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Abstract 
In this paper, we discuss the notion of the curriculum as a dynamic and interactive document rather than 
a static one. Its reading is a dynamic process that, above all, depends on how practitioners read certain 
settings in the document, i.e., how they interpret it. Therefore, we discuss the meaning of the curriculum 
as a social construction that is created through practitioners’ reflection on their own experiences and the 
experiences of others, based on the curriculum as a conceptual framework, personal beliefs, value 
systems, and theoretical knowledge that are closely related or unexplored without understanding the 
preschool culture. Direct research of educational practice and the shaping of the preschool curriculum 
is a continuous and responsible concern for the quality development of early and preschool care and 
education institutions as a whole. 

Therefore, we are interested in better understanding the educational practice in which the child is an 
active, constructive creator of his/her development, care, and education and the adult is a helper who 
assists and supports the child's development, care, and education. 

Early and preschool-aged children need a variety of opportunities to engage in discovering, 
experimenting, and exploring cause-and-effect relationships in their own way in quality, supportive 
environment. The preschool teacher's role and readiness to develop his/her own practice by 
documenting and researching reflectively are crucial in the endeavor to contribute to improving working 
with early and preschool-aged children. As a methodological strategy used by modern practitioners, 
action research has proven to be a crucial segment of improving the practice, with an emphasis on the 
processes of developing preschool teachers into reflective practitioners. 

Keywords: Action research, educational practice research, curriculum, national curriculum, professional 
development. 

1 INTRODUCTION  
In accordance with the thesis and discussions of many contemporary authors [1,2,3,4,5,6, etc.) in the 
field of early and preschool care and education around the world and in our country, the existence of a 
national curriculum as a binding official document does not mean the simultaneous raising of the quality 
of educational practice in institutions of early and preschool care and education. We are witnessing that 
educational practice in preschools differs greatly within a single country, not only in different cities but 
also within the same institution under the leadership of the same principal, professional team, and equal 
or almost equal working conditions. At the heart of considerations is the search for an answer to how to 
design a preschool curriculum that would follow the fundamental values and principles of the National 
Curriculum. How to develop modern strategic approaches related to integrated learning of children and 
preschool teachers, to (co)construct real learning processes and knowledge creation in direct joint 
research of the educational process in accordance with the real institutional context in which children 
and adults live every day? How might pedagogical documentation help the preschool teacher to 
understand better his/her educational practice and his/her own and children's learning processes? 

Before elaborating on this, we will underscore the strategic documents in the system of early and 
preschool care and education. Early and preschool care and education in the Republic of Croatia has a 
long tradition. Taking into account the results of scientific research on child development and educational 
practice in early and preschool care and education and the specifics of the social environment and social 
priorities around the world and in our country, the concept of organized extracurricular education of 
children from six months of age to elementary school age is shaped and realized. In this way, early and 
preschool care and education is the first independent level of education, i.e., the initial level of the 
educational system of the Republic of Croatia. 

Croatian curricula for early and preschool care and education, state professional documents understood 
as curricula in the broader sense, developed in recent national history from 1971 to 2010. The first two 
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programs (from 1971 and 1983) were characterized by a deterministic-behavioral and adult-centric 
orientation focused on the preschool teacher, who provides the child with the prescribed information in 
a prescribed manner. The humanistic-developmental concept shaped the next two programs (from 1991 
and 2010) with an emphasis on children’s rights and the socio-constructivist theory according to which 
children are unique proactive beings, rich in potentials, and co-creators of their development, who 
discover and adopt new information about the world, learn, and develop their metacognitive abilities if 
they are provided with an optimal stimulating environment and democratically-oriented, empathetic, and 
reflective preschool teachers [7,1,6]. Early and preschool care and education is determined by the 
principles of democracy, pluralism, equal opportunities, autonomy, development, integrity, and 
interdisciplinarity. The purpose of institutional early and preschool care and education is to successfully 
meet the needs and self-actualization of children from six months of age to the start of elementary 
school. It is aimed at respecting and developing the child’s personality, abilities, vital knowledge and 
abilities, and the values of the culture to which the child belongs. However, how some Croatian 
preschools implement these principles in practice, i.e., how they manage to adapt the "official" 
curriculum to their specific context, culture, and tradition of the environment in which they find 
themselves, which we call the curriculum in the "narrower sense," are very different. 

Without wishing to go back deep into the past, we nevertheless emphasize that after the Program 
Guidelines for Work with Preschool Children from 1991, at the end of 2014, the system of early and 
preschool care and education of the Republic of Croatia received the "National Curriculum for Early and 
Preschool Education" that came into force on September 1, 2015. It is a document whose starting points 
are "existing documents, examples of good educational practice in the Republic of Croatia and around 
the world, and scientific studies on the achievements of the world and especially the Croatian theory 
and practice in the field of institutional early and preschool care and education, the Curriculum for Early 
and Preschool Education, and the achievements in the field of initial education and professional 
development of preschool teachers and other professional preschool staff published in the last twenty 
years” [8 (p 9)]. 

As a key document of educational policy, we single out the Strategy of Education, Science, and 
Technology of the Republic of Croatia (2014) for the purposes of this discussion. It states that the 
National Curriculum for Early and Preschool Education "shall contain general goals, principles, and 
guidelines for the development of institutional early and preschool education, leaving room for pluralism 
of pedagogical ideas and concepts based on developmentally appropriate practice and the promotion 
of autonomy and responsibilities of each institution of early and preschool care and education for quality 
improvement. The following principles must be taken into account when drafting the National Curriculum 
for Early and Preschool Education: 

a) the need to encourage the holistic development, care, and education of children of early and 
preschool age using appropriate means of support for the development of their various 
competencies, adapted to their individual and different developmental characteristics; 

b) an individualized and flexible educational approach that enables the satisfaction of children’s 
various needs (physical, emotional, cognitive, social, communication, etc.); 

c) in accordance with current scientific knowledge, it is important to emphasize the importance of 
play as a model of learning and holistic development of early and preschool-aged children; 

d) curricular solutions should avoid the “schooling” nature of the educational process in institutions 
of early and preschool care and education [9 (p 40-41)]. 

All of the above is an integral part of the National Curriculum for Early and Preschool Education and is 
in line with high-quality curricula for early and preschool education (e.g., New Zealand, Ireland, Finland) 
and critical considerations of the early and preschool developmental practice [10, 4, 11, etc.]. 

We wish to emphasize that curriculum development does not start by determining what the content of 
the curriculum should be (e.g., whether the content of the document will include theoretical starting 
points and the content of work with children, what principles will be included, whether it will include 
examples of activities, monitoring, and evaluation…) and how it will be structured (by age, by 
developmental aspects, or by the roles of children and adults), but begins by conceiving the process of 
creating a document, defining the basis for generating the structure and content of the document and 
the prerequisites for its contextualization [2]. Understanding its contextualization becomes a central area 
in shaping, developing, or translating the curriculum into the educational reality of each educational 
group and the preschool as a whole. 
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Furthermore, we wish to emphasize that there are examples of good practice from a number of 
preschools in the Republic of Croatia, which have been presented and described in a number of 
professional and scientific publications by Croatian authors [6, 12, 13, 14]. They testify to the fact that 
the National Curriculum for Early and Preschool Education exists in Croatian practice and that a quality 
foundation for its implementation has already been laid, and even that it is a continuous process of 
researching educational practice in some preschools. This foundation was laid by the synergy of 
theorists and practitioners of early and preschool care and education in the Republic of Croatia over the 
course of many years of joint research and development of educational practice and the preschool 
curriculum, mainly through participatory action research. From all of the above, and for this paper's 
purposes, we wish to point out the need for quality consideration of further implementation, where early 
and preschool care and education professionals (principals, professional associates, preschool 
teachers) play a key role. In other words, one of the fundamental intentions of the Strategy [9 (p 29)] “is 
to initiate and ensure conditions for the development of educational institutions into organizations that 
continuously and responsibly take care of their quality (among other things, by creating and testing new 
forms of work). Therefore, it is necessary to significantly reduce the standardization of their work in order 
to achieve the optimal level of autonomy, i.e., empowering preschool teachers and institutions to make 
decisions on the curriculum, but also on the organization of teaching, learning, and work of the school 
(educational institution) as a whole. In other words, empowering the educational staff and institutions in 
deciding on the curriculum is associated with the process of changing educational practice by direct 
participation in it, which is confirmed by modern research on reforms around the world [15 et al.]. We 
wish to emphasize that, in this case, the professional development of practitioners for curriculum 
development is not reduced to introducing practitioners to the program document but that it takes place 
through provided support to research practice and participatory evaluation, mentoring programs, and 
other forms of professional development in the context of practice. Fullan [15] emphasizes that 
theoretical cognition needs to be tested in practice and reintegrated into the learning environment. In 
other words, the function or meaning of learning becomes “doing the right things in the environment in 
which we work” [15 (p 302)]. When more people start doing the right things in their environment, 
immersed in changes in their context, the same author notes, there is a creation, capacity building for 
change that leads to actual change in many contexts. 

2 METHODOLOGY 
In everyday work with children of early and preschool age, we often witness that the educational group's 
curriculum is insufficiently (co)constructed jointly with children and that children's individual interests are 
not sufficiently respected. Such an approach to educational work certainly reflects on the quality of 
children's learning, which is closely related to the quality of their daily life in the institution of early and 
preschool care and education and the way in which they participate in it. Therefore, with this paper, we 
wish to highlight, on the one hand, the connection between understanding the child and his/her 
potentials (part of the conceptual clarity of the curriculum) and the organization of preschool teachers' 
quality professional development (personal practice research), on the other. When we discuss children's 
potentials, we want to point out the need to pay enough attention to them, provide them with a stimulating 
environment that develops their curiosity, actualize all their potentials in the (co)construction of the 
curriculum, learning, and development. On the other hand, the extent to which professional development 
through connecting or networking with reflective practitioners helps preschool teachers understand 
children's learning is a research problem that we believe is scientifically relevant and justified because 
it can directly influence changes in preschool teachers' educational practice and professional 
development. 

As a long-term goal, we strive to train preschool teachers for joint collaborative, observation, research, 
documentation, (understanding and changing of) educational practices in which children are equal 
partners, and (co)constructors of their educational group's and institution's curriculum. Discovering the 
strategies by which children participate in the (co)construction of the curriculum, in the networked 
community of reflective practitioners, and how they document it is worth our attention. 

By analyzing ethnographic records, video and photo documentation, we will demonstrate how, through 
joint reflection and professional development, a preschool teacher involved in action research acquires 
the competencies of an excellent preschool teacher-reflective practitioner, implements and tests his/her 
theories in action in practice, thus building the theory about his/her practice, and simultaneously 
achieves a better understanding of children's learning. 
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2.1 Research aim 
The general idea of our research was that we try, as far as possible, to point to the gradual construction 
of the process of learning and research in early and preschool care and education by monitoring and 
documenting children's expressed interests in the topic "Dinosaurs." Our first task was to acquaint the 
preschool teachers involved in the research with the manner of conducting research, documenting 
children's interests in the group, and focusing on monitoring these interests. After the initial 
establishment of the situation inside the group, the second cycle of action was adopted, which was later 
applied, monitored, and evaluated, and thus the spiral action continues. Of course, plans can be 
changed if observation and evaluation determine that changes are necessary. Miljak [16] notes that the 
transformational level of knowledge is an important feature of action research, unlike other types of 
research that most often result in new information, the so-called informative knowledge that does not 
have the power to change educational practice. A feature of pedagogical action research is direct and 
collaborative learning and research of educational practice. It is learning by doing and participating. 
This action approach results in a genuine and deep understanding of a specific educational practice. 
Its continuous change creates conditions, an environment for scientific literacy of all research 
participants, children, and adults. That is why we were interested in uncovering: 

• to what extent is documenting the educational process really an instrument for observing and 
understanding the learning process of children of early and preschool age? 

• whether researching the understanding of children's learning processes, by documenting the 
educational process (using video-reflective methodology) and questioning our personal level of 
understanding of what and how children learn, leads to change in educational practice in the 
educational group/preschool? 

During this process of action research, we tried to: 

• gradually build and develop in preschool teachers the professional sensitivity and ability to 
recognize children’s different learning strategies, 

• develop in preschool teachers the ability of collaborative learning, reflection, and self-reflection, 
• support and develop learning communities involving other preschool teachers, professional 

associates, scientists, and artists, 

• develop documentation of children's and preschool teachers' learning process to research and 
understand children's way of thinking (but also preschool teachers' thinking) and create new 
questions that will be discussed, interpreted, and evaluated with children during the educational 
process. 

2.2 Methodological approach to research 
An emphasis is on participatory action research with elements of the ethnographic approach. 
Participatory action research is a form of preschool teachers' professional learning. In order to develop 
our quality practice, it is primarily necessary to have a good understanding of the child, his/her different 
developmental needs and interests. This way of research enables the study of the life reality of children 
and adults within the institution and is aimed at presenting the process in an individual context that 
encourages the daily learning of children and adults. It is also used for a detailed and understandable 
description of changes and their effects on the quality of life, learning, care, and education of children 
and adults within each specific context and to show preschool teachers’ experiences that are lived and 
interpreted from different perspectives. 

Action research is defined as joint reflective research, which is conducted to facilitate understanding and 
improvement of educational practice. It is participatory, democratic research, whose foundation consists 
of self-reflection, group reflections, and the presence of critical friends, also known as "the second pair 
of eyes" within the institutional context. This research starts with preschool teachers and the way they 
see the process. Each preschool teacher reacts based on the meaning he/she derives from a particular 
situation, more precisely, based on his/her subjective and practical theory. [12,14]. "Action research is 
direct and joint observation and change of educational practice with the intention of improving it towards 
the future and the creation of conditions, an environment (social and physical) and an atmosphere that 
will lead to emancipation, not the manipulation of children." [16 (p162)]. A feature of action research is 
direct and collaborative learning, which is learning by participating and doing. It is about continuously 
changing practices in cycles: planning, making changes, discussion, evaluation, about transforming the 
existing knowledge through direct research in practice. 
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The ethnographic approach is an integral part of action research. It is especially important in the study 
of the condition because only by knowing and discovering the condition can we approach its change 
[12,16,17]. The ethnographic approach is appropriate because action research, in an institutional 
context, target children at a very early age and cannot be explored or understood without detailed 
descriptions of the contexts and situations in which they occur, which give them purpose and meaning. 
Furthermore, researching children's activities in a particular context and their change in such a context 
enables the study of children and adults' life reality in the institution, focuses on the process in an 
individual context and describes it in detail. Action research relies on practitioners' reflective and action 
skills and a holistic approach. 

According to Miljak [16], action research always contains macro and micro-changes. Micro-changes 
relate to relationships, while macro-changes relate to the organization of care and education in the 
institution. Action research generates processes of transforming and generating theory. The ultimate 
goal is the transformation of professional culture to make the participants aware of the importance of 
developing self-reflection and refers to researching one's own personal practice. It all starts with an initial 
idea, a plan that is operationalized in practice into action hypotheses. The basic theoretical idea 
elaborated in the hypotheses is applied in several cycles of action. The action is used to collect relevant 
data by which the plan is operationalized. Based on the application, its verifications are performed. Upon 
their completion, a cycle of activities is re-organized, which provides the practitioner with feedback on 
the aspects in which his/her practice is inconsistent. Sometimes more cycles of action are needed, and 
the general idea can be changed and corrected several times. This is possible only using detailed 
analysis. The last stage is the reflection, which refers to the critical questioning of one's own practice. 
Such an approach to research in action refers to monitoring the process itself, which becomes the 
foundation for changing or improving educational practice. There is a construction of new theoretical 
models that change when needed by requiring the researcher to live the practice that becomes the 
subject of research truly. In order to do this, the researcher must be in direct contact with the practice 
he/she is assessing and can never be just an outside observer refraining from intervening for the sake 
of the objectivity of the situation in which he/she operates [16,17,18]. Any theory can be justified only if 
it arises from everyday educational practice. The practice is becoming a key element in building 
preschool teachers' professional knowledge. Knowledge is constructed with the help of preschool 
experts, professional associates, and through preschool teachers' communication. 

2.3 Procedures and methods of data collection and data analysis 
Ethnographic recordings and transcripts will serve to demonstrate the understanding and interpretation 
of the research problem and the research process. At the same time, they will show us how working on 
projects can affect the possibilities of children's creation and/or (co)construction of their own and group 
curriculum. By using our work on the project "Dinosaurs," which originated from children's interests, we 
will demonstrate how the integrated curriculum provides opportunities for children's learning in 
collaboration with “other children and adults with whom they (co)construct, reflect, and reconstruct their 
knowledge” [12 (p 11)]. 

In our research, the scientific researcher (author of this paper) had the role of the supervisor of the 
project “Walk with dinosaurs in Istria” by working with preschool teachers in research and exploring their 
practice through reflections conducted at joint meetings of networked institutions of early and preschool 
care and education in Istria. Specifically, the study included 12 preschool teachers, six kindergarten 
groups, and four early and preschool care institutions and education in Istria. Our team of researchers 
consisted of 12 preschool teachers. Once a month, during the project, the preschool teachers and the 
researcher met and discussed, always in another preschool, their activities with children, the 
documented materials from the educational process, and explored personal levels of understanding of 
what and how children learn based on which they agreed on common actions for the following meetings. 

Video and photo documentation, as well as record-keeping during the monitoring of children in 
conversations they had with each other, preschool teachers, and associates were collected during daily 
activities with children, usually without a clearly defined observation goal in advance. In reflections, 
children and preschool teachers later used this documentation during mutual discussions and further 
constructions, projections in the project, and planning of possible directions of continuation. By analyzing 
video and photo documentation, the preschool teachers discussed their work with children, how to 
improve it, and focused on understanding children’s strategies for acquiring knowledge and giving 
meaning to what a child does while understanding children's learning styles. In reflections on video and 
photo documentation, transcripts of conversations were created to understand better what the children 
were saying, as well as to record joint discussions to gain a deeper understanding of their cognitions 
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and learning during the action research. It was these transcripts that formed the backbone of the 
discussions, understanding, and projection of preschool teachers' next actions with the children. The 
diaries and maps, kept by the preschool teachers during the research, helped in the collaborative 
reflective discussions of the networked group of researchers. The documentation helped to understand 
and train preschool teachers to become aware of the transformative level of knowledge in the project's 
development process. 

2.4 Direct research and documentation of educational practice 
The first cycle of action research included introducing the group of preschool teachers involved in the 
research to the manner of conducting research and documenting the results (children's interests in the 
group and focusing on detailed monitoring of these interests). At the first joint meeting of all preschool 
teachers involved in the research, the initial plan and arrangement for the meetings were presented, 
each time in a different preschool with the scientific researcher, to directly experience the environment, 
materials, and space to be discussed at joint meetings. Initially, four meetings were planned, but six of 
them were realized, which points to the team’s interest in joint learning, research, discussion, and 
documentation of the educational process. 

At the first meeting, the scientific researcher gave only the basic guidelines for action research with an 
explanation of its importance and advantages in directly changing educational practice. The task of the 
first cycle of action research was to establish the situation in groups, i.e., to discover children's interests 
and opportunities by documenting the learning process on the basis of which the group curriculum would 
be (co)constructed. The preschool teacher's role and his/her personal level of understanding and 
reflection on his/her own educational practice are extremely important. Preschool teachers were 
expected to come up with creative situations, to focus on organizing opportunities (resources and 
incentives) that would encourage the child to (co)construct and create rather than on implementing pre-
defined goals and objectives. Instead of placing emphasis on the plan set by the preschool teacher, we 
especially underscored the importance or key role of (written and forwarded) monitoring of the sequence 
of children's interests, the importance of listening to what children tell us, the “listening pedagogies,” 
because understanding a child begins with listening. It is important to observe what children are doing, 
write it down, record it, document it, and discuss it. Preschool teachers should focus on observing how 
children are learning, not on how they are going to teach the children. 

In order to establish the situation (ethnographic analysis) in each group and to obtain data 
(documentation) that will serve as a foundation for the next cycle of action research, the researcher 
presented the preschool teachers with the task to record one situation in the educational group (video 
lasting 5 to 10 minutes) before the next meeting (in 30 days) and, according to personal assessment, 
extract from it a key moment prepared in the form of a written record (transcript). The scientific 
researcher also gave a written reminder to preschool teachers that would serve them in documenting, 
i.e., observing and recording situations in the educational process: What did I see? What did the children 
tell me? How did they tell me that? 

Understanding how children think is also a goal of documentation. The first meeting concluded with the 
scientific researcher's explanation that it is not the product but rather the learning process that is 
important during the process of documenting educational work with children. 

The second cycle of action research: monitoring, documenting children’s current interests and 
reflections on the recorded situation in each group followed the researcher's instructions from the first 
meeting, with complete documentation that we will not present here due to limitations and writing 
propositions [see 14]. We decided to present the third cycle of action research, which we named the 
final reflection. During the final reflection, a written evaluation of the key parts of this action research 
was made and, in the continuation of the paper, we will present some preschool teachers’ reflections. 

What do you find particularly valuable in documenting the learning process of children and with children? 
Has this form of work contributed to the development of your documenting skill? 

 “I especially wish to emphasize the importance of children’s videos in certain situations: conversations 
– joint, random, unplanned, without pre-defined recording times, but in moments when the children really 
showed interest. The recordings thereby became the most valuable material for documenting the 
process of learning, researching, and monitoring the development of children's interests, which, by 
observing and reflecting together, became a guideline for our further work on the project.” 

 "At the same time, while working on this project, we realized how necessary and important 
documentation is in the process of monitoring children and developing their interests in researching real 
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problems, that is, tasks in nature in which children, guided by their preschool teachers, can be true, little 
researchers. I don't think we would be aware of the importance and value of the whole project without 
it. Without documentation, it would be impossible to remember all of the children's statements, their 
original ideas, and solutions that they come up with in a single day, let alone in a period of several 
months. I don't think we looked at it from that perspective before, and only now do we understand the 
importance of constantly recording, filming children in different situations, even in spontaneous play and 
conversation, although it is not always easy." 

"By reviewing the recordings and notes, we can conclude how much the children have progressed 
throughout the whole process of learning and research, and the preschool teachers together with them. 
These will be our guidelines for further steps, designing new incentives, and planning project-related 
activities." 

“Especially valuable in the process of documenting is the visible process of acquiring knowledge. 
Everyday documentation helps us to better notice and recognize children's interests and thus plan 
resources and how to proceed.” 

To what extent has this "networking" of cooperation, meetings in different preschools, insights into 
different educational practices influenced the change in your practice and direct work with children? 

“I wish these meetings were more frequent or longer, which would probably contribute to a better and 
more thorough insight into their educational practices (why they do something exactly the way they do, 
how they came to certain decisions…). I also noticed that we were more relaxed and connected at each 
subsequent meeting… I'm sure they would have worked wonders if the project had lasted longer.” 

“This way of working strengthens our self-confidence and satisfaction with the achieved results. It 
deepens partnerships and aspirations towards the same goal. Meetings in different preschools were 
very stimulating. Conversations, challenging different viewpoints, and even discussions motivated us to 
continue”. “Sharing experiences is always welcome, especially with colleagues who are highly 
motivated. That's when our energy increases.”  

What is the special benefit, the value of this way of working for you? What enables a child to be a truly 
competent and capable being, to express his/her potentials, whereby you, as a preschool teacher, feel 
fulfilled because you know how to provide him/her with opportunities for that? 

“Through intensive cooperation with colleagues from the second group, we became a team, we 
supported each other, we worked together, searched for solutions, learned together, etc.” 

“Although I had read about it, I cannot say that I have applied this way of documenting, and therefore 
did not understand its full value. Just as children learn from experience, so do adults. Only now can I 
say that this way of documenting is the right one and that it really serves children and preschool 
teachers. It gives children the opportunity to follow and see the processes of their own learning, to 
comment, reach conclusions, reflect on what they have done and how they’ve done it.” 

Have this way of work and, if so, to what extent, and the more intensive cooperation with a colleague in 
the group and colleagues from other preschools influenced the change of your opinions regarding 
children’s possibilities? 

“I came back from every reflection with new stimuli, ideas, and I tried to incorporate that into my work. I 
became aware of how I work with children.” “I realized that I am not the one who has great ideas for the 
development of a project. Children carry these ideas and plans inside of them, and my role is to hear 
them and create an environment in which they will be able to realize them all.” 

How many children participated in creating the project? What did they decide? 

 “The children brought literature and various documentary recordings every day that they wanted to 
share with the other children in the group and with us. In a way, the children “infected” the parents who 
became interested in the activities that interested the children.” “The skeleton and guidelines were 
defined, and it was the children who decided on everything else: when, how, and how much. This was 
also visible in our reflections where such different activities and different levels of experience arose in 
the same topic.” 

3 RESULTS 
The preschool teachers networked in action research by presenting the results of their own joint growth, 
development, understanding of children's learning, and an exhibition entitled “Dinosaurs in Istria through 
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the eyes of children” at the inter-county professional meeting for preschool teachers showed by example 
that “participation in action research raised their learning and teaching to the metalevel, elevated their 
approach to education and what it means to raise the level of our educational practice from professional 
to reflective. Reflective educational practice leads to strengthening the awareness and metacognition of 
all participants in this process and deepening their self-esteem and self-understanding, which is the 
basic goal of education in general” [16 (p 168)]. 

This action research resulted in a genuine and deep understanding of the concrete educational practice, 
and by changing it, conditions were created for the emancipation of all participants in this research, 
children and adults. We are convinced that documenting the educational process using video-reflective 
methodology truly becomes an instrument for listening, observing, and understanding young children's 
learning process. Preschool teachers' professional development and their networking in collaborative 
groups created conditions for building professional sensitivity and ability to recognize children's different 
learning strategies, collaborative learning, observation, research, documentation, understanding and 
changing educational practices in which children are equal partners and (co)constructors of the 
curriculum of their educational group, their own learning, and development styles. Knowledge, 
understood as an individual, subjective construction, does not develop in all children in the same order 
or at the same pace. For this reason, the construction of the curriculum should be flexible, i.e., 
harmonized with the individual interests, pace, and learning styles of each child. The aim is to 
(co)construct the curriculum based on the preschool teacher's reflections on his/her practice in the 
preschool – a learning community and pedagogical theory that arises from active reflection and research 
of educational practice. That is why the preschool teacher must not be isolated; he/she must have the 
support of colleagues and institutions, because only then will he/she be able to be not only a practitioner 
but a researcher of his/her practice, who creates a common theory and (co)constructs the curriculum. 
Curriculum (co)construction is a very complex process. It can be neither linear nor rationally planned in 
advance. This development process is unique to each institution and cannot be achieved in a single 
pattern. 

Learning and research alone cannot raise the level of preschool teachers’ competencies; it is also 
necessary to ensure the dissemination and exchange of knowledge and experience (reflective practices) 
among preschool teachers by creating networks of reflective practitioners. Networking of educational 
institutions is necessary in order to enable continuous improvement of educational practice and 
preschool teachers’ other professional staff’s continuous professional development. 

4 CONCLUSIONS 
We tried to highlight that the implementation of the curriculum does not mean its standardization 
because this is impossible. Instead, we focused research, discussion, and appreciation of diversity: 
sociological, cultural, pedagogical, psychological, and other. 
We believe that the implementation of the National Curriculum for Early and Preschool Education can 
be achieved by encouraging the development of professional learning communities, in which the 
curriculum is questioned and (co)constructed with other preschool teachers, children, parents, and 
interested members of a networked community; by connecting practitioners, education policy makers, 
and scientific research institutions by initiating projects. This means leaving administrative, control, 
bureaucratic, and expert positions and developing collaborative learning of researchers, practitioners, 
and education policy makers, reculturation and restructuring of the preschool in accordance with the 
values, principles, and basic starting points of the National Curriculum. 
Regarding the institutions of early and preschool care and education, we may discuss the terms of 
competencies that children should acquire before starting elementary school and the role of preschool 
teachers in providing them with a context in which they will have the opportunity to achieve them. The 
emphasis is on the development of educational institutions that will ensure the building of a culture of 
professional learning based on team learning and respect for preschool teachers’ learning (professional 
knowledge base) and in which preschool teachers take individual and collective responsibility for their 
own learning and to improve children's learning in their group. 
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