 3 2 5 3,79 ,116 ,750 -,349 ,365 ,122 ,717 

V32 42 3 2 5 3,76 ,107 ,692 -,110 ,365 -,046 ,717 

V26 42 4 1 5 3,74 ,149 ,964 -,980 ,365 1,510 ,717 

V8 41 4 1 5 3,56 ,160 1,026 -,757 ,369 ,359 ,724 

            

Legend. V1 - I am able to write a strategic plan of the organization. V2 - I can differentiate self-
evaluation and external evaluation, and I can analyze their advantages and disadvantages. V3 - I am 

able to analyze jobs and systematize workplaces and identify the competences needed for individual 

jobs. V4 - I continuously cooperate with parents / guardians. V5 - I am able to identify and analyze 
variables in the environment affecting the educational institution. V6 - I can critically evaluate 

fundamental theoretical approaches, principles and fundraising goals to identify sources of funding 

for educational institutions.V7 - I can apply methods for sustaining long-term professional 
development for all categories of employees of the educational institution.V8 - I can analyze financial 

statements. V9 - I apply principles of pedagogic leadership, which is based on children’s needs. V10 

- I can distinguish lifelong learning from initial education and continuous professional development. 
V11 - I am able to write project plans. V12 - I am able to plan and keep track of the implementation 

of the project. V13 - I have the ability to apply ethical aspects of fundraising. V14 - I am able to 

synthesize business decisions based on financial results for managing educational institution. V15 - I 
am able to organize the business of the educational institution according to legal framework of the 

company. V16 - I am able to harmonize the business of the educational institution with employees’ 

rights. V17 - In my work I apply conventions, laws and rules that govern all relationships in applying 
the concept of inclusive education. V18 - I can explain “curricular” alignment and critically analyze 

it in concrete examples.V19 - I support forming teams of experts in my institution (teacher 
leadership). V20 - I am able to identify and analyze specificities of public relations of the educational 

institution. V21 - I am able to critically evaluate and apply different motivational theories in shaping 

behavior. V22 - I am able to re-examine and justify social, ethical and legislative appropriateness of 
public relations. V23 - I can differentiate underlying principles of the influence of motivational 

processes on behavior and success, as well as external and internal effects on motivation. V24 - I 
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apply knowledge of nature of motivation to set appropriate goals for the behavior of stakeholders in 

the educational process. V25 - I know how to respond timely to internal dysfunction of the 
educational institution. V26 - I understand significance and ways of education for heads of 

educational institutions in Croatia and the European Union. V27 - I understand the ethical character 

of the director’s profession. V28- I know basic status questions of the director. V29 - I can define the 
notion of quality in education and explain its most important components. V30 - I can explain the 

role of evaluation in education as a quality determinant at all its stages (planning, performance, 

evaluation). V31 - I am able to analyze the degree of implementation of the set strategic goals and 
initiatives and to identify the reasons for possible deviations. V32 - I know how to apply different 

methodology of action research in education. V33 - I can analyze and interpret results of action 

research in order to improve the quality of educational work. V34 - I value my goals and self-assess 

my work. V35 - I understand the importance of continuous professional development for all 

stakeholders of the educational institution and the modern society. V36 - I can combine tools and 

approaches to fundraising. V37- I successfully carry out planning, performance and evaluation of the 
continuous professional development of the educational staff. V38- I am aware of the various 

influences that shape the institution’s culture as an educational institution. V39 - In my work I gather 

all the experts in solving problems and specific situations. V40 - I understand the position of 
educational institutions in Croatia. 

 

The response range is maximum indicating that items cover 

possible responses well. Given the specificity of the distribution of 

the response, most of the items are slightly negatively 

asymmetrical, pointing to the preference of the respondents to 

positive values. Furthermore, most of items are slightly platykurtic, 

as seen from the kurtosis values (distribution is flattened) which are 

mostly negative, indicating a greater dispersion of the results 

around the arithmetic mean. The values of the arithmetic means are 

high, which implies that directors evaluate themselves as 

professionally competent. Highest arithmetic means can be seen on 

the following variables; V10 - I can distinguish lifelong learning 

from initial education and continuous professional development 

(AM = 4.52), V38- I am aware of the various influences that shape 

the institution’s culture as an educational institution (AM 4.43), 

V35 - I understand the importance of continuous professional 

development for all stakeholders of the educational institution and 

the modern society (AS = 4.40) and V4 - I continuously cooperate 

with parents / guardians (AM = 4.40). High values of arithmetic 

means are clear indicators of the directors’ awareness of 

professional development and achieving its continuity and the 

importance of achieving co-operation with the family as key factors 

in the development of children. The lowest estimates were given by 
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the respondents to V8 - I can analyze financial statements (AM = 

3.56), which is in the scope of director’s work and for which he has 

obviously not been prepared for in his initial education, so this 

result is quite surprising. 

For testing the hypotheses, composite variables of total self-

assessment of professional competences of directors needed for 

successful management of the preschool institution were 

constructed (AM = 4.06; SD = 0.414). 

Tables 2 and 2a. show the results of one sample t test in the 

bootstrapped model, which show statistical significance. 

Table 2. One-Sample Test 

 

Test Value = 3 

t df 

Sig. (2-

tailed) 

Mean 

Difference 

95 % Confidence Interval of the 
Difference 

Lower Upper 

Dimension of 
professional 

competences of 

directors 

14,893 33 ,000 1,057 ,91 1,20 

 

Table 2a. Bootstrap One-Sample Test 

 

Mean 

Difference 

Bootstrapa 

Bias Std. Error 

Sig. (2-

tailed) 

95 % Confidence 

Interval 

Lower Upper 

Dimension of 

professional 

competences of 
directors 

1,057 ,000 ,067 ,001 ,919 1,188 

a. Unless otherwise noted, bootstrap results are based on 1000 bootstrap samples 

 

One sample t-test is applied to determine the deviation of the 

arithmetic mean of the sample from the set theoretical value. The 

default theoretical value is 3. Bootstrapping is the process of re-
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sampling which is applied to obtain more accurate and reliable 

results. Since the Mean Difference = 1.06, and according to the 

scale direction, the first hypothesis assuming that directors in the 

sample evaluate themselves as competent for successful 

management of the preschool institution has been confirmed. 

To test the second hypothesis which assumes statistically 

significant relationship between the size of the institution and self-

assessment of the director’s professional competences, Spearman’s 

correlation coefficient was used. It is presumed that directors in 

preschool institutions with a smaller number of educational groups 

have more opportunities for professional development in terms of 

better dedication to educational work itself and to jointly evaluate 

and criticize the same practice with other stakeholders and thus 

contribute to strengthening of their professional competences. 

Table 3. Spearman’s correlation coefficient 

 

Dimension of 
professional 

competences of 

directors 

Size of 
institution 

Spearman’s rho Dimension of professional 

competences of directors 

Correlation 

Coefficient 
1,000 ,337 

Sig. (2-tailed) . ,051 

N 34 34 

 

As can be seen in Table 3, there is no statistically significant 

correlation between the size of the institution and self- assessment 

of the directors’ professional competences, thus the second 

hypothesis is rejected. 

To test the third hypothesis that there is a statistically significant 

correlation between the length of the mandate period and self-

assessment of directors’ professional competences, we also applied 

Spearman’s correlation coefficient. 
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Table 4. Spearman’s correlation coefficient 

 

Mandate 

period 

Dimension of 

professional 

competences of 
directors 

Spearman’s rho Mandate period Correlation 

Coefficient 
1,000 ,093 

Sig. (2-tailed) . ,602 

N 42 34 

As can be seen from values in Table 4, there is no statistically 

significant correlation between the mandate period and self- 

assessment of the directors’ professional competences, thus the 

third hypothesis is rejected.  

To test the difference in the fourth hypothesis that there is a 

statistically significant difference in the self-assessed professional 

competences required for successful management of preschool 

institution with regard to type of institution (city / private), the 

Mann-Whitney U Test was applied. 
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As can be seen in the values of Mann-Whitney U Test, there is no 

statistically significant difference in the self-assessed professional 

competences of directors needed for successful management of 

preschool institution with regard to type of institution (city / 

private). The hypothesis is based on the assumption that directors 

of private kindergartens as its founders may have greater autonomy 

than the directors of city kindergartens, and that there would also 

be differences in their professional competence assessment, 

however no statistically significant difference has been confirmed. 

The results are somewhat surprising, as many directors report on 

lack of vocational training, too wide scope of work they are not 

prepared for when taking on the role of director, lack of 

competence in some areas such as legal, administrative, legal or 

financial. Croatia still belongs to few European countries that do 

not have institutionalized education of directors, and there is also a 

lack of various forms of vocational training that would allow for 

continuous inclusion and development of the necessary 

competences. 

 

4 Conclusion 

Leading a preschool institution requires a well-prepared individual 

ready to respond to all the requirements of a modern knowledge-

based society. Therefore, it is the duty, responsibility and 

commitment of the director to pay attention to his continuous 

professional development, with the aim of gaining and 

strengthening professional competences, to provide the institution 

he leads the level of quality that each learning community strives 

for. Alava (2016), former director of the Finnish Institute for 

Leadership and Management in Education, emphasizes that, in their 

new roles, directors become leaders in creating the future. 

According to the research carried out, it can be concluded that 

directors are aware of their responsibilities and actively work to 

strengthen their professional competences irrespective of possible 

aggravating factors such as preschool institution being too big 
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(meaning those institutions with more than 25 educational groups), 

mandate period or type of institution. A deficiency of this research 

is a small number of respondents, so it would certainly be desirable 

to carry out a new quantitative and qualitative research on a large 

sample so that the results could be generalized to the overall 

population and gain a deeper insight into the subject. Since 

numerous studies have been carried out in the Republic of Croatia 

among school directors, research in the area of early and preschool 

education is still missing, so there is space for further research on 

this topic. It is an old belief that directorship is a function that can 

be performed without continuous professional training. Diesterweg 

(1790-1866) said more than two hundred years ago that every 

school is worth as much as its teacher, and this saying could also be 

applied today in the context of a preschool institution, since the 

director is responsible for both his professional development and 

the professional development of all staff, which affects the quality 

of the institution itself. 
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TEACHERS AS AGENTS OF CHANGE 
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Education system is recognized as an inert, traditional system. Due 

to these characteristics it is resistant to the process of change, but 

is therefore in a constant state of reform efforts. Experience shows 

that endless reform attempts, for the sake of the reform itself, are 

not successful. Even more, in an inert system such as education, 

persistent reform processes can be seen as a source of permanent 

difficulties. 

Although there is no simple solution to this problem, the author 

recognizes the teacher as a key factor in the process of successful 

attempts to change and innovate the education system. The paper 

analyses the preconditions that need to be met in order for teachers 

to realize their potential as the agents of change. The author 

emphasizes the importance of teacher education institutions, which 

should provide programs that enable the development of 

innovative, professional teachers, ready for lifelong learning. 

During their education, teachers should acquire the competences 

needed to ensure successful conditions for learning and teaching 

processes of all students and to develop awareness of their 

significance for the development of the society. The teacher as 

agent of change is autonomous and authentic, aware of his own 

moral responsibility and acts in accordance with personal beliefs 

and values in a school as a learning community. 

  
Key words: agency, change, learning communities, teachers, 

teacher education 
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1  Introduction 

It is safe to say that education systems are recognized as inert, 

traditional systems. Due to these characteristics it is resistant to the 

process of change, but is therefore in a constant state of reform 

efforts. In time of turbulent social and technological changes it 

seems that education is on a constant path to reforming. Experience 

shows that endless reform attempts, for the sake of the reform 

itself, are not successful (Liessmann, 2008). Even more, in an inert 

system such as education, persistent reform processes are the 

source of permanent difficulties. Due to the emphasis in public 

discourse, on strong impact that education has on economic 

development, the purpose of schooling, as well as teacher 

education are being reconsidered (Paine, 2017). Accordingly, 

reform processes that seem to prevail in education are what 

Sahlberg (2011) calls GERM - Global education reform movement 

with strong emphasis on global competitive comparison, 

standardised tests and accountability. This movement seems to see 

teacher agency as weakness within educational systems and seeks 

to replace it with evidence-based and data-driven approaches 

(Biesta, Priestley &Robinson, 2015). At the same time, national 

and European ambitions regarding the ability of schools to adapt to 

changing circumstances create high expectations of teachers in 

areas of collaboration in learning communities, innovation and 

entrepreneurship are clearly stated (Snoek, 2006). The question is: 

How do we equip teachers with necessary skills for effective 

practice in these ever-changing times? This research points to 

development of teacher agency.  

Maclellan (2017, 253) defines teacher personal agency as their: 

 „Capacity to effect real change (in other words to have at their 

disposal means of reforming and transforming educational 

practice for the benefit of learners) 
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 Knowledge that they themselves wittingly caused change in 

others’ learning (in other words a conscious understanding of 

their precise contribution to change)  

 Awareness of their own influence and power to navigate within 

the milieu of institutional, political and societal structures. “ 

Yet, agency is much more what a person does, than what a person 

owns. In other words, agency denotes a quality of the engagement 

of actors, not a quality of the actors themselves (Biesta, Priestley, 

& Robinson, 2015). Priestley, Edwards, & Miller Priestley (2012) 

argue that the extent to which teachers are able to achieve agency 

varies according to context, an important factor in this lies in 

beliefs, values and attributes that teachers mobilise in relation to 

particular situations. 

 

2 Teacher education and change: 

Teacher education about the need for change has proved to be a key 

precondition for successful implementation of education reform. 

Since teachers’ beliefs about the teaching process only change 

when they are challenged and unsatisfactory, they often hinder the 

process of change (Cabello & Burstein, 1995). This is how teacher 

beliefs can act as a form of conservatism in education and cause 

difficulties in teacher education (Virta, 2002). Teachers develop 

their ideas, knowledge and practice about teaching during their pre-

service teacher education. It is in these institutions that teachers can 

develop competencies for agency. Therefore, it is extremely 

important to recognize the role of the teacher as the agent of change 

in the education system (Lukacs, & Galluzzo, 2013, Heijden, van 

der et al., 2015) even during pre-service teacher education. 

Research on innovation in education suggests that a significant 

number of innovation in education fail because of teachers who just 

abandon innovation and new behaviours and return to well-known 

old routines (Verloop et al., 2001). Teachers educating future 

teachers have an almost impossible task. They have to deal with the 
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preconceptions about teaching and learning, which often restrict the 

understanding of educational theories and teachers’ experiences 

(Korthagen, et al. 2001).  

On an European level teacher education institutions are expected to 

provide programs that ensure development of innovative, 

professional teachers, ready for lifelong learning. Fullan (1993) 

names four capacities necessary for teachers to become change 

agents: the alliance of moral purpose and change agentry, 

development of personal vision, inquiry and teacher mastery. But 

for the teacher to be able to exercise their agency, they need to 

experience autonomy, with a choice in how to act (Maclellan, 

2017). Biesta et al. (2015) assume that the absence of discourse on 

teacher professionalism ties teachers to a particular set of beliefs 

resulting in the situation that teachers cannot experience beliefs as 

choices but they appear as inevitable. That is why teacher 

education institutions should start addressing teacher agency for 

change as part of their programs. 

 

3 Teacher identity and teacher education 

Identity is seen as a fluid concept and its formation is an ongoing 

process. It can be seen as a lens through which we explore different 

issues in teaching (Beijaared, 2017). Therefore, teacher identity has 

a strong impact on teaching practice. The concept of a “good” 

teacher shifted in the last decades from the subject specific expert 

to learning process expert. Today, teachers act as experts, 

professional moderators of the learning and teaching process. A 

“good” teacher, in ideal cases, shows a complete alignment of 

behaviour, competences, beliefs, professional identities and 

missions that form the whole (Korthagen, 2004).  

The role of a teacher is far from being the one of a wise person 

with all the answers and solutions to problems. The teacher is a 

reflexive practitioner (Schön, 1983), an intermediary who teaches 

himself while teaching. He is ready for the processes of lifelong 
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learning and education, professional development, reflection and 

persistent questioning of pedagogical practice. Such a teacher 

ceases to be the sender of information or objective assessor of 

factual knowledge. On the contrary, in this way, through subjective 

interpretation, analysis and critical reflection during the process of 

learning and teaching, the teacher demonstrates personal 

effectiveness. Therefore, it is of great importance to enable future 

teachers to explore and identify their personal qualities and 

professional competences during initial education, to enable them 

to develop a professional identity, implicit pedagogy and a clear 

mission (Rajić, Hosgorur i Drvodelić, 2015).  

Hӧkkӓ et al. (2019) state that professional agency manifests itself 

when professionals and/or professional communities make choices 

and make impact on their professional identity. This means that 

professional agency is closely related to professional identity, 

competencies and experiences within a certain socio-cultural 

context. 

Teacher education programs seems to be the starting point for 

raising awareness of the need to develop an identity, as well as a 

strong sense of the ongoing changes and multifaceted 

characteristics of that identity (Beauchamp & Thomas, 2009). We 

can say that quality teacher learning is equivalent to identity 

development (Vermunt, Vrikki, Warwick & Mercer, 2017).  

 

4 Conclusion 

Parkison (2008) states: Teachers have to make a choice: to 

surrender or act! It is up to teacher educators to endure 

development of teachers as change agents in order to empower 

them for their future responsibilities and actions. Parkison claims 

that teacher empowerment begins with the recognition of 

responsibility and grows within an ethical relationship to society. 

Since education is a social construct, sociocultural framework of 

learning and teaching is a framework that needs to be taken into 
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account when talking about teacher education (Vygotsky, 1962). 

The social nature of teacher identity can be aligned with 

collaborative teacher learning (Vermunt et al., 2017). To improve 

students’ learning experience, teachers need to be capable and 

willing to work and learn in a team - with other teachers, teams of 

different experts and with external stakeholders. Teachers as agents 

of change need to be reinforced by strengthening targeted co-

operation, learning networks, internet communities and innovative 

pedagogical practices among teachers, teachers and school 

principals and involving other relevant stakeholders (Council 

Conclusions on school development and excellent teaching, 2017/C 

421/03).  

In situations when many changes are implemented in education by 

a top – down approach, brought upon schools and teachers due to 

the global pressures of international standardised testing and 

efficacy measures, teachers might react with resistance or 

compliance. It is the development of teacher agency that makes a 

difference. Therefor it is easy to agree with Biesta et al. (2015) 

when they argue that, because of the complexities of educational 

practices, teacher agency is an indispensable element of good and 

meaningful education.  

To conclude, there is a need to develop not only personal but 

collective agency within teachers and schools if we want teachers 

to be able to act as professionals in an era of constant change. 

Agency should be an inevitable part of teacher professional 

identity. That is how teachers as agents of change, can act as 

autonomous and authentic professionals, aware of their own moral 

responsibility and act in accordance with personal convictions in 

schools as learning communities. This seems to be a difficult, but a 

worthy goal that teacher education institutions should strive to 

achieve. 
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A METHOD-SUGGESTION IN CONTEMPORARY TEACHER 

EDUCATION: FOCUS ON STUDENTS’ OWN MICRO-

CULTURES FOR PROFESSIONAL DEVELOPMENT OF 

TEACHING IN CHANGING SETTINGS – AND AN EXAMPLE 

OF HOW TO DISCOVER MICRO-CULTURES 

  

Kirsten Elisabeth STIEN 

UiT - The Arctic University of Norway, Norway 

  

The school system in Norway interact with international 

mainstream trends by enhancing global standards and objectives 

rather than embracing local cultural understandings. This attentive 

conclusion draws on a reading of policy documents concerning 

some specific aspects in the field of education during the last 25 

years. In the need of local perspectives, I will highlight a northern 

pilot in teacher education by describing its pedagogical platform. 

Cultural diversity and in what ways learnings always reflect 

certain places to look from, are basic approaches to the content. 

Additionally comes that students are supposed to identify and 

reflect upon the school interface developments locally as well as 

globally. My suggestion to acknowledge and mend the gap between 

theese levels, is a method for acceptance of micro-cultures, 

involving assumptions about the value of local variance of 

knowledge in the use of modern global media and communication.  

   

Key words: pedagogy in / of the Arctic, changing perspectives on 

  children, micro-cultures 

   

1  Historical background 

In 1997, Norway extended the length of the compulsory school 

from nine to ten years. Consequently, children had to start being a 

pupil the year they became six, one year earlier than before. This

PDF-Muster LIT Verlag 08/10/19



192 Kirsten Elisabeth STIEN 

intervention in children’s school-start was mainly a political 

reaction to average results on Programme for International Student 

Assessment (PISA), however by conservative politicians 

considered unacceptable being among the lower-performing 

countries, and soon the rest of the political establishment followed 

up (Møller & Skedsmo 2013). Both scholars and lay citizens were 

in the beginning concerned about whether the first grade should be 

a place most of all for playing, but eventually the Kindergarten 

approach lost terrain, while school order and focus on subjects 

won. Another significant political decision about doing schools 

better were made twenty years later, when we extended teacher 

education from four to five years. This meant that the students had 

to do their master thesis, learning basic research skills, inspired by 

the Finnish university model for teacher education. On beforehand, 

some of the Norwegian universities had started their own attempts 

to broaden as well as deeper the teacher education. An action 

research based program, initiated at the University of Tromsø, the 

so-called ‘Pilot in north’, started in 2010 and the last class will 

finish in 2020 (Steele 2017). The main subject trough out all years 

was a pedagogic inspired topic, named ‘Profession subject’. In an 

earlier, minor change in teacher education in 2010, we called a 

similar topic ‘Pedagogy and pupil knowledge’. These shifts point to 

a kind of crises in many aspect of our education for schools, 

furthermore what kind of position pedagogy took both in academia 

and in everyday life. The status of the subject is liquid and the 

students too were mobile in their educational wishes, not eager to 

become teachers. Until the midst part of the last century, students 

with excellent grades wanted to study for teaching, but after having 

had a huge expanding on higher education, we lost many of the 

most motivated students to other academic disciplines. This 

especially had consequences to the most northern region of 

Norway, so this ‘Pilot in north’ was also an answer to the need of 

schoolteachers by shaping an education that borrowed some main 

ideas from medicine and doctors’ training, a subject with 

considerable status and acknowledgement in society. This 
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alternative consists of 300 hundred credits and the profession 

subject alone takes 140 hundred credits. The overall most important 

mainstay is the profession subject, but when the reform period 

stopped and the length of the education became permanent, this 

subject, now named pedagogy, diminished to 60 credits, while 15 

of those will contain religion, life philosophy and ethics. This 

change in mindset; from one important mainstay to a variety of 

subjects, open up for thinking and rethinking about what priorities 

we must do in the future. What kind of methods are preferable if 

we still want to bring with us a perspective that pedagogical issues 

always implies specific places to look from?  

1.1  Pedagogy in / of the Arctic 

UiT, The Arctic University of Norway, is former named University 

of Tromsø. The change in 2013 from a city name to a transnational 

region occurred simultaneously with the great preoccupation on 

vital resources in the Arctic areas, involving Russia, USA and 

China, increasingly after the Nordic route is ice-free more months 

of the year, and thus shortens the distance between Europa and 

Asia. Transnational organizations overlook and control these areas, 

a cooperation with certain difficulties when it comes to how to 

exploit and/or protect the nature. Between Russia and Norway there 

has always been a good people-to-people collaboration. During the 

iron-curtain period, common cultural and sport activities, in 

addition to political meeting with comrades in the communist 

parties, were arenas for mutual interaction of knowledge. On an 

academic level, we have had professional relations with Russia 

from 1993, and the group I am belonging to, with Murmansk Arctic 

State University from 2012. This university too, have changed 

name and now use the word arctic instead of humanist university. 

Changing our name caught on as a strong political statement, and 

both employees and locals wanted a debate on the consequences of 

our responsibility to fill the name with some relevant content. What 

kind of scientific and academic knowledge could elaborate and 

expand on this open name? Was it a geographical name as the 
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former, or would certain aspects of the way people are living their 

lives in the dark winter when the sun is away for two months or the 

bright summer when the sun does not leave for two months, have 

any significance? Do matters matter, and in what ways? Or rather, 

why should we care, as long as an obvious option was letting the 

decision makers do their jobs end we ours, though being an 

academic institution in a democratic society also demands being 

deliverer of knowledge informed premises and part in the public 

discussions. When the university started up in 1968, it had a 

specific task in educating needed competence for the most northern 

region in Norway, though no agreement concerning how this 

education should reflect local understandings and methods was 

established. Every discipline, though often organized in an 

interdisciplinary order, had to find out for themselves how to 

discover, participate, maintain and develop the local resources. 

Medical students trained in a way that gave room for cultural 

sensitivity; psychology students, on the other hand, did not. 

However, pedagogy as a university subject was able to open up for 

local perspectives, for instance Sámi students, belonging to an 

indigenous group in Russia, Finland, Sweden and Norway, wanting 

to do fieldwork in their own culture, which was not appropriate in 

anthropology at that time. Making a ‘Pilot in north’ in some respect 

did overcome the differences by sciencing up the whole format of 

the education, not only in length, but in depth too. About the 

research and development work, the plan claims: “The orientation 

of the research and the development (the RaD-orientation) is 

present through the whole education in order to qualify teachers to 

be systematic, reflective and explorative in school” (Retrived from 

Master of Education year 1-7: 2012, p. 10). The schools the 

students should have their practice, became university schools, 

using the same pattern as university clinics for training of medical 

doctors. When teaching, work and learnings forms were in 

question, methods like drama means, different digital platforms and 

combination of such were the recommendations. The rather 
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complex and contextual content of the education claimed for a 

variety of methods.  

 

2 A change of perspective 

How we perceive children, both as individuals and as a population 

group, is dependent on what kind of scientific point of view we 

lean on. In Norway, a move from development psychology into a 

cultural and sociological inspired understanding of childhood has 

been a significant change during the latter part of the last century. 

Seeing children as active and social individuals, shaping their own 

learning environment, challenged the Piaget-tradition on children`s 

development being universal and undergoing specific stages 

connected to age. In a qualitative longitudinal study of children, 

these different perspectives stand out as being fruitful to each other. 

The researcher observed a specific kind of continuity in every 

children. On the other hand, she saw an immense ability of 

progress within the groups by using their emotional energy on 

social tools, mediating their actions through cultural scripts on 

micro levels. She also argued to have seen a certain coherence 

among the children when physical, social and cognitive 

development are at stake, addressing how Vygotsky explained 

about the connection of an inner readiness and an outer available 

arena. Hence, she ends up advocating an integration of both the 

biological and social aspects of a child, given in a specific historic 

context. The dialectical view came to her because of a long lasting 

research project, as her main observation was seeing what 

happened to the same child, over time – which in this case was 10 

years, designed as a fieldwork in a group of children in one school. 

She was an observer, getting a lot of attention in the beginning, but 

soon became a part of the inventory. When they forgot her 

appearance, she could see their actions and their negotiations in 

non-constructed situations and thus be a witness-researcher of their 

doings, together and over time (Nielsen 2013).  
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2.1  An observation of doing differences together (Verran, Christie 

2017) 

We are in a group of children at the age of six years. They are 

trying to find their way of being schoolchildren, creating a common 

understanding of acting in a group. My approach as a teacher is two 

times a week organizing an activity that opens up for everyone to 

give his and hers contribution without being measured by set 

standards. A big tub, already being in the classroom, filled with 

plasticine is an accommodation available to a minimum of costs. 

The inspiration came from the free time at school, when I observed 

that the pupils exchanged items as for example pictures in an 

advanced and dignified way. Why did I not see the same authority 

in the classroom? In order to give these attitude and behavior a 

room, I therefore let the pupils decide for themselves what to do, 

how to do it, and together with whom, staying with them, but 

telling them that only if necessary I would interfere. They soon 

formed both groups and doings, while I struggled with the 

professional attitude of how to perform my profession. It was 

difficult doing apparently nothing, compared to my standards, but I 

was carefully observing them, trying to perceive each of them and 

their interacting with each other. Then naming the activity came 

up; two names according to how they formed into two different 

flexible groups. The names were almost the same, though one 

vowel was different. Should we not decide for only one name was 

my question to myself. The pupils did not ask for it, so why should 

I take responsibility for changing the situation into something 

hierarchical, where some had lost and others won? To them this 

was not a problem because they changed into the appropriate word 

depending on which group they were speaking about.  

 

3  Micro-cultures 

This observation was for quite a long time a tacit one, until I met 

my students in their fourth year, teaching them about pedagogical 

issues concerning school, society and culture, having dialogues on 
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cultural diversity. By showing me their different micro-cultures, 

how their bits of identities took part, in different groups inside and 

outside the educational institution, mediated by language and 

digital platforms (Mahiri 2017, p.7), I got an understanding of how 

complex and rich each of them and their life was. Through different 

kinds of activities, they showed me the same kind of dignity I once 

met by my young pupils. As a concept micro-cultures can be 

defined along vertical and horizontal axes, where the first is like a 

fingerprint, defining this specific individuals combinations of 

elements. The other axes is the one in a constant change, looking 

different in the next minute. These numberless possibilities 

actualize by the options we have on different platforms to perform 

in ways yet not thought of. The Sámi folk costume ‘gákti’ is an 

example of how new forms of complexity are allowed and longed 

for. In my childhood, every costume from specific geographical 

areas looked alike, the only variations were if crafts were badly 

done – or the ‘gákti” had been worn out. Today, we can see just as 

many different costumes as persons wearing them, because most of 

them have something in a personal manner, whether it might be 

color, cloth or other combinations. Nevertheless, there is never a 

doubt about if this is a ‘gákti’ or not. That is possible to see at once, 

and the rest may take its time, depending on how open and 

experienced your perspectives are.  

 

4 A kind of conclusion 

Teacher education is today under pressure, looking for tools to 

mind and mend gaps between global and local levels. As an 

approach to contemporary teacher education, I would suggest that 

focusing on micro-cultures is a link to macro-cultures, and vice 

versa. The collaboration we have with Murmansk Arctic State 

University enhance these levels. They perform their way of teacher 

education, we ours. We are doing differences together. We are 

doing teacher education.  
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Previous studies have clearly demonstrated that various factors 

determine the quality of transitions and adaptation in kindergarten 

and, according to the Ecological and dynamic model, the early 

childhood educators’ characteristics are among the most 

significant ones. Therefore, the main aim of this study was to 

determine the perception of six early childhood educators who 

participated in the focus group regarding the transition process, 

the methods they used to work with children and families, and the 

difficulties they faced. Three major themes were defined with the 

thematic analysis: transition/adaptation determinants, risk factors, 

and guidelines for enhancing the quality of transition/adaptation. 

Even though the educators reported positive and negative 

experiences in their work, they all agree they need professional 

empowerment. They emphasized the need for acquiring transition 

competencies during their university education or through life-long 

education programs. 

  

Key words: transition, children, family, early childhood educators, 

  competencies 

  

1  Introduction 

Providing the highest level of well-being in early and preschool 

aged children is the main aim of the National Curriculum of Early 

Childhood Education and Care (2014) in Croatia. However, even
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though some specific guidelines are outlined in this basic policy 

document in our country, concrete postulates and directions how to 

achieve the highest level of children’s well-being during the 

transition period have not been articulated. Therefore, different 

practices may be found in different kindergartens when trying to 

determine what kind of organization and methods are most 

effective during children’s transition from their home to the 

kindergarten and from the kindergarten to primary school 

(Tatalović Vorkapić, 2019). 

On the other hand, the contemporary theoretical framework of the 

Ecological and Dynamic model of transition (Rimm-Kaufman & 

Pianta, 2000) provides a broad and complex perspective on 

children’s transitions, which includes major effects of various inter-

personal and intra-personal factors on the quality of transition. 

Mostly, the transition from the family home to an early and 

preschool institution is the first and most ecological transition into 

their educational life (Bronfenbrenner, 1979). It is defined as “the 

process of change that is experienced when children (and their 

families) move from one setting to another … to when the child is 

more fully established as a member of the new setting. It is usually 

a time of intense and accelerated development demands that are 

socially regulated” (Fabian & Dunlop, 2002, p. 3). In other words, 

transition can be described as a change of context or moving from 

one institutional framework into another in the continuum of the 

educational system (Blatchford, Battle & Mays, 1982; Dockett & 

Perry, 2005; Pianta & Cox, 1999). In addition, transition may be 

defined as moving from one identity to another (Griebel & Niesel, 

2002), since new experiences and new learning significantly 

modify children’s roles and behaviors, which serve as the basis for 

defining my NEW ME. 
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1.1 Ecological and dynamic model of transition 

The most contemporary and holistic model of transition, the 

Ecological and dynamic model (Pianta & Rimm-Kaufman, 2000), 

has its roots in the well-known Bronfenbrenner’s ecological 

systems model (1979), which postulates that the child and his/her 

environment (microsystem, mesosystem, exosystem, macrosystem, 

and chronosystem) are in constant, two-directional, and 

transactional interaction (Sameroff, 2009). Taking into account the 

child’s development in different context, after three transition 

models, Pianta and Rimm-Kaufman (2000) created a model that 

emphasizes direct and indirect effects between the child and his/her 

environment that constantly change over time. These two-way 

interactions are described as transactional processes, which are 

variable and inconsistent. Research has shown that pro-social 

behavior of the parents (Ladd & Hart, 1992) and the early 

childhood educators (Sindik & Ivon, 2008) anticipates successful 

peer relationships of their children in the kindergarten. 

Furthermore, the involvement of the family has an indirect impact 

on the child’s experiences and relationships at school. 

Communication between teachers and family, coherence between 

their home and school attendance, joint support, joint decision-

making, promotion of achievement, and parental expectations of 

success are associated with children’s success at school 

(Bempechat, 1990). For this reason, parents and educators, who 

together create academic and social goals, strengthen the continuity 

between the family home and kindergarten and facilitate the 

transition between these environments. Studies of indirect effects 

show that family support networks can alleviate the stress that 

occurs when a child goes to kindergarten. Such relationships play a 

key role for children at risk, especially with regards to the 

successful adaptation when the quality of relationships can 

neutralize undesirable social conditions (Feldman, 1995; Raffaele 

& Knoff, 1999). In addition, social relatedness with the 
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neighborhood can mitigate negative outcomes of change (Korbin & 

Coulton, 1997). 

Similar processes can have an impact on the child’s experience 

during the transition, which depends on how the neighbors 

communicate with each other and transmit the experiences of 

school (kindergarten) to the children and their parents, who are 

ready to help each other directly (e.g., in the planning of 

babysitting the children). Therefore, to fully understand children’s 

competencies, it is necessary to explore the impact of the 

relationship between the characteristics of the child and their home, 

school, peers, family, and neighborhood as well as how these 

relationships change over time. 

1.2 Transition practices 

Regarding the contemporary Ecological and Dynamic model of 

transition, the characteristics of the kindergarten and the transition 

practices that have been used are crucial for the quality of 

children’s transitions. Previous studies point to diverse practices. 

The research carried out by Pianta and associates (1999) and Early 

and associates (2001) on the stratified random sample of American 

early childhood educators (N=3,595) showed that the most 

common practices are those after the start of the educational period 

aimed at the whole group of children. More specifically, 65 % of 

teachers apply practices such as: a) sending a leaflet or brochure 

about the transition to the parents of the enrolled child after 

enrollment sending a leaflet or brochure about the transition to the 

child after enrollment; c) organization of an Open house for parents 

and children after the school starts). In addition, 59 % of teachers 

apply the same activities aimed at the whole educational group but 

prior to the beginning of the educational period. Furthermore, 44 % 

of teachers apply the activities that take place after the school has 

started but are focused on individualized interactions with a 

particular child or family, such as paying a visit to the child’s 
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family home after the school has started and facilitating contacts 

between the parents of children in the same educational group.  

A lower percentage of teachers (36 %) are engaged in coordinating 

activities of the kindergarten and the local community: a) educators 

have available records of the child’s past experiences or psycho-

physical status, b) there is a possibility to visit the kindergartens or 

preschools in the local community; c) there is non-formal contact 

between the children’s educators; d) there are direct contacts and 

visits between those educators and teachers who will carry out 

educational work with the same children before they transition 

from the kindergarten to elementary school; e) there are regular 

meetings of kindergarten, preschool, and elementary school 

educators at the institutional level in the local community; f) there 

are contacts and meetings aimed at developing co-ordination 

between early and preschool curricula and primary education 

curricula). Finally, 29 % of teachers apply the practices that take 

place before the school starts, focusing thereby on individual 

interactions with the particular child and family (visit to the family 

home before the school starts; talking to the parents of the child 

before the school starts; phone calls to the child; facilitating 

contacts between the parents of children in the same group before 

the school has started). 

Similarly to those practices, early childhood educators and primary 

school teachers reported about their practices in Iceland and 

Australia, whereby they emphasized the cooperation between 

kindergarten and primary school teachers (Einarsdóttir, Perry & 

Dockett, 2008) or activities that have been done prior to and after 

school start (Petrakos & Lehrer, 2011). Since there is a significant 

lack of similar studies in Croatia, this qualitative study is aimed at 

examining the practices of Croatian early childhood educators 

regarding the transition from the family home to the kindergarten 

and the adaptation in the kindergarten. 
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2 Method 

“Focus groups are a special technique of group discussion aimed 

at deeper understanding of the research phenomenon” (Milas, 

2005, p. 589) and is conducted in a smaller group of participants 

with the guidance of researcher-moderators. This research plan is 

designed to provide a suitable, total sample of five to eight 

participants in one focus group. The research was conducted at the 

Faculty of Teacher Education in Rijeka with a prior agreement with 

the focus group participants. Participants were six early childhood 

educators, who have diverse working experiences (from three 

months to 35 years) with children during transition and adaptation 

from randomly selected kindergartens in the Primorsko-Goranska 

County. This means that the principle of selecting participants was 

their knowledge and experience in relation to the area being 

explored, thus trying to meet the criterion “information-rich 

informants” (Patton, 2002). 

Within the first phase, a guide for a focus group was created by the 

author of this paper and a selection of participants (a suitable 

sample) and an agreed place and time of the focus group 

maintenance. The second phase was conducted by two researchers, 

and the conversation was audio-visually recorded so as to create a 

transcript at a later stage. At the beginning of the focus group, 

participants received comprehensive information on the purpose of 

the research and discussion, and provided their written consent to 

the audio-visual recording, privacy protection, and data 

confidentiality, and using research findings for research purposes. 

Participants were also informed about the possibility of 

withdrawing from participation in the research at any 

stage.Thematic analysis (Braun & Clarke, 2006, 2013) was used for 

the third phase – data analysis. The research respected the 

guidelines of applicable ethics codes and laws in the Republic of 

Croatia. The main ethical issues concerned giving written informed 

voluntary consent of participants to participate in the research, 

protecting the confidentiality and privacy of participants, and 
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protecting their welfare during data collection. After transcribing 

the audio–visual records of the focus group content, they were sent 

for authorization that was approved by all focus group members. 

 

3 Results and discussion 

Three major themes were defined in the process of the thematic 

analysis: transition/adaptation determinants, risk factors during 

transition and adaptation, and guidelines for enhancing the quality 

of transition/adaptation. 

Transition/adaptation determinants. Within this first thematic 

category, all six early childhood teachers agreed on defining the 

transition and adaptation in the kindergarten. They noted that this is 

a process that starts when a child enters a new situation and his/her 

family and close environment are crucial as the support in 

overcoming all challenges in this new situation. 

Example of one original statement: “I would say that children’s 

adaptation and transition actually places children in a new 

situation, a process in which that child is trying to cope with the 

new situation. The transition and adaptation are intertwined 

processes. They reflect the managing of the new situation, 

acquiring a sense of security and naturalness to make it all part of 

his life, and, perhaps, in a child, opportunities to adopt those first 

feelings of responsibility and independence in life.” In addition, 

they described the basic organization of the practice as following: 

“In June, the whole team of educators is usually present in a 

meeting with the parents for the newly enrolled children with some 

general information about the kindergarten and its rules. So, the 

parent has the possibility to meet the entire kindergarten team and 

then the parents with the children, who will enroll the kindergarten 

in the fall, are taken into their future groups and rooms. It’s one 

relaxed meeting with the parents and a plan is created for 

alleviating the transition and adaptation in the fall. After that, 
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another short meeting with the parents and children is again 

organized on the day before the kindergarten starts, i.e., at the 

beginning of September, when the final schedule of the gradual 

stay in the kindergarten has been made.” 

Regarding the significant transition/adaptation determinants, all 

early childhood educators agreed that the following factors are 

crucial for the quality of the children’s transition and adaptation to 

the kindergarten: children’s characteristics (their prior experiences 

in new situations, age, and temperament); parents’ and family’s 

characteristics (their adjustment to this new situation and their 

relationship with the child and their personality); early childhood 

educators’ characteristics (their personality, their communication, 

and relationship with the children and parents); and working 

conditions (high level of job fluctuation among early childhood 

educators, especially in nurseries). For example: “Sometimes, a 

child does not want to go to kindergarten because (s)he hasn’t 

connected with their early childhood educator, or the educator did 

not adequately approach the child or notice him(her) when needed 

– the educator’s approach to the child is crucial for their 

relationship. It is very important that educators know how to greet 

the child in the morning. They do not have to kiss and hug the child 

for the child to feel accepted and welcome since there are many 

other ways to foster a positive climate. For example, I’ve heard the 

following very often in my practice: “I will not go to the 

kindergarten because of that teacher”.” 

Risk factors during the transition and adaptation. Early childhood 

educators from the focus group have very clearly articulated the 

various risk factors during the transition, such as: a) children’s risk 

characteristics (negative prior experiences in new situations; 

children’s age- younger children have smaller capacity to deal with 

the challenges of new situations so often they exhibit certain 

regression behaviors; children’s hard temperament); b) parents’ 

risk factors (parents’ unpreparedness to transition period; parents’ 

nonverbal communication of mistrust which has been reflected on 
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child; parents’ personality; parents’ unsecure attachment with the 

child); c) early childhood educators’ risk factors (distant and cold 

communication and relationship with children and parents); d) 

inefficient cooperation between early childhood educator and 

psychologist/ pedagogue in the same kindergarten. 

Example of one transition and adaptation to the kindergarten: “I 

always mention a girl who would cry a lot; this was accompanied 

by vomiting, obligatory ritual urination and defecation, and facial 

washing for four years, constantly, every morning – staying at the 

kindergarten was a huge trauma for her. When she went to school, 

everything was fine. Today I still remember her – something 

significant was bothering her, but even though we all tried hard to 

figure out what it was, we weren’t able to help her. The possible 

explanation is her temperament or something else; I do not know 

what else. Parents were ready to co-operate and she had an older 

brother in the kindergarten, so she knew what the transition and 

adaptation were like. Nevertheless, she simply never accepted 

being in the kindergarten. It was strange, every morning seemed 

the same – desperate crying and vomiting, going to the toilet with 

her dad, mum and teachers, everybody was with her. It always 

lasted for fifteen to twenty minutes, and afterwards everything was 

OK, as if nothing happened. After that she would participate in 

every kindergarten activity, without tears, without any fuss. Her 

hardship was not intensified because it was Monday (after the 

weekend) or Friday (the weekend was approaching). But that 

“something” always existed. However, we simply could not 

discover what; I do not know if it was bad practice or something 

else, we simply did not succeed. I do not know how to characterize 

it, where our mistakes were at work, but unfortunately, we have not 

been able to help her.” 

Another teacher emphasized that maybe it is not the temperament 

we should focus on, but rather the child’s general characteristics: 

“There was this one girl in the group. Her brother behaved 

similarly with me, and the cooperation with their parents was 
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excellent, the parent’s confidence was at the maximum. She 

enrolled when she was three years old, two and a half maybe, and 

was placed in the older group. This was a child that did not like to 

be touched. She had her own personal space and if anyone came 

too close, she would cry and even scream. Her reaction was 

overwhelming. I concluded that this child should be left alone, what 

was successful in her very gradual adaptation. However, these 

situations are not recognizable in the practice.” 

Guidelines for enhancing the quality of the transition and 

adaptation. Since all early childhood educators reported some of 

their negative feelings related to the work with children during 

transition periods (fear, their own unpreparedness, feeling of 

insufficient competences, frustration), and even though they 

reported positive and negative experiences in their work, they all 

agreed that they need professional empowerment. They emphasized 

the need to acquire transition competencies during their university 

education or through life-long education programs, which are 

missing in Croatia. 

Besides, they suggested that the cooperation and team work 

between two early childhood educators in the same group of 

children are very important regarding the support in the work, same 

as the cooperation with the pedagogue or psychologist in the 

kindergarten. The possibility of group meetings during the 

transition and reflections with other teachers are more than useful 

to gain emotional stability and to strengthen the competencies in 

this specific work conditions. In addition, they think that it would 

be very useful to have certain general guidelines of good practices 

during the transition and adaptations since there is a lack of them in 

Croatia. 

Also, this is an example of the good practice which enhances the 

trust in the parents during this challenging period in children’s 

lives: “I prepare a couple of photos for a meeting with the parents 

in which the parents see that the child does not cry all the time in 
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the kindergarten and is gradually adapting. For an individual 

meeting, we prepare photos about a particular child, where the 

parent often respond: “Oh, so he does play!” Then, when he sees 

his child playing with someone, actively choosing toys or activities 

while being in certain educational center, the parents’ reactions 

are often: “Oh, wow, I cannot believe it. So he plays after all! But 

he tells me he was crying all the time, or that he was by himself the 

whole time.” So, individual meetings with the parents are very 

successful and important to build cooperation and trust, for both 

the child’s and the parents’ adaptation.” 

 

4 Conclusion 

As the findings of this qualitative study clearly revealed, early 

childhood educators are aware of the children’s needs during the 

transition and adaptation to the kindergarten but also of the 

protective and risk factors which are determinants of the quality of 

the same process in children. Therefore, their main idea could be 

recognized in Sosnowska’s conclusion (2013) on the determinants 

of successful adaptation in the kindergarten: adequate and 

consistent educators’ attitudes; professional kindness and care; 

positive atmosphere in the group; pedagogic sensitivity; attractive, 

comfortable, colorful and friendly environment; the possibility of 

staying in kindergarten before enrollment, both children and 

parents (without interfering with the child’s play); the possibility of 

getting acquainted with other children who will be enrolled in 

kindergarten; the possibility of the presence of an older brother or 

sister while staying in a kindergarten before enrollment; creating 

heterogeneous groups of children by age; providing interesting 

activities and games; activities based on which the child easily and 

simply meets his new environment; easing the way of accepting a 

weekly schedule; learning different life tasks and positive attitudes 

of children towards kindergarten. However, they emphasized the 

need for the organized support to be provided for the practitioners 
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through the university programs and/or the life-long learning 

programs. 
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TRAINING TEACHERS AS A RESPONSE TO NEW 

PARADIGM OF SCHOOL-FAMILY CO-OPERATION 
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University of Zagreb, Croatia 

  

This paper considers the new role of the family in education, and 

deals with the shifting paradigm of collaborative relations between 

families and educational institutions. In analyzing the existing 

curricula of the teachers’ training, and tries to determine if the 

education follows the new trends and requirements of family and 

institution co-operation. The results show that education for co-

operation with parents is an integral part of the majority of 

curricula. and that the desired educational outcomes support the 

shift of co-operative paradigms. It remains unclear whether the 

education only affects the knowledge of future teachers or leads to 

a change in their beliefs, which are the foundation of their personal 

co-operation paradigm. 

  

Key words: family, education, teachers, educational institutions 

  

1  Introduction 

Parents have always been teachers of their children and their role 

has remained, with some changes, to this day. Through their 

educational practices, they taught life skills, passed on the culture, 

customs, and norms of the community in which the children grew 

up. With the emergence of formal education outside the family 

home, there came up the need for contact between family and 

educational institutions. 
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2  Shifting paradigm 

Historically speaking, the relationship between families and 

educational institutions has evolved from the separation paradigm, 

through correction paradigm and all the way to the co-operation 

paradigm. The separation paradigm is related to the beginning of 

the institutional childhood education (Maleš, 2015). The 

relationship between family and institution is nonexistent in this 

paradigm, i.e. the family and the institution each have its own 

separate responsibilities in childhood education. Every subject of 

this relationship has its own area of responsibility and they are 

mutually exclusive. The institution is an authority in the field of 

education, so there is no need to involve parents in that segment of 

the child care.  

Communication between the teacher and a parent is most 

commonly one-way and directed to instructions intended for a 

parent (Amatea, 2013; Maleš, 2015). The McAllister Swap 

Protective Model (1993) supports a paradigmatic separation 

approach. The aim sought out in this model is preventing conflicts 

between parents and professionals. Parents are expected to transfer 

responsibility for the education of their children to the educational 

institution and to obtain the attitude of non-interference with the 

educational goals. The consequence of this kind of relationship is 

the discontinuity of educational efforts towards the child. 

Scientific research (Epstein, 1990, 2001; Hornby, 2000; Deslandes, 

2001; Grant & Ray, 2010; Maleš & Kušević, 2011) led to re-

examination of family education. Consequently, educational 

institutions take on the role of the corrective of family upbringing, 

which is considered flawed. This relationship is inherent to the 

correction paradigm (Amatea, 2013; Maleš, 2015). The institution 

is imposed as an educational authority towards parents due to 

parental ignorance and, consequently, due to the need for teaching. 

The correction paradigm has aroused possible dilemmas in 

achieving collaborative relationships. The superiority of the teacher 
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(Wilson, 2016) and the educational objectives set by educational 

institutions do not give rise to a reciprocal relationship. The parents 

are considered incompetent, so they need to be educated to promote 

values represented by the educational institution in the family 

environment. 

Starting from the importance of the interaction of the environment 

in which the child is raised (Bronfenbrenner, 1979), it can be 

assumed that the upbringing and education of children is the 

responsibility of both parents and society. Educational institutions 

should support and assist parents in their efforts. Consequently, 

there is a paradigm change – a shift from the correction paradigm 

to the co-operation paradigm. This paradigm starts with an 

individual approach to each family, respecting different upbringing 

endeavors and different cultures (family and institution). The 

contribution of all participants to this relationship is visible in the 

quality of communication, clearly defined expectations and mutual 

support. This approach also gives parents a new role in the 

relationship with educational professionals. Parents take 

responsibility for institution management, planning institution 

development, and even making decisions about employment in the 

institution. This way, the parental influence distances itself from 

the influence on family upbringing. The downsides of this 

paradigm could be seen in the responsibility of the teacher in 

establishing co-operative/partner relations with parents. Although it 

seems that in the separation and correction paradigm the teachers 

establish a solid structure, and thus the responsibility in 

relationships, in the co-operation paradigm, the teachers have even 

greater responsibility when it comes to the inclusion of parents due 

to the multiple roles of parents. 

Changes in the co-operation paradigm between educational 

institutions and families is reflected in the concepts of teacher 

education. Some of the research (Epstein & Sanders, 2006; Warren, 

Noftle, Ganley & Quintanar, 2011; De Bruïne, Willemse, D’Haem, 

Griswold, Vloeberghs & van Eynde, 2014; Björk & Browne-
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Ferrigno, 2016; Hindin & Mueller, 2016) on the importance of 

educational competences in achieving co-operation with parents 

resulted in gradual changes in the initial education of the teachers. 

 

3  Educating teachers for co-operation with parents 

Given the role of co-operation between educational professionals 

and family have in the quality of early and pre-school education; it 

is reasonable to expect that this content is an integral part of teacher 

education. In order to determine whether the concept of teacher 

education in the Republic of Croatia is in accordance with current 

scientific knowledge, this paper has analyzed teacher education 

study programs available on the web pages of higher education 

institutions where the education is carried out (Universities of 

Zagreb, Osijek, Pula, Rijeka, Split and Zadar). The analysis 

included the following criteria: name of the course which aims to 

introduce theoretical backgrounds, knowledge and skills in the field 

of co-operation with parents; course status (mandatory or elective); 

course content; expected course outcomes; course structure 

(lectures, seminars, exercises); semester in which the course is 

offered. 

In analyzing the study programs, it was found that three higher 

education institutions offer a mandatory subject aimed at 

introducing theoretical backgrounds, knowledge and skills in the 

field of co-operation with parents. These are the Faculty of 

Education in Osijek, the Faculty of Humanities and Social Sciences 

in Split and the Faculty of Teacher Education in Zagreb. The 

Department of Teacher and Preschool Teacher Education at the 

University of Zadar offers an elective course on co-operation, 

which means that only students who elect this course can acquire 

competences for co-operation with parents. The Faculty of 

Educational Sciences at the University of Juraj Dobrila in Pula, 

Department of Teacher and Preschool Teacher Education at the 

University of Zadar and the Faculty of Teacher Education in Rijeka 

offer a mandatory course Family Pedagogy, which covers the 
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subject of co-operation with parents. Almost all of the programs 

deal with co-operation within other courses as well – most often 

pedagogical and psychological. Naturally, due to the scope of other 

content within the courses, the content intended to increase the co-

operation competence cannot be considered sufficient to acquire 

this competence. 

Course content (Partnership of kindergarten, family and school, 

Partnership with parents and local community, and Family 

education and partnership with parents) dealing with co-operation 

between early and pre-school education institutions and family aim 

at understanding the co-operative relationship between the family 

and the educational institution; recognition, understanding and 

appreciation of various forms of collaborative relationships; the 

forms of co-operation which exist within the co-operation of the 

educational institution and the family; developing skills needed to 

establish co-operative relationships; understanding obstacles in 

relationships and developing strategies to successfully overcome 

obstacles as well as the role of teachers in strengthening parents’ 

pedagogic competencies. 

These contents should contribute to developing students’ 

competencies for co-operation with parents. Students should know 

and understand the basic concepts in the field of co-operation with 

parents, the theory and the paradigm of co-operation, independently 

conduct various forms of co-operation with parents, and identify 

and understand the possible obstacles in co-operation between 

parents and teachers. It is interesting to note that Miller, Lines, 

Sullivan and Hermanutz (2013) study the content of educating 

teachers for co-operation with parents in the context of establishing 

relationships with families, creating an environment in which all 

families feel welcome, creating knowledge and understanding of 

cultural and linguistic differences, and the benefit of the 

relationship of family and the educational institution has for the 

child. 
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Comparing the education concepts in the Republic of Croatia with 

the concept given by Miller et al. (2013), it can be concluded that 

the concepts present in the Republic of Croatia include all these 

contents, but they also expand knowledge by developing the skills 

needed to achieve co-operative relationships. The expected 

outcome of teacher education in the Republic of Croatia is unclear 

in determining whether there is any content which would aim at 

developing positive attitudes towards parents and co-operation with 

parents, which was clearly highlighted in Miller et al.’s (2013) 

concept (creating a context in which all families feel welcome, 

understanding cultural and linguistic differences). Although the 

outcome in this area is not clearly highlighted, the understanding of 

co-operative relationships and obstacles which hinder them derive 

from understanding the difference between the parent and the 

teacher, therefore, they are a prerequisite for the development of 

positive attitudes towards co-operation. 

In Osijek and Zagreb courses are organized as lectures and 

seminars, while in Split they are organized as lectures and 

exercises. Grant and Ray (2010) problematize teacher education by 

stating that teachers are involved in the educational process with 

little or no experience in working with parents, and as a reason they 

cite the resistance of educational institutions to involve students in 

the process of co-operating with parents. Despite the learning 

outcome, which should enable teachers to work independently with 

parents, the lack of experience in working with parents is a barrier 

for beginner teachers.  

When students do their practical part of education in educational 

institution, it presupposes inclusion and participation in all 

segments of the work of the teachers. It is reasonable to expect that 

due to the particular nature of working with parents, students 

cannot be involved in all forms of co-operation, primarily to protect 

children and parents and their right to confidentiality of 

information exchanged with teachers. Nevertheless, the co-

operation involving group activities could also serve the purpose of 
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the students’ exercise during their studies. Although other authors 

(Hedges & Gibbs, 2005; Murray, Mereoiu & Handyside, 2013) 

consider the need for practical implementation of teaching in the 

field of co-operation with parents, they provide equally well-

justified grounds for non-compliance (complex relationship 

between parents and teachers, invading privacy, organization of 

such forms of teaching). Learning in the real context during the 

practical classes alongside with the mentor could be a possible 

solution. In researching this kind of education for co-operation, 

Epstein and Dauber (1991) conclude that the opportunity to 

experiment with different techniques in co-operating with parents is 

not enough to develop a competence in co-operation with parents. 

They noted that students involved in this kind of education have 

developed awareness of the role such attitudes have in establishing 

co-operative relationships. 

 

4 Concluding remarks 

Despite the differences in study programs, teacher education 

curricula include courses in the area of co-operation between 

teachers and parents, trying to bring them closer to scientific trends. 

Given the differences in implementation methods, hours and 

prescribed literature, there is room for improvement in teaching in 

this area. 

The expected outcome of the program indicates that education 

follows the changing paradigm of co-operation. Changing the 

paradigm of co-operation is based on changing beliefs on positions 

in relationships professionals and families have. While changes in 

knowledge are measurable, changes in attitudes are mostly based 

on self-assessments. It is probable that professionals behave 

according to professional beliefs. Nevertheless, one should not 

ignore personal attitudes and implicit pedagogy of professionals, 

which may affect the (current) paradigm of co-operation advocated. 
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BILDUNG: KNOWLEDGE, LEARNING, COMPETENCE 

OR…? - KLAFKI’S THEORY OF CATEGORICAL BILDUNG 

FOR “THE SCHOOL OF THE FUTURE” 
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Since the middle of the last century, the theory of general education 

(Allgemeinbildung) of the German reformer W. Klafki has had a 

sustained influence on educational policy, educational theory and 

curriculum development, especially in German-speaking and 

Scandinavian countries. The article briefly outlines the concept of 

categorical Bildung, then focuses on the current discussion of 

Norwegian curricula by examining the Official Norwegian Report 

(NOU 2015:8) “The School of the Future,” and inspects the 

connectivity of categorical education with the currently favoured 

competence orientation. It can be stated that competence 

orientation shifts the balance of knowledge and learning in favour 

of learning, i.e. formal Bildung. The challenge of future schooling 

is to renew the interaction between teachers and students based on 

content knowledge, own experiences and disciplinary knowledge. 

  

Key words: general education (Allgemeinbildung), categorical 

  Bildung, competence-orientation, NOU  

 

1  Introduction 

What should be learnt in school? This remains the key question for 

educational work in school. And since this is a normative issue of 

selection, it is not only an anthropological and didactic question, 

but also a question of educational policy. “Educational issues are 

societal issues” (Klafki, 2007, p. 50; authors’ translation). With this 

program statement Wolfgang Klafki (1927 – 2016), one of the most
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famous German scholars and educationists in the previous century, 

underlines the crucial importance of education, not only for the 

individual, but also for society as a whole. “Bildung theory and 

Bildung practice constitute an opportunity and a task, not only to 

react to societal conditions and developments, but also to assess 

and shape them from the point of view of pedagogical 

responsibility for the present and future possibilities of life and 

development of every young person” (Klafki, 2007, p.50; authors’ 

translation). Even though nowadays the term knowledge society is 

used predominantly, Bildung is still the current goal of education. 

Here, too, Klafki will be called upon as a guarantor: “Teaching that 

does not ascribe to a basic theory of Bildung is meaningless” for 

Klafki. Without Bildung orientation, any educational action will be 

fumbling blindly” (Nabe-Nielsen, 2001, p.15; authors’ translation). 

Bildung is a specifically German and Northern European (dannelse, 

bildning) term that is difficult to translate into English. The English 

language knows the terms education, formation, experience or 

erudition to describe this process of individual development 

through learning. The German scholar and polymath Wilhelm von 

Humboldt (1767 - 1835) understood Bildung as ‘to grasp as much 

world as possible’ and as ‘contributing to human mankind’ by 

developing one’s own unique self (von Humboldt, 2000). In this 

understanding, Bildung is more than ‘knowing something’ or 

‘being able to do it’. In Klafki’s explanation Bildung is a dialectical 

process by which teaching opens up a world for the pupil, thus 

opening the student to the world (Klafki, 2007; 2013). 

In the current discussion of the goals of the ‘school of the future’ it 

is appropriate to once again take a closer look at the term ‘Bildung’ 

and to shed light on the significance of classical theories of Bildung 

and the concept of Allgemeinbildung.  

With reference to Klafki (2000b; 2007; 2013; see also Willbergh 

2015; 2016; Stübig & Stübig 2018), the aim of this paper is (1) to 

briefly outline the concept of general education 
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(Allgemeinbildung), (2) to trace the idea of the ‘theory of 

categorical Bildung’ and to discuss its contemporary significance, 

(3) especially with regard to the Norwegian educational policy and 

its vision of ‘the school of the future’ (NOU 2015). 

 

2  The concept of General Education (Allgemeinbildung) 

The concept of general education can be seen as a (general) answer 

to the initial question of what should be taught and learned in 

school. However, since both the term ‘education’ and the term 

‘general’ cannot be clearly filled with content and opinion, policy 

makers today speak more of a ‘knowledge society’ and of 

‘competence-oriented education’(Anderson, 2007; OECD, 2005; 

2012), without making the task of school easier to understand. 

Perhaps the elaboration of Klafki’s concept of Allgemeinbildung 

still provides the best explanation and argumentation for the 

didactic considerations and efforts in the school, even though it has 

been subject to perpetual critical discussion. I will not go into this 

discussion in more detail here (see for example Bernstein, 1990; 

Steiner-Khamsi, 1996; Pech, 2005). Instead, I will briefly outline 

the main features of the concept. 

Following up on Comenius (1592-1670) “Omnes, omnia, omnino” 

(Comenius, 1991) Klafki understands general education in a 

threefold sense: 

 General education must be education for all, for self-

determination, for co-determination and for solidarity. 

 General education must be a critical examination of the structure 

of the General, i.e. which questions and problems of the present 

and the foreseeable future are people confronted with (“epochal-

typical key issues”) and how this can be dealt with. 

 General education must encompass all basic dimensions of 

human interests and abilities. (Klafki, 2007).  
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Klafki mentioned the following key issues, which should be 

understood as the heart of every teaching curriculum: Issues of 

peace, issues of environment, issues of inequality, issues of the use 

of new technologies and issues of interpersonal relations. The 

canon of key problems is not rigid, but can be extended and 

updated. The number of issues, however, is by no means arbitrary, 

since it is a matter of problems of significance to society as a whole 

or to the world as a whole. The point is that every learner 

experiences at least some central problems exemplary, thoroughly, 

understandingly and on the basis of these gains a differentiated 

awareness of the problem. By learning and applying the basic skills 

of self-determination, co-determination and solidarity in 

encountering key problems, Bildung ultimately becomes evident. 

 

3  Didactics of Bildung theory 

In the effort to provide a theoretical validation for general 

education, two theories of Bildung were relatively irreconcilably 

opposed: material Bildung theories and formal Bildung theories. 

From both a learning and an epistemological perspective, two 

important relations are of fundamental importance: what is the 

significance of the subjective and the objective moment in the 

learning process, and how is the relation weighted between 

knowledge and learning? The crucial differences of these 

perspectives were often discussed, but until the middle of the last 

century, it was never processed and justified in a systematic way. 

Both theories cannot ultimately sufficiently describe the essence of 

Bildung, and so it was first Klafki (1959), who succeeded in 

developing a concept of Bildung theory that considers both aspects 

equally and dialectically. This he called the concept of categorical 

Bildung. 
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3.1  Material Bildung theories 

As the name implies, material theories of Bildung focus on the 

material, i.e. texts or contents. In other words: the objective side is 

viewed more highly than the subjective side. A closer look at the 

material theories of Bildung can again be divided into two groups: 

Bildung theoretical objectivism and classical Bildung theory.  

Most of the current curricula have traits of these forms of material 

Bildung, because they are based on trust in the objectivity of 

knowledge. Knowledge that is considered fundamental is passed 

down from generation to generation. Traditional teaching practices 

and ways of learning are memorizing, cramming, drilling and 

reproduction. Bildung is understood as a process in which cultural 

assets are received by the learner as they are. By dealing with these 

contents, by opening himself/herself to them, the individual 

participates in culture. Klafki’s main criticism of objectivism was 

that the contents of culture were absolutized and detached from 

their historicity, thus, giving the appearance of unquestionable 

validity. Furthermore, the inexhaustible abundance of cultural 

content lacks pedagogical selection criteria. 

This latter point of criticism, however, does not apply to the 

Bildung theory of the classical. In this concept, not every cultural 

content is educational content, but ‘classical’ content is regarded as 

educational . By classical Klafki means “what makes certain 

human qualities transparent in a way that is convincing, awakening 

and inviting for succession” (Klafki, 1959b, p. 30; authors’ 

translation). Critical questions about this concept, however, have to 

be asked, e.g. who ultimately determines what should be regarded 

as classical? In addition, it can be stated that there are no classical 

patterns for many of the contemporary problems. These, however, 

are precisely the pedagogical challenges to assist young people in 

coping with current problems and to prepare them for future life 

situations. A general problem with material Bildung theories is that 
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they can become dogmatic or elitist (Klafki, 2001; Willbergh, 

2016). 

3.2  Formal Bildung theories  

The other group of educational theories emphasizes the subjective 

side in the learning process, i.e. the learner. We can distinguish two 

groups: the theory of functional Bildung and the theory of method-

based Bildung. According to both theories the individual 

development of a child is the centre of his or her considerations.  

Functional education focuses on human forces, potentials, talents 

and abilities. The task of the school is therefore to promote the 

‘genesis’ of the subject’s potentials and abilities, in analogy to 

biological development. In other words, Bildung means the 

formation, growth and maturation of physical, mental and spiritual 

abilities. 

It is argued that what somebody has gained as abilities can be 

transferred analogously to other contents and situations. In his 

critical analysis, Klafki points out that in this understanding a 

young person is seen as a unit of potentials and abilities, which 

have to develop. However, the question is whether these potentials 

exist at all, and whether the observable effect can actually be 

attributed to these potentials, and not to the effects of contents, 

which somebody has dealt with. More importantly, the empirical 

evidence in school has shown that a desired transfer seldom takes 

place. Domain-specific abilities cannot be easily transferred to 

other areas. Arguably, functional theories have components of 

Bildung, but in themselves they have no meaning, they must remain 

hypothetical if they are not applied to any kind of content (Klafki, 

2001). 

The theory of method-based Bildung focuses on the process of 

Bildung appropriation. Therefore, in this case, Bildung means the 

acquisition and mastery of ways of thinking and learning, i.e. 
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methods to acquire contents, with explicit emphasis on the 

student’s self-activity, i.e. ‘learning to learn’, ‘learning strategies’, 

‘e-learning’. However, Klafki’s critique in this case is similar to 

that of functional Bildung. There are as little individual spiritual 

forces without content, as there are methods without content. 

Rather, it is true that content determines the method. The pursuit of 

a ‘universal method’ is therefore not very promising. The fact is 

that there are no universal methods with which the individual can 

grasp and process all kinds of knowledge. If there were, they would 

have to be very abstract in order to be relevant in the work with 

certain contents (Klafki, 2001b).  

3.3  Categorical Bildung theory 

After analyzing the material and formal Bildung theories Klafki 

reached the conclusion that in each of these approaches there are 

‘moments of truth’ that must not be absent in a theory of Bildung. 

The solution, however, is not simply to build a theory based on a 

synthesis of material and formal ideas. Only dialectical 

intertwining takes into account the essence of Bildung, the 

connection between knowledge and learning (Klafki, 2007). The 

essence of Bildung is a dialectical unity with an objective and a 

subjective side to it. This unity is explained by the concepts of the 

elemental and the fundamental, which are the key parts of the new 

concept, Klafki called ‘categorical Bildung’. Categorical Bildung 

“denotes a correspondence or correlation between an objective-

representational and a subjective-formal moment” (Klafki, 1964, 

p.9; authors’ translation). This describes both the result of the 

educational process and the process itself. By using the verb “open 

up” (erschliessen) in this context, Klafki makes clear that it is a 

matter of a comprehensive examination of problems and facts and 

their effects on the individual. In other words: a holistic 

understanding that goes far beyond purely intellectual 

appropriation. 
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This Bildung process is characterized by the fact that a person’s 

aptness and abilities can only develop in confrontation with 

educational content (Bildungsinhalt). The person who participates 

in this process increasingly acquires the ability, with the help of the 

acquired patterns of interpretation and action, i.e. categories, access 

to new facts, situations, encounters, etc. By dealing with a 

meaningful content, the individual not only acquires knowledge 

and skills related to that content, but also acquires general insights 

that later help him to itemize and understand new objects. Through 

this process, which is continuously repeated, the individual expands 

his repertoire of knowledge and action, thus perfecting his Bildung. 

 

4  NOU report: The school of the future 

In Norway, new laws and regulations are usually prepared from 

official, scientifically based submissions, called ‘NOU reports’, 

which provide advice and recommendations for future legislative 

proposals. NOU 2015:8 is the result of an order from the Ministry 

of Education and Research to give an analysis, evaluation and 

recommendation of the goals and tasks of the ‘School of the 

Future’ (NOU, 2015). 

In accordance with the current understanding and the associated 

pedagogical terminology, the recommendations emphasize the 

‘competence concept’ as being of decisive importance for the 

pedagogical work of the future. “A broad competence concept 

should be used as the underpinning for the school subjects of the 

future. Competence means that pupils should be able to master 

challenges and solve problems in different contexts, comprise 

cognitive, practical, social and emotional learning and 

development, including attitudes, values and ethical assessments” 

(NOU, 2015, pp.39-40). The following realms can be described as 

follows: 
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 subject-specific competence (mathematics, natural science and 

technology, languages, social studies and ethics and practical 

and aesthetic subjects), 

 competence in learning (being able to learn), 

 competence in communication, interaction and participation 

(being able to communicate, interact and participate),  

 competence in exploration and creating (being able to explore 

and create) (NOU, 2015, p.39). 

In addition it is also recommended to reformulate today’s basic 

skills in reading, writing, speaking, arithmetic and digital 

technology as competences, and in particular to link digital 

competences more closely with subject-specific competences and 

cross-curricular competences. At last, it is recommended that the 

curriculum should have fewer uniformly designed learning 

objectives for students, and that the implementation of standards 

should be considered (NOU, 2015). 

 

5  Categorical Bildung and the School of the Future  

The subtitle of the NOU 2015:8 ‘renewal of subjects and 

competences’ already clearly indicates that the acquisition of 

competences plays an important role in the school of the future. 

This objective, together with the demand for educational standards, 

thus seems to be characteristic of the current orientation of the 

education system in Norway, as well as in most European 

countries. 

“Educational standards […] take up general educational objectives. 

They specify the competences that the school must impart to its 

pupils in order to achieve certain central educational goals. […] It 

is the schools’ task to fulfil the competence requirements as best as 

possible, with regard to the initial conditions of the pupils and the 

situation in schools” (Klieme, a.o. 2003, p.19; authors’ translation). 
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Consequently, the acquisition of competence must be considered as 

the central task of school teaching. 

In the concept of competence, knowledge and ability come 

together, explicitly expressed in the definition of Weinert, which is 

internationally recognized. According to Weinert, competencies are 

“the cognitive abilities and skills available to individuals or 

learnable by them to solve specific problems, as well as the 

associated motivational, volitional and social readiness and ability 

to apply these solutions successfully and responsibly in variable 

situations” (Weinert, 2001, p.27; authors’ translation). 

The NOU report distinguishes between subject-specific and cross-

curricular competences (p.20). Subject-specific competence is 

understood as domain-specific knowledge, the acquisition of which 

is assessed in application or requirement situations. At first glance, 

this looks as if the idea of material education is satisfied, 

emphasizing the traditional academic subject content. In fact, 

however, the question as to which contents these competences are 

to be acquired from is secondary. First and foremost, it depends on 

the combination of knowledge and skills. In the NOU it is 

underlined as follows (p.64): “The committee believes that the 

most important consideration when the subjects are to be renewed 

is that the four areas of competence […] form the basis for making 

priorities and choices”. This brings us to the cross-curricular 

competencies. These can be understood as a form of key 

qualifications, i.e. general learning and problem-solving strategies, 

which usually are acquired in connection with subject-specific 

learning processes. According to the NOU it is implicitly assumed 

that the acquired interdisciplinary competences can be transferred 

across subjects. This is precisely what Klafki doubted in his 

criticism of functional Bildung. 

Willbergh (2016) also points out that the subordinate nature of 

subject content is also expressed in the recommendation that the 

process of curriculum development should start in broader, cross-
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curricular ‘disciplines’ rather than with individual subject content. 

“The committee does not recommend that the subject renewal 

should start with each subject but rather with the selected 

disciplines in school” (NOU, 2015, p.75). 

However, from Klafki’s point of view and according to the theory 

of categorical Bildung the content should be the starting point, 

whereby, in addition to comprehensive insights into the content, a 

formal aspect is also included, namely the independent handling of 

the insights, knowledge and skills acquired in this process. 

The NOU report, by contrast, recommends a converse approach: 

the cross-curricular competences are determined first, the 

subordinate subject contents are responsible for the preparation. 

The framework for cross-curricular competences “must be signed 

independently of the subjects, must define the cross-curriculum 

competences and must describe their function and progression” 

(NOU, 2015, p.75). Also this formulation shows that NOU values 

the learning aspect over the knowledge aspect. Even if it is not 

expressly stated, all these points suggest that the future Norwegian 

curriculum will be argued and based on functional and method-

based Bildung. Such conceptions – as shown by Klafki – that 

prioritize learning over knowledge are abstract and hypothetical. 

Finally, it takes attention away from the question of what children 

should learn in school (see also Willbergh, 2016). 

 

6  Conclusion 

As mentioned above, Klafki defined education in the redefinition of 

the concept of Bildung, as the development of and the connection 

between three basic abilities, ‘self-determination’, ‘co-

determination’ and ‘solidarity’. In terms of content, it deals with 

the interdisciplinary treatment of ‘epochal-typical key issues’ in the 

present and foreseeable future. 
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When Klafki explains that the analysis of key issues using 

exemplary examples is also concerned with “the acquisition of 

attitudes and abilities whose significance extends beyond the area 

of the respective key issue” (Klafki, 2007, p.63; authors’ 

translation), references to the concept of competence can certainly 

be discerned. A certain affinity to Klafki’s concept of Bildung can 

be seen especially in the case of cross-curricular and self-regulatory 

competences.  

The decisive difference, however, must be seen in the meaning of 

the content. The subordination of content in the competence 

concept can be confused with randomness, which can lead to 

inappropriate use. According to the NOU cross-curricular 

competencies should be “relevant for many subjects and areas of 

knowledge” (NOU, 2015, p.20). This, however, makes them 

general and abstract, i.e. not really useful in practice, and in order 

to make them applicable it is needed to describe sub-competences 

or content-specific competencies. These in turn are very closely 

connected to ‘content’ and ‘knowledge’. With reference to the 

significance of the contents, categorical Bildung theory provides an 

opportunity to consider the mutual development of the individual 

and the world as the core of education, to make didactic analysis as 

the starting point of the thinking process, and to build on the basic 

forms of the elemental and the fundamental. 

The creation of such learning opportunities in which ‘competence-

oriented work’ can be carried out is ultimately the great challenge 

facing the teacher, where decisions regarding content cannot be 

circumvented. The interpretation of content is the core of a 

teacher’s professional work. 
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THE METHOD OF AESTHETIC TRANSFER AS 

CONTEMPORARY APPROACH IN PRESCHOOL ART 

EDUCATION 

  

Tomaž ZUPANČIČ 

University of Maribor, Slovenia 

  

The paper investigates the use of the method of aesthetic transfer in 

the early stage of art education. The connections between 

children’s artistic expression and artworks are emphasised. We 

emphasise that visiting art exhibitions and the use of the method of 

an aesthetic transfer should become part of preschool teacher 

training curricula. In the empiric part, an example of artistic 

activity on the basis of artwork by Jackson Pollock is presented. 

The case study research is done within the framework of the 

Slovenian preschool curriculum. A qualitative methodology was 

used. We monitored the activity, recorded the children’s responses 

and analysed their final works of art. The data were collected from 

a non-random sample of preschool children aged five and six. The 

purpose of the research was to shed light on the importance of 

developing the aesthetic sense in the preschool period. We further 

sought to present the use of the method of aesthetic transfer.  

  

Key words: art education, early childhood, Jackson Pollock, 

  aesthetic transfer 

  

1  Introduction 

Children love to draw. The main reason why children love to make 

art is because it is fun (Watts, 2009). This is especially true for 

their preschool period. In this period, the drawings of preschool 

children are similar (Barnes, 2009). They all scribble, draw shapes, 

outlines, radials (Hickman, 2010), they all draw cephalopods,
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composite symbols, use very vivid colours, etc. In the period until 

about five or six years of age, all children, irrespective of their 

cultural, social or geographical differences, go through the same 

developmental stages regarding art (Arnheim, 2009; Barnes, 2009; 

Goodnow, 1977). This means that the development of artistic 

expression is largely written in the human genetic code. Visual art 

expression, especially drawing, is an indispensable tool for human 

cognitive development. In the theories of children’s graphic 

development, children’s artmaking is understood as creative self-

expression, a significant form of formal order and cultural 

production, etc. One of the essential meanings of artistic expression 

in the preschool period is getting to know and understand the space 

in which we live (Muhovič, 1990). Once a child is born, s/he enters 

an entirely new three-dimensional space defined by shape, colour, 

surface, distance, direction and relations between them. A child 

does not comprehend space, and so s/he starts exploring it rapidly 

as soon as s/he becomes aware of it. The easiest way to do this is 

by movement. S/He crawls, walks, runs, climbs, falls, overcomes 

distances, touches items, places them one atop of the other, in 

interdependent spatial relationships, throws and rolls them. At the 

same time, s/he thinks about these relationships and tries to find the 

basic laws that govern space. S/He undertakes the latter – thinking 

about spatial relations – in such a way that s/he creates his own 

symbolic space in which he has the power to investigate without 

the bumps resulting from falls and without restrictions imposed by 

gravity, his small size and weakness. For children, drawing is not 

just a simple reflection of psychological parameters of their 

development, nor a reflection of their inborn aesthetical need, but a 

development tool and cognitive necessity (Muhovič, 1990). The 

importance of early artistic expression is emphasised by Matthews 

(2004) saying that children’s ability to deep-read the various ways 

in which their worlds are written may, to a great extent, be 

dependent on the formation of early representation in infancy and 

how well this has been supported and nurtured. 
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When working on a two-dimensional surface, the child uses 

different colours for what he draws, and places three-dimensional 

works of art in real space, builds towers from blocks, and buildings 

from cardboard boxes. At the same time, the child sharpens his 

senses with the use of artistic means, techniques, materials and 

tools, and even more so with the active use of artistic expressions 

(lines, shapes, colours, volumes, etc.). The essence of children’s 

visual art activities in the preschool period could be best illustrated 

with the words of Jacqueline Goodnow (1977). She affirms that a 

child’s visual expression is visual thinking. 

 

2  Aesthetic transfer in art education 

Art didactics recognises the importance of introducing children to 

the world of art (Xanthoudaki, 2003). The role of museums and art 

organisations in providing art education to public school students 

has increased dramatically over the past two decades (Joo, Keehn, 

Ham-Robers, 2011, Strnad, 2017). Therefore, contemporary art 

didactics develops methods that bring art closer to the child. The 

purpose of these methods is to motivate the child internally to 

observe artworks accurately and sensitively, to prolong their 

attention span for the artwork, to try to discover interesting details 

in it, etc (Bell, 2011). The basic method in this area is the method 

of aesthetic transfer (Duh, Zupančič, 2011), and the specific 

method that we used in the presented activities is painting on the 

basis of observing an artwork directly. 

Tracing already depicted motifs, copying drawings of adults and 

similar ways of creative activity are advised against from the 

viewpoint of art didactics. Instead, modern preschool art didactics 

emphasises creativity, freedom, undirected work without affecting 

the children’s performance, etc. The activity presented should not 

be confused with the aforementioned unsuitable procedures.  

With the direct viewing technique, the child does not copy a quality 

artwork, as happens with simple picture books and low-quality 
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colouring books. A work of art is an artistic composition so 

complex that it is impossible to copy it. The child should always 

translate his art into his own unique artistic language. Thus, in the 

resulting picture, the child’s individual expression is maintained, 

the stages of development, as well as the peculiarities of the child’s 

handwriting and other characteristics that distinguish children from 

one another can be seen. Painting based on direct observation of an 

artwork helps the preschool child develop his unique and necessary 

mark. 

Painting on the basis of direct viewing of an artwork is a 

recognised method of museum pedagogy, which in recent years has 

permeated preschool and school art activities. With these activities, 

we develop a whole range of artistic skills and abilities. When in 

contact with reproductions of artworks, the child develops a sense 

of beauty and aesthetics. The aesthetic sense, the ability to separate 

artistic worth from kitsch, is not innate in the child, but is the result 

of years of education, development and sharpening his sensitivity. 

The following activity allows it to a great extent. 

 

3  The research 

The research and case study are done within the framework of the 

Slovenian preschool curriculum, though the methods used might be 

applied internationally. The purpose of the research is to shed light 

on the importance of developing the aesthetic sense in the 

preschool period. It aims to present this with the help of an analysis 

of art activity that connect practical art activities in the kindergarten 

with works of art. We further sought to present a specific work 

method in the aesthetic field, i.e. the method of aesthetic transfer. 

3.1  Methodology 

Our research is based on a case study and is a part of a broader 

comparative study (Zupančič, 2017). An artistic activity related to 

an artist and his artworks was developed.  
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A qualitative methodology was used to collect the data. We 

monitored the activity with sound and images, recorded the 

children’s responses and analysed their final works of art. Their 

artwork was assessed by a team of experts comprising kindergarten 

teachers who work with the children every day, and two art 

education teachers. 

The data were collected from a non-random sample of preschool 

children aged five and six. A total of 20 children were involved. 

The research was conducted in kindergarten in Maribor. 

3.2  Research questions 

The following research questions were posed at the concrete level: 

 Is working on the basis of direct observation of a work of art 

reflected at the level of artistic expression of a preschool child?  

 Do the works of art show a more diverse use of the formal 

artistic language (rhythms, composition, etc.)? 

 How do children respond to abstract works of art?  

 What is the level of interest and motivation for work during 

direct observation of works of art? 

 Are children able to capture the expressive power (aesthetic 

charge/power) of the observed works of art in their work as 

well? 
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4  Results and discussion 

The presented activity was designed using the works by Jackson 

Pollock, an American painter and the most visible representative of 

the movement called Abstract Expressionism. He is known for his 

large canvases, onto which, placed in a horizontal position, he 

dripped blotches of different colours with wooden sticks soaked in 

paint. He worked with vehement, decisive strokes, spraying 

canvases with colour. His paintings are completely abstract and 

radiate incredible energy. We decided on the didactic use of the art 

by Jackson Pollock due to his painting technique. We based the 

artistic activity on the energy radiating from his way of painting. 

We used the playfulness of his approach to painting to design art 

activities. Artworks resulting from this exercise are not a result of a 

child’s conscious effort to produce an artwork, they are accidental 

art games. They do not reflect the level of the child’s development 

and we cannot determine the child’s level of perception from them, 

or the degree of control over the use of artistic means of 

expression, etc. In this case, the basic artistic means of expression 

is coincidence. For this reason, these works do not have great value 

for the outside observer. However, their value is not found in a 

high-quality finished product but rather in the relaxation and 

energy of the work process itself. Panels of experts usually do not 

include such works of art into competitions, as they do not reflect 

the child’s artistic potential; still, they are aware of the didactic 

value of the activities from which the work arose. 

Art activities based on random art games may represent a pleasant 

and high-quality enrichment of the work done in kindergarten, but 

only if they are used occasionally or rarely, because they cannot 

replace the classic set of artistic activities. Nevertheless, if they are 

well thought out and perhaps related to the work of a top-notch 

artist, they are of a sufficient quality, which is why we decided to 

include an example here as well. The basic structure of the activity, 

the main objectives, the theme and the technique are shown in 

Table 1. 
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Table 1. The structure of the “Jackson Pollock” art education activity in 

kindergarten. (Zupančič, 2017)  

 

At the beginning, the children learned about the artist’s work. The 

talk about the artworks was relaxed, and the children were more 

interested in the video showing the painter’s style of painting than 

in the artwork itself. 

Practical activity was divided into three different workshops. In the 

first one, children emulated the artist’s artistic technique by 

painting on a larger format with brushes and wooden sticks. At this 

point, the reproductions were not observed directly. The children 

were stimulated by watching the painter at work as seen on video. 

When painting on a larger format, three or four children 

Operational objective of 

the art activity  

Abstract toying with colour  

Objectives  Enjoying the freedom of playing with 

artistic means 

Getting to know the art of the painter 

Jackson Pollock 

Maintaining an open approach to artistic-

creative game 

Developing a sense of colour and colour 

relations  

Art field  Painting (artistic expression on a surface)  

Art technique  Painting with opaque water colours and 

wooden sticks 

Painting with crayons 

Art theme  World of art 

Motif  abstract  

PDF-Muster LIT Verlag 08/10/19



244 Tomaž ZUPANČIČ 

simultaneously worked on it. Additional work incentives were not 

needed. Despite the fact that they did not have a particular motif to 

paint, they started working immediately. The given artistic tools, 

wooden sticks instead of brushes, also contributed to this. The 

children immediately started to drip paint on the surface (Figure 1). 

When selecting individual colours and deciding where to use them, 

they were guided by their intuition. 

 
Figure 1. Dripping paint 

In the second workshop, reproductions of Pollock’s artworks were 

available and children used crayons and A3 drawing sheets. When 

drawing with crayons and directly observing reproductions of 

artworks, the process was different. This part of the activity was 

similar to that of the artistic expression based on direct observation 

of Pablo Picasso’s works. In accordance with the method of 

aesthetic transfer, the child enriched his aesthetic sense while 

observing the artwork; he immediately transferred his feelings onto 

paper. 

Children’s works in this workshop are a clear examples of how we 

can decidedly influence the orientation of an artistic activity 

depending on the given artistic technique. In this case, the children, 

on the basis of directly observing the artwork and taking into 

account the characteristics and options of the given art technique, 
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decided upon a different work strategy than their peers who used 

the large format. At the same time, the approach to the work was 

influenced by the individuality of each child. Some imitated the 

artist’s expressive gestures and thereby recreated the energy of the 

artwork. Others relied on the colour composition of the observed 

work and its structure.  

In the next example the child decided to translate the observed 

work into his own artistic language, which is based on figural 

motifs. The child decided to transform the abstract artistic language 

into an image of a human figure or something else. The child’s 

decision should be respected, honoured and admired. Even when a 

child completely changes the motif, this represents a unique 

response to the observed artwork and artist at his work; therefore, 

such works should be exhibited along with the reproduction, which 

served as the basis for the child’s work. 

In the third workshop, “painting boxes” were prepared. Black-

coloured papers were glued to the bottom of the carton boxes, 

opaque watercolours, as well as marbles were prepared. 

In this workshop, the work was carried out in a largely different 

manner than usual. Each child painted different colours of their 

choice on the bottom of the box, added some marbles and then 

shook and tilted the box. At the same time, the marbles scurrying 

across the black paper on the bottom of the box created random 

colour compositions. Children enjoyed doing it, despite the fact 

that they could not directly influence the marbles in the box and the 

creation of colour compositions. Their influence was confined to 

the decision which colours will be used and how fiercely they will 

shake and tilt the box; the rest was done by chance. Although art 

products resulting from this process are interesting in their own 

right, it is necessary to note that these are not artworks made by 

children. In this case, this was a demonstration of how exciting and 

relaxing playing with artistic means is; it was a relaxing activity, 

not a work of artistic expression that would demonstrate the child’s 
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artistic abilities. With this unusual artistic activity, we wanted to 

enable children to play in a relaxed manner. We are aware that this 

activity does not indicate the level of children’s artistic skills, but is 

a game of chance, which the child cannot affect. The main 

objective of the activity was to enjoy playing with artistic means 

and developing a general creative potential, and had less to do with 

specific artistic abilities and skills. Such activities cannot replace 

the classic set of art activities, but can occasionally enliven them. 

 
Figure 2. Finished artworks 

What is the pedagogical and didactic value of the finished artworks 

seen in figure 2? The products themselves can be artistically 

interesting, just like these. They contain the energy of Pollock’s 

artworks, which the child used as a model. However, it could also 

be the other way around. Artworks could be uninteresting, a pile of 

crumpled, wet, torn paper with scribbles on it. Such products would 

be thrown straight into the rubbish bin instead of being exhibited, 

and products in the classical sense would not exist at all. However, 

this is irrelevant, as we did not decide to undertake this activity for 

the sake of the artwork. The maximum value of such art activities 

lies in the work process. The Slovenian Curriculum for 

Kindergartens emphasises that the process of making art is much 

more important than the result. Artistic activities are carried out in 

order to promote the development of the child, and not for the 

finished products. Many excellent art activities do not even require 

to create a final product. It is true, however, that children’s 
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wonderful artworks emerge from many others. This activity may 

offer some of both. 

 

5  Conclusions  

In light of the posed research questions, the following was 

established. When children engage in artistic activities on the basis 

of direct observation of works of art, this is greatly reflected in 

their products. This is not valid only for the works of Jackson 

Pollock, but also for other artists (Zupančič, 2017). All the 

artworks, made during the research, significantly differ from the 

daily made artworks. The effect of the works of art is evident at 

multiple levels. Confronted with the abstract world of Jackson 

Pollock, all children expressed themselves abstractly. Due to the 

playfulness of art technique, we were not able to evaluate the use of 

the formal visual language. But we can conclude that the responds 

to abstract works of art was high. Children were interested in 

abstract art and keen to do it themselves. The motivation was 

extremely high. It was further established that the expressive power 

of the works of art greatly showed in the children’s artwork. The 

children translated the works of art into the artistic language of 

their developmental period (the use of colours). It was also 

established that many children’s works, in addition to similarity, 

also emanated at least a part of the aesthetic charge of the work of 

art. The activity lasted approximately one hour, the children gladly 

participated and did not leave early to engage in other activities. 

With abstract works of art, they were additionally attracted to the 

playful manner of working, i.e. painting with colours in the boxes 

and marbles. In general, we can again emphasise that artistic 

expression in early development is extremely important. In that 

period, the foundation is created for further artistically rich 

expression. By employing different approaches to the method of 

aesthetic transfer, we make sure that at least a part of aesthetically 

coded messages is transferred from the artwork to the child (Dave 

Lane, 1996). Active use of the language of contemporary art during 
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playful activities in the kindergarten is the best way for an open 

acceptance of this language at contemporary art galleries and 

museums. 
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THE ROLE OF PREVIOUS ART EXPERIENCES IN 

STUDENTS’ SELF-REFLECTIONS AFTER CONDUCTING 

VISUAL ARTS ACTIVITIES IN EARLY CHILDHOOD AND 

PRESCHOOL EDUCATION  

  

Marijana ŽUPANIĆ BENIĆ 

University of Zagreb, Croatia  

  

Self-reflection is an important part of initial teacher education and 

lifelong professional training. When students reflect on their 

practical experiences in the application of visual arts teaching 

methodologies, they are able to better understand education in 

practice and critically examine their performance so that they can 

develop and improve their teaching competencies further. The 

purpose of this study was to determine how after-school art 

education was associated with the students’ reflections on their 

visual arts teaching performance. A sample of 185 first- and third-

year early childhood and preschool education students from the 

Faculty of Teacher Education, University of Zagreb participated in 

this study. The results showed that students who consider 

themselves more proficient in the arts given their previous 

experiences in after-school art education were more likely to be 

satisfied with their overall performance in the classroom and more 

confident in the evaluation phase than students who did not 

consider themselves as proficient. It is also important to note that 

third-year students were significantly more self-critical than first-

year students. Those results indicate that previous experiences in 

the arts can improve students’ confidence for practical teaching 

experiences during initial teacher education, but initial teacher 

education helps them understand their potential for improvement. 

 

Key words: self-reflection, initial teacher training, lifelong 

  professional training, arts teaching methodologies
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1  Introduction 

Initial teacher education is the starting point of professional 

development for early childhood and preschool teachers, and it 

should be complemented with lifelong learning so that they can 

develop their professional and personal competencies according to 

the socioeconomic needs of society (Šagud, 2011). 

Early childhood and preschool teachers start building their 

knowledge and teaching competencies through initial (academic) 

education (Eraut, 2003). The development of teachers’ professional 

competencies upon completing their initial education depends on 

the theoretical knowledge and practical experience they gain during 

their study program, but also on their learning biography that 

consists of their personal and social competencies (Meyer, 2002). 

Competencies are not static as they can be developed with lifelong 

research and learning (Slunjski, Šagud, & Branša-Žganec, 2006). 

However, the development of teaching practice is associated with 

the development of reflective competencies, which teachers as the 

reflective practitioners implement to deliberate on their educational 

practices from multiple perspectives (Chivers, 1996; Schon, 1990; 

Šagud, 2006). According to Neuweg (2008), experience becomes 

useful in didactics only when practitioners are prepared and able to 

contemplate on the effectiveness of their actions. Self-reflection 

can be documented in different formats, including 

recommendations, case studies, or strategies, and it can be used 

intuitively or formally (Kremer-Hayon, 1990). Different formats 

affect the process and outcomes of self-reflection, but all formats 

that focus on practical experiences and personal cognitive 

processes can contribute to the professional and personal 

development of initial teacher education students (Bain, 

Ballantyne, Packer, & Mills, 1999; Yost, Sentner, & Forlenza-

Bailey, 2000). Self-reflection is critical for training kindergarten 

teachers because the teaching experience they gain during initial 

teacher education is not beneficial for their professional 

development without intentional consideration of those experiences 
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(Županić Benić, 2018). Furthermore, the self-reflection process 

develops divergent thinking, so students become aware of 

possibilities and situations beyond those they have already 

experienced (Loughran, 2002). Conducting art activities in 

education during early childhood and preschool age depends on 

teachers’ competencies in the arts (Bačlija Sušić, Herzog, & 

Županić Benić, 2018), so they need have a diverse understanding of 

arts and experience with different art forms.  

Rose, Jolley, and Burkitt (2006) found that attitudes and practical 

experiences of teachers, parents, and children have an effect on 

children’s expression through visual arts. Therefore, if teachers 

have positive attitudes about the importance of art activities in 

education and supporting creative expression in kindergarten, they 

are also expected to have a positive influence on the creative and 

emotional development of children, as well as a range of different 

skills and abilities such as perception, motivation, self-confidence, 

self-efficacy, communication, social skill, fine motor skills, 

empathy, and multiple types of intelligence (Bleed, 2005). 

Hennessy, Rolfe, and Chedzoy (2001) determined that previous 

experiences, initial teacher education, and the culture of the 

educational institution are associated with the teachers’ confidence 

in their ability to conduct art activities with children. The three key 

problems associated with the professional development of trainee 

teachers in the arts, according to Garvis and Riek (2010), are: 

insufficient time allocation for art education, uncertainty of trainee 

teachers while conducting art activities, and the influence of 

previous experiences in the arts on their participation in art 

activities. Previous experiences in the arts encompass the entirety 

of teachers’ art education since childhood, which includes 

participating in the arts through mandatory education and after-

school activities to art education that is part of their initial 

education (Oreck, 2004). Lortie (1975) also suggests that teachers’ 

attitudes and beliefs about the arts are shaped even before their 

initial teacher education begins, during mandatory education. 
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Findings reported in the literature indicate that lack of self-

confidence, motivation, and knowledge in the arts can have a 

detrimental effect on the kindergarten teachers’ performance of 

visual arts activities with children (Hennessy, Rolfe, Chedoy, 2001; 

Russell-Bowie & Jeffrey, 2004). Therefore, initial teacher 

education should emphasize to student teachers the need to develop 

their awareness about the importance of teaching competencies in 

the arts. 

Teachers who do not develop their competencies in the arts do not 

understand its role in the holistic development of children. Županić 

Benić (2017) reported that the academic level of achievement and 

work experience are positively associated with the teachers’ self-

assessment of their professional competencies. Slunjski et al. 

(2006) also reported that teachers become more self-critical and 

self-demanding as their understanding of teaching in practice 

increases and as they reflect more on their own attitudes and 

behaviors in teaching practice. 

 

2 Methods 

Aims and Hypotheses 

The aim of this study was to examine the association between 

previous experiences in art education and the outcomes of self-

reflection after conducting a visual art activity in an early 

childhood and preschool education institution. The following 

hypotheses were tested:  

H1: Participants with experiences in additional art education are 

more likely to report positive self-reflection outcomes after 

conducting a visual arts activity in an early childhood and 

preschool education institution.  

H2: Participants who report higher knowledge and proficiency in 

art given their previous education are more likely to report positive 

PDF-Muster LIT Verlag 08/10/19



  THE ROLE OF PREVIOUS ART EXPERIENCES 255 

self-reflection outcomes after conducting a visual arts activity in an 

early childhood and preschool education institution.  

Participants 

An anonymous survey was administered to first-year graduate and 

third-year undergraduate students, who were enrolled in the early 

childhood and preschool teacher education study program at the 

Faculty of Teacher Education, University of Zagreb (N = 185). The 

majority of the participants were living and studying in Zagreb (n = 

137), but some of them were living and studying in Petrinja (n = 

22) and Čakovec (n = 26), where the faculty also offers access to 

undergraduate and graduate teacher education programs. The 

participants were mainly female students with an average age of 

21,86 years (range: 20-30 years). Their previous education and 

experience with additional art education can be seen in Table 1. 

Table 1. Sample characteristics 
Variable Category N % 

Sex Female 178 96.22 

 Male 7 3.78 

Year of study First, graduate 66 35.68 

 Third, undergraduate 118 63.78 

High school Gymnasium 131 71.58 

 Trade school 48 26.23 

 Art school 4 2.19 

Additional art education Yes 82 44.57 

 No 102 55.43 

Instrument 

A quantitative questionnaire was created based on the qualitative 

responses from students who participated in self-reflection after 

conducting a visual arts activity in kindergarten during their initial 

teacher education. The questionnaire contained 53 items for 
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measuring the students’ opinions about their performance while 

conducting a visual arts activity with children in an early childhood 

and preschool education setting. 

The independent variables used in this study are Additional art 

education, which categorizes students as those who had experience 

with after-school art education and those who experienced art only 

through mandatory education, and Knowledge and proficiency in 

the arts given previous education, which is self-reported and 

quantified on a 5-point Likert scale (1 = None; 5 = Excellent). 

Based on the factor analysis with oblimin rotation, four factors 

were identified and used to create the following composite 

variables: 

 Satisfaction. This variable consists of 14 items that measure the 

students’ satisfaction with their performance during the visual 

arts activity from the preparation phase (e.g., “I am satisfied 

with the preparation of visual arts materials.”) to the analysis 

and evaluation of their performance (e.g. “My organization of 

the activity was good.”). The internal consistency of the variable 

was very good (Cronbach’s alpha = .88). 

 Realization. The realization of the activity encompasses the 

student’s fears associated with the introduction of the activity to 

the children (e.g. “I was afraid that the children wouldn’t 

understand my instructions.”) and the practical phase of the 

activity (e.g. “I was afraid that the children would be too slow or 

lose interest during the activity.”). The variable consisted of six 

items and had a very good internal consistency (Cronbach’s 

alpha = .86). 

 Analysis/evaluation. This variable was constructed from four 

items associated with the problems students face after 

conducting the visual arts activity when they have to evaluate 

the children’s artwork (e.g. “I find it difficult to analyze 
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children’s drawings or paintings.”). The internal consistency of 

the variable was good (Cronbach’s alpha = .81).  

 Self-criticism. This variable consists of six items associated with 

the changes students would make to their performance if they 

had the opportunity to conduct the same activity one more time 

(e.g. “I would make the preparation better.”), as well as their 

general self-perception regarding their teaching competency 

(e.g. “I do not have the knowledge, skills, and abilities needed to 

conduct visual arts activities with children.”). The variable had a 

good internal consistency (Cronbach’s alpha = .81). 

 

3 Results and discussion 

The mean values of composite variables based on additional art 

education are presented in Table 2. The participants who reported 

having additional experience with after-school art education were 

slightly more confident in their ability to analyze and evaluate 

artwork after the activity compared to participants who did not 

have experience with art education outside of mandatory education. 

No significant differences between the two groups were observed, 

but it is important to note that their self-reported level of 

proficiency in the arts given their previous art education was in a 

positive correlation with their performance satisfaction, r = ,24, p < 

,001, and in a negative correlation with the analysis/evaluation of 

children’s artwork, r = -,23, p = ,002. A positive and statistically 

significant correlation with satisfaction indicates that participants 

who rate their knowledge and proficiency in the arts higher are also 

more likely to report higher satisfaction with their performance of 

the activity. A negative and significant correlation with 

analysis/evaluation indicates that those students were also more 

likely to report more confidence in their ability to analyze and 

evaluate artwork after the activity. The association between the 

extent of experience gained through additional art education and 

satisfaction with how the activity was conducted is consistent with 

previous studies that found teachers with experience in the arts also 
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have the interest and competencies required to be more confident 

and willing to engage children in art activities (Herzog, Bačlija 

Sušić, & Županić Benić, 2018; Županić Benić, Herzog, & Bačlija 

Sušić, 2017). Other authors also indicate that self-confidence, 

motivation, and knowledge are the key requirements for 

kindergarten teachers who are expected to conduct art activities 

with children (Hennessy, Rolfe, & Chedoy, 2001; Russell-Bowie, 

2009).  

Table 2. Mean self-reflection scores by additional art education after conducting 

  a visual arts activity with children. 

Additional 

art education 

N Realization Satisfaction Self-

criticism 

Analysis/ 

evaluation 

Yes 82 2.26 ± 0.76 4.24 ± 0.49 2.38 ± 0.84 2.29 ± 0.74 

No 102 2.32 ± 0.78 4.24 ± 0.46 2.35 ± 0.78 2.45 ± 0.86 

It is interesting to mention that the participants’ current year of 

study was also associated with the outcomes of their self-reflection 

(Table 3). Although there are no significant differences in 

satisfaction with their performance, students who were enrolled in 

the first year of the graduate program were significantly less self-

critical than the third-year undergraduate students, 2.09 vs. 2.52, t = 

-3.91, p < .001. It is important to note that most students do not 

agree with statements such as “I do not have the knowledge, skills, 

and abilities needed to conduct visual arts activities with children,” 

but first-year graduate students disagree more strongly with those 

statements compared to third-year undergraduate students. Those 

outcomes are not surprising given the fact that students at the 

graduate level have more teaching experience than students at the 

undergraduate level. In this particular case, they had more 

experience conducting visual arts activities in kindergarten, so they 

can anticipate and prepare for certain situations. However, an 

alternative interpretation of those outcomes should also be consider 

because the participants are still students and did not have the 

opportunity to completely develop their self-reflection abilities, so 

their professional self-assessment lacks objectivity, which could 

explain why they do not tend to be self-critical about their 
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performance. According to Slunjski et al. (2006), professional 

development and practical experience improve the quality of 

teaching, but it is also possible to notice an increase in self-

criticism and self-reflection in those cases. In contrast, students are 

informed about the desirable teaching approaches when working 

with children, so learning at the beginning of their professional 

education is mostly theoretical to provide them with a solid 

foundation, but it does not affect their attitudes and fundamental 

beliefs.  

Table 3. Mean self-reflection scores by year of study after conducting a visual 

  arts activity with children.  

Year of study N Realization Satisfaction Self-

criticism 

Analysis/ 

evaluation 

First, graduate 66 2.22 ± 0.79 4.29 ± 0.42 2.09 ± 0.64 2.29 ± 0.69 

Third, 

undergraduate 

118 2.34 ± 0.75 4.21 ± 0.50 2.52 ± 0.84 2.43 ± 0.86 

 

4  Conclusion 

The results of this study establish a relationship between 

experience with art education and the outcomes of self-reflection 

after conducting visual arts activities with preschool-aged children. 

Students who consider themselves more knowledgeable and 

proficient in the arts given their previous experiences in after-

school art education are more satisfied with their overall 

performance when conducting the activity and more confident in 

their analysis and evaluation of artwork. In addition to after-school 

art education, it is important to note that first-year graduate 

students are less self-critical in their reflection compared to third-

year undergraduate students. Reflection is a competency that serves 

as the basis for developing other professional competencies, so it 

should be emphasized during initial teacher education as well, but 

its full potential is reached only through years of practical 

experience and lifelong learning. The participants in this study lack 

practical experience, but the opportunity to reflect on their teaching 
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practice improves their competency and prepares them to work as 

educators in the future. 

 

References 

Bain, J. D., Ballantyne, R., Packer, J., & Mills, C. (1999). Using journal writing 

to enhance student teachers’ reflectivity during field experience placements. 

Teachers and Teaching, 5(1), 51-73. 

Bleed, R. (2005). Visual literacy in higher education. Educause Learning 

Initiative, 1, 1-11. 

Chivers, G. (1996). Towards a holistic model of professional competence. 

Journal of European Industrial Training, 20(5), 20-31. 

Eraut, M. (2003). The many meanings of theory and practice. Learning in Health 

and Social Care, 2(2), 61-65. 

Garvis, S., & Riek, R. (2010). Improving generalist teacher education in the arts. 

The International Journal of the Arts in Society, 5(3), 159-167. 

Hennessy, S., Rolfe, L., & Chedzoy, S. (2001). The factors which influence 

student teachers’ confidence to teach the arts in the primary classroom. Research 

in Dance Education, 2(1), 53-71. 

Herzog, J., Bačlija Sušić, B., & Županić Benić, M. (2018). Pre-service early 

childhood and preschool education teachers’ self-assessment of competences in 

visual arts and music. Nova prisutnost: časopis za intelektualna i duhovna 

pitanja, 16(3), 579-593. 

Kremer-Hayon, L. (1990). Reflection and professional knowledge. A conceptual 

framework. In C. Day, M. Pope & P. Denicolo (Eds.), Insights into teachers’ 

thinking and practice (pp. 57-70). London: The Flamer Press. 

Lortie, D. C. (1975). Schoolteacher: A sociological study. Chicago, IL: 

University of Chicago Press. 

Loughran, J. (2002). Effective reflective practice: In search of meaning in 

learning about teaching. Journal of Teacher Education, 53(1), 33-43. 

Meyer, H. (2002). Didaktika razredne kvake. Zagreb: Educa. 

Neuweg, G. H. (2008). Grundlagen der Lehrer/innen/kompetenz. Odgojne 

znanosti, 15, 13-21. 

PDF-Muster LIT Verlag 08/10/19



  THE ROLE OF PREVIOUS ART EXPERIENCES 261 

Oreck, B. (2004). The artistic and professional development of teachers: A study 

of teachers’ attitudes toward and use of the arts in teaching. Journal of Teacher 

Education, 55(1), 55-69. 

Rose, S. E., Jolley, R. P., & Burkitt, E. (2006). A review of children’s, teachers’ 

and parents’ influences on children’s drawing experience. International Journal 

of Art and Design Education, 25(3), 341-349. 

Russell-Bowie, D. (2009). What me? Teach music to my primary class? 

Challenges to teaching music in primary schools in five countries. Music 

Education Research, 11(1), 23-36. 

Russell-Bowie, D., & Jeffrey, P. L. (2004). Arts education: are the problems the 

same across five countries? Preservice teachers’ perceptions of the problems to 

teaching arts education in primary schools in five countries. In AARE 2004 

International Education Research Conference: Doing the Public Good, 

Positioning Education Research, held in Melbourne, Vic., 28 November - 2 

December, 2004. 

Schon, D. (1990). Educating the reflective practitioner. San Francisco, CA: 

Josey-Bass.  

Slunjski, E., Šagud, M., & Branša-Žganec, A. (2006). Kompetencije odgojitelja 

u vrtiću–organizaciji koja uči. Pedagogijska istraživanja, 3(1), 45-57. 

Šagud, M. (2006). Odgajatelj kao refleksivni praktičar. Petrinja: Visoka 

učiteljska škola u Petrinji. 

Šagud, M. (2011). Inicijalno obrazovanje odgajatelja i profesionalni razvoj. 

Pedagogijska istraživanja, 8(2), 259-267. 

Yost, D. S., Sentner, S. M., & Forlenza-Bailey, A. (2000). An examination of the 

construct of critical reflection: Implications for teacher education programming 

in the 21st century. Journal of teacher education, 51(1), 39-49. 

Young, S. (2009). Towards constructions of musical childhoods. Diversity and 

digital technologies. Early Child Development and Care, 179(6), 695-705. 

Županić Benić, M. (2017). Stručne kompetencije učitelja u kurikulu umjetničkih 

područja (Doctoral dissertation). Učiteljski fakultet, Sveučilište u Zagrebu. 

Županić Benić, M. (2018). Teacher education students’ self-reflection on their 

performance during the visual arts teaching experience. Nova prisutnost: časopis 

za intelektualna i duhovna pitanja, 16(1), 117. 

PDF-Muster LIT Verlag 08/10/19



262  

Županić Benić, M., Herzog, J., & Bačlija Sušić, B. (2017). Early childhood 

education–students’ self-assessment of their teaching competences in the arts. 

New Trends and Issues Proceedings on Humanities and Social Sciences, 4(10), 

66-78. 

 

Author 

ŽUPANIĆ BENIĆ Marijana, Ph.D., Assistant Professor at the University of 

Zagreb Faculty of Teacher Education. Areas of scientific interest include: visual 

arts teaching methodology, arts-based research, professional teaching 

competencies, children’s creativity, puppetry and performing arts, pedagogical 

approaches to facilitating the development of artistic work in childhood. 

Contact: marijana.zbenic@ufzg.hr 

PDF-Muster LIT Verlag 08/10/19



   263 

LERNEN, DAS EIGENE LERNEN ZU STEUERN 

MONITORING-STRATEGIEN ALS ÜBERGREIFENDE AUFGABE DES 

BILDUNGSSYSTEMS 

  

Désirée FAHRNI 

Pädagogische Hochschule Schwyz, Schweiz 

  

In the age of new technologies, knowledge must continuously be 

updated and expanded in a lifelong learning process. Against this 

background, the promotion of self-regulated learning is one of the 

central tasks of contemporary education. This article illustrates 

this high thematic relevance for school and teacher education. In 

particular, the focus is on self-monitoring as a part of 

metacognitive strategies which enables learners to monitor, control 

and, if necessary, adapt their own learning processes. Based on 

theoretical reflections and the findings of recent studies, the article 

sets forth how self-monitoring in connection with self-regulated 

learning can be initiated and promoted. Concluding from this, 

concrete implications for the training of teachers are pointed out.  

 

Key words:  self-regulated learning, metacognitive strategies, self-

monitoring, teacher training 

 

Im Zeitalter neuer Technologien muss Wissen in einem 

lebenslangen Lernprozess fortlaufend selbstständig aktualisiert und 

erweitert werden. Vor diesem Hintergrund gehört u. a. die 

Förderung des selbstregulierten Lernens zu den zentralen 

Aufgaben einer zeitgemäßen Bildung. Im vorliegenden Beitrag wird 

diese hohe Relevanz für die Lehrerinnen- und Lehrerbildung 

verdeutlicht. Im Fokus steht dabei das Monitoring als Teil der 

metakognitiven Strategien, bei dem Lernende ihre eigenen 

Lernprozesse überwachen, kontrollieren und ggf. anpassen. Unter
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Einbezug theoretischer Überlegungen und aktueller Studien wird 

dargelegt, wie Monitoring im Zusammenhang mit selbstreguliertem 

Lernen im Unterricht initiiert und gefördert werden kann. Daraus 

abgeleitet werden konkrete Implikationen für die Lehrerinnen- und 

Lehrerbildung aufgezeigt.  

  

Schlüsselbegriffe: Selbstreguliertes Lernen, metakognitive 

Strategien, Monitoring, Lehrerinnen- und 

Lehrerbildung 

 

1 Einleitung 

Die Kompetenz, selbstreguliert zu lernen, bildet eine wesentliche 

Voraussetzung für das Lernen auf unterschiedlichen Bildungsstufen 

(Wernke, 2013). Für die Weiterentwicklung von eigenen 

Lernprozessen und -strategien wie auch von Selbstregulations-

kompetenzen ist ein systematisches Monitoring essenziell. Es dient 

der Steuerung und der Überwachung des eigenen Lernprozesses (z. 

B. Pintrich, 2000; Zimmerman, 2015) und kann, wie 

Forschungsbefunde zeigen, bereits in der Primarschule aufgebaut 

und gezielt in den Lernprozess integriert werden (z. B. Ferreira, 

Simao & da Silva, 2015; Stoeger & Ziegler, 2008; Wilburne & 

Dause, 2017). Die Lehrperson und das Lehr-Lern-Arrangement 

spielen in diesem Prozess eine zentrale Rolle.  

Im vorliegenden Beitrag wird der Frage nachgegangen, welche 

Kompetenzen Lehrpersonen diesbezüglich benötigen und wie diese 

Kompetenzen in der Lehrerinnen- und Lehrerbildung erworben und 

weiterentwickelt werden können. Dazu sollen in Form eines 

Überblicks spezifische didaktische Aspekte der Vermittlung, des 

Aufbaus und der Förderung von Monitoring-Strategien im 

Unterricht beschrieben und daraus Implikationen für die 

Lehrerinnen- und Lehrerbildung abgeleitet werden. 
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2 Monitoring als Teil des selbstregulierten Lernens 

Selbstreguliertes Lernen besteht grundsätzlich in der Fähigkeit, den 

eigenen Lernprozess aktiv zu planen, umzusetzen und zu 

überwachen. Die Voraussetzung einer selbstregulierten Steuerung 

von Lernprozessen bilden Lernstrategien in Form von kognitiven 

Strategien (Regulation der Verarbeitung des Wissens), metakog-

nitiven Strategien (Planung, Monitoring, Evaluation und Reflexion 

des eigenen Lernprozesses) und motivationalen Strategien (Anreize 

in Bezug auf die Selbstregulation) (Boekaerts, 1999; Pintrich, 

2000; Zimmerman, 2015).  

Das Monitoring, als eine zentrale Komponente der metakognitiven 

Strategien, dient der Steuerung und der Überwachung des 

Lernprozesses. Es erfolgt im Abgleich mit den zu Beginn des 

Lernprozesses formulierten Lernzielen anhand von regelmäßigen 

systematischen Selbstbeobachtungen, Evaluationen und Anpas-

sungen des Lernprozesses (Pintrich, 2000; Zimmerman, 2015). 

Beim Monitoring befassen sich die Lernenden bewusst mit 

lernrelevanten Aspekten wie den Potenzialen und Grenzen ihres 

Wissens, ihren Lernerfahrungen, den eigenen Lernanforderungen 

oder -strategien (Hasselhorn, 1992). Auf diese Weise wird 

überprüft, ob das gewählte Vorgehen effektiv ist und die 

Lernleistungen mit den gesetzten Lernzielen übereinstimmen. Für 

den Prozess des selbstregulierten Lernens ist das Monitoring 

insofern wesentlich, als die Lernenden durch die Beobachtung des 

aktuellen Zustands ihren Lernprozess im Vergleich mit den 

Lernzielen kontinuierlich verbessern, anpassen und weiterent-

wickeln können (in Anlehnung an Winter & Hofer, 2007).  

 

3 Vermittlung und Förderung von Monitoring-Strategien bei 

Schülerinnen und Schülern 

In der Schule erfordert ein effektives Monitoring von den 

Schülerinnen und Schülern viel Verantwortung (in Anlehnung an 

Landmann, Trittel & Krause, 2007; Winter & Hofer, 2007). Eine 
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gezielte, in geeignete Lehr-Lern-Arrangements eingebettete 

Vermittlung und Förderung von effektiven Monitoring-Strategien 

im Unterricht ist für die Schülerinnen und Schüler daher von großer 

Bedeutung.  

Wenn das Training und die Anwendung von Lernstrategien konkret 

zum Thema des Unterrichts gemacht werden, d. h. wenn die 

Schülerinnen und Schüler die Zielgruppe des Trainings sind, wird 

dies als direkte Intervention bezeichnet (Schmidt & Otto, 2010). 

Auch Monitoring-Strategien können vermittelt und gefördert 

werden, indem die Lehrperson den Schülerinnen und Schülern, z. 

B. durch verbalisierte Modellings, (die schwierig zu beobach-

tenden) Monitoring-Strategien vorzeigt und sie ihnen zugänglich 

macht oder ihnen während des Arbeitsprozesses Hinweise zu 

geeigneten Monitoring-Strategien gibt. Auf diese Weise erkennen 

die Schülerinnen und Schüler die Nützlichkeit von Monitoring-

Strategien und nehmen sie ggf. in ihr eigenes Repertoire auf 

(Hertel, 2007; Killus, 2009). Auch durch ein gezieltes Coaching im 

Rahmen eines formativen Assessments können Monitoring-

Strategien in ein Lehr-Lern-Arrangement integriert und gefördert 

werden, z. B. mithilfe von metakognitiven Dialogen, Anleitungen 

zu Selbstbeobachtungen und Scaffolding (Perels & Otto, 2009). 

Die Lehrperson kann die Schülerinnen und Schüler bei der 

Umsetzung ihrer Monitoring-Strategien zunächst eng begleiten und 

sie dabei unterstützen, das Coaching dann aber nach und nach 

reduzieren, damit die Schülerinnen und Schüler ihre Kompetenzen 

selbst weiterentwickeln können (Hertel, 2007; Killus, 2009).  

Umgekehrt kann auch eine direkte Intervention des selbst-

regulierten Lernens generell einen positiven Einfluss auf die 

Monitoring-Strategien haben, wie dies neben der Studie von 

Stoeger und Ziegler (2008), welche auf einen positiven Einfluss 

von spezifischen Trainings zum selbstregulierten Lernen u. a. auf 

Monitoring-Strategien von Primarschülerinnen und -schülern 

hinweist, z. B. auch die Studie von Ferreira et al. (2015) berichtet, 

in der fundiertere Reflexions- und Monitoring-Prozesse in Lern-
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tagebüchern von Primarschülerinnen und -schülern festgestellt 

werden konnten, wenn diese zuvor ein Training zum selbst-

regulierten Lernen absolviert hatten. Auch die Studie von Wilburne 

und Dause (2017) zeigte positive Einflüsse bezüglich der 

Vermittlung von Strategien zum selbstregulierten Lernen im 

Fachbereich „Mathematik” z. B. auf das Monitoring von Primar-

schülerinnen und -schülern.  

Ein nicht zu stark strukturiertes Lehr-Lern-Arrangement mit 

transparenten Lernzielen und konstruktiven Aufgaben ermöglicht 

es Schülerinnen und Schülern, etwas auszuprobieren, sich dabei 

zentrale Lernstrategien, wie z. B. Monitoring-Strategien, systema-

tisch anzueignen, diese zu überprüfen und dann anzupassen und 

weiterzuentwickeln (Hertel, 2007). Aus den Ergebnissen einer 

Studie, in welcher nachgewiesen werden konnte, dass die von 

Hochschulstudierenden eingeschätzte Relevanz von Aufgaben im 

Hinblick auf die Anwendung der erworbenen Kompetenzen (z. B. 

in einer Prüfung) einen positiven Einfluss auf ihr Monitoring hatte, 

lässt sich folgern, dass die Aufgabenstellungen in einem Lehr-

Lern-Arrangement bezüglich des Lernziels transparent sein sollten, 

das Interesse der Lernenden wecken und sie dazu auffordern 

sollten, spezifische Lern- und Selbstregulationsstrategien einzu-

setzen (Lan, 2005). Auch digitale Lehr-Lern-Arrangements haben 

diesbezüglich ein Potenzial. Dies können z. B. computergestützte 

Lernumgebungen sein, welche die Lernenden in Form von 

wiederkehrenden digitalen Prompts an den zentralen Punkten des 

selbstregulierten Lernens immer wieder dazu auffordern, erinnern 

und motivieren, ihr eigenes Lernen zu kontrollieren, zu analysieren, 

zu bewerten und ggf. weiterzuentwickeln. Metaanalysen haben 

gezeigt, dass ein computerbasiertes Scaffolding in naturwissen-

schaftlichen Fachbereichen auch auf der Primarschulstufe wirksam 

sein kann (Belland, Walker, Kim & Lefler, 2017; Devolder, van 

Braak & Tondeur, 2012). Dies kann dazu beitragen, dass die 

Schülerinnen und Schüler ihre Lernprozesse bewusst beobachten, 

darüber nachdenken und sie kontinuierlich verbessern.  
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4 Monitoring-Strategien vermitteln und fördern lernen in der 

Lehrerinnen- und Lehrerbildung 

Wie im vorhergehenden Abschnitt 3 aufgezeigt wurde, stellen 

Monitoring-Strategien ein Steuerungssystem dar, welches die 

Lernenden in die Lage versetzen soll, ihre Lernprozesse ohne oder 

mit wenig externer Hilfe oder Kontrolle bewusst zu steuern (Winter 

& Hofer, 2007). Um dieses Ziel zu erreichen, sind die Vermittlung, 

die Förderung und der Aufbau von Monitoring-Strategien auf 

verschiedenen Ebenen im Bildungssystem bedeutsam. Im 

Gegensatz zu der in Abschnitt 3 thematisierten direkten Inter-

vention fokussieren indirekte Interventionen das Training der 

Lehrpersonen, um auf mittelbare Weise eine Weiterentwicklung 

und Optimierung des selbstregulierten Lernens bei den 

Schülerinnen und Schülern zu erzielen. In spezifischen Ausbil-

dungselementen in der Lehrerinnen- und Lehrerbildung können 

Methoden vermittelt werden, die aufzeigen, wie z. B. auch 

Monitoring-Strategien bei Schülerinnen und Schülern gefördert 

werden können (Beispiele werden in Abschnitt 3 aufgeführt) 

(Schmidt & Otto, 2010). Die Implementation dieser Methoden in 

den Unterricht setzt u. a. voraus, dass die Lehrpersonen in der Lage 

sind, von diesen Monitoring-Strategien selbst aktiv Gebrauch zu 

machen und diese analysieren und reflektieren können. Darauf 

aufbauend können in der Lehrerinnen- und Lehrerbildung, auf der 

Basis von theoretischen Grundlagen und Modellen zum selbst-

regulierten Lernen, pädagogische, psychologische sowie didak-

tische Kompetenzen und Überzeugungen zur Vermittlung und 

Förderung von Monitoring-Strategien im Unterricht erworben 

werden (in Anlehnung an Hertel, 2007; Otto, Perels & Schmitz, 

2015). Im Rahmen eines „didaktischen Doppeldeckers” können 

Monitoring-Strategien z. B. direkt in der Ausbildung von Lehrper-

sonen umgesetzt, erfahren, reflektiert und anschließend auf der 

Ebene der Vermittlung und Förderung der Strategien bei 

Schülerinnen und Schülern analysiert werden.  
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Der Einbezug von indirekten Interventionen in der Lehrerinnen- 

und Lehrerbildung setzt wiederum voraus, dass auch die 

Dozierenden ihrerseits über ein Bewusstsein für die Vermittlung 

von Monitoring-Strategien verfügen und dieses bei den angehenden 

Lehrpersonen anregen und fördern können. Dozierende können z. 

B. innerhalb von Lehrveranstaltungen direkte Hinweise auf 

spezifische Lerntechniken geben, diese in speziellen Lehrver-

anstaltungen vermitteln oder Aufträge in Lehrveranstaltungen so 

gestalten und in spezifische Ausbildungselemente integrieren, dass 

der Einsatz wie auch die Reflexion von Monitoring-Strategien 

gefordert sind (in Anlehnung an Winter & Hofer, 2007). 

Lerntagebücher können u. a. geeignete Monitoring-Strategien 

darstellen, die es angehenden Lehrpersonen erlauben, wesentliche 

Faktoren von eigenen Lernprozessen schriftlich festzuhalten, um 

sie sichtbar und bewusst zu machen sowie den eigenen Lernprozess 

über verschiedene Lernsituationen hinweg zu analysieren und ggf. 

anzupassen. Exemplarisch kann an dieser Stelle das Lerntagebuch 

genannt werden, welches im letzten Studienjahr der Ausbildung zur 

Lehrperson an der Pädagogischen Hochschule Schwyz (Schweiz) 

als Bindeglied zwischen Berufspraxis und Lehrveranstaltungen 

dient. Beim Schreiben des Lerntagebuchs überprüfen die angeh-

enden Lehrpersonen das eigene Unterrichtshandeln und ihre 

diesbezüglichen Lernprozesse und Strategien. Sie leiten im Sinne 

eines Transfers Folgerungen bezüglich ihrer Strategien für 

zukünftige Handlungen ab, um auf dieser Grundlage die Qualität 

ihrer Vorgehensweisen sowie ihres Lernens und Lehrens 

weiterentwickeln zu können (Futter et al., 2019).  

Wie die genannten Beispiele zeigen, können spezifische Ausbil-

dungselemente angehende Lehrpersonen beim Aufbau, der Analyse 

und der Reflexion von Monitoring-Strategien sowie deren Transfer 

ins Klassenzimmer unterstützen (in Anlehnung an Winter & Hofer, 

2007). 
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5  Schlussfolgerungen und Ausblick 

Damit Wissen in einem lebenslangen Lernprozess selbstständig 

aktualisiert und erweitert werden kann, müssen bereits Primar-

schülerinnen und -schüler Kompetenzen erwerben, die sie dazu 

befähigen, selbstreguliert zu lernen. Monitoring-Strategien helfen 

ihnen dabei, den Ist-Zustand kontinuierlich mit den zu erreichenden 

Lernzielen zu vergleichen, ihre Lernprozesse ggf. anzupassen und 

ihre Lernstrategien weiterzuentwickeln. Deshalb gilt es, 

Monitoring-Strategien von Beginn an und über sämtliche Stufen 

des Bildungssystems hinweg, d. h. auf der Schul- wie auch auf der 

Hochschulebene, gezielt zu vermitteln und zu fördern (z. B. 

Schmitz, Landmann & Perels, 2007; Winter & Hofer, 2007).  

Darin eingeschlossen ist auch die Lehrerinnen- und Lehrerbildung. 

Lehrpersonen kommt eine Schlüsselrolle zu, weil ihre Aufgabe 

darin besteht, Schülerinnen und Schüler darin zu fördern, 

Monitoring-Strategien für ihre Lernprozesse einzusetzen. Zugleich 

sollten sie aber auch in der Lage sein, von diesen Strategien selbst 

aktiv Gebrauch zu machen. Dies bedeutet, dass bereits angehenden 

Lehrpersonen in der Ausbildung Lerngelegenheiten angeboten 

werden sollten, in deren Rahmen sie sich Monitoring-Strategien 

sowohl mit Blick auf das eigene Lernen als auch mit Blick auf 

deren Vermittlung und Förderung im Unterricht aneignen können.  
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BILDUNG FÜR NACHHALTIGE ENTWICKLUNG IN DER 

SCHWEIZER LEHRER/-INNENBILDUNG - FALLBEISPIEL 

PH SCHWYZ 
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As a constitutional mandate, sustainable development (SD) is of 

high relevance to the Swiss education sector. The inclusion of 

education for sustainable development (ESD) into the current 

curricula of each of the language regions can be regarded as an 

important cornerstone in this regard. The related introduction into 

teacher education is challenging, however, because this process 

varies greatly considerably due to the cantonal sovereignty over 

educational matters and differences in the resources of the 

individual educational institutions. This article outlines the 

national educational reference framework as devised by 

educational policy and uses the concrete example of the University 

of Teacher Education Schwyz, to show how these guidelines have 

been gradually integrated into all fields of action in the sense of a 

«whole system approach». As the example illustrates, a clear 

commitment by the university management, the preparation of 

pertinent basic documents, the establishment of an interdisciplinary 

working group, and regular communication and discussion are 

crucial elements of a successful implementation of this demanding 

organisational development process. 

  

Key words: education for sustainable development, teacher  

  education, Switzerland 

 

Nachhaltige Entwicklung (NE) hat in der Schweiz als 

Verfassungsauftrag eine hohe Relevanz für den Bildungssektor. Mit
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der Verankerung von Bildung für eine nachhaltige Entwicklung 

(BNE) in den aktuellen, sprachregionalen Lehrplänen wurde ein 

wichtiger, bildungspolitischer Grundstein gelegt. Der damit 

einhergehende Prozess der Implementierung in die Lehrer/-

innenbildung (LLB) ist jedoch anspruchsvoll und gestaltet sich 

aufgrund der kantonalen Bildungshoheit sowie differierenden 

Ressourcen der Bildungsinstitutionen sehr unterschiedlich. Der 

vorliegende Praxisbeitrag skizziert den nationalen, bildungs-

politischen Orientierungsrahmen und zeigt am konkreten 

Umsetzungsprozess der Pädagogischen Hochschule Schwyz auf, 

wie diese Vorgaben zu einer NE und BNE im Sinne des «whole-

system approach» schrittweise in allen Handlungsfeldern der 

Institution verankert werden. Wie das Beispiel verdeutlicht, bilden 

in diesem anspruchsvollen Organisationsentwicklungsprozess ein 

klares Commitment der Hochschulleitung, die Ausarbeitung 

entsprechender Grundlagendokumente, die Etablierung einer 

interdisziplinären Arbeitsgruppe sowie regelmässige Kommuni-

kation und Thematisierung wichtige Grundpfeiler einer erfolg-

reichen Implementierung. 

  

Schlüsselbegriffe: Bildung für nachhaltige Entwicklung, Lehrer/-

innenbildung, Schweiz 

  

1 Einleitung 

Wir leben heute in einer sehr dynamisierten Gesellschaft mit 

grossen Herausforderungen. Der demografische und technologische 

Wandel, der weltweite Verlust der Biodiversität, die Erschöpfung 

der natürlichen Ressourcen, die Migration und ihre Folgen 

verdeutlichen die Komplexität und Wechselwirkungen 

ökonomischer, ökologischer und sozialer Prozesse. Für die 

Gestaltung einer lebenswerten Gegenwart und Zukunft ist eine 

systemische und langfristig ausgerichtete Betrachtungs- und 

Handlungsweise deshalb unabdingbar. Um Lernende auf ein 

verantwortungsbewusstes Leben in der globalisierten Welt 
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vorzubereiten, gilt Bildung für nachhaltige Entwicklung heute als 

wichtiger Bestandteil einer zeitgemässen Bildung (UNESCO, 2014 

und 2017). Neben der Herkunftsfamilie bildet die Schule ein 

zentrales Setting, um Lernende frühzeitig für nachhaltiges Handeln 

zu sensibilisieren und entsprechende Kompetenzen aufzubauen. 

Der Lehrer/-innenbildung (LLB) kommt deshalb eine besondere 

Bedeutung zu, denn gut ausgebildete Lehrkräfte sind wichtige 

Schlüsselpersonen in diesem Bildungsprozess (UNESCO, 2017; 

Rieckmann & Holz, 2017; Kühnis et al., 2017). Vor diesem 

Hintergrund wird in diesem Beitrag ein Einblick in die 

bildungspolitischen Rahmenbedingungen für eine nachhaltige 

Entwicklung und BNE in der Schweiz (Kapitel 2) eröffnet und am 

Fallbeispiel der PH Schwyz (Kapitel 3) verdeutlicht, wie die 

nationalen Vorgaben institutionell umgesetzt werden. 

 

2 Bildungspolitischer Orientierungsrahmen 

2.1  NE als Verfassungsauftrag und globale Leitvision 

Nachhaltige Entwicklung (NE) ist als gesellschaftliches Leitziel 

seit 1999 im übergeordneten Zweckartikel der Schweizerischen 

Bundesverfassung verankert. Neben der Förderung der 

gemeinsamen Wohlfahrt umfasst dieser Verfassungsauftrag auch 

den Einsatz für die dauerhafte Erhaltung der natürlichen 

Lebensgrundlagen sowie eine friedliche und gerechte internationale 

Ordnung. Abgestützt auf den Legislaturzyklus werden vom 

Schweizer Bundesrat alle vier Jahre die politischen Schwerpunkte 

für eine nachhaltige Entwicklung festgelegt. Im Aktionsplan der 

aktuellen Strategie 2016-2019 wird NE im Handlungsfeld 6 als 

integraler Bestandteil der Zielsetzung von Bund und Kantonen für 

den Bildungsraum Schweiz ausgewiesen. Als wesentliche Mass-

nahme zur Zielerreichung wird die Integration von BNE in Schule 

und Unterricht erachtet (Schweizer Bundesrat, 2016, S. 32-33). 

Diese hohe Relevanz einer BNE wird auch in der Erklärung 2015 

zu den bildungspolitischen Zielen vom Eidgenössischen Departe-
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ment für Wirtschaft, Bildung und Forschung (WBF) und der 

Schweizerischen Konferenz der kantonalen Erziehungsdirektoren 

(EDK) betont. 

Für die Integration von BNE in die Lehrer/-innenbildung sind in 

den letzten 10 Jahren im Auftrag von Bund und Kantonen mehrere 

Grundlagendokumente (Bestandesaufnahme, Empfehlungen und 

didaktische Grundlagen) erarbeitet worden. 2014 wurde eine 

nationale Fachgruppe BNE der Schweizerischen Konferenz der 

Rektor/innen der Pädagogischen Hochschulen (COHEP) einge-

richtet. Seit dem Inkrafttreten des Hochschulförderungs- und  

-koordinationsgesetz (HFGK) 2015 ist diese Arbeitsgruppe neu in 

der Kammer der Pädagogischen Hochschulen von swissuniversities 

integriert. Die Stiftung éducation21 unterstützt als nationales 

Kompetenz- und Dienstleistungszentrum Schulen und Pädago-

gische Hochschulen seit 2003 bei der Umsetzung. 

Auf globaler Ebene hat sich die internationale Staatengemeinschaft 

2015 mit der Verabschiedung der Agenda 2030 geeinigt, in den 

nächsten Jahren einen umfassenden Katalog mit 17 Nachhaltig-

keitszielen umzusetzen. Wenngleich es sich hierbei um ein 

ambitioniertes Ziel handelt, konnte ein wichtiger internationaler 

Bezugsrahmen geschaffen werden, um die intendierte gesellschaft-

liche Transformation und die globalen Herausforderungen gemein-

sam anzugehen. 

2.2  BNE als Bestandteil der sprachregionalen Lehrpläne 

Mit der laufenden Einführung der sprachregionalen Lehrpläne in 

der Deutschschweiz (21 Kantone), Westschweiz (4 Kantone) und 

dem Kanton Tessin wird BNE zu einem verpflichtenden Auftrag 

für die obligatorische Volksschule sowie die Aus- und Weiter-

bildung von Lehrpersonen. «BNE ist kein neues Fach, sondern 

Bestandteil eines fachübergreifenden Curriculums und Aufgabe der 

Schulentwicklung. Aufgrund der ganzheitlichen Ausrichtung und 

Integration verschiedener Bildungszugänge bietet BNE einen 
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Rahmen für Unterrichts-/Themenbeiträge aus allen Fächern.» 

(Kühnis et al. 2017, S. 390). Im aktuellen Deutschschweizer 

Lehrplan (D-EDK, 2016, S. 17ff) wird BNE als transversale 

Bildungsaufgabe durch sieben fächerübergreifende Themenfelder 

abgebildet: 1) Politik, Demokratie & Menschenrechte, 2) natür-

liche Umwelt & Ressourcen, 3) Geschlechter & Gleichstellung, 4) 

Gesundheit, 5) Globale Entwicklung & Frieden, 6) kulturelle 

Identitäten & interkulturelle Verständigung sowie 7) Wirtschaft & 

Konsum. 

2.3 Rolle der Pädagogischen Hochschulen: Zukunft gestalten 

lernen  

Die Entwicklung einer nachhaltigen Gesellschaft und Lösung 

komplexer Zukunftsaufgaben setzt entsprechendes Wissen und 

Können voraus. Unser Bildungssystem ist deshalb so auszurichten, 

dass sich Lernende und Lehrende die erforderlichen Kompetenzen 

(u. a. Umgang mit komplexen Situationen, kritisches Beurteilen 

und Fähigkeit zur Zusammenarbeit) aneignen können. Lehrper-

sonen übernehmen dabei eine Schlüsselfunktion. «Educators are 

powerful change agents who can deliver the educational response 

needed to achieve the SDGs. Their knowledge and competencies 

are essential for restructuring educational processes and 

educational institutions towards sustainability. Teacher education 

must meet this challenge by reorienting itself towards ESD.» 

(UNESCO 2017, p. 51).  

Die Lehrer/-innenbildung ist nicht nur auf curricularer Ebene 

gefordert ein entsprechendes Nachhaltigkeitsverständnis und 

Transferwissen aufzubauen, sondern Grundsätze einer NE (Abb. 1) 

im Sinne des «whole system approach» in allen Handlungsfeldern 

der Institution zu verankern. (UNESCO, 2017; Rieckmann & Holz, 

2017). «Durch diese institutionelle Auseinandersetzung können 

bedeutsame Projekte entstehen, die zur (Hoch-)Schulentwicklung 

im Allgemeinen und zur Stärkung des (Hoch-)Schulprofils im 

Besonderen beitragen.» (Kühnis et al. 2017, S. 394). Seit dem 
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Inkrafttreten des Hochschulförderungs- und -koordinationsgesetz 

(HFGK) 2015 müssen Schweizer Hochschulen im Rahmen der 

Qualitätssicherung und Akkreditierung nachweisen, dass sie der 

Nachhaltigkeit verpflichtet sind. Die Implementierung der 

bildungspolitischen Rahmenvorgaben (Abschnitt 2.1) ist jedoch 

anspruchsvoll und gestaltet sich aufgrund des föderalistischen 

Systems, ungleicher institutioneller Ressourcen und organisato-

rischer Spielräume kantonal sehr unterschiedlich.  

 

 
Abbildung 1. Verankerung von NE und BNE an Pädagogischen 

  Hochschulen. 

 

3 Stand der Implementierung an der PH Schwyz 

3.1  Kurzportrait der Institution 

Mit rund 330 Studierenden und 120 Mitarbeitenden ist die PH 

Schwyz (PHSZ) eine der kleineren Hochschulen der Schweiz. Im 

Sinne der Vision «persönlich lehren lernen» zeichnet sie sich als 

Lernort für Studierende, Lehrpersonen und Schulleitungen durch 

eine persönliche Atmosphäre und rege Hochschulkultur aus. Kurze 

Wege und einfache Ansprechbarkeit ermöglichen eine optimale 
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Studienbegleitung durch die Dozierenden, Mitarbeitenden und 

Leitungspersonen. Langfristige Planung, hohe Transparenz und das 

Commitment zu einer leistungsstarken Forschung leiten unsere 

Hochschulentwicklung an. Durch unsere Vernetzung in Praxis, 

Wissenschaft und Bildungspolitik setzen wir Impulse für eine 

qualitätsvolle Lehrerinnen- und Lehrerbildung. An der PHSZ 

werden Bachelorstudiengänge für die Kindergarten-Unterstufe und 

Primarstufe und seit 2018 ein Joint Degree Masterstudiengang in 

Fachdidaktik Medien und Informatik (in Kooperation mit der 

Universität Zürich, PH und Hochschule Luzern) angeboten. 

Aktuelle Weiterbildungsangebote umfassen einen CAS in 

Schulleitung, CAS/MAS in Theaterpädagogik sowie MAS in 

Professional Development in Language Education. 

3.2  Auf dem Weg zu einer nachhaltigen Hochschule 

Seit 2014 werden die nationalen Rahmenvorgaben (Abschnitt 2.1) 

an der PHSZ schrittweise umgesetzt. Bei dieser laufenden Imple-

mentierung gilt es die spezifischen Merkmale der Institution zu 

berücksichtigen, da diese für die gewählte Vorgehensweise und 

Etappierung massgeblich sind. Unser Beispiel erhebt deshalb nicht 

den Anspruch einer idealtypischen Umsetzungsstrategie, sondern 

soll ein mögliches Vorgehen aufzeigen.  

In den letzten Jahren (Tab. 1) konnten bereits wichtige Impulse 

gesetzt und konkrete Massnahmen verankert werden. Diese 

inkludierten konzeptionelle wie strategische Arbeiten. Im Rahmen 

eines internen Projektmandats wurde eine Bestandsaufnahme zur 

aktuellen Verankerung von NE (auf institutioneller Ebene sowie 

die Implementierung einer BNE in der Aus- und Weiterbildung, 

Abb. 1) durchgeführt. Basierend auf dieser IST-Analyse wurde ein 

Stärken-Schwächenprofil mit Handlungsfeldern und Prämissen für 

das weitere Vorgehen abgeleitet. Die anschliessende Mandatierung 

der Kommission «Nachhaltigkeit und Chancengleichheit» war ein 

weiterer Meilenstein mit grosser Signalwirkung. Primäre Aufgabe 

der Kommission ist, die Hochschulleitung (HSL) in Fragen sowie 
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der Verankerung der sozialen, ökonomischen und ökologischen 

Nachhaltigkeit in allen Leistungsbereichen zu unterstützen, 

diesbezügliche Aktivitäten zu initiieren und zu begleiten. Es finden 

ein regelmässiger Austausch mit dem Rektor und eine 

Berichterstattung im Jahresbericht statt. Aktuell setzt sich die 

Kommission aus vier internen Fachpersonen mit Kompetenzen in 

BNE, betrieblicher Nachhaltigkeit, Gesundheitsförderung und 

Chancengleichheit sowie einer Vertretung der Studierenden-

organisation zusammen. Der Vorsitzende ist Vorstandsmitglied der 

Mitarbeitendenorganisation und Mitglied der nationalen BNE-

Fachgruppe von swissuniversities, wodurch eine optimale interne 

und nationale Vernetzung gewährleistet wird. 

Im Bereich der betrieblichen Nachhaltigkeit wurden in den letzten 

Jahren vor allem Massnahmen zur Verbesserung der Wirtschaft-

lichkeit (z. B. Anpassung der Kostenrechnung) sowie ökologische 

Optimierungen (Fokus: Energieeffizienz) umgesetzt. Die soziale 

Nachhaltigkeit ist als Querschnittsthema implizit auf der 

Strategieebene (z. B. im Personalmanagement) verankert und wird 

auf der Umsetzungsebene mit zahlreichen Massnahmen gefördert. 

Ein Beispiel hierfür stellt die Formulierung von verbindlichen 

Anforderungsprofilen für jede Mitarbeitendenkategorie dar. Zur 

Unterstützung der Zielerreichung bietet die Hochschule u. a. 

Beratungsangebote und Kostenbeteiligung für Weiterbildungen an. 

Zudem werden Modelle zur Flexibilisierung von Arbeitszeit und -

ort unterstützt. Die Wirksamkeit der genannten Massnahmen sowie 

das Arbeitsklima werden u. a. in der Mitarbeitendenbefragung 

erhoben und ausgewertet. Seit 2018 ist NE auf institutioneller 

Ebene zudem im Leitbild der Organisation verankert. Ein 

besonderer Meilenstein der laufenden Strategieperiode bis 2019 

war die Zertifizierung der naturnah gestalteten Campusumgebung 

durch die Stiftung Natur+Wirtschaft (www.naturundwirtschaft.ch). 

Die Integration von BNE in der Lehre ist bereits weit 

fortgeschritten und konzentrierte sich einerseits auf die Ausar-

beitung eines BNE-Grundlagenmoduls (Abschnitt 3.2.1), die Ver-
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ankerung von BNE als übergreifendes Querschnittsziel in allen 

Fachdisziplinen sowie die Schaffung von individuellen Vertie-

fungsoptionen (z. B. im Rahmen der Bachelorarbeit oder dem 

Besuch von Wahlseminaren wie «Philosophieren mit Kindern» 

oder «Politik und Demokratie»). 

Tabelle 1. Meilensteine der Verankerung von BNE und NE-Aspekten an PHSZ  

 Vertretung in 

nationaler BNE-

Fachgruppe (seit 2014) 

 Expert/innen aller PH’s zur Förderung des 

Austauschs und der Integration der BNE in 

Lehrer/innenbildung. 

   

 Verankerung von BNE 

in der Ausbildung 

(2015-2017) 

 Seit 2015 beinhaltet Curriculum ein BNE-

Grundlagenmodul. BNE bildet zudem seit 2017 in 

mehreren Lehrmodulen ein Querschnittsziel. 
   

 Nachhaltigkeits- & 

Chancen-

gleichheitskonzept 

(2015/17) 

 Analyse zur Verankerung von Nachhaltigkeits- & 

Chancengleichheitsaspekten durch 

interdisziplinäre Arbeitsgruppe. 

   

 Schaffung neuer 

Kommission 

(Geschäftsordnung) 

(2017) 

 Die Kommission berät Hochschulleitung in 

Nachhaltigkeitsfragen, initiiert und begleitet 

Aktivitäten.  

   

 Ausstellung des 

Medien-zentrums zu 

BNE (2017) 

 Präsentation eines Medienangebots u. der 

Zusatzausstellung «RessourCITY» für Lehrende 

und Lernende. 
   

 Verankerung von NE 

im Leitbild (2018) 

 Mitwirkung der Kommission bei der 

Überarbeitung des Leitbilds und Fokussierung 

relevanter Handlungsfelder. 
   

 Zertifizierung 

naturnaher Campus 

(2018) 

 Die Stiftung Natur+Wirtschaft zertifiziert die 

PHSZ als erste PH der Schweiz. 

Im Rahmen der laufenden Lehrplan-Einführung in den Zentral-

schweizer Kantonen Uri und Schwyz werden zudem bedarfs-

gerechte BNE-Holkurse für Schulen angeboten. Für die kommende 

Strategieperiode 2020-25 wird die weitere Stärkung der BNE durch 

die Vernetzung mit regionalen Partnern als wichtiges Entwick-
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lungsfeld erachtet. In Kooperation mit dem Umweltbildungsteam 

des Tierparks Goldau (www.tierpark.ch) wird derzeit ein neues 

BNE-Wahlangebot sowie ein Themendossier zum Thema 

«Biodiversität vor der Haustüre – Lebensräume und Artenvielfalt 

entdecken» für Studierende und Lehrpersonen ausgearbeitet. 

Wenngleich die personellen Ressourcen aufgrund der Grösse 

unserer Institution beschränkt sind, soll in den nächsten Jahren 

nach Möglichkeit auch die internationale Vernetzung verstärkt 

werden. 

3.2.1  BNE-Grundlagenmodul im Curriculum 

Im BNE-Modul im 4. Semester (integriert im Fachkern «Natur-

Mensch-Gesellschaft») befassen sich Studierende mit der Leitidee 

einer NE in ausgewählten Handlungsfeldern (Konsumverhalten & 

Ressourcennutzung, Landschaft & Biodiversität, erneuerbare 

Energien & Klimawandel) und lernen didaktische Prinzipien sowie 

exemplarische Fragestellungen einer BNE kennen. Der Leistungs-

nachweis erfolgt im Rahmen eines Erkundungsprojektes und der 

Ausarbeitung einer Unterrichtseinheit in Kleingruppen. Ziel ist die 

vertiefte, selbständige Auseinandersetzung mit einem BNE-

Themenfeld (von «A» wie Abwasserreinigungsanlage bis «Z» wie 

Zerowaste) in einem ausserschulischen, regionalen Lernkontext. 

3.2.2  NE und BNE als Aufgabe von Forschung und Entwicklung 

Aufgrund unserer Forschungsschwerpunkte (Institute für Medien & 

Schule sowie für Professionsforschung & Personalentwicklung) 

wurden an der PHSZ bislang keine BNE-spezifischen Projekte 

durchgeführt. Mit der strukturellen Weiterentwicklung der 

Abteilung Forschung und Entwicklung 2018 und dem neuge-

schaffenen Institut für Unterrichtsforschung & Fachdidaktik 

könnten hierzu jedoch mögliche Synergien entstehen. Obwohl 

bislang keine Forschungsprojekte in den Bereichen NE oder BNE 

realisiert wurden, haben sich in der Vergangenheit zumindest 

Fragen zur nachhaltigen Nutzung von IT-Applikationen gestellt, 
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die in der Forschungsabteilung entwickelt wurden. Die 

Softwareentwicklung ist für die PHSZ nicht nur ein wichtiges 

Profilelement, sondern auch eine Drittmittelquelle. In diesem 

Zusammenhang wurden auf der konzeptionellen Ebene Prämissen 

festgelegt, auf welcher Basis fertige Produkte entweder von 

externen Auftraggebern, der PHSZ selber, oder geeigneten Dritt-

partnern weiterbetrieben werden können. Es wurde festgelegt, dass 

diese Aspekte am Anfang jeder Softwareentwicklung mit einem 

Betriebskonzept zu klären sind. 

 

4 Schlussfolgerungen 

«Die einzige Konstante im Universum ist die Veränderung.» 

(Heraklit) 

Im Kontext einer nachhaltigen Entwicklung ist Bildung ein 

Schlüsselfaktor. Sie soll dazu beitragen, bei Menschen ein 

ganzheitliches Verständnis und verantwortungsbewusstes Handeln 

zu fördern. Eine gewinnbringende Umsetzung im schulischen 

Kontext scheint jedoch nur dann realistisch, wenn angehende und 

etablierte Lehrpersonen im Rahmen ihrer Aus- und Weiterbildung 

entsprechende Handlungskompetenzen aufbauen können. Die 

Integration von BNE in die Lehrer-/innenbildung bildet hierzu eine 

Grundvoraussetzung. Die Pädagogischen Hochschulen der Schweiz 

sind derzeit daran die diesbezüglichen bildungspolitischen 

Rahmenvorgaben umzusetzen und ihre Verantwortung als 

Bildungsinstitutionen wahrzunehmen. In den kommenden Jahren 

geht es wie auch in unseren Nachbarländern (Stoltenberg & Holz, 

2017) primär darum, diese systemische Verankerung weiter 

voranzutreiben. ist dabei eng mit der Nachhaltigkeitsorientierung in 

allen Handlungsfeldern der Hochschule (Abb. 1) verknüpft. Wie 

das vorliegende Beispiel der PH Schwyz verdeutlicht, bilden in 

diesem anspruchsvollen Organisationsentwicklungsprozess ein 

klares Commitment der Hochschulleitung, die Ausarbeitung ent-

sprechender Grundlagendokumente, die Etablierung einer inter-

disziplinären Arbeitsgruppe oder Kommission sowie eine regel-
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mässige Kommunikation und Thematisierung wichtige Grund-

pfeiler einer erfolgreichen Implementierung. 
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LERNORT NATUR – VIEL MEHR ALS NUR GRÜNE KULISSE 

BILDUNGSPOTENTIAL UND HERAUSFORDERUNGEN FÜR DIE 

SCHULPRAXIS 

 

Jürgen KÜHNIS 

Pädagogische Hochschule Schwyz, Schweiz 

 

According to today’s competence-oriented understanding of 

education and learning, school education should enable students to 

lead independent lives and to participate responsibly in social life. 

In the development of subject-specific and interdisciplinary 

competences, great importance is attached to the inclusion of 

authentic areas of experience. Nature is an exemplary place of 

learning that opens up an active dialogue with the living world and 

fundamental primary experiences. In addition to the parents, 

educational institutions play an important role in giving children 

personal access to nature, because all children can be involved 

here. This practice-oriented contribution addresses the relevance, 

educational opportunities and challenges of learning in and with 

nature for school and teacher education. As the analysis shows, 

outdoor learning can basically promote a wide range of 

development areas. However, to use this educational potential, 

planning and implementation in school practice must take into 

account not only organisational aspects, but methodological and 

didactic processing (design of the teaching-learning arrangement 

and integration in regular teaching). Teacher training is therefore 

required to qualify prospective teachers accordingly and to open 

up concrete learning opportunities in nature during their studies. 

 

Key words: nature experience, outdoor-learning, teacher education 
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Gemäss dem heutigen, kompetenzorientierten Bildungs- und 

Lernverständnis soll schulische Bildung zu einer eigenständigen 

Lebensführung und verantwortungsbewussten Teilhabe am 

gesellschaftlichen Leben befähigen. Im Aufbau von fachlichen und 

überfachlichen Kompetenzen wird dem Einbezug authentischer 

Erfahrungsräume eine hohe Bedeutung zugewiesen. Die Natur ist 

ein exemplarischer Lernort, der eine anschauliche Auseinander-

setzung mit der unmittelbaren Lebenswelt und wertvolle Primärer-

fahrungen eröffnet. Damit sich Kinder einen persönlichen Zugang 

zur Natur erschliessen können, übernehmen Bildungsinstitutionen 

neben dem Elternhaus eine zentrale Sozialisationsfunktion, da hier 

alle Kinder erreicht werden können. Im vorliegenden Praxisbeitrag 

werden die Relevanz, Bildungschancen sowie Herausforderungen 

des Lernens in und mit der Natur für die Schul- und Lehrer/innen-

bildung thematisiert sowie Empfehlungen abgeleitet. Wie die 

Analyse zeigt, können beim Draussen-Lernen grundsätzlich 

vielfältige Entwicklungsbereiche gefördert werden, um dieses 

Bildungspotential auszuschöpfen, sind für die Planung und 

Umsetzung in der schulischen Praxis neben organisatorischen 

Aspekten vor allem die methodisch-didaktische Ausarbeitung und 

die Einbindung in den regulären Unterricht entscheidend. Die 

Lehrer/innenbildung ist deshalb gefordert angehende Lehrper-

sonen dahingehend zu qualifizieren und im Studium ausreichend 

Lerngelegenheiten in der Natur zu eröffnen. 

 

Schlüsselbegriffe:  Naturerfahrung, Draussen-Lernen, Schul- und 

Lehrer/innenbildung 

 

1 Einleitung 

Kinder wachsen heute in einer technologisierten Gesellschaft mit 

erhöhten Bildungsansprüchen und erweiterten Betreuungs-, 

Erziehungs- und Bildungsangeboten auf (Neuber & Salomon, 

2015). Durch die zunehmende Institutionalisierung, der damit 

verbundenen zeitlichen und räumlichen Verplanung des 
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Lebensalltags sowie der Tendenz zur Überbehütung von Eltern 

werden die freien Aktionsräume von Kindern immer mehr 

eingegrenzt (Tremblay et al., 2015). Das Aufwachsen findet 

vielfach in organisierten und vorstrukturierten Settings statt 

(Neuber & Salomon, 2015). Der natürliche Spiel-, Bewegungs- und 

Entdeckerdrang wird dadurch zunehmend unterbunden (Louv, 

2005).  

Regelmässige Outdoorerlebnisse und Naturkontakte spielen eine 

zentrale Rolle um eine emotionale und respektvolle Beziehung zur 

Natur aufzubauen, sich als Teil der Natur wahrzunehmen und ein 

Umweltbewusstsein zu entwickeln (Louv, 2005; Leske & 

Bögeholz, 2008; Kahn & Weiss, 2017; Raith & Lude, 2014). Wie 

Forschungsbefunde zeigen, verbringen Kinder heute im Vergleich 

zu früher mehr Zeit in Innenräumen als im Freien und für viele 

scheint die Natur nicht mehr ein selbstverständlicher Lernort ihrer 

Lebenswelt darzustellen (Tremblay et al., 2015; Waller et al., 

2017). Aufgrund dieser fehlenden Naturnähe drohen für die 

kindliche Entwicklung nicht nur essentielle Primärerfahrungen 

verloren zu gehen, sondern sich auch die Naturentfremdung zu 

verstärken (Louv, 2005; Waller et., 2017; Brämer et al., 2016). Die 

zunehmend verzerrte Naturwahrnehmung von Schulkindern und 

mangelhafte Artkenntnisse sind Indikatoren dieser Negativent-

wicklung (Brämer et al., 2016). Ohne einen persönlichen Bezug zur 

Natur ist es auch im Sinne der Biodiversitätsbildung schwierig ein 

grundlegendes Verständnis für die Bedeutung und Gefährdung der 

biologischen Vielfalt zu entwickeln. Retrospektive Studien zeigen, 

dass die Natureinstellungen von Erwachsenen durch ihre Naturer-

fahrungen in der Kindheit geprägt werden (Mustapa et al., 2015; 

Wells & Lekies, 2006).  

Im Kontext einer Bildung für nachhaltige Entwicklung (BNE) und 

der Umsetzung der internationalen Agenda 2030 stellt die Biodi-

versitätsbildung deshalb ein zentrales Handlungsfeld (Secretariat of 

CBD, 2016; UNESCO, 2017; Kühnis, 2018) dar. Um bei 

Lernenden ein entsprechend Handlungswissen aufzubauen, ist die 
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heutige Schul- und Lehrer/innenbildung gefordert, die hierfür 

wichtigen, ausserschulischen Lerngelegenheiten in ausreichendem 

Masse zu ermöglichen. 

Vor diesem Hintergrund wird in diesem Beitrag basierend auf einer 

aktuellen Literatursichtung verdeutlicht, welche hohe Relevanz das 

Draussen-Lernen in der Natur für eine ganzheitliche Entwicklung 

von Kindern (Kapitel 2) besitzt und welche grundlegenden Aspekte 

für die Nutzung ausserschulischer Lernorte von Bildungsein-

richtungen (Kapitel 3) zu beachten sind.  

 

2 Unterrichten und Lernen in der Natur – warum? 

In diesem Kapitel wird abgestützt auf empirische Befunde (eine 

Übersicht findet sich u. a. bei Raith & Lude, 2014; von Au & Gade, 

2016) dargelegt, welche wichtigen Entwicklungs- und Lernmög-

lichkeiten regelmässige Naturkontakte für Heranwachsende 

eröffnen und warum ausserschulisches Lernen bzw. «Outdoor-

learning
1
» eine wichtige Ergänzung und Bereicherung zum 

Unterricht im Klassenzimmer darstellt. Dabei bezeichnet der 

Terminus ausser-schulischer Lernort nach Erhorn & Schwier 

(2016, S. 7) «(…) unterrichtliche Aktivitäten ausserhalb der 

Schule, bei denen es vorwiegend um eine alltagsweltlich orientierte 

Erschliessung unterschiedlicher Lernbereiche sowie um eine 

Anwendung von schulisch erworbenen Kompetenzen in lebens-

nahen Lernsituationen geht.» Auch in der «Outdoor-Education» 

wird dieser handlungsorientierte und authentische Lernkontext 

betont: «It aims to foster learning through the interactions between 

emotions, actions and thoughts, based on practical observation in 

authentic situations (…)» (Dahlgren & Szczepanski, 2004, in 

Gustafson et al. 2012, p. 65). In skandinavischen Ländern wird der 

Aufenthalt im Freien, insbesondere in der Natur, generell als 

                                                           
1
 Für eine Übersicht von «Outdoor-Education» in verschiedenen Ländern siehe 

von Au & Gade, 2016. 
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Bestandteil einer «guten Kindheit» angesehen und ist in den 

Vorschul- und Schulcurricula verankert (Waller et al., 2017). 

Die Natur und ihre Vielfalt sind für Kinder ein grundlegender 

Erfahrungsraum für ihre physische, emotionale, mentale und 

soziale Entwicklung (Renz-Polster & Hüther, 2013; Raith & Lude, 

2014). Wie Studienbefunde zeigen, können durch regelmässige 

Erfahrungen in der natürlichen Umgebung nicht nur motorische 

Fähigkeiten und die Gesundheit von Kindern gefördert werden, 

sondern auch ihr Wohlbefinden sowie ihre Selbst- und 

Sozialkompetenz (Raith & Lude, 2014; von Au, 2016; Rickinson et 

al., 2004). Kinder, die sich häufig in der Natur aufhalten, sind 

weniger krank und wie Befunde eines systematischen Reviews 

(Brussoni et al., 2015) belegen, bewegen sich im Freien auch mehr 

und spielen länger als wenn sie drinnen sind. Auch ein naturnahes 

Schulgelände (z. B. angereichert mit Kleinstrukturen, Nisthilfen, 

einem Hochbeet oder einer Wildblumenwiese) eröffnet den 

Kindern vielfältige Lerngelegenheiten. In einem Schulgarten 

können Schüler/innen beispielweise miterleben wie Blumen, 

Kräuter und andere Nutzpflanzen wachsen, praktische Erfahrungen 

zur Pflege und Ernte sammeln und lernen Verantwortung 

übernehmen (Benkowitz, 2019; Lehnert et al., 2016). 

Die sich jahreszeitlich verändernde Natur bietet neben vielseitigen 

Sinneserfahrungen vor allem einen authentischen Zugang um sich 

Phänomene in der belebten und unbelebten Natur, die Vielfalt der 

Lebensräume und Lebensformen, ihre ökologischen Wechsel-

wirkungen (z. B. Nahrungskreislauf) sowie die Beziehungen 

zwischen Mensch und Natur zu erschliessen (Bögeholz, 2006; 

Killermann et al., 2016; Raith & Lude, 2014). Draussen-Lernen 

ermöglicht es den Lerngegenstand selbständig zu erfahren und auch 

wissenschaftliche Arbeitsweisen (z. B. Beobachten, Protokollieren, 

Arbeiten mit Bestimmungsbüchern, Lupe, Thermometer usw.) in 

konkreten Situationen und kooperativen Lernformen zu erproben 

(Killermann et al., 2016). Durch dieses selbstgesteuerte Lernen 

werden vor allem auch überfachliche Kompetenzen (personale, 
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soziale und methodische Kompetenzen) gefördert, die in der 

heutigen Bildung einen hohen Stellenwert besitzen (von Au, 2016; 

Raith & Lude, 2014; Rickinson et al., 2004). Die wahrgenommene 

Autonomie, die auffordernde Lernumgebung, das praktische und 

soziale Lernen sowie die Abwechslung zum klassischen Unter-

richtsalltag scheinen zudem wesentliche Faktoren für die erhöhte 

Lernmotivation der Schüler/innen beim Draussen-Lernen darzu-

stellen (von Au, 2016; Rickinson et al., 2004; Killermann et al. 

2016).  

 

3 Herausforderungen und Umsetzungsempfehlungen 

Trotz dieser grundsätzlich vielfältigen Bildungschancen scheint das 

Draussen-Lernen in der Natur noch zu wenig regelmässig in die 

Schulpraxis integriert bzw. das vorhandene Potential nur 

unzureichend ausgeschöpft zu werden (von Au, 2016; Messmer et 

al., 2011). Wenngleich ausserschulisches Lernen von den meisten 

Lehrpersonen begrüsst wird (Pohl, 2008), werden bezüglich der 

Umsetzung solcher Lernanlässe vor allem Vorbehalte bezüglich 

Aufwand sowie der Kontrollierbarkeit und Benotung des 

Lernerfolgs geäussert (Niederhauser & Rhyn, 2004). In einer 

Umfrage des WWF Schweiz bei 100 Lehrpersonen aller 

Schulstufen der Deutschschweiz gaben 64 % die mangelnde Zeit 

aufgrund des Stoffplans und 61 % den organisatorischen 

Zusatzaufwand als primäre Hinderungsgründe an, um Naturex-

kursionen durchzuführen (WWF Schweiz, 2015). Gemäss 

Befunden eines internationalen Forschungsprojekts (Lindemann-

Mathies et al., 2011) scheinen viele Lehrpersonen ihr Studium 

abzuschliessen, ohne je mit dem Thema Biodiversität in Kontakt 

getreten zu sein. «Man teachers today have very little experience 

with fieldwork, ecology, whole organism biology, and biodiver-

sity». (Lindemann-Mathies & Bose, 2008, p. 739). 

Eine gewinnbringende Nutzung der Natur als Lernort bedarf vor 

allem entsprechender Grundüberlegungen (Welche konkreten Lern-

ziele sollen vor Ort wie erarbeitet werden? Wie erfolgt die konkrete 
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Einbindung in den Unterricht?) sowie organisatorischer 

Vorarbeiten (z. B. Rekognoszieren, Bedarf an Zusatzmaterialien, 

Abklärung der Kosten, Terminabsprachen im Kollegium, 

Information der Eltern, evtl. Vorgespräch mit Expert/innen). Die 

Integration in den regulären Unterricht (zu Beginn, während oder 

zum Abschluss einer Unterrichtseinheit) und die Herstellung eines 

konkreten Lernzusammenhangs sind besonders wichtig (Abb. 1). 

«Die meisten Studien bestätigen, dass es sinnvoll ist, das Aufsuchen 

eines ausserschulischen Lernorts an zentraler Stelle in den 

Unterricht einzubinden. Nur eine sorgfältige Vor- und Nachbe-

reitung steht dem schnellen Verpuffen positive Effekte entgegen und 

führt zu einem langfristigen Kompetenzzuwachs. Auch geben einige 

Studien Anlass zu der Annahme, dass das mehrmalige Aufsuchen 

eines ausserschulischen Lernorts über einen längeren Zeitraum 

hinweg die Kompetenzentwicklung eher positiv beeinflusst als ein 

einmaliger Besuch.» (Baar & Schönknecht, 2018, S. 173). Die 

skizzierten Aspekte verdeutlichen, dass es sich beim Draussen-

Lernen in der Natur um ein anspruchsvolles Setting handelt, 

welches nicht als Zugabe sondern stets in enger Verbindung mit 

dem Unterricht im Klassenzimmer gedacht und inszeniert werden 

muss.  

 
Abbildung 1. Einfache Systematisierung von Lernorten in der Natur. 
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4 Schlussfolgerungen 

«Natur ist für Kinder so essenziell wie gute Ernährung. Sie ist ihr 

angestammter Entwicklungsraum. Hier stossen die Kinder auf vier 

für ihre Entwicklung unverhandelbare Quellen: Freiheit, Unmittel-

barkeit, Widerständigkeit, Bezogenheit. Aus diesen Erfahrungen 

bauen sie das Fundament, das ihr Leben trägt.» (Renz-Polster & 

Hüther, 2013, S. 9) 

Für eine ganzheitliche Entwicklungsförderung und eine Bildung für 

nachhaltige Entwicklung sind regelmässige Naturkontakte für 

Kinder unabdingbar. Ohne eine aktive Auseinandersetzung in und 

mit der Natur sind eine frühzeitige Sensibilisierung für die 

Bedeutung der biologischen Vielfalt sowie ein verantwortungs-

bewusster Umgang mit unseren natürlichen Lebensgrundlagen 

schwer umzusetzen. Da sich Anzeichen häufen, dass sich mit den 

veränderten Bedingungen des Aufwachsens auch das Naturver-

ständnis von Kindern zu verändern scheint, ist die Schule gefordert 

dieses Verständnis neu aufzubauen. Wie dargelegt wurde, sprechen 

viele Gründe dafür das Draussen-Lernen in der Natur und Ansätze 

der «Outdoor-Education» noch stärker in die Schul- sowie 

Ausbildungspraxis an Pädagogischen Hochschulen zu integrieren. 

Bildungseinrichtungen sind gefordert die heute noch begrenzten 

Möglichkeiten des erfahrungsorientierten Lernens zu optimieren 

und bei Studierenden neben der pädagogischen Kompetenz auch 

ein solides ökologisches Grundwissen aufzubauen. Hierzu sind im 

Schulleben u. a. zeitliche Freiräume erforderlich, die genügend 

Platz für Projektunterricht, stufenübergreifende Projekttage und -

wochen bieten sowie eine möglichst naturnahe und bewegungs-

freundliche Gestaltung des Schulareals. In diesem Sinne wäre auch 

eine stärkere Etablierung von Waldspielgruppen und Bewegungs- 

und Waldkindergärten (insbesondere in städtischen Gebieten) 

wünschenswert. Eine gewinnbringende Implementierung in 

unserem Bildungswesen und Öffnung der Schule kann jedoch nur 

gelingen, wenn es gelingt alle relevanten Personenkreise (politische 

Entscheidungsträger auf nationaler und lokaler Ebene, Schulbe-
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hörden, Schulleitungen, Lehrpersonen, Eltern, Betreuungspersonen 

in Kita’s und Spielgruppen, Raumplaner sowie weitere ausser-

schulische Kooperationspartner) für dieses wichtige Anliegen zu 

gewinnen. 
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FUNDAMENTALE ERLEBNISSE –  

REFLEXIONEN ZU EINER BILDUNGSTHEORETISCH 

BEGRÜNDETEN FRILUFTSLIV DIDAKTIK 
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Universität in Tromsø – Norwegens Arktische Universität, 

Norwegen 

 

Friluftsliv (outdoor activities), which is a central content of 

Physical education in Norway, is in this article subjected to a 

didactic analysis. The claim of the Friluftsliv education to design 

‘experience’ as a starting point for a learning process may well be 

located in the basic concepts of the elementary and the 

fundamental described by Wolfgang Klafki. This provides the 

opportunity to discuss approaches to the didactics of Friluftsliv 

within the framework of categorical Bildung theory and to take a 

closer look at the educational matter (Bildungsgehalt) of the 

content ‘Friluftsliv’. 

 

Key words: Friluftsliv, experience, categorical Bildung, the 

Elemental, the Fundamental 

 

In diesem Artikel wird Friluftsliv (‘Frei-Luft-Leben’ = Draussen-

Aktivitäten), ein zentraler Inhalt des norwegischen Sportunter-

richts, einer bildungstheoretisch orientierten didaktischen Analyse 

unterzogen. Indem paradigmatisch auf das Konzept der 

kategorialen Bildung von Wolfgang Klafki zurückgegriffen wird, 

werden Reflexionen zum Bildungsgehalt des Inhalts ‘Friluftsliv’ 

angestellt. Der Anspruch des Friluftsliv-Unterrichts, das Erlebnis 

als Ausgangspunkt für einen Lernprozesses zu gestalten, lässt sich 

durchaus in den von Klafki beschriebenen Grundformen des 

Elementaren und Fundamentalen verorten, damit werden Ansätze 
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werden Ansätze einer bildungstheoretisch begründeten Didaktik 

des Friluftsliv aufgezeigt.  

 

Schlüsselbegriffe:  Friluftsliv, Erlebnis, Kategoriale Bildung, das 

Elementare, das Fundamentale 

 

1 Einleitung 

In den Lehrplänen für den Primar- und Sekundarbereich in 

Norwegen wird der Bildungsauftrag der Schule klar herausgestellt. 

Eines der sechs ‘Elemente des gesetzlichen Bildungsauftrages’, die 

in den den Lehrplan einleitenden Präambeln genannt wird, lautet: 

‘Allgemeinbildung’. Damit sind gemeint: “konkrete Kenntnisse 

von Mensch, Gesellschaft und Natur, die einen Überblick ermög-

lichen und Perspektiven bieten; Sachverstand und Reife, um das 

Leben praktisch, sozial und persönlich zu meistern; Eigenschaften 

und Werte, die das Zusammenwirken von Menschen erleichtern 

und das Zusammenleben ergiebig und spannend machen” (KUF, 

1996, S.25). Speziell für den Sportunterricht wird zudem betont: 

“Sportunterricht ist ein allgemeinbildendes Fach, das zu einem 

physisch aktiven Lebensstil und lebenslanger Bewegungsfreude 

inspirieren soll. Bewegungskultur […] ist Teil einer gemeinsamen 

Bildung und Identitätsentwicklung in der Gesellschaft” (KR01-04, 

2015, S.1; Übersetzung des Autors). Wenn weiters für die 

didaktische Arbeit der Lehrenden hervorgehoben wird, dass “in 

jedem Bereich des Bildungswesens der Lernstoff sorgfältig 

ausgewählt und mit einer angemessenen Steigerung des Schwierig-

keitsgrads vermittelt werden muss, damit die Lernenden die 

Übersicht behalten und Zusammenhänge erkennen” (KUF, 1996, S. 

26), wird deutlich, dass dieser Gedankengang – wenn auch nicht 

explizit herausgestellt – von der bildungstheoretischen Didaktik 

bzw. der Theorie der Allgemeinbildung geleitet ist, wie sie von 

dem deutschen Erziehungswissenschaftler Wolfgang Klafki (1927-

2016) (1964; 1976; 1985; 2007) entwickelt und vorgestellt worden 

ist Dieser Beitrag zielt daher darauf, Sportunterricht als 
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Bildungsfach zu betrachten, und diesen Ansatz mit dem 

Klafki’schen Begriffsapparat am Beispiel des Unterichtsinhalts 

«Friluftsliv» (Draussen-Aktivitäten) zu konkretisieren. 

 

2  Bildung, Allgemeinbildung, Körperbildung 

Das Ziel von schulischem Unterricht ist nach wie vor junge 

Menschen zu einer Bildung zu verhelfen, wobei das, was Bildung 

ist und ausmacht, durchaus unterschiedlich gesehen werden kann. 

Ausgegangen wird in der Regel von dem klassischen Bildungs-

begriff, wie er im 19. Jahrhundert durch Philosophen und 

Pädagogen wie Pestalozzi (1746-1824), Humboldt (1767-1835), 

Schleiermacher (1768-1834) oder Herbart (1776-1841) geprägt 

wurde. Dem Konzept der Bildung liegt die Idee des Menschen zu 

Grunde, der seine Fähigkeiten durch Bildung optimal zur Entfal-

tung bringt.  

In Abgrenzung zur beruflichen oder speziellen Ausbildung wird für 

den Schulbereich der Primar- und Sekundarstufe der Begriff der 

Allgemeinbildung gewählt, mit der erklärten Absicht, dass diese als 

solche für alle Menschen gelten soll, als ein Potenzial für 

gegenwärtige und zukünftige Lebensbewältigung und Lebens-

bewährung. In kritisch-konstruktiver Anknüpfung an den 

klassischen Bildungsgedanken gibt Klafki (2007) dem Begriff der 

Allgemeinbildung zwei Deutungsdimensionen: zum einen soll 

Allgemeinbildung als Zusammenhang von Selbstbestimmungs- 

Mitbestimmungs- und Solidaritätsfähigkeit verstanden werden, 

zum anderen heisst allgemeine Bildung (1) Bildung für alle, (2) im 

Medium des Allgemeinen erwerbend, und (3) in alle Grundformen 

menschlicher Interessen und Fähigkeiten zum Ausdruck kommend. 

Zu diesen Fähigkeiten gehört natürlich auch die physische oder 

körperliche. Bildung des Körpers – das Fach Sportunterricht heißt 

im norwegischen ‘kroppsøving’, was mit ‘Körperbildung’ übersetzt 

werden kann – lässt sich als “Motivation, Selbstvertrauen, körper-

liche Kompetenz, Wissen und Verstehen […], um über die gesamte 
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Lebensspanne körperlich aktiv zu bleiben” (Whitehead, 2010, S.11; 

Übersetzung des Autors) auslegen. Sich-Bewegen-Können, von 

grundlegenden Alltagsbewegungen bis hin zu komplexen sportlich-

technischen Bewegungen, ist demnach ein wertvoller Bildungs-

inhalt, denn über die Entwicklung rein physischer Fertigkeiten 

hinaus wird durch Bewegungsausbildung zur Entwicklung der 

Persönlichkeit und des Gemeinschaftssinns, zur ‘Reflexion der 

eigenen Person in der Welt’ und zur ‚Herausbildung eines 

demokratischen Habitus’ (Prohl, 2006; siehe auch Zoglowek, 2008; 

Ommundsen, 2013; Engebretsen, 2016) beigetragen. In diesem 

Sinne sind denn auch die norwegischen Lehrpläne zu lesen, wenn 

hervorgehoben wird, dass der Sportunterricht zu lebenslanger 

Bewegungsfreude, zu Gemeinschaftssinn und zum Kulturver-

ständnis beitragen soll (DU, 2012). Der Sport(unterricht) ist für 

viele junge Menschen „eine Möglichkeit der Selbstvergewisserung, 

der Selbsterfahrung, ist eine mögliche (Teil)Antwort auf die Frage: 

‚Wer oder was bin ich, was kann ich?’“ (Volkamer, 2003, S.28). 

 

3  Die Theorie der kategorialen Bildung  

Die Einsicht, materiale und formale Bildungstheorien als zwei 

Seiten ein und derselben Sache anzusehen, die sich dialektisch 

aufeinander beziehen, entwickelte Klafki zu einer (Neu)Bestim-

mung einer umfassenden Bildungstheorie, die er ‘kategorial’ 

nannte. “Müssen wir nicht vielmehr annehmen, dass die bestim-

menden Prinzipien dieser Bildungsgestalt sowohl in der objektiven 

Welt der Inhalte wie in der subjektiven Seele wirken, dass die 

Struktur des objektiven Momentes und die des subjektiven 

Momentes in der Bildungsgestalt einander im Grunde gleich sind, 

dass, wo ‘Bildung’ ist, die Gliederung der objektiven Welt in die 

subjektive Seele Eingang gefunden hat und zur Gliederung dieser 

Seele als eines ‘Aktzentrums’ (im weitesten Sinne) geworden ist, 

wobei wiederum diese Gliederung der objektiven Welt in der Seele 

potentiell vorhanden, gleichsam ‘vorgezeichnet’ gedacht werden 

muss? […] Ich nenne nun diese Prinzipien, diese Aufbaugesetze 
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der objektiven Welt und der subjektiven Seele, die in der Bildung 

zusammenfliessen und dadurch Funktion im Leben werden, 

Kategorien” (Klafki, 2013, 67). 

Didaktisch geht es bei einem Bildungsangebot darum, das 

disziplinäre Wissen immer wieder neu zu interpretieren und neu zu 

erarbeiten. Die dialektische Aufbereitung heisst also einerseits 

Auswahl des relevanten Fachwissens, andererseits dieses Wissen so 

zu interpretieren und darzustellen, dass jedem Lernenden die 

Möglichkeit eröffnet wird, es als sinnvoll zu erleben, als für ihn 

oder sie nützlich, um die Welt verstehen zu können. 

Klafki bezeichnet diesen Bildungsvorgang an anderer Stelle auch 

als eine ‘doppelte Erschließung’. “Bildung ist Erschlossensein einer 

dinglichen und geistigen Wirklichkeit für den Menschen – das ist 

der objektive oder materiale Aspekt; aber das heisst zugleich: 

Erschlossensein dieses Menschen für diese seine Wirklichkeit – das 

ist der subjektive oder formale Aspekt zugleich im ‘funktionalen’ 

wie im ‘methodischen Sinne’” (Klafki, 1967, S. 43). 

 

4  Die Grundformen des Elementaren und Fundamentalen 

Dieser Dialektik-Prozess wird durch die Konzepte des Elementaren 

und des Fundamentalen näher bestimmt und erläutert. Das 

Elementare sind disziplinäre Konzepte, die so grundlegend, so 

wesentlich und doch auch so breit sind, dass damit eine Fülle von 

Phänomenen der Welt erfasst werden können. Um sich aber das 

Elementare aneignen zu können, muss der Lernende selbst 

Kategorien entwickeln, die insofern fundamental sind, wie sie die 

Perspektive des Einzelnen, sein (Vor)verständnis auf die Welt 

verändern. 

Unterrichtsinhalte können nach Klafki nur dann als bildend 

angesehen werden, wenn sie im Hinblick auf die Sache elementar 

sind, d.h. im Besonderen ein Allgemeines zeigen, und im Hinblick 

auf die Lernenden fundamental sind, d.h. Grunderfahrungen oder 
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auch grundlegende Einsichten anregen. Den Lernenden soll sich 

nicht nur ein konkreter Inhalt, sondern auch der darin liegende 

Gehalt, das Allgemeine zeigen. 

Hierzu beschreibt Klafki unterschiedliche Grundformen des 

Elementaren, die mögliche Beziehungen zwischen dem Allge-

meinen und dem Besonderen aufzeigen. Diese Erscheinungsformen 

sind das Fundamentale, das Exemplarische, das Typische, das 

Klassische, das Repräsentative, die einfache Zweckform und die 

einfache ästhetische Form (Klafki, 1964). Bildungsinhalte können 

und müssen in Form unterschiedlicher Angebote bereitgestellt 

werden, um der Heterogenität der Lernenden Rechnung zu tragen. 

Der in den jeweiligen Bildungsinhalten liegende Bildungsgehalt 

muss dann von den Lernenden selbst entdeckt und erschlossen 

werden. 

 

5  Allgemeinbildung und epochal-typische Schlüsselprobleme 

Nach Klafkis Bildungskonzeption muss Allgemeinbildung anhand 

von epochal-typischen Schlüsselproblemen angegangen und 

erworben werden. Solche Schlüsselprobleme sind nach Klafki 

Frieden, Umwelt, gesellschaftliche produzierte Ungleichheit, Tech-

nikfolgen, Demokratisierung, Gleichberechtigung und personale 

Beziehungen (Klafki, 2007). Diese Liste ist jedoch nicht voll-

ständig und durchaus veränderbar, wie Klafki selbst betont. 

Das Konzept der zeittypischen Schlüsselprobleme aufnehmend, 

soll nun der Bereich Friluftsliv, ein zentraler Inhalt im 

Sportunterricht in Norwegen, genauer untersucht und didaktisch 

hinterfragt werden. Unter der Perspektive der genannten bildungs-

theoretischen Prinzipien Selbstbestimmung, Mitbestimmung und 

Solidarität werden hier als mögliche Ansatzpunkte (Schlüssel-

probleme) Umwelt, Ungleichheit, Technikfolgen, Demokrati-

sierung und personale Beziehungen betrachtet. 
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Umwelt 

Der Unterricht in Friluftsliv kann auslösender Faktor sein, dass die 

Lernenden in Umweltfragen bewusster werden, etwa in der 

Problematik, Natur zu gebrauchen und/oder zu verbrauchen. 

Darüber hinaus hat die natürliche Umwelt eine Fülle von affektiven 

Momenten anzubieten. Die Freude darüber, in der Natur zu sein 

und die Vielfalt der Natur zu erkennen und zu genießen, stärkt die 

emotionale Persönlichkeitsentwicklung; das Bewusstwerden des 

ewigen Kreislaufs der Natur eröffnet Sinnfragen des Lebens im 

Generellen wie auch auf die eigene Person bezogen. Natur-

bezogene Erlebnisse erweisen sich oftmals als tiefprägend und 

nachhaltig.  

Ungleichheit 

Natur zeigt sich einerseits immer gleich, ist andererseits aber auch 

immer anders erlebbar, abhängig etwa von Tages- und Jahreszeit, 

aber auch von der eigenen Befindlichkeit und der jeweiligen 

sozialen Situation. Das heißt mithin auch, dass die Heraus-

forderungen, in und mit der Natur zu leben, auch ständig variieren. 

Anpassen, sich einstellen, sich umstellen, sich helfen sind wichtige 

Grundfertigkeiten, um in der Natur zurecht zu kommen. Anderer-

seits nimmt die Natur alle gleich auf, sie kennt keine Unterschiede 

in Geschlecht, Status, Ökonomie, usw. Von der Natur her gleiche 

Erlebnissituationen können jedoch bei jedem Einzelnen andere 

Erlebnis- und Erfahrungsdimensionen eröffnen. 

Technikfolgen 

Als eine negative Technikfolge soll hier der zunehmende 

körperliche Bewegungsmangel junger Menschen angesprochen 

werden. Nicht mehr die natürliche Umwelt mit ihren Bewegungs-

herausforderungen, sondern virtuelle Second-hand-Erlebnisse am 

Bildschirm, die mit Fingerdruck ein- und ausgeschaltet werden 
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können, stehen für ein bewegungsärmer gewordenes Leben. 

Ganzheitliche Erlebnisse, basierend auf vielfältigen unterschied-

lichen Sinneseindrücken, finden immer weniger statt. Naturbe-

zogene Erlebnisse hingegen sind in der Regel offen für ein Erleben 

und Lernen mit allen Sinnen. 

Demokratisierung und personale Beziehungen 

Friluftslivs-Erfahrungen sind in der Regel Gruppen-Erfahrungen, 

bei denen sich jeder einbringen kann, ja, bei manchen Aktivitäten 

einbringen muss, damit die Gruppe als Ganzes die Herausforderung 

bewältigen kann. Manchmal mag es auch sinnvoll sein, Aufgaben 

zu verteilen oder jemandem die Leitung anzuvertrauen. So können 

demokratische und kooperative Verhaltensweisen als sinnvoll und 

notwendig erkannt und erfahren werden. 

 

6  Friluftsliv als Bildungsinhalt 

Es gibt im norwegischen Lehrplan wie auch in der einschlägigen 

pädagogisch-didaktischen Literatur keinen Lehr-/Lerninhalt, der so 

oft im Zusammenhang mit ‚Erlebnis’ beschrieben und begründet 

wird wie der Inhalt ‚Friluftsliv’. Wie Klafki betont, ist das 

Fundamentale nur als Erlebnis erfahrbar, in der unmittelbaren 

Gefangennahme durch eine Situation, ein Geschehnis oder eine 

Aktivität. Von daher erscheint es natürlich, dass der Inhalt 

Friluftsliv am ehesten in der Form des Fundamentalen bildungs-

aktiv sein kann.  

Methodisch grundtypisch für den Friluftslivs-Unterricht ist, dass 

(Erlebnis)Situationen und Aktivitäten offen, nicht jedoch metho-

disch aufbereitet angeboten werden können – bis auf die Ausnah-

men, wo es um ganz bestimmte Fertigkeiten geht. Erlebnisse 

können nicht wirklich geplant werden. Es können einschlägige 

Situationen aufgesucht werden, ob diese sich auch als Erlebnisse 

gestalten, ist von jedem Lernenden selbst abhängig. Zudem kann 

ein und dieselbe Situation auch zu unterschiedlichen Erlebnissen 
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führen. Ist die Situation fundamental, so nimmt sie den oder die 

Lernende unmittelbar und ganzheitlich gefangen. Gemäß der 

Vorstellung des ‘Sich-Gegenseitig-Erschließens’ kann der indivi-

duelle Bildungsgehalt nicht vorgegeben werden, sondern muss 

individuell entdeckt werden. Dieser Gedankengang lässt sich auch 

in der Idee des ‚fruchtbaren Moments’ finden: „Mit Bezug auf 

Friedrich Copeis Buch ‚Der fruchtbare Moment im Bildungs-

prozess’ (1930) stellt Klafki heraus, dass dem Programm der 

kategorialen Bildung ein methodisches Konzept innewohnt: 

Unterricht soll so gestaltet werden, dass es den Heranwachsenden 

möglich wird, Bildung zu erleben” (Meyer & Meyer, 2007, S. 31). 

 

7  Analyse und Legitimierung des Bildungsinhalts Friluftsliv 

Mit der Frage nach der (möglichen) fruchtbaren Begegnung wird 

mithin auch die Frage nach der Legitimierung eines Inhalts 

angesprochen. Für Klafki steht die Frage nach der ‚Bedeutung’ 

zentral innerhalb der bildungstheoretischen Didaktik, und zwar in 

verschiedener Hinsicht: in der Gegenwartsbedeutung, der 

Zukunftsbedeutung und der exemplarischen Bedeutung. Die didak-

tische Analyse führt hier zur Beantwortung eines potentiellen 

Bildungsgehalts. Damit verweist Klafki auf die immanente 

Geschichtlichkeit jedweder didaktischen Entscheidung und den 

Strukturzusammenhang von Gegenwart, Zukunft und Vergangen-

heit. Didaktik steht immer in dem Spannungsfeld einerseits 

zukunftsorientiert Aufgaben und fordernde Begegnung zu 

erzeugen, andererseits auch dem Recht des jungen Menschen auf 

eine kindlich und jugendlich erfüllte Gegenwart nachzukommen 

(Klafki, 1967). 

Die Analyse der Gegenwartsbedeutung untersucht, was Schüler 

und Schülerinnen zum Thema bereits können oder wissen, welche 

Fähigkeiten sie haben, um sich angemessen mit dem Thema 

beschäftigen zu können, und wo und in welchen Zusammenhängen 

sie ihr Wissen und Können aktuell anwenden können. 
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In der Analyse der Zukunftsbedeutung wird nach der Bedeutung 

des Themas für die Zukunft der Schüler und Schülerinnen gefragt. 

Kann das Thema auch für die zukünftige private wie berufliche 

Lebenssituation der Kinder von Interesse und Bedeutung sein? 

Während die beiden ersten Grundfragen die Entwicklungssituation 

und Perspektiven des Kindes in den Blick nehmen, untersuchen die 

weitere Grundfragen die Sache, den Unterrichtsinhalt. 

So geht es bei der exemplarischen Bedeutung um die Frage, für 

welchen allgemeinen Sachverhalt dieser besondere Inhalt genom-

men bzw. angesehen werden kann. Welches übergreifende, 

‘epochale’ Problem kann mit diesem Unterrichtsinhalt erschlossen 

werden? Weiters die Frage, welches Grundprinzip, welche Technik 

und welche Haltung und Einstellung durch das Sich-Erschließen 

dieses Inhalts erworben werden kann. 

Auf die weiteren Grundfragen, nach der thematischen Struktu-

rierung und nach der Zugänglichkeit, die eher methodischer Natur 

sind, soll hier nicht näher eingegangen werden. 

Da Friluftliv sich im Laufe der letzten anderthalb Jahrhunderte zu 

einer gesellschaftsprägenden, kulturellen und identitätsstiftenden 

Aktivität entwickelt hat – wofür auch die Einzigartigkeit und 

Unübersetzbarkeit des Begriffs ‚Friluftsliv’ steht – werden die 

Kinder in Norwegen schon früh friluftslivsmässig akkulturiert, 

gewisse Friluftslivs-Fertigkeiten und Verhaltensweisen werden 

bereits in frühester Kindheit übernommen. Der schulische Inhalt 

kann darauf aufbauen und diese weiterentwickeln. Neben der in 

erster Linie privaten Freizeitbedeutung hat Friluftsliv sich zudem 

zu einem sich ausweitenden Berufsfeld entwickelt, so dass auch 

eine relevante berufliche Zukunftsbedeutung in vielerlei Hinsicht 

gewährleistet ist. Über die reine Friluftlivsaktivität hinaus kann 

zudem die Friluftslivsteilnahme als Ausgangspunkt, als Lernanstoß 

gebendes Aha-Erlebnis für die in Kapitel 5 angesprochen 

epochalen Schlüsselprobleme ausgewiesen werden, indem durch 
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die jeweilige Aktivität Problemfelder geöffnet, mögliche Lösungen 

diskutiert und angegangen werden, oder aber Friluftslivs-Erlebnisse 

als Ausgangspunkt für weitergehende Reflexionen und theoretische 

Bearbeitungen genommen werden. 

 

8  Abschließende Betrachtung 

Besonders in seiner Bearbeitung der bildungstheoretischen 

Didaktik zur kritisch-konstruktiven Didaktik hebt Klafki die 

Bedeutung der ‚Bedingungsanalyse’ hervor, in der Lernvoraus-

setzungen, Motivation und Interessen der Kinder stärker im 

Mittelpunkt der Betrachtungen stehen. Mit diesen Bedingungen 

wird Unterricht als ein Interaktionsprozess verstanden, in dem die 

Lernenden mit Hilfe kompetenter Lehrpersonen zur Selbstständig-

keit geführt werden. In einem Lehr-Lern-Prozess sollen die 

Prinzipien der Selbstbestimmung, Mitbestimmung und Solidarität 

zunehmend komplexer werdend verwirklicht werden. Dazu ist ein 

relativ offener, schülerzentrierter und projektorientierter Unterricht, 

wie ihn der Inhalt Friluftsliv nicht nur zulässt, sondern zu dem 

dieser geradezu auffordert, bestens geeignet. 

Lernen in diesem Sinne „muss in seinem Kern entdeckendes 

Lernen bzw. nachentdeckendes und sinnhaftes, verstehendes 

Lernen anhand exemplarischer Themen sein, ein Lernen, dem die 

reproduktive Übernahme von Kenntnissen und alles Trainieren, 

Üben, Wiederholen von Fertigkeiten eindeutig nachgeordnet oder 

besser: eingeordnet werden muss, als notwendige, aber nur vom 

entdeckenden und/oder verstehenden Lernen her pädagogisch 

begründbare Momente” (Klafki, 1985, 77). Draußen-Aktivitäten in 

der sich ständig ändernden Natur sind von der Sache her niemals 

nur reproduzierende Aktivitäten, sondern stetes Neu-Entdecken, 

Neu-Lernen, Nach-Entdecken, das auf Verständnis und Verstehen 

aufbaut und zugleich dieses vertieft. 
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