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PREFACE 

 

The Faculty of Education of the University of Osijek was delighted to welcome and 

host the 42nd Annual Association for Teacher Education in Europe (ATEE) Conference 

2017 in Dubrovnik, Croatia.  

The 42nd Annual ATEE Conference Changing perspectives and approaches in contemporary 

teaching focused on rapid changes and increasing complexity of today’s world bringing 

about new challenges and growing demands on education system committed to 

addressing all forms of disparities and inequalities in access, participation and learning 

outcomes, exclusion and marginalization. The central focus of this conference was the 

relevance of these changing perspectives and approaches in research and practice in 

teacher education and teaching.  

The ATEE aims to enhance the quality of Teacher Education in Europe through active 

dialogue and international exchange of research and practice in initial and in-service 

teacher education. The 32 papers in these proceedings are linked to different RDCs: 

Education for Social Justice, Equity and Diversion, Professional Development of 

Teacher Education, Science and Mathematics Education, Teacher Education and 

Digital Technology, Primary and PrePrimary Education, English as a foreign 

Language, Inclusion and Special Needs and Technical and Vocational Education. 

The papers also cover five subthemes of the conference: Migrations, equality and 

inclusion, Building networks in education, Enhancing the quality of teacher education, 

Sustainable changes in education, Gifted educators and Gifted Education. 

One of the crucial conference themes was dedicated to migrations since nowadays in 

times of global changes many countries face the problem of migration – on the one 

hand, migrants arriving in a country, and on the other, brain drain. How should 

educators and institutions deal with migration taking into consideration diversity and 

promoting equality and inclusion at the same time? 

The focus was also on networking in education which includes not only the use of 

networking technologies for teaching and learning purposes but also the 

interconnection and joint communication of different institutions and communities 

aimed at improving various aspects of education. How can teachers embrace 

networking and build it to improve education? 

Furthermore, the conference discussed the quality of teacher education and different 

ways of enhancing it (e.g. through stimulating teaching or learning environment, by 

using new technologies, accessing adequate resources, having suitable facilities, 

having the opportunity and institutional support for professional development or for 



 

 

conducting research, etc.). How can the quality of teacher education be improved and 

maintained? Which aspects of this process should be emphasized? 

The process of changes in education takes place in complex social circumstances where 

external forces such as parents, local community, technology, corporations and state 

politics play an important role. Still, external forces should not be expected to offer 

solutions for reaching the quality of educational practice since that is primarily 

teachers' concern. It is only possible to introduce sustainable changes in education 

when teachers become change agents. These papers provide insight into teachers' 

experience regarding initiation, implementation and continuing significant and 

sustainable changes in education. 

The conference also highlighted the importance of Gifted Education (GE). Highly able, 

committed and creative learners may choose, pursue, master and further develop basic 

and higher education as their giftedness performance area. Contemporary work of 

gifted educators is of importance to development of field of Gifted Education as well. 

How do we identify, support, educate and honour current and future gifted educators 

and their gifted students throughout their interactive developmental path? Does pre-

service and in-service education offer relevant opportunities for development of gifted 

educators for their and lasting benefit of gifted students, and how can it be improved? 

We hope that the papers in the conference proceedings answer all these questions and 

respond to challenges of contemporary education and the related issues.  

The authors of the papers come from different countries (Austria, Belgium, Brazil, 

Croatia, Cyprus, Denmark, England, Finland, Germany, India, Ireland, Norway, 

Portugal, Serbia, Slovenia, Sweden, Turkey, the United Kingdom, the United States of 

America), so Changing perspectives and approaches in contemporary teaching 

provides insight into educational context around the world.  

The organising and academic committee of the 42nd Annual Conference 2017 highly 

appreciate the participants’ attempts to consider and discuss the quality of teacher 

education affected by constant changes.  

 

We would like to thank everyone who was involved in supporting the conference –

before, during and after October 2017. Everyone’s participation and collaboration 

made the conference a great success academically and socially. 

 

Editors 

Marija Sablić, Alma Škugor and Ivana Đurđević Babić 
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Re-conceptualizing the role of a school pedagogue during the 

transition to school 

 

Ida Somolanji Tokić, Faculty of Education, University of Osijek, Croatia, 

isomolanji@foozos.hr 

 

 

Abstract:  

The educational practice during transition to school noticed across the Croatian CSE 

indicates that transition process is perceived through children’s school readiness. 

During the process of starting school, school pedagogue is usually the first person that 

has direct contact with children through assessing their abilities and consequently, 

their readiness. School pedagogue has a role of a diagnostician labeling children as 

ready or unready for school. School pedagogues regularly use a handbook comprised 

of non-standardized tests to do so. The literature shows that testing children’s 

readiness with no consensus on definition of readiness, with no clear methodology 

and with arbitrary interpretation of already questionable results, gives a false image 

of a child. Socio-constructionist paradigm states that testing children in that manner 

gives no information on true learning process and children’s prior experience as 

guiding lines for teachers to ensure continuity and children’s future development. 

That is why during child’s transition to school, a school pedagogue has to surpass his 

role of a diagnostician of children’s level of readiness and take a central role of a 

professional developer insuring the quality of teachers practice. This paper tends to 

give the theoretical background on assessing children’s abilities prior to starting school 

as well as school pedagogue’s role in that process. It also provides alternatives to 

traditionally based roles of a school pedagogue by evoking a pedagogue as a 

professional developer. 

 

Keywords: quality of practice, readiness assessment, school pedagogue, sense of 

belonging, changing paradigm, transition to school 

 

1. Introduction 

The educational practice during transition to school noticed across the Croatian 

compulsory school education indicates that the transition process is not perceived as 

significant. But, on the other hand, starting school assessment is being considered more 

than significant. The difference here is being made between starting school as a one-

day-check-up, and starting school as a transition process that involves different 

stakeholders from different mezosystems surrounding the child. When children are 

starting school, they are transitioning from different environments (home, preschool, 
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kindergarten) where they had multiple roles and experiences. They were included in 

predominantly accepting culture and viewed mostly as child as nature or as child as a 

knowledge and culture constructor (Dahlberg, 2013). The year that children become 

school-bound, the shift happens in an adult perception of a child and it is being viewed 

as child as a culture reproducer (Dahlberg, 2013). The process of starting school that is 

dominant in Croatian educational system is seen as a one moment in time or a one-

day-check-up. Children are exposed to various forms of testing and assessment and 

the results are then usually used to label children as (un)ready for school. The results 

are also used as a screening tool for potential learning difficulties. The child has a very 

challenging role to demonstrate all of his competencies during a one-day-assessment 

which causes a lot of stress for the child, his family and EC educators. Starting school 

assessment is considered a major milestone not only for children, but also for their 

families as well as early childhood educators since assessment is planned to show the 

level of children’s overall competencies achieved during early childhood. The child 

has no opportunity to engage in a purposeful activity other than assessment and 

testing in relation to school demands. The school pedagogue is usually the first 

educator that has direct contact with children through assessing their abilities and 

consequently, their readiness for school. This paper examines the approach to starting 

school assessment seen in the Croatian educational system as well as the role of a 

school pedagogue as a facilitator of this potentially damaging practice. It also provokes 

re-thinking of the school pedagogue’s role in the transition process and proposes an 

alternative – school pedagogue as a professional developer of transition practice through 

focusing on collaboration with teachers in creating the environment of empowerment for 

children.  

 

2. Starting school in Croatia and school pedagogue – raising the questions 

In order to fully understand why this approach to starting school process is being 

contested, it needs to be explained how the starting school practice in Croatian 

compulsory education functions, who is considered to be a school pedagogue, why the 

focus of pedagogues direct educational work should be on teachers and what is 

considered to be the environment of empowerment for children. 

2.1. Starting school practice in Croatia 

In Croatia children are starting school around 6 and a half years of age. The law states 

that if a child turns 6 years of age until the March 31st, it is bound by law to start school 

in September of the same year. Over the recent years and attempts to introduce a new 

curricular reform, there was an idea to lower the starting school age of children to 6 

years of age (all children who turn 6 years of age until September are bound by law), 

meaning that children would be subjected to testing and assessment by the time they 

are around 5 and a half years of age (in May). The plan to implement the curricular 

reform is still present and if it comes to pass, the start of the reformed schooling system 

is planned for the pedagogical year of 2020/2021. To this day, all children that are 

starting school are obligated to go through assessment of their intellectual, 



468 

 

psychological, sociological and physiological competences in relation to school 

demands. During the month of May, preschool children are being assessed by an MD 

(physiological development) and school pedagogue and/or school psychologist 

(intellectual, psychological, sociological development). Through assessment made by 

a school pedagogue, children can achieve a certain score which positions them in 

relation with other children. Basically, every child presents a certain number. School 

pedagogues regularly use a handbook comprised of non-standardized tests to do so 

(Oštarčević, 2008). Several problems are emerging when it comes to assessing and 

testing children prior to starting school. First problem is that there is no consensus on 

definition of school readiness. Reviewing all the relevant literature (Croatian regulations 

and laws, Croatian and world-wide pedagogical literature on transition theory and 

practice), one can conclude that there is no agreement on what is considered to be 

school readiness. Absence of a common definition, or even a common reflection on 

theory of transition to school, results in an arbitrary understanding of that concept. For 

example, on the one side, in Croatian handbook for school pedagogues, school 

readiness is defined as “(…) the optimal level of development of the various physical 

and psychological functions of the child that will enable him to optimally master the 

school curriculum. Maturity will depend on the biological development, but also on 

how much the environment allowed the child to master the necessary experiences. The 

term school readiness involves physical, intellectual, emotional and social maturity.” 

(Oštarčević, 2008, p. 5). Čudina-Obradović roughly states the same: “To be ready for 

school, the child must be ready in terms of health, its physical, cognitive (intellectual), 

social, emotional and motivational (development). If the child is ready, it means that 

it will have no difficulty adjusting to the school's tasks, it will have no problems 

meeting the teacher's criteria, that it will progress well in learning, and it will be able 

to show the results of that progress in objective tests and teacher assessments.” 

(Čudina-Obradović, 2008, p. 285-286). On the other side, Vandenbroeck, De Stercke 

and Gobeyn (2013) state that such an approach focused merely on child’s level of 

readiness represents the paradigm of readiness and they associate it with the ubiquitous 

inequality that children are experiencing from their earliest years. The process of 

assessment and testing aims to evaluate the maturity of the child for compulsory 

school and its potential for further achievement only in contrast to school’s demand. 

It proposes that readiness should be the descriptor inherent to the child and that the 

child is the only responsible actor of the transition process (the child needs to adjust, 

the child needs to meet the criteria, the child needs to show etc.). When considering 

school readiness not as a property of a child, but its whole environment, a new 

paradigm emerges – transition as a pedagogical meeting place (Dahlberg, 2013). To 

underpin the emergence of the paradigm of a pedagogical meeting place, transition to 

school should be understood in no ways connected with school readiness. A fluid and 

continuous process of pedagogical documenting as well as fully developed theory and 

practice of the pedagogy of listening, annuls the need for assessing and testing the 

school readiness of children prior to starting CSE. Equally, it annuls the need for the 

definition of school readiness since the new paradigm arises from contemporary image 
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of a child and is based in a different theoretical frame (socio-constructionist paradigm) 

than the traditionally based one (positivistic paradigm). 

The second problem is absence of indisputable methodology behind assessing and testing 

children prior to starting school. As mentioned above, lack of clear definition of school 

readiness is reflected in the methodological aspect of assessment and testing. It is 

obvious that the proposed methodological tools assist the school pedagogues in 

correlating the children’s results with perceived school readiness. However, its 

validity and justification are compromised. Riley, Miller and Sorenson (2017) state that 

school psychologists are continuously pointing out the problem of inappropriate use 

of concepts of testing and assessment as synonyms. They find it important to distinguish 

the meaning of those two in order to respect all the methodological principles. Same 

authors are defining assessment as a "process of collecting data from different sources 

and by using a variety of sources/methods of appropriate purpose and purpose of 

evaluation" (Riley et al., 2017, p. 96). Testing is defined as "applying and scoring a 

selected test" (Riley et al., 2017, p. 96). They note that both procedures have unique 

approaches that provide equally unique outcomes to the observed problem. What is most 

important and what should be highlighted in the educational context is mentioned in 

Riley et al. statement that assessment "(...) must be related to instruction and 

intervention to improve and advance development, prevent delay and face 

disadvantages." (Riley et al., 2017, p. 96). When put in another words, the assessment 

is inseparable from the context, it is not a one-off and it must have a foundation in 

tangible action in practice. In the Croatian educational system, assessment is used only 

in principle (terminology), but not in real practice. In practice, assessment is based on 

testing of the child's abilities. It has no effect on affirmative reaction in practice 

(curriculum, individual approach etc.) but rather on the negative reaction (labeling 

children). In Croatia, there are tests of perception (testing the ability of visual 

discrimination), test of connecting dots (testing the graphomotor ability by using 

patterns to sketch characters), facts and concepts test (testing the knowledge of 

everyday facts and concepts), precursor test (testing the ocular motor coordination 

skills and fine motor skills) and numerical test (testing the counting ability and tasks 

of different complexity) that are used to determine the level of a child’s school 

readiness. Tests were constructed in 1994 by Vlahović-Štetić, Vizek Vidović, 

Arambašić and Miharija (1995), and are commonly used today. The authors propose 

that the testing results are in a correlation with future school success. In reality, the 

results are aimed at unifying the children and their characteristics rather than 

emphasizing individual needs of the children and their different experiences. Testing 

is carried out without consideration of the context and is focused solely on presenting 

the child’s abilities at one point of the developmentally very complex part of 

childhood. It also points out a one-dimensional understanding of a child’s 

development. As mentioned earlier, these tests are used to assess intellectual, 

psychological and sociological development (i.e. the results can indicate a low level of 

child’s social competencies which are assessed only in relation to the interaction child-

school pedagogue). Dahlberg (2013), on Swedish example, also brought up testing of 
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six-year-olds (prior to starting school) in a relation with reducing the connection 

between preschool and compulsory school to the question of efficiency and ultimate 

impact. The ongoing practice of bringing the child's development process to a single 

number can also be seen in the educational policy in England where there is a struggle 

to stop the introduction of a baseline assessment for compulsory school enrollment 

(Roberts-Holmes & Bradbury, 2016). The same authors pointed out that proposed 

baseline assessment was in a direct conflict with already existing assessment of the 

development of children in the ECE system (based on Early Years Foundation Stage 

Profile). When researching the methodology of testing and assessing children prior to 

starting school, Roberts-Holmes and Bradbury (2017) showed that testing 

methodology is still underdeveloped and mostly in the function of education policy 

and not the development of the child. Bradbury (2014) points out that the teachers and 

educators are not content with current and proposed practice of ‘assessing’ five-year-

olds, but at the same time they are indifferent to any kind of a reaction. Robert-Holmes 

(2015) called the overall world-wide occurrence of testing children from their earliest 

years, the datafication of children and of ECE system. In a school pedagogue’s Croatian 

handbook for starting school (Oštarčević, 2008), Vlahović-Štetić et al. (1995) tests are 

used, but they are referred to as an assessment tools. 

That leads us to the third problem, the arbitrary interpretation of the results. Since the 

mentioned handbook is a free-access collection of different tests (light modifications 

of Vlahović-Štetić et al. (1995) tests), school pedagogue can use any test he finds 

appropriate at any given time. He can alter the test, he can produce his own test as 

well as use no test at all. He is not obligated to use any prescribed methodological tool 

for assessing children’s abilities prior to starting school. Even so, the Croatian reality 

shows that the majority of school pedagogues use some form of above mentioned test. 

The main problem is the overall need for datafication meaning that school pedagogues 

at the end of their assessment of children prior to starting school will produce, by their 

own discretion, a single number and/or an (un)ready label for a child. At this point, 

even though the process of assessment is dubious, one should mention that the 

educational policy should not insist on prescribing this form of ‘assessment’. It will not 

fix the problem of lack of methodological knowledge, lack of respect for 

methodological principles and the fourth problem, the overall acceptance of a false 

image of the child. Assessment in the described manner gives a false image of the child 

meaning that at the end of the school enrolment process, school pedagogue, who took 

over a role of the main diagnostician, gives a diagnosis – child ready or unready for 

school. By doing so, he blocks all opportunities for recognizing the child as an active, 

thinking and competent being or an individual with multiple intelligences. He 

positions a child as a passive, immature and fragmented object of assessment. Moss 

(2012) states that this practice and theory of children development is foreign to the real 

child and says: “It applies a reductionist, fragmented and narrow approach, which is 

more about taming, controlling and predicting than creating learning based on 

movement, experimentation and meaning making.“ (Moss, 2012, p. 360). A false image 

of a child means that the child will be seen mostly through its assessment and testing 
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results and not its real capabilities, experiences and emotions. The research (Broström, 

2016; Peters, 2010) shows that the elements that are considered necessary for achieving 

success in transition to school are actually based not in cognitive skills (assessed and 

tested prior to school), but rather in facing early positive experiences and achieving a 

sense of belonging. Peters (2010) broadly identified those elements as: “belonging, 

wellbeing and feeling ‘suitable’ at school; recognition and acknowledgement of 

culture; respectful, reciprocal relationships; engagement in learning; learning 

dispositions and identity as a learner; positive teacher expectations; and building on 

funds of knowledge from early childhood education and home.“ (Peters, 2010, p. 15) 

2.2. Who is a school pedagogue? 

To recognize why the school pedagogue’s role requires a re-thinking, it needs to be 

understood that the vocation a school pedagogue is a particular one in the compulsory 

school system; one could say a school pedagogue is a central staff member of the school 

(not by any means in a direct way, but rather an implicit one) in charge with multiple 

roles. He is the main facilitator involved in every aspect of school pedagogical 

activities. His multiple roles are due to his multiple connections with principle, 

teachers, students, psychologist, special needs educator, MDs, families, local 

community and wider. He is a broadly qualified expert and not only in terms of 

pedagogy and pedagogical work, but also touching some aspects of psychology, social 

work and special need education as well (Staničić, 2005). Concisely said, he is working 

on developing every pedagogical aspect of the school and as such, in the Croatian 

educational system he is a valuable and indispensable staff-member of the school. In 

terms of children starting school, school pedagogue is usually the first educator to have 

contact with the child and his family. He organizes and implements testing and 

assessment. He also arranges children in classrooms in relation to score number 

children achieved to make a perfect gauss line – underachievers, overachievers and 

average. Some schools only have one class, but the arrangement of children by their 

competencies is still being used as one of the arguments for assessments broad use. 

School pedagogue also informs teachers of the child’s overall competences or of its 

achieved score number. For a teacher, that information is not particularly important 

since the teacher is mainly subject-oriented in his curriculum (in contrast to child-

oriented curriculum). Nevertheless, it has a damaging halo-effect meaning that the 

information on children’s competences generates labeling of children even before the 

school actually starts (Petriwskyj & Grieshaber, 2011). Another rationale for assessing 

and testing children prior to school is early screening for potential learning difficulties 

even though the applied tests are not standardized or even intended for such use. 

Petriwskyj and Grieshaber (2011) call those strategies stigmatizing strategies and, 

similar to Vandenbroeck et al. (2013) readiness paradigm, they also see a problem in a 

binary construction of a child’s development. They call for an inclusive transition that 

is proactive and takes into account the overall context. 

Even so, school pedagogue is considered to be the most competent expert when it 

comes to starting school. This paper proposes that he indeed should be one of the most 
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competent experts, but that the focus of his direct educational work should be the 

teachers and educational process, and not the child itself.  

There are two opposing paradigms of the school pedagogue’s role during starting 

school. The role the school pedagogue has today is mostly grounded in a positivistic 

paradigm. In a positivistic paradigm the child has only two options – to be ready or 

unready for school. School pedagogue, by using testing and assessing the child, gives 

a false image of the child to teachers, to his parents, to the school. The false image is 

based on the schools need to sets the benchmark with no regard of the children 

multiplicity. Therefore, the benchmark seems unjust, one-sided, methodologically 

very questionable, and in the end – purposeless for the child’s development. Different 

understanding of the transition process of all stakeholders leads to different 

expectations from the child, the school (educators), the parents and the community. 

By the time of the first day of school, the child already has so much knowledge and 

experience and should not be viewed as tabula rasa. But in a positivistic paradigm, 

nobody is actually acknowledging the child as a competent individual. In contrast, a 

socio-constructionist paradigm states that testing children in the manner previously 

mentioned, gives no information on true learning process and children’s prior 

experience as guiding lines for teachers to ensure continuity and children’s 

development. As a responsible professional, a school pedagogue needs to embrace a 

multidisciplinary approach to assure multi-level strategies to transition process. Carr 

(2013) proposes three pedagogical areas where multi-level strategies can have an 

effect: an educator as a researcher in action, open curriculum (both ECEC and CSE) and 

documenting as one of the basic tools during the transition process (and beyond). Also, the 

emphasis must be on a shared responsibility for transition – mostly between ECEC 

and CSE, where a synchronicity of contemporary educational theory and practice has 

to be achieved. An idea of an educator as a researcher in action, opening of the 

curriculum as well as embracing the role of pedagogical documentation as a tool for 

children development and curricular co-construction, can be clearly seen in Croatian 

early childhood education and care system where a major shift happened in the 1990’. 

From then until now, Miljak (2009), Petrović-Sočo (2009), Slunjski (2016), Vujičić, (2016) 

and several other scholars in Croatia are continuously working hand-in-hand with 

early childhood educators on bridging the gap between theory and practice and 

enhancing the development of the contemporary paradigms in early childhood 

education. That constant and balanced work led to the development of the National 

curriculum for early childhood and preschool education and care (2014; 2017) which 

is one of the progressive national curriculums in line with world-wide contemporary 

ECEC curriculums (i.e. Te Whāriki, 2017). Seen through the prism of ECEC system 

where an ECEC pedagogue works closely in partnership with other ECEC educators 

(teachers, principals, scholars etc.), transition to school is transition from different 

paradigm, from different pedagogy and from different image of the child. A school 

pedagogue has a responsibility to guarantee a high quality educational practice for all 

children consistent with contemporary pedagogical research. Pedagogical research 

state that the child is not a binary construct but a person with multiple intelligence 
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(Gardner, 2000), that knowledge is not an imaginary object of transmission, but a 

process of transformation (Vygotsky, 1978), and that the image of a child that begins 

to emerge through assessment prior to starting school is a deleterious construct of 

more importance to educators than they are aware of: „Each one of you has inside 

yourself an image of the child that directs you as you begin to relate to a child. This 

theory within you pushes you to behave in certain ways; it orients you as you talk to 

the child, listen to the child, observe the child.  It is very difficult for you to act contrary 

to this internal image.” (Malaguzzi, 1994, p. 1). With that in mind, it is now possible to 

envision and to recommend school pedagogues’ roles that are in line with Carr’s (2013) 

suggested areas of pedagogical action during transition. 

2.3. Focus of school pedagogue’s work during transition (and beyond) 

First, and foremost, a school pedagogue has to ensure an educational support to 

teachers. The focus of his direct educational work during transition should be on 

teachers who are developing the environment of empowerment for children. He needs 

to lead the teachers toward the development of co-operation, the development of 

professional competence, the development of culture of (understanding) knowledge 

and the transformation of culture of a learning community (Slunjski, 2016). That way 

he would not diagnose the children, but rather would be enhancing the quality of 

theory and practice. The shift needs to happen from fragmented analyzing the children 

toward mutually and holistically understanding the children, understanding their 

process of making meaning and learning process. ECEC teachers and CSE teachers work 

closely with children and they can best see and understand the child in context (rather 

than through isolated and fragmented competencies). But the CSE teachers in Croatian 

educational system are struggling with being constrained in their curriculums so they 

need an expert to help them and to educate them how to work together in an evolving 

schools, in opening the curriculum and in creating the learning community. Slunjski 

(2017) states that by engaging in a pedagogical action of constant research and 

development of one’s practice, the overall capacity of individuals and institutions is 

being built. She also points out that the capacity is seen mostly through participants 

who “connect and support each other in continuous learning and professional 

development based on strengthening their autonomy and emancipation.“ (Slunjski, 

2017, p. 868). During the transition to school (and beyond), a school pedagogue has to 

use his/her professional knowledge to create the conditions for teachers to explore 

their child-oriented practice. A school pedagogue needs to free the teachers from their 

preconceived ideas about the child as fragmented, passive, tabula rasa, and help them 

to learn how to understand the child as competent for meaning making. In line with 

contemporary research, the child needs to be seen as a whole, as a co-constructor of 

meaning, as a competent, active and experienced individual. The child is a valid 

knowledge- and meaning-maker and needs to be acknowledged as such. This 

approach is seen in some ECEC curriculums where the child is considered to be a 

valuable citizen. i.e. “Te Whāriki aspires for children to be competent and confident 

learners and communicators, healthy in mind, body and spirit, secure in their sense of 
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belonging and in the knowledge that they make a valued contribution to society.“ (Te 

Whāriki, 2017, p. 51) 

A school pedagogue’s role in promoting an educator as a researcher in action is not a new 

concept. Slunjski says that “Action research enables the creation of a community of 

critical, self-reflective actors who can change the practice on a much wider scale then 

the individual, and gradually create a new, more human, and more democratic 

educational policy. The ultimate consequences of action research should be viewed in 

a much broader context than merely as a means of improving educational practice of 

certain institutions.“ (Slunjski, 2017, p. 865). In the early years of compulsory schooling 

process, educational system should provoke children’s' creative, critical and 

investigative nature rather than box their minds in a fragmented school subjects that 

are much easier to manipulate with. Action research allows the “examining (of) the 

existing practice in terms of promoting autonomy and emancipation of children as 

opposed to child manipulation in the organization of the educational process.“ 

(Slunjski, 2017, p. 867). School pedagogues’ methodological knowledge should be 

directed to that research that can have a long term tangible reaction (the development 

of educational quality) in real practice. Since the educational quality is not a concept 

that is static, once an institution achieves a certain level of educational quality, it 

should continue to strive for more development. Being content with the achieved high 

level of quality does not mean that the level will remain the same only by inertia, but 

rather it will start to decrease. Action research should be viewed not as a fragmented 

methodological tool used arbitrarily, but as a way of enabling constant re-thinking of 

the educational processes and consequently, creating the learning community. In 

terms of children’s’ transition to school, school pedagogue has to educate and support 

teachers on how to use action research in context, as well as engage in co-construction 

of the educational process of transition himself. It is a complex role in contrast to his 

role of a diagnostician. 

In promoting an open curriculum, a school pedagogues' role is seen through connecting, 

respecting and understanding all stakeholders during the transition process as well as 

participation in co-construction of a transition curriculum. In a humanist-oriented 

curriculum, transitioning from ECEC to CSE should be seen as a continuous process 

of learning where all areas of children development are seen holistically. There should 

be no schoolification of ECEC (or dominance of ECEC pedagogy in CSE), but rather a 

mutual respect of the nature in which a young child constructs its knowledge. Slunjski 

says that „The way in which a child constructs his or her knowledge depends on his 

or her prediction and many other individual distinctions, the way in which he or she 

interprets a particular learning experience and the contextual characteristics in which 

that learning takes place. The correct way of teaching younger children is not by means 

of a lecture or a verbal lesson (Bredekamp, 1996), since younger children learn to 

participate actively, i.e. by creating and collaborating with others (Bredekamp, 1996, 

Rinaldi, 2006, Penn, 2008).“ (Slunjski, 2017, p. 866-867). By entering a CSE system, a 

child does not automatically change its methods of constructing knowledge. 

Unfortunately, it is forced to abandon his or her authentic ways of thinking, learning 
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and meaning making to give way for fragmented, parceled-out and content-oriented 

curriculum. School pedagogue, by taking into account the contemporary research, has 

to develop such educational practice that fosters the creation of a pedagogical meeting 

place. The practice needs to be coherent with the context in hand (particularities of the 

environment and community) which means that there are no strictly prescribed 

methods on how the transition curriculum should be implemented. Somolanji Tokić 

proposes: “For example, using the children’s prior experience to co-construct the 

curriculum should be the main idea of starting school assessment. It should not be 

perceived as a starting point, but rather a continuity of children’s experiences.” 

(Somolanji Tokić, 2017, p. 212). 

Documenting as one of the basic tools during the transition process should also be the basic 

tool for overall child’s development. Carr (2013) suggests that the pedagogical 

documenting should be done by all stakeholders – teachers, children, parents. That 

way it shifts from merely archiving children’s experiences to reflecting, understanding 

and developing the child’s interest and knowledge further. Somolanji Tokić says: 

“Only assessing the child has no purpose for his development, but if it is used in 

collaboration with the child and its environment to understand the learning process and 

to provide necessary support (seen through the socio-constructivist paradigm), it 

becomes a powerful tool for further development.” (Somolanji Tokić, 2017, p. 213). As 

a positive example, Carr (2013) suggests a New Zealand’s transition practice of learning 

stories. The stories present a platform on which a dialog is being fostered, knowledge 

is being co-constructed and a child sense of belonging is being developed. School 

teachers involved in learning stories projects report that it is not unusual for them to 

repeatedly return to children's learning stories portfolios well after the school year has 

started. Most importantly, stories are a tool of acknowledgment of the children’s 

experience both in and outside the school setting. These learning stories are one of the 

very interesting and innovative ways of dealing with the transition process. A school 

pedagogue has to have the proper methodological as well as pedagogical knowledge 

on using the pedagogical documenting as a tool of development. Firstly, he has to 

understand the main purpose of documenting. Secondly, he has to have an 

appropriate understanding of the children’s process of gaining knowledge. Finally, he 

has to have the appropriate knowledge on how to use that understanding of the 

children’s process of gaining knowledge to promote children development 

(scaffolding)  

2.4. The environment of empowerment for children 

When considering different roles of a school pedagogue during a child’s transition to 

school that are proposed in this paper, the emphasis is on the development of the 

teachers practice. The development of practice is always seen in respect with the 

children’s experience and ways of constructing knowledge, and not vice versa. In a 

transition process, the school (and other educational contexts) can offer an 

environment that is based on children’s’ multiple experiences and different ways of 

learning. Entering a new educational setting is going to be less stressful it the child is 

surrounded with the curriculum that draws its foundation from the child's authentic 



476 

 

experience. This approach enhances the child’s self-esteem and self-confidence and 

encourages him to autonomously reflect and explore the new environment. By co-

constructing the curriculum in that way, it is being showed to the child that he is a 

valuable, competent and an essential person of the learning process. The child is being 

given the power to construct his own understanding of the environment he is entering, 

making him in an active participant of his learning process. By exercising the control 

over his meaning making, he becomes an intrinsically motivated learner and 

researcher. The main role of a school pedagogue during transition to school is to enable 

the school teachers to develop such practice that is in the function of empowerment of 

all children.  

 

3. Conclusion 

Complexity of starting school and school’s failure to acknowledge the starting school 

problem is why not only the school pedagogues’, but all stakeholders’ roles should be 

carefully considered and thought trough. Research shows that testing prior to starting 

school is not a reliable indicator of children’s later school success and that the testing 

results are a labeling act labeling children’s capabilities as under, poorly or over 

developed (resulting in teachers who are unconsciously labeling children as under, 

poorly or over developed). Furthermore, it indicates that testing prior to starting 

school in some children affects their self-esteem and self-confidence as well, and that 

the testing results and labels are demotivating children in their learning process (and 

making them anxious because teachers are under or over estimating their capabilities). 

The question remains why the educational system is still using testing and assessing 

children’s readiness for school if it is not doing anything meaningful for children’s 

wellbeing. One should also point out that stratification in society should be prudently 

considered especially if it involves children. Starting school in Croatia’s practice (and 

world-wide) does just that – stratification of children by their competences. As the 

school pedagogue is important educator during the process of transition to school, this 

paper proposes that the school pedagogue’s role has to evolve from being a mere 

diagnostician toward a complex role of being a developer of quality of practice. There 

are several pedagogical areas during transition where multi-level strategies can have 

an effect: an educator as a researcher in action, open and flexible curriculum and 

pedagogical documenting as one of the basic tools during the transition process. By 

stepping away from a positivistic toward a socio-constructionist paradigm, a school 

pedagogue can foster an image of the child as a knowledge and culture constructor 

and work on reducing the gap between theory and practice both in the CSE system 

and between ECEC and CSE systems.  
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