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EDUCATION OF FOREIGN LANGUAGE
TEACHERS IN CROATIA

Introduction

Foreign language (FL) teacher education has gone
through a number of developmental stages throughout
history. Like teacher education in general, the education
of FL teachers has received relatively little attention
compared to its importance and significance for society
(as proclaimed by such stakeholders as ministries of
education or universities). Many experts (e.g. Girard,
1985, p. 57) stress that the teacher is the key component
of the teaching process and plays a more essential role
than the curriculum, method or teaching materials. This
rings even more true today as modern FL teaching is
based on new approaches and the role of the teacher has
changed in important ways.

FL teacher education has developed as a field within
applied linguistics. The most influential models of
education developed so far are: the craft model, the applied
science model and the reflective model (Wallace, 1991).
The three models reflect three different beliefs about
learning how to teach: by imitating the expert teacher; by
getting acquainted with and applying empirical research
findings on teaching; and through the acquisition of both
formal and experiential knowledge, which then lead to
reflection on teaching.
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There is a consesus among FL teacher education experts
that this education should be comprised of the following
four components: practical knowledge of the FL, knowled-
ge of the theory of FL teaching, knowledge of the teaching
conditions, and practical knowledge of language teaching
methods. These components are generally integrated into
university master (MA) programmes. The teaching com-
petences that are essential for the FL teacher and that
new curricula rely on are mostly those emphasised and
listed in the following two documents: Green Paper on Te-
acher Education (2000) and European profile for language
teacher education: a frame of reference (Kelly, Grenfell,
Allan, Kriza, and McEvoy, 2004).

The Croatian FL teacher education context

For decades now, teachers in Croatia have been formally
required to obtain university teaching degrees in order to
work in schools. Novice teachers presently go through an
induction period of up to 1.5 years at the end of which
they have to pass the state exam in order to become ful-
ly qualified teachers. Education authorities are currently
considering a possible introduction of a teaching licence
that would need to be renewed throughout teachers’ ca-
reers.

Unlike the education of teachers of some other subjects,
FL teacher education in Croatia has followed interna-
tional trends and developments in the field very closely
(Mihaljevi¢ Djigunovi¢ & Vilke, 2000). This is especially
true of English language teacher education, where the
assimilation of new ideas was faster in both teacher edu-
cation and subject education (linguistic, literature and
cultural components). During the last couple of decades,
there have been two types of FL teacher education paths.
Teachers of English and German to young learners could
get their qualifications at teacher training colleges, as
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part of their 4-year early education programmes. A fu-
ture teacher following such a path would get an early
education degree with an extra competence in teaching
one of these two FLs to young learners. Others followed
the traditional path, obtaining a university teaching de-
gree in the FL. Such degrees qualified them to teach any
age group and in any type of educational institution. The
studies of both the subject matter and the teaching-re-
lated courses included a strong academic component.
Students were introduced to basic research methodology
in both philology and educational sciences. At Zagreb
University, for example, many research-based diploma
theses focused on language teaching phenomena.

With the introduction of the Bologna reform, FL teacher
education curricula were reformed too. This was wel-
comed by teacher education specialists because, due to
the requirement that curricula be comparable to teach-
er education curricula in other European countries, the
percentage of time allotted to courses directly related to
developing teaching competences had to be substantially
increased. In most institutions the increase was met with
resistence and was approved only after heated debates.
The reason for this is the existence of two opposing views
on teacher education. According to the traditional view,
still very alive in many contexts, university education
should focus only on developing academic knowledge in
the FL and teachers should learn teaching on the job.
According to the opponents, university FL teacher educa-
tion should develop teaching competences too, enabling
FL teachers to have their degrees recognised abroad as
well as to carry on their professional education as a part
of life-long learning.

The designers of the Croatian FL teacher education cur-
ricula report having relied on the two documents men-
tioned in the introduction and, also, on research findings
of studies on FL teacher needs (e.g., Mihaljevi¢ Djigunovi¢
& Zergollern-Mileti¢, 2003).



Aim and methodology

The aim of this chapter is to compare two English lan-
guage teacher education curricula currently in existence
in Croatia. The comparison will be carried out with ref-
erence to competences emphasised, number and type of
contact teaching hours, number of ECTS points alloted
to different courses, and ratio of theoretical content to
practical content (see Table on p. 140-142).

Both quantitative and qualitative approaches will be used
in the data analysis.

Two curricula were chosen for the purpose of the com-
parison. One comes from the Faculty of Humanities and
Social Sciences of Zagreb University (Curriculum 1), and
the other from the Faculty of Philosophy of the Univer-
sity of Osijek (Curriculum 2). The former is the oldest
higher education institution in the country; the latter
is one of the more recently established Croatian facul-
ties offering FL teacher education programmes. The two
curricula also represent two common types of graduate
programmes in English language teacher education in
Croatia: a single major programme and a double major
programme. It should be noted that both curricula will,
in fact, be implemented as of the 2008-2009 academic
year: it is only during this year that reformed FL teacher
education is starting for the first time.

Overview of the two curricula

Curriculum 1

This MA TEFL (Teaching English as a Foreign Language)
programme requires entrants to have a BA in English
Language and Literature. It is offered only as a single ma-
jor. The programme lasts two years, during which stu-
dents earn a total of 120 ECTS. It consists of four parts:
1. courses in English language and literature (up to 17



ECTS); 2. teaching-related courses (60 ECTS); 3. option-
al courses freely selected from any department (up to 30
ECTS); 4. graduate thesis (15 ECTS). The teaching-related
section comprises two major sets of courses: those that
are taken by all teaching degree programmes (30 ECTS),
and the specialized TEFL courses. In this overview, we will
focus mostly on the second and third parts, which relate
directly to developing teaching competences.

The general educational set includes seven modules,
most of which comprise both compulsory and optional
courses. The seven modules offer teaching-related com-
petences based on the following areas: psychology, peda-
gogy, general didactics, sociology, philosophy, informa-
tion technology and the Croatian language. The range
of modules and courses suggests a very broad basis for
developing teaching skills at a general educational level.
On the basis of its conceptional framework and content,
this part of the curriculum can be considered very up-
to-date; it reflects trends in most developed European
universities. It also has an additional component that is
rarely found in other teacher education curricula: a mod-
ule on the ‘Croatian language for teachers’, which is con-
ceived as a kind of language for specific purposes. The
curriculum designers responded to frequent complaints
about teachers not being communicatively competent in
their first language.

Out of a total of 1,065 contact hours, almost 50% of
teaching is in the form of lectures, close to 40% is offered
as seminars and a little over 10% is made up of practical
classes. All courses formulate their aims as learning out-
comes and in terms of competences. These usually in-
clude knowledge (‘getting an insight into the theory’, ‘get-
ting acquainted with the main concepts’, etc.), sometimes
along with skills (‘mastering the skill of’, ‘developing the
ability to’, etc.) and, less frequently, attitudes (‘develop-
ing critical thinking’, etc.), with only one instance of the
value component of competence (‘developing professional
responsibility for learners’).



The specialized ELT section of the curriculum includes
three courses (one on second language acquisition, one
on FL teaching theory and one on TEFL methodology,
each worth 5 ECTS) and teaching practice (10 ECTS),
which is compulsory, plus five optional courses (each
worth 5 ECTS) out of which each student needs to
choose one. Optional courses deal with teaching young
learners, bilingualism, literature in TEFL, the use of IT in
TEFL, and applying cognitive linguistics and second lan-
guage acquisition. No course is based on lectures only;
two are taught through both lectures and seminars, and
most are delivered as seminars only. The teaching prac-
tice part takes place partly at the faculty, as a practi-
cum (30 hours); the rest is school-based and includes 30
hours of classroom observation and 50 hours of student
teaching. Students are also required to compile a portfo-
lio with relevant documents (including a video recording
of their classroom teaching) reflecting the development
of their teaching competences. Competences to be devel-
oped through teaching practice are formulated in terms
of skills, attitudes and values. Thus, it is stated that stu-
dents are expected to be able to relate the theoretical
knowledge they have acquired to concrete examples of
classroom teaching, to develop a professional attitude to
teaching as well as to develop a feeling of responsibility
for their teaching and for their pupils. Another important
listed outcome of teaching practice is the ability to self-
assess one’s teaching competences.

All courses, except teaching practice, assess competence
acquisition through written or oral exams. In teaching
practice, competences are assessed on the basis of class-
room performance and the portfolio that students com-
pile during their two years.

Curriculum 2

This graduate programme is intended for applicants who
have obtained a BA in English Language and Literature.
It is a two-year programme and students do it as part of



their double major studies. Seven double major teach-
ing degree programmes are offered at this faculty, among
them a programme in pedagogy, which is not a teach-
ing degree programme but, by nature, contributes to the
development of teaching competences. The fact that the
MA TEFL studies can be combined with any of the other
teaching degree programme, as well as with non-teaching
degree programmes, makes it impossible to draw conclu-
sions about the exact final outcomes. A future teacher
of English, of course, develops teaching competences not
only directly from the MA TEFL course but also through
their other major. Thus, if students are enrolled in MA
TEFL and in MA TGFL (G=German), their final outcomes
in terms of teaching competences are likely to be differ-
ent from those of students enrolled in the MA TEFL and,
say, a history teacher education programme, or those
who have a non-teaching graduate programme in history
as their other major.

In the description of competences that are expected as
outcomes of this graduate programme, both subject — and
teaching-related competences are listed. The teaching-re-
lated competences are expressed in terms of knowledge
(‘knowledge of..."). It is noteworthy that one of the teacher
competences listed refers to knowledge of research meth-
ods needed to study the processes of English language
learning and teaching. This is a feature pointed out in
many teacher education curricula in Europe.

As in Curriculum 1, part of the curriculum directly fo-
cused on developing teaching competences distinguish-
es between courses common to all teaching degree
programmes (psychology, pedagogy and didactics) and
courses on English language teaching. Both sets include
compulsory and optional parts. The set of courses fo-
cused on developing general teaching competences in-
clude one course on educational psychology, one on ped-
agogy and one on general didactics. Each course carries
6 ECTS points and is taught in 30 hours of lectures and



30 hours of seminars. All three list their aims in terms
of outcomes: these are formulated both as knowledge
(‘acquire basic pedagogical concepts’, ‘understand the re-
lationship between the teaching process and outcomes’)
and as skills (‘students will be able to explain’, ‘students
will be able to plan and apply’). The development of atti-
tudes and values is only implied — for example, when it is
stated that the course will ‘develop in students capacities
to form an individual teaching style based on the use of
methods that stimulate critical thinking’.

The methodology set of courses is comprised of a course
on language teaching theory (6 ECTS points; 45 hours
of lectures and 15 hours of seminars), a TEFL methodol-
ogy course (3 ECTS; 30 hours of seminars), two sets of
teaching practice (worth 2 ECTS and 3 ECTS, respective-
ly), and eight optional courses carrying different num-
bers of ECTS points. All courses express their aims in
terms of outcomes. In the course on language teaching
theory, the outcomes are formulated in terms of knowl-
edge (‘getting an insight’), while the TEFL methodology
course lists both knowledge and skills aspects of teach-
ing competence. The first teaching practice set comprises
classroom observation in schools, the writing of a teach-
ing diary, analyses of teaching in practicums held at the
faculty, and essay writing. Students are meant to devel-
op practical insights into teaching, skills in making les-
son plans, and reflection skills. The attitudinal aspects
of competence are reflected in the statement on ‘devel-
oping an awareness of the need to work on a number
of teaching competence components’. The second teach-
ing practice set consists of student classroom teaching
and involves acquiring skills. One of the stated aims is
also acquiring knowledge about institutional aspects of
school. It is here that the value component of teaching
competence is explicitly stated: one is expected to de-
velop a sense of professional responsibility.



The optional methodology courses cover the following
areas: teaching English to young learners, research in
TEFL, literature in TEFL, media in TEFL, assessment of
communicative competence, individual differences in FL
learning, FL learning styles and strategies, and drama
techniques in TEFL. Aims are again formulated in terms
of outcomes. The common outcomes in all these optional
courses are competences at the level of knowledge (e.g.,
‘getting an insight’, ‘becoming aware of’). In some cours-
es, skills are stressed too (e.g., ‘enabling students to se-
lect, evaluate and adapt’), while in still others, developing
awareness of ethical values in researching second lan-
guage acquisition is pointed out as an important aim.

The graduate thesis (15 ECTS) is not defined in terms of
whether it is to focus on teaching or on linguistic, liter-
ary or cultural aspects of the English language.

The exact number of ECTS points devoted to teaching-
related courses can’t be defined for two reasons: the op-
tional points can be earned through any courses being of-
fered, not just teaching-related ones; and the majors that
students can choose from in selecting the second major
can be non-teaching or may vary significantly in terms of
the amount of ECTS points dedicated to the acquisition of
teaching competences. According to the curriculum, the
minimum compulsory number of ECTS devoted to devel-
oping teaching competences in English is 35. This is a
very low number compared to the minimum number of 60
ECTS points considered to be standard nowadays.

Comparison of the two curricula

On the basis of our analyses of Curricula 1 & 2, we
can conclude that the two MA TEFL programmes share
a number of basic features but, at the same time, that
they also differ in some major ways. Both essentially
define teaching competences along the same lines. The



competences are mostly expressed in terms of knowlege
and skills, less frequently as attitudes, and very rarely
as values. Judging from the percentages of the individual
teaching modes, it can be concluded that in both cur-
ricula it is seminars that prevail.

Although the two curricula are meant for two different
structural frameworks (single major vs. double major),
teaching competences as final outcomes should be the
same or, at least, similar in the sense that they should
reflect standards in FL teacher education in other Euro-
pean countries. It seems, though, that Curriculum 1 has
a more comprehensive and well-developed general edu-
cational section than Curriculum 2. On the other hand,
Curriculum 2 offers a wider range of optional courses,
thus perhaps leading to teaching competences in a great-
er number of specific areas of TEFL. One of the qualita-
tively important differences that Curriculum 2, in con-
trast to Curriculm 1, explicity offers is the development
of research competences in teachers. These competences
were included in the list of competences whose impor-
tance teachers evaluated in our project.

In terms of the four broad groups of competences that
this project has pointed out (see Introduction), it seems
that the analyzed curricula fully reflect only the ‘subject
knowledge, pedagogy and curriculum’ group of compe-
tences. The ‘values and child rearing’ group of compe-
tences is implied in courses dealing with learners with
special needs (be they gifted learners or those with learn-
ing difficulties) in Curriculum 1, but there are no such
explicit implications in Curriculum 2. The ‘understand-
ing of the education system and contribution to its devel-
opment’ group of competences is also underrepresented:
it is reflected only in the expectation that future teachers
to be able to participate in projects in the field of educa-
tion (taking this to include FL education too). It is inter-
esting to note that Curriculum 2 mentions that future



teachers will be expected to be capable of changing edu-
cational practice, but no mention is made in either of the
two curricula of contrubuting to the development of the
education system. The fourth group, ‘self-evaluation and
professional development’, is most explicitly expressed as
part of the expected outcomes of the teaching practice
component of the curriculum through the establishment
of a sense of professional responsibility.
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TEACHER COMPETENCIES IN THE

CURRICULUM FOR EDUCATION OF
PSYCHOLOGISTS

Introduction

Naturally, there is an asymmetry in the teaching process
— on one side, there is the one who educates (a teach-
er), and on the other side, the one who learns (a pupil,
student). Teachers’ quality cannot be measured solely in
terms of knowledge in the field of expertise from his/
hers initial education. Today, teacher competencies are
understood in a much wider sense and include ability
to learn from practice, though the reflexive processing
of experience, and through exchanges with colleagues,
evaluation and planning. All this can occur both on the
level of teaching activities and content and on the level
of school itself (Jerkovi¢, Damjanovi¢, 2007). Mostly, it is
accepted that a good teacher has to have some kind of
two-fold expert knowledge, but it is also presumed that
a teacher cannot be equally expert in the course sub-
ject and in teaching skills, as they can be expert in each
area separately. That is why the problem of balance oc-
curs, or the question arises of what the optimal mixture
of competencies from each area is and how many com-
petencies are necessary, sufficient or optimal for a qual-
ity teacher. Attempts to answer this question range from
extremes that argue that one aspect alone is enough to
those who argue that both competencies are equally im-
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portant. Some might say that it is enough for teachers to
be well acquainted with the courses they teach, and that
this is a guarantee that they will be successful. Others
would say that it is important for teachers to know how
to make course subjects more accessible to students, or
how to encourage their interest, while teacher expertise
in course subject matter is almost irrelevant, especially
when it comes to the youngest pupils. Those who argue
for the balance of both competencies can still be differen-
tiated by the degrees of importance they attribute to one
or another end of the scale. Research of actual levels of
competencies’ development is rare within research prac-
tice, and much more often, one finds studies that consid-
er what competencies should be developed (Maksimovic,
2005; Panti¢, 2007). If we look at the bibliography on
teacher competencies, we find a number of lists of com-
petencies with different content. The most common areas
in which competencies are defined are the following:

Knowledge and abilities,

Teaching and learning,

Planning and organising,

Understanding students and learning process,
Monitoring, assessment and evaluation,
Behaviour,

Professional values and practice,

® N gk Wb

Communication strategies and building good re-
lations with others,

9. Problem solving,

10. Information technology usage,

11. Initiating activities,

12. Flexibility and adaptability (Maksimovi¢, 2005).

The education system in Serbia allows practically anyone
with a university degree to work as a teacher, as long as



s/he passes the State exam and his/her educational pro-
file fits school requirements. This means that all faculties
educate future teachers, not only those with departments
of teacher education. The faculties with teacher education
as a basic part of the curriculum are at least to a certain
extent dedicated to the development of skills necessary
for teaching. In the context of defining a desirable frame-
work for learning in the initial education of teachers, there
is an outstanding problem: that of practice and its role
in quality teacher education. Countries whose education
systems and student achievement have been proven to
be high-quality invest a great amount of time in practice
during student training (Jerkovi¢ et al., 2002; Pelkonen i
Jerkovi¢, 2002). Our curricula argue for the development
of competencies needed for work in school, but these are
merely declarative statements. Sometimes the obstacles
are organisational, caused by a lack of facilities or finan-
cial support, and sometimes they are conceptual. Some
state that pre-service training is dominated by theoretical
courses with little practice and with even less reflection on
that practice (Jerkovic, et al 2005).

Although well founded and conducted on large samples,
evaluative research into educational achievements such
as PISA and TIMSS gives us only indirect answers to
questions about teacher competencies. Considering that
pupils from Serbia earned results in a range from under-
average to average (Institut za pedagoska istrazivanja,
2003; OECD, 2003; Jerkovi¢ et al.,, 2008), there is still
hope that teacher competencies would be better if ever
such international research were conducted, and that
the relative failure of pupils is not the consequence of
poor teaching quality.

To illustrate, we will present the results of one empirical
study that deals with the subject specific competencies
of teachers. Respondents were, among others, students
of the Faculty of Education from Sombor; they were solv-
ing mathematical problems from the workbook in math-
ematics for the 4™ grade in elementary school (Sotirovié



et al., 2003). Results have shown that the success rate of
the first year university students is on the same level as
that of 5 grade pupils in elementary schools, and that
students in the final year at university are no better than
the average high school pupil (Jerkovi¢ i Damjanovic,
2007). We could interpret the results as an indicator of
the problem of negative selection in the teaching profes-
sion. Still, that is not the only problem suggested by the
results. The bigger problem than the selection of teach-
ers is negligince in process for developing subject specific
competencies during studies. Based on the results, one
can ask if such competencies would be good enough for
later work in school. Are the workbooks for 4™ grade
in elementary school an adequate measure for teacher
competencies? If not, what then could be the adequate
measure of teachers’ mathematical competence? Is the
real measure of subject competence whether a teacher
is capable of solving all problems from children’s text-
books? If not, what is the measure? Is this ignorance
within the limits of what is applicable to all aspects of
the human mind, that no one can hold all knowledge,
but that one must be capable of finding it when needed?
Do we believe that respondents to this research have the
ability to search and to find the help needed?

Teacher educational competencies

The objects of research in this paper are the educational
competencies of psychologists. As it is known, to be a
psychologist today presumes large number of different
competencies. It is not necessary to mention that stu-
dents of psychology must pass a number of exams re-
lated to teacher competencies.

A special challenge for planning in education that would
be hard to overcome is the fact that the education of
current students, and future psychologists, is based on
previous knowledge, with a problematic background in
actual knowledge and with an uncertain capacity to an-



ticipate the future needs of society and of the psychology
profession.

The academic and the practical are challenged both in
terms of determining what psychology as a scientific field
offers and how its principles can be transformed into var-
ious skills relevant for special fields, and also in terms of
identifying and analysing what psychologists do, which
skills they are actually using and how much conscience
about that can encourage the development of profession
and science. At this moment, it is not easy to answer
the question of the real relationship between knowledge
gained during psychology studies and knowledge and
skills needed in practice, because this answer asks for
global, thorough and coordinated research by different
institutions, which has never been conducted here. How-
ever, some dimensions of this relationship are still acces-
sible because of currently available partial information,
gathered mainly through individual small-scale research
projects (Francesko et al., 2005).

Such research projects point to the fact that the majority
of psychologists in Serbia, more than 95%, are working in
some field of applied psychology (Krsti¢, 1988). The most
well-known, and those with a relatively clear definition of
training content, are the positions of clinical psychologists,
school psychologists, business psychologists and social
welfare psychologists. In real life, most employed psychol-
ogists are working in these positions. In this paper, it is
interesting to notice that the term “school psychologist”
does not always imply that one is a teacher of psychology,
but rather might indicate that one is a school advisor. We
set the task of analysing the content of psychology educa-
tion curricula in terms of knowledge and skills recognisa-
ble as specific for the work psychologists do as teachers.

In a previous study (Table 1), employed school psycholo-
gists assessed the usefulness of certain courses and teach-
ing units in psychology studies for their work in school
(Vracar, 1996). From the spectrum of activities listed by
school psychologists, it can be seen that the tasks of psy-



chologists in schools are very diverse and specialised. They
encompass a wider range of activities than that of, for ex-
ample, clinical psychologists. It is also interesting that
school psychologists recognise a larger number of issues
and courses as useful in practice, and that they provide a
shorter list of themes to be added to the curriculum. In-
terestingly, there are no skills relevant to teaching on this
list. This could mean that psychologists have somehow
gained those skills during their studies, or perhaps that
they do not consider those skills as necessary, or that for
teaching activity special training is not necessary at all, or
that it is not necessary for psychologists considering other

knowledge they have, or maybe something else.

Table 1. University education and professional
activities of school psychologists

Professional Courses Courses |Teaching units| Teaching Teach-
activities of that are that are |that psycholo- |units that ing units
psychologists in |found found gists find very|psycholo- that in
practice useful for |insuf- useful in gists find psycholo-
profession-|ficiently |practice useless in  |gists’
al work useful for| practice opinion
profes- need
sional more
work elabora-
tion in
curricula
Individual work |Pedagogic |Introduc- | Child testing, |Establishing |Psycho-
with pupils; psychol-  |tion to interviews, psychometric|therapy,
School guidance;|ogy; human |learning meth-|character- |psychia-
Testing intellec- | Mental genetics |ods, istics in try,
tual abilities; health; measuring testing, diagno-
Analysis of suc- |Social psy- knowledge multivariable|sis and
cess by class; |chology; and abilities, |methods, therapy
Psychological Develop- socialisation, |chromosome |of devel-
educational mental psychology of |theory of opment
work with psychol- parenthood, |inheritance, |period,
pupils, teachers |ogy; prediction and|physiology |psychol-
and parents; Psycho- classification |and psy- ogy of
Analysis of metrics through test- |chology of |parent-
pupils’ interper- ing, senses, hood
sonal relations prevention, engineering
and conflict factors of de- |psychology
resolution velopment




On the other hand, analyses of the data from the labour
market provide us an insight into last-year’s trends in
the employment of psychologists (Francesko et al., 2005).
Out of 72 psychologists employed during 2002 and 2003
in Novi Sad and in other places in the Juzna Backa re-
gion, the majority by far (42%) have been employed in
the domain of education, as psychologists in primary
and secondary schools, pre-primary schools and board-
ing schools. It should be stressed that these data are not
complete and comprehensive, so this analysis should be
considered as an approximation of real conditions and
not as thorough insight into current trends in the area
of psychologists’ employment.

A reform of the curriculum of formal psychology educa-
tion must be founded, among other things, on this kind
of information, in order to achieve a higher level of func-
tionality of knowledge and professional skills acquired at
university. Education today is increasingly market-ori-
ented, and it could be expected that curriculum changes
would follow these needs. Certainly, the position of psy-
chologists in educational institutions is not always teach-
ing-related, but it is easy to presume that in a school en-
vironment, at least occasionally, every psychologist takes
a teacher position as well, and to the majority of psychol-
ogists it is their basic profession. For that reason, it is
interesting to see the definitions of teacher competencies
provided in the curricula for psychology education and
analyse the concept of those studies from the perspective
of our topic.

We have used the curriculum of the Department for Psy-
chology, University of Novi Sad as a source of data for
our analysis of teacher competencies. We have analysed
the curriculum especially in the area of accreditation
standards 05 and 04 (graduate student competencies)
for bachelor (www.psihologija.edu.yu/download/PSO-os-
novne.pdf) and master level of studies (www.psihologija.
edu.yu/download/PSO-master.pdf).



This analysis has been driven by an attempt to find con-
tent in the curriculum that would enable the develop-
ment of competencies that we have identified as key ones
in our previous analysis of the structure of teacher com-
petencies (c.f. in this publication, pages 36-38). Those
competencies are crucial for teaching: self-evaluation
and professional development (typically represented with
following items: ability to critically reflect upon their own
value system, readiness to take initiative and responsi-
bility for their professional development and ability to
critically reflect on and evaluate their own educational
impact); than competences related to subject knowledge
and pedagogical skills (typically represented with the fol-
lowing items: solid knowlegde of subject one is to teach,
ability to prepare and implement lessons in a way that
provides continuity and progression in learning, and un-
derstanding of the assessment system and familiarity
with different ways of assessment); competences related
to understanding of the educational system and contri-
bution to its development (readiness for cooperation with
the local community in organising curricular activities,
readiness to participate in public debates on educational
topics, ability to conduct research for education develop-
ment, understanding laws and authorities in education)
and the last defined area of teacher competencies relates
to values and child rearing (some of the items are: com-
mitment to racial equality by means of personal exam-
ple, through curricular and other activities, readiness to
be tolerant towards differences, commitment to gender
equality, etc). The study of psychology at the Department
for Psychology, University of Novi Sad is organised with
three levels:

— The first level is undergraduate (bachelor) level
study in psychology and lasts 3 academic years,
requiring 180 ECTS credits.

— The second level is the master in psychology,
which lasts at least two academic years and is



necessary for achieving the qualifications of a
psychologist, with 120 ECTS credits,

— The third level is the PhD in psychology and lasts
at least 3 academic years, or 180 ECTS credits.

In the explanations about these studies, it can be found
that studies are conceived so as to achieve the “develop-
ment, maintenance and enlargement of quality academic
and applied knowledge and skills, ensuring social rele-
vance, primarily providing qualifications that are recog-
nised by the labour market and providing conditions for
personal development through continuing education”
(Gavrilov-derkovi¢ et al.,, 2005: 29). Those levels can be
differentiated to a certain extent according to the scope
of knowledge and types of skills. The first level is more
general, with a goal of introducing students to the object
and basic methods of psychology and to different direc-
tions of development and application in psychology. The
intention is to give students an opportunity to select cer-
tain professional profiles. The second level is more pro-
fessionally orientated, aiming to equip students for pro-
fessional and individual practical work in different fields
of applied psychology (Gavrilov-derkovi¢, 2005).

We present a fully developed specification of the compe-
tencies to be achieved during bachelor studies in psy-
chology: “After completing bachelor studies in psychol-
ogy, a student is expected to demonstrate comprehensive
knowledge and understanding of the object, basic meth-
ods, development and current status of psychology as a
science and as practice; to understand psychological ter-
minology and general and specific theoretical systems; to
know basic methods of scientific research and research
of behavior; to know rules of construction and evalua-
tion of psychological measuring instruments; to know in
detail statistical procedures and to understand the role of
statistics in psychology; to know and to understand prin-
ciples and factors of psychological development of human



beings, as well as to know typical fields of applied psy-
chology branches [italics by author| and their relation to
psychology as a science” (Odsek za psihologiju, 2006: 5).

Graduate students are expected to “be capable of indi-
vidual analysis and comparison of different theoretical
systems and models, to understand and adequately and
coherently interpret research results published in refer-
ence literature, to be capable of self-monitoring and self-
evaluation, to form an ethical judgments on phenomena
s/he is dealing with and on methodological approach
to these phenomena in compliance with general moral
principles and ethical codex of profession, to recognise
the need for continuous education, to be capable of team
communication. Graduate psychology students are ex-
pected to be capable of individual analysis of problems,
phenomena and tasks from various psychological and
theoretical perspectives, to apply individually statistical
procedures in the field of humanities and social activi-
ties, to participate in project-making and realisation of
different psycho-social programmes” (Odsek za psiholog-
iju, 2006: 5).

From the citations presented, one can see that psychol-
ogy bachelor studies are primarily focused on theoretical
thinking systems in psychology, the methodology of sci-
ence, research procedures and an introduction to the ap-
plied fields of psychology. On the graduate (master) level
of studies, students are expected to gain knowledge and
skills for concrete fields of work. The definition is the
following: “After the completion of master studies in psy-
chology, a student is expected to be capable to use the
knowledge and to integrate it with a purpose of solving
complex theoretical and practical problems in the field of
psychology” (Odsek za psihologiju, 2006: 143).

More precisely, students are expected to be capable of:

— Understanding fundamental epistemological pre-
sumptions and theoretical, methodological and



practical implications of different theoretical sys-
tems and models;

independently identifying problems, abstracting
them and defining them in a manner that enables
scientific or professional investigation;

planning, designing and implementing research
in various fields of applied psychology;

precisely formulating findings of their own or oth-
ers’ research and presenting them competently to
academic community in oral or written form;

achieving team communication and take on an
organising and leading role in team work;

showing sensitivity to ethical dilemmas and to
find solutions in compliance with general moral
principles and the ethics code of profession;

understanding and applying scientific knowledge
from various fields of psychology necessary to
create optimal conditions for the development of
a person as a whole and for the development of
certain functions as well,;

understanding and to applying scientific knowl-
edge from psychology in the planning and imple-
mentation of psychological interventions in differ-
ent fields of applied psychology;

understanding different approaches to the concept
and conceptual problems and improving mental
health of individuals and groups in the context of
different age groups;

understanding and applying principles of con-
struction, administration, processing, interpreta-
tion and evaluation of psychological measuring
instruments;

understanding and applying principles of as-
sessment of personality and behaviour in differ-



ent professional contexts, from the perspective of
contemporary theoretical systems;

— understanding and applying principles of modifi-
cation of behaviour and experience extrapolated
from different theoretical systems (www.psiholog-
ija.edu.yu/download /PSO-master.pdf)

As is clearly shown, although the practical applications
of psychological knowledge have been mentioned in the
outcomes of MA studies, the only ones directly enlisted
are fields of personality development, psychological inter-
ventions, mental health, usage of psychological measur-
ing instruments, assessment of personality and behav-
iour modifications. The ability to work in team and the
sensitivity to ethical dilemmas are important competen-
cies that we also detected in our research on teacher
competencies structure, and they are within the defined
outcomes of graduate academic — master studies. On
the other hand, it is obvious that teaching competencies
are not mentioned as a specific field of applied psychol-
ogy, so we have to pursue the search for its elements
through the content of relevant courses. For this pur-
pose, we have analysed several courses. Within bachelor
studies courses, teacher competencies could be found in
courses named Foundations of educational psychology
and Interactive education (optional course), while within
graduate-master studies we must search in the courses
named Educational psychology, Practicum for educational
psychology and Research in educational psychology.

The learning outcomes of the course Foundations educa-
tional psychology envisage a student’s being able to do
the following:

“To know and understand scientific knowledge
from different psychological fields for efficient
pedagogical interventions;

— To explain psychological mechanisms of the ef-
fects of educational activities;



— To give instructions to pupils in educational work
on appropriate psychological interventions;

— To participate in development of plans for psy-
chological interventions in educational situations”
(Odsek za psihologiju, 2006: 103).

More topics useful for teacher competences are among the
listed reference books, then within learning outcomes for
the courses. Optional course Interactive education, as a
course from the other department (Department for Peda-
gogy) allows students interested in teaching and in edu-
cation more generally to gain additional knowledge. The
learning outcomes of this course have been defined as an
ability to know and understand fundamental educational
concepts and principles of educational work, a capacity
for the type of interactive communication that is necessary
for successful pedagogical work and the ability to critically
approach pedagogical work and phenomena. In this case,
as well as in the previous one, learning outcomes are less
informative than the course content and listed reference
books, from which it can be seen that different teaching-
related issues form the majority of the course.

On the master level, all courses are optional, with differ-
ences regarding the number of credits. Studies at this
level last two academic years (IV semesters). In the first
semester, students choose from the list of 15 optional
courses, in the second semester there are 21 courses,
and in the third semester there are again 15 optional
courses. The fourth semester is dedicated to preparing
the master thesis. Each of the three analysed master
level courses is mainly dealing with learning difficulties,
the assessment of pupils’ maturity and interventions in
this field. Teacher competencies are not clearly defined,;
recommended handbooks refer to case studies about pu-
pils and not to teaching experience in school (Wwww.psi-
hologija.edu.yu/download /PSO-master.pdf).

For quite some time, there has existed a criticism of uni-
versity education as too theory oriented, where practice



classes are more demonstrative than focused on practice
and experience (Cosarova-Unkovska, 1987). This does
not apply to the new curriculum of psychology studies
for a great majority of applied psychology fields. Unfor-
tunately, the other, smaller part of applied psychology
related to the teaching profession of school psychologists
has been left insufficiently developed. There are certain
issues relevant for teacher competencies, but there is no
training, which could employ supervision as feedback to
contribute to the development of practical skills through
direct teaching experience.

Looking back at the teacher competencies provided at the
beginning of this publication, we can conclude that they
are insufficiently present in the curriculum for psychology
education, which we analysed; in those courses in which
teacher competences are specifically mentioned, it is in a
context different from that of psychologists’ professional
engagement as teachers. In that sense, we could argue
that there is a dedication to professional development in
the initial education of psychologists, but that they are
not seen as future professionals in education. There is
quality subject specific education, but it is not consid-
ered from the perspective of psychology teachers. There
is a dedication to ethical questions in psychology, but
those are not dealing with the role of psychology teach-
ers. At the end, there are no teacher competencies deal-
ing with contributions to the development of education,
except for research contributions to this development.

The question of why the teaching competencies of psy-
chologists are in the shadows in the curriculum for their
education should be discussed. In time, maybe the af-
firmation of a new, fully formed field of research, such is
the science of education (still not recognised here, but a
fully independent scientific discipline for several decades
abroad), would lead to greater attention placed on teach-
ing skills. It is possible that the dominant paradigm is



the one that places the importance on subject specific
competencies, from which teacher competencies are de-
rived. In any case, there is a market for psychologists ed-
ucated for the teaching profession, and conceptual mod-
els of appropriate education are already developed, so
it remains for universities to recognise those needs and
to provide adequate answers. Significant support might
come from the government when it makes a decision to
declare learning outcomes and pedagogical competencies
as the top national interest (Jerkovi¢, 2001).
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5.
TEACHER COMPETENCIES IN THE
CURRICULUM FOR EDUCATION OF
PSYCHOLOGIST

— The Case of Macedonia —

Rearing and educating, teaching, learning and instruct-
ing are actually interactive processes taking place in the
field of the interpersonal relationship between teachers
and pupils/students. Relationships between teachers and
pupils/students are essential in determining the quality
of teaching and learning. The whole educational process
in school can be viewed as an interactive relationship that
is established in communication. Teachers can communi-
cate with pupils on a number of levels, from the lowest,
based on action and reaction, to the highest-level dialogue
that is achieved by mutual empathic communication.

The most important micro-social environment with the
strongest influence and with the most direct relationship
between teachers and pupils is the school class. Teachers
and pupils are simultaneously “executing and exchang-
ing influences using positions and roles determined by the
nature of their social situation” (Krnjajic, 2002: 12). Every
reform, concept, recommendation, guideline, or innova-
tion remains just a good (or sometimes bad) idea or con-
ception until “it finds practical reflection in the classroom
activities” (Havelka, 2000:31). The classroom, as an edu-
cational group, is a place for realising purposeful, inten-
tional activities based on schools’ programmes and con-
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tent aspects. The class is a guided group with a formalised
system of roles and tasks. The effects of pedagogical and
educational activities can be significantly dependent upon
the structure and quality of relations in a class. This rela-
tional aspect of the educational process has a wider frame
of reference that includes social and emotional context, or
the socio-emotional climate in a class. This aspect is actu-
ally about creating psychosocial relationships in a class,
and creating a class atmosphere that makes educational
processes easier instead of harder or even impossible.

Most of the time, teaching in contemporary schools, as
well as in traditional ones, is demanding for teachers,
because teaching is still the activity that is mostly used
for achieving the educational goals and tasks of school.
Still, one should keep in mind that teachers are engaged
in a number of different activities besides teaching, such
as guiding classes or executing extracurricular activities
like corrective and pedagogical work, remedial and ad-
ditional classes, and cultural, sport or other activities.
There are other activities related to planning, program-
ming, preparing, participating in school professional
bodies, monitoring pupils’ development and progress, co-
operation with parents and teachers’ further professional
training. That means that, besides being competent in
teaching, a teacher also has to have professional com-
petencies that refer to the wider range of his/her profes-
sional work, and this means that more is expected from
class teachers than from any other subject teacher.

Our analysis of the teacher competencies of psychologists
refers to the curriculum of the Department for Psychol-
ogy, Faculty of Philosophy from Skopje. The curriculum
consists of one-semester obligatory courses from the field
of psychology, a great number of elective courses from
psychology and courses provided by other departments of
the Faculty of Philosophy (pedagogy, sociology, philoso-
phy), as well as courses from other faculties (physiology,
genetics, foreign languages). The structure and pace of the
studies are determined by course requirements and pre-
requisites; one’s enrollment during the next semester is



conditional on one’s having earning an adequate number
of ECTS credits. The studies on the first level are com-
pleted after the student receives 240 ECTS credits, and
they provide knowledge and skills that equip students to
continue psychology studies on the second level.

Psychology studies at the Faculty of Philosophy in Skopje
are organised according to the principles of the Bologna
declaration. Student workload is regulated through the
introduction of a system for establishing total student
working hours in ECTS credits (the European Credit
Transfer System). The number of credits per one year
of studies cannot exceed 60. As for duration, bachelor
studies last for 4 years (240 ECTS), master studies last
2 years (120 ECTS), and PhD studies are still not intro-
duced, but one can achieve a PhD degree through men-
torship in preparing the PhD thesis (www.fzf.edu.mk).

Table 1. The first level courses that assist
the development of teacher competencies

Obligatory courses:

Name of Number of Number of
the course teaching hours | ECTS credits
Learning and memory 90 6

Thought and speech 75 6
Developmental psychology 1 | 90 6
Developmental psychology 2 | 90 6
Educational psychology 1 90 6
Educational psychology 2 90 6
Psychology of persons yvith 75 6
developmental difficulties

Pedagogy 45 4




Optional courses from the Department of psychology:

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Teaching methods 60 4
Talent 60 4
Creativity 60 4
Knowledge tests 60 4
Pro-social behaviour 60 4
Developing self-image 60 4

Optional courses from the other departments of the Faculty

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Ethics 30 2
Pre—pr1mary school 30 9
education

Sociology of education 30 2
School pedagogy 30 2
Family pedagogy 30 2
Inclusive education 30 2
Rehabilitation of persons

with developmental 30 2
difficulties

Education management 30 2




The study programme of the first level includes 34 oblig-
atory and 7 optional courses offered by the Department
for Psychology (this is the first group of optional courses
that consists of 23 courses) and 5 optional courses from
the other departments of the Faculty of Philosophy (this
is the second group of optional courses, consisting of 18
courses). From the first group of optional courses stu-
dents should choose seven courses, and from the second
group they should choose five.

From the tables presented, one can see that 8 out of 34
obligatory courses (24%) have a direct impact on the de-
velopment of teacher competencies. This refers to 6 out
of 23 optional courses from the first group (26%) and 8
out of 22 optional courses from the second group (36%).

Table 2. Structure of curriculum for
Professional studies in School psychology
at the Faculty of Philosophy, Skopje

Obligatory courses (I semester)

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Developmental psychology

in school

of children and adolescents 20 6
Psychology of school 20 6
learning

Psychological counseling 20 6

Optional courses:

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Psychology of efficient
teaching

20

6

Problems of school age

20

6




Optional courses:

Name of Number of Number of
the course teaching hours | ECTS credits
Work with children with
special needs 20 6
Work with gifted children 20 6
Creativity development 20 6
Personal development 20 6
Carrier guidance 20 6
Conflict resolution 20 6
Knowledge tests 20 6
Pro-social behaviour 20 6
Alternatives to violence 20 6
‘ Professional thesis ‘ | 20 ‘

From the list of optional courses, students can choose
three courses according to their interest. During studies,
they are making a case study, and studies are completed
with the writing and defense of a thesis. By completing
the studies, students receive 120 ECTS and the title spe-

cialist in school psychology.

Table 3. Structure of curriculum of Psychology
at the Faculty of Philosophy, Skopje — second level —
the Department for Educational Psychology

The Departments for PEDAGOGICAL PSYCHOLOGY

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Methodology of
psychological research

45

15

Contemporary schools
of psychology

45

15




The Departments for PEDAGOGICAL PSYCHOLOGY

Name of
the course

Number of
teaching hours

Number of
ECTS credits

Psychology of learning

45

15

Psychology of teaching 45 15
Psychology of persons

X : 45 15
with special needs
Research project — draft 15 05
Name of Number of Number of
the course teaching hours | ECTS credits

Psychology of piece and

therapy

conflict 45 10
Development of creativity 45 10
and talent

School docimology 45 10
Psycho}ogy of group work in 45 10
education

Counseling and psycho- 45 10

Master thesis

30

By completing the second level studies, students receive
150 ECTS and the title master in psychology.

Analysis of the curriculum is driven by an attempt to
find elements that will allow students to develop com-
petencies identified as crucial for successful teaching
through the previous analysis of the structure of teacher

competencies:




— self-evaluation and professional development (ca-
pacity to critically reflect upon their own value
system, readiness to take initiative and respon-
sibility for the professional development, capac-
ity to critically reflect on and evaluate their own
educational impact);

— competencies related to subject specific knowledge
and pedagogical skills (solid knowledge of the
subject one is to teach, capacity to prepare and
implement lessons in a way that provides conti-
nuity and progression in learning, understanding
the assessment system and familiarity with differ-
ent ways of assessment);

— competencies related to understanding of the ed-
ucational system and contribution to its develop-
ment (readiness for cooperation with the local
community in organising teaching, readiness to
participate in public debates and discussions on
educational topics, capacity to conduct research
for educational development, understanding laws
and competences in education); and

— dedication to values and child rearing (commitment
to racial equality by means of personal example,
through curricular and other activities, readiness
to be tolerant towards differences, commitment to
gender equality etc.).

The traditional approach to teaching education still
emphasises that it is important, even sufficient, that a
teacher be well acquainted with the object of teaching
(which means the structure of scientific and technical
achievements that are foundations for the content of the
course) in order to qualify for pedagogical and educa-
tional work in schools. This approach, however, cannot
find confirmation in empirical research on teacher activ-
ity, efficiency and the effects of the teaching process, or



in the theories of professional development explored in
the professional activity of teachers.

Considering the object of this study and the competen-
cies of psychology teachers, we have made a selective
list of expectations related to the capacity of students
who have completed bachelor studies, in the case that
they have chosen some of the courses listed in the table.
Graduates in psychology are expected to be capable of:

— Successful individual practical work in all types
of educational institutions (pre-primary, primary,
secondary and specialised schools, institutions for
adult education, and specialised educational in-
stitutions) at the position of school or pre-school
psychologist;

— Individual and competent research into educa-
tional and pedagogical problems at different age
and school levels;

— Participation in the planning, design and imple-
mentation of innovative programmes in educa-
tional institutions and successful teamwork with
other experts;

— Participation in the planning and analysis of the
development of education and support for the de-
velopment process.

The analysis of curriculum content confirms that stu-
dents are introduced to key psychological concepts, theo-
ries, practical knowledge and skills that are necessary
for understanding and conceptualizing educational proc-
esses, learning and teaching. Accordingly, the curricu-
lum includes the following areas:

1. Developmental changes and individual differenc-
es;

2. Learning, teaching and motivation,;



The assessment of development and evaluation of
learning outcomes;

Research and innovation in the context of educa-
tion;

Psychological interventions and communication
skills.

On the bases of the curriculum content, and as a result
of instruction given in a set of courses, our expectation
is that graduates should be able:

To understand the complexity of educational in-
stitutions as a system, to understand types of
roles and the complexity and interdependence of
social relations in the school, and to understand
the educational institution as part of the educa-
tion system;

To understand the nature, complexity, possibili-
ties and problems of learning in and out of school,
in the framework of a formal or alternative educa-
tion system, as well as the nature, goals, forms
and possibilities of education processes;

To understand trends and options for changes
in the education system, and to formulate quali-
fied opinions on positive /negative, general/partial
consequences of changes;

To understand the nature, complexity and pos-
sibility for cognitive, affective, social and moral
development, and to be acquainted with adequate
methods of encouraging development in the con-
text of educational institutions, and in the context
of alternative education; especially, to understand
and to respect (in their proposals and interven-
tions) cultural and individual differences between
students;



To know how to individually and competently
establish diagnosis on individual, group and
cultural differences in the domain of cognitive
development, to give qualified anticipations and
proposals for adequate actions aimed at encour-
aging and supporting development in the pupils’
best interest;

To know how to identify children/pupils with
special needs in education and to give qualified
proposals in order to answer those needs in an
adequate manner and in children/pupils’ best in-
terest;

To know how to provide qualified proposals for
the professional improvement of teachers’ work
and work of other actors in school/pre-school in-
stitutions, in a way that is acceptable for them;

To know how to help a pupil or group of pupils,
parents and teachers in identifying and overcom-
ing problems they are facing in a school/pre-
school institutional context;

To know how to recognise circumstances and
situations that might cause individual and group
problems in a school/pre-school context and take
appropriate measures for problem prevention,;

To know how to identify problems whose solu-
tions exceed their professional competencies and
to be capable of calling on relevant institutions
and professionals in solving such problems;

To know how to communicate professionally and
appropriately with individuals and with groups,
respecting cultural and other differences, to lead
a team and to resolve conflicts in a professional
and constructive manner;

To know how to competently conduct research in
the context of an educational institution and use



the results of their own research and that of oth-
ers for the improvement of educational institution
performance;

— To successfully initiate innovations based on indi-
vidual scientific research or others’ research, and
to be responsible for the implementation of those
initiatives.

The role of students involved in the Bologna process is
not underestimated. On the contrary, besides gathering
knowledge, students are responsible for giving their opin-
ions about the relevance of knowledge received, as well as
about the efficiency of knowledge transfer, and to actively
participate in decision-making and higher education sys-
tem governance. The Law on Higher Education, adopted
in compliance with the Bologna declaration principles,
was a giant step towards improving higher education
and towards Macedonia’s meeting European standards.
Nevertheless, its implementation under Macedonian con-
ditions demands that a lot of effort be employed if the
Bologna declaration principles are to be achieved on a
fundamental level and not just a formal one.

The introduction of experts in certain professions into
the teaching process determines their new profession:
they are becoming teachers of courses related to a cer-
tain educational field. Of course, professionals with dif-
ferent profiles cannot adapt themselves automatically to
the demands of the teaching process just by using their
own experience; rather they need systematic and organ-
ised training for their new profession. Professional de-
velopment is a continuous process in which professional
determination is cultivated and and personal character-
istics, working tasks and general social conditions, all of
which determine the probability of professional success,
are adjusted or acknowledged. The professional develop-
ment of teachers involves raising teachers’ awareness of
their profession, of ways in which they can perform it



and of methods they can use to improve it. This should
ensure that teachers’ knowledge, skills and abilities as
necessary for professional activities are relevant for pu-
pils’ development and for the realisation of their own
professional potentials as well. Teaching is quite often
understood as a profession that provides specific peda-
gogical and educational services, so the professional de-
velopment of teachers denotes those activities chosen by
teachers in order to improve their expertise in providing
educational services to pupils.

References
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6.
COMPETENCES RELATED
TO COMMITMENT TO VALUES
AND CHILD-REARING IN EDUCATION

Introduction

Everyone’s life is organized around his or her own per-
sonal goals for the shorter or longer term. Goals we pur-
sue are congruent with the values we have incorporated.
Those goals determine our whole set of behaviours. Val-
ues are general principles concerning beliefs and patterns
of behaviour highly regarded in a given society. Values
we pursue and respect are like a reflection in the mir-
ror of our way of life, the way that the society is organ-
ized and how society is functioning. Macedonian society
is based on universal values like freedom, justice, edu-
cation and equality. The Constitution and laws promote
tolerance, a lack of discrimination on any level, equal
opportunity for everybody, care about the children, etc.
It provides for the implementation of those values in the
education system and practise. But does it presume that
the education process fully reflects those values? Does it
presume that teachers have values-based practise? Does
it presume that teachers possess competencies commit-
ted to values and children-rearing?

On the declarative level, the answer is yes. In essence,
in Macedonia’s curriculum and education process, there

*  ognen@fzf.ukim.edu.mk



isn’t special content or systematic teaching about values
like non-discrimination, equality, or tolerance of vari-
ous differences. The implicit reason is that (according to
the authorities), there is no discrimination. According to
those remains of the former ideology, in a non-discrimi-
natory society based on equality, there is no need to de-
velop skills and attitudes related to non-discrimination.

With the above in mind, it is not surprising that in the
first phase of our research, statements referring to teach-
ers’ ability to recognise and adequately respond to gifted
pupils and pupils with learning difficulties were percei-
ved by the respondents as belonging to the domain of
professional development, rather than as essential fea-
tures of child-rearing expertise and value-related compe-
tencies that every teacher should possess. This need for
expertise, rooted in a humanistic and positive-psycho-
logical position, is somehow new in developed countries
and is still in a rudimentary stage in developing ex-com-
munist countries where the need for systematic values-
based teaching is still not really recognized. Similarly,
‘building pupils’ awareness of the need for participation
in a democracy’ is perceived as belonging to the domain
of contribution to the system’s development rather than
as a value that every person should possess, and is not
perceived as a competence possessed by every teacher as
a precondition to dissemination for every pupil. Under-
standingly, it is not perceived as an important dimension
that should be developed in children, helping them to
grow into competent, authentic and efficient people. In
such a context, it seems suprisingly that from the other
side, participants in the pilot study added some com-
petencies as very important that refer to aspects of tea-
chers’ selves and humanistic aspects of education, such
as ‘possession of a healthy personality’, ‘ability to em-
pathise’ and ‘build a collectivistic spirit among pupils’
(Panti¢, 2008).



Values-related competences

As universal, those values and values-related competen-
cies were recognized by participants from all countries
in the region, who consequently highly rank their im-
portance. But another question is whether education is
based on them. While in developed countries there is a
tendency for change to occur from materialistic to so-
called post-materialistic values (Veenhoven, 2006), es-
sentially a shift in emphasis between economic and
physical worth and the improvement of subjective well-
being and quality of life (which includes personal self-ac-
tualization, equal opportunity for everyone, tolerance of
differences and respect for differences them as potential
sources of development), in our countries the reality is
different. Here, materialistic values are emphasised more
and more.

The present study aimed to explore how important the
value-related competences are estimated to be, to pro-
vide information about their implementation in the cur-
ricula, and to answer the questions of whether the teach-
ers practice them, and whether the education process
provides for their development and promotion. This re-
search, based on actual circumstances, aims to explore
how aware the teachers and other authorities are of those
issues.

In this study, programs from 4 faculties for teacher edu-
cation at three state universities (in Skopje, Stip, Bitola
and Tetovo) are analysed.

Although the State Agency for the Development of Edu-
cation is continuously trying to renew education in the
spirit of world trends, small changes occur rather than
the implementation of essential reforms.

As in other countries in the region, the education proc-
ess provides satisfactory coverage in terms of knowledge;



what are missing are efficient skills in using knowledge
in certain situations. Beside the declarative commitment
to values-related education, we have no real commit-
ment to the practise, and children, as future citizens, are
not really developing values on an individual level. This
doesn’t means that people in Macedonia are not tolerant
or are discriminators. On the contrary, Macedonia is a
traditionally tolerant society, characterised by a diversity
of ethnicities, confessions, cultures, and languages. In
such a conditions, there is no systematic way of build-
ing and developing knowledge, skills and attitudes pro-
moting those values, because in practise, in schools, we
don’t have an equal approach to all children.

It must be concluded that actually, we do not promote
those values enough in our society. The curriculum con-
tains elements that deal with the multi-cultural charac-
teristics of our society, that deal with differences between
sub-groups within the population, but all of this exists
on the level of knowledge; there is no development of a
value system around multiculturalism or tolerance of dif-
ferences. This is very important because values determine
peoples’ behaviour. We cannot expect for people to act in
the direction of tolerance and equality if these are not
incorporated as personal values. Can we expect satisfac-
tory teaching practise if teacher education is not based
on the desired values? The way to explore this issue and
to provide the answer on this question, besides analysing
TE curricula, is to directly examine the teaching practise
and to analyse existing studies made in this field.

Statements regarding values and child-rearing will serve
as guidance in the analyses of actual circumstances in
practise:

Ability to recognise and adequately respond to pupils with
learning difficulties, Ability to recognise and adequately
respond to gifted pupils;



Commitment to racial equality by means of personal ex-
ample, through curricular and other activities;

Commitment to gender equality by means of personal ex-
ample, through curricular and other activities;

Readiness to be tolerant of differences (ethnic, gender,
social, cultural, linguistic and religious);

Ability to contribute to building pupils’ awareness of the
importance of health and environmental protection;

Ability to contribute to prevention of violence in school
(safety);

Readiness to contribute to pupils’ awareness of the need
for participation in democracy.

The analyses and conclusions are made using and ac-
cording to few recent studies concerning Macedonia, like
the extensive study made by UNICEF with the support of
the Ministry of Education of the republic of Macedonia,
(UNICEF, 2006); the National program for Development
of Education 2005-2015, made by the Ministry of Educa-
tion of R.M. (2005); and Education Policies for Students
at Risk and Those with Disabilities in South Eastern Eu-
rope (2006). According to these sources, which discuss
the inclusion of all children in the education process,
although the authorities in the schools and the teachers
declare commitment to inclusive policy, it is not explic-
itly stated in any document. Most of the schools have
no conditions (and are not working on creating condi-
tions) for the inclusion of all children. Schools have no
information about whether all of the children from their
region attend the school. There is no data on whether all
of the children with difficulties attend schools (UNICEF,
2006). There is no cooperation between schools, the
community and the non-governmental sector on this is-
sue. Showing no success in the education or rearing of
children with learning and other difficulties, over time,



school staffmembers develop scepticism about the idea of
including those children in the regular classes. So, chil-
dren with learning difficulties continue to be separated,
and teachers in most cases work with them in separated
classes, what is easier and less demanding for them in
the end. In that way, the situation remains unchanged.
This could be expected, bearing in mind that schools
don’t have enough appropriately educated and skilled ex-
perts or teachers to recognise and adequately respond to
pupils with learning difficulties, or to recognise and ad-
equately respond to gifted pupils. In the school boards,
parents of children with difficulties rarely participate,
and teachers do not encourage them to do that. So, be-
sides school-wide declarations about the inclusion of all
children and equal opportunity for all of them, this issue
is left to the teacher’s personality and enthusiasm. It be-
comes more a matter of the teacher’s personal attitude
than of his or her professional obligation and commit-
ment. In the absence of systematic actions, children are
treated unequally, and they are not sufficiently protected
from many threats.

Also, a widely accepted conclusion is that the education
process is adapted to, or centred on, the average pupil.
Teachers are not skilled in adapting the teaching process
to children with various differences, believing that it is
impossible and that it is not their job to manage or take
care of this. Teaching materials have very little content
or illustrations regarding children or individuals with dif-
ficulties or those from vulnerable groups. The little in-
formation provided is congruent with stereotypes. Also,
teachers develop expectations about pupils’ achievement
according to their impressions about the children, which
are influenced by stereotypes (UNICEF, 2006). All this
leads to the conclusion that the teaching practise is far
from a satisfactory and child-rearing-oriented one. The
emphasis is on the teaching process only, with no sub-



stantial efforts on either the learning processes or taking
care of the needs of the children. An important contribu-
tor to this situation is the lack of systematic measures
and programs organized by the state institutions. Teach-
ers’ demands and needs are rarely met through the proc-
ess of the preparation of the curricula and extra-curricu-
lar activities, and they have little impact on it.

It is clear that TE curricula do not appropriately develop
values and attitudes like tolerance towards ethnic, reli-
gious, racial, gender, social, cultural and linguistic dif-
ferences, or fully foster a commitment to equality. Ac-
cording to European Centre for Minority Questions, the
ethnocentric orientation of the education is one of the
main obstacles in the preparation of the future citizens
of Macedonia for a multi-ethnic and multi-cultural so-
ciety (UNICEF, 2006). In a passive way, the curriculum
supports the parallel existence of the cultures. Lessons
and content about other cultures and ethnic groups are
rarely present. Teachers usually pay little attention to
them, more as an obligation than as an opportunity for
the development of healthy values and attitudes. School
is not perceived as a place for or as a factor in nurturing
diversities.

Perhaps most unclear and most hidden, when we speak
about equalities, is the gender issue. Although girls and
boys learn together without purposeful differences in
the treatment they are afforded, the education process
and domestic rearing are the strongest factors in gen-
der differences, gender stereotypes and separation in
accordance with different gender roles. The systematic
promotion of gender equality in curricula is very rare.
Moreover, curricular and extra-curricular activities are
often with sharply divided in terms of gender roles. The
“reality” created by curricular activities is without female
heroes or famous female scientists, artists or public fig-
ures (UNICEF, 2006). During activities (for example in



sport games), girls and boys use space that is not equal.
Learning materials are loaded with gender stereotypes.
Content and illustrations are divided in terms of gender
roles. Female leaders seem not to have existed, and the
number of main characters depicted is heavily on the
male side. In some subjects, appearances of female char-
acters are very rare. Also, the authors of learning mate-
rials are mainly men. The teaching process and school
activities are highly incorrect in their treatment of gen-
der, while teachers are very unaware about their gender
insensitivity and do not see that they are supporting this
inequality.

Another gender issue (which is, at the same time, an ex-
tremely important health issue) is inappropriate sexual
conduct and sexual harassment in schools. Namely, there
is no official school document where the definition of
what is considered sexual harassment is stated, or where
the consequences for such behaviour are outlined. Cases
of sexual harassment by teachers are almost impossible
to resolve, and cases of sexual harassment and distur-
bances between children are perceived as a benign game.
Very frequently in those situations, girls are accused of
provoking the boys. What is disappointing is that teach-
ers usually support this explanation. To illustrate, toi-
lettes in many schools are not assigned by gender, and
many of them have no doors; also, dressing rooms often
do not have doors, and teachers are not trying to change
those conditions. Girls often feel unsafe, and their psy-
chological and physical health is jeopardized.

In consideration of the issue of health and safety in the
study, and concerning related goals (Health and the
Millennium Development Goals, WHO), our interest is
in competencies that build toward cultivating pupils’
awareness of the importance of health and environmen-
tal protection, as well as their ability to contribute to the
prevention of violence in school, and the improvement



of children’s safety. There are no systematic activities in
the curricula, and teachers are not educated to act to
improve children’s health and safety concerning nutri-
tion, hygiene issues, diseases or violence prevention, or
avoiding sexual harassment.

Teachers are not sensitive for the existence of various
dangers to children’s health and safety, although they (to-
gether with their managers) are most responsible for it.

An indicator of inappropriate treatment and care of chil-
dren is the fact that the convention for children’s rights
is often undistributed, teachers are not promoting its
implementation, and they do not have mechanisms for
intervention if they find that a child’s right is being vio-
lated.

Another issue is teachers’ contribution to the creation
of a climate conducive to the learning and development
of all pupils. This is is only present in the context of
knowledge. Teachers are developing a school atmosphere
beneficial for learning results, but this does not develop
other social skills or contribute positively to children’s
well-being, mutual trust and cooperation. A salient posi-
tive example of renewing curricula in the desired direc-
tion is a program at the Stip faculty, where curricular
programs are significantly based on recent findings in
Positive psychology.

We must constantly keep in mind that actual curricula,
books and school materials, as well as teaching practise,
reflect the education and competencies of teachers. This
brings us to the conclusion that an essential restruc-
turing and reformation of formal and informal education
is needed. New content and methodologies must be in-
troduced into the education process, ones that move us
toward the development and incorporation of the afore-
mentioned values. Teachers must accept the reality that



they are models projecting values. This process is not a
question of personal preference.

Studies show that in many cases, all this is a matter of
lack of education and training, and indicate that teach-
ers willing and easily accept changes in their behaviour
and attitudes.
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7.
Conclusions

The analyses of the programmes have been performed as
case studies, which are not necessarily representative of
teacher education programmes in a given country. Nev-
ertheless, some common traits can be recognised in the
conclusions reached in individual studies, as presented
below.

The results show that teacher competencies in most cas-
es do appear as explicitly defined outcomes of the syllabi.
Yet, sometimes they are implied by the study contents
— for example, in literature used in a course — even if
competencies do not explicitly feature the defined out-
comes of study programmes.

When competencies are formulated, they mostly include
terms related to knowlege and skills; they less frequently
reflect attitudes, and almost never refer to values.

Those competencies that are defined as outcomes of
study programmes for the education of subject teach-
ers refer primarily to the teaching subject as an area of
teacher expertise. Yet, it can be noticed that the amount
of reference to the competencies specific to teaching var-
ies between different subject areas and between different
programmes in the same subject area.

When competencies referring to values do occur in pro-
grammes for the education of subject teachers, they
tend to deal with the development of the ethics of the
discipline in question rather than those pertinent to
teaching.



Only a couple of instances have been found in which a
competence pertaining to the understanding of the edu-
cation system and contribution to its development has
been included in the analysed programmes. This suggests
that programmes lack elements that would strengthen
the social role of teachers and build awareness of the
importance of their contribution to the development of
education.

Competencies pertaining to self-criticism and profession-
al development are insufficiently represented in the pro-
grammes, given the importance assigned by practitioners
to precisely this domain of teacher competence.

The representation of practice in teacher education, at
10% to 15%, is also deemed insufficient and inadequate
for helping student teachers develop teaching compe-
tencies.

Despite the aforementioned limitation of our ability to
generalise based on case studies, the Tuning method-
ology proved suitable for the establishment of common
practical needs within the teaching profession and com-
mon shortcomings in the existing programmes in terms
of meeting those needs. This raises hopes with regard to
the goal of increasing the mobility of student teachers
and of the teaching force in the region. Perceptions of
competencies essential for quality teachers seem to tran-
scend country-specific particularities.

It also sends a clear message to the teacher education
institutions in the region that wish to better integrate
practice requirements into their programmes: in addition
to knowledge about subjects and pedagogy, future teach-
ers need help in developing practical skills, attitudes and
values that underly teaching profession. Moreover, they
need more opportunities to try out and further develop
their competence in practice, and they need to be pushed
to reflect on relations between theories and practice, as



well as to think about the implications of education poli-
cies.

Finally, with regard to the goal of linking teacher practice
and teacher preparation, it must be said that no list of
competencies should be taken as set in stone. Teach-
ing, as one of the most dynamic professions, requires
the meta-competence of constant self-reappraisal and
constant searching in response to the ever-changing de-
mands of future societies.
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APPENDIX A

Questionnaire

TUNING TEACHER EDUCATION CURRICULA IN THE WEST-
ERN BALKANS is a project implemented by the Center for
Education Policy from Belgrade in cooperation with the uni-
versities of Zagreb, Split, Banjaluka, Sarajevo, Sombor, Pod-
gorica and Skoplje with the support of the Balkan Trust for
Democracy and the Central European Initiative. The aim is to
identify the scope for improvements in teacher education cur-
ricula with regard to their better responsivness to the compe-
tencies theachers need for practice. The questionnaire below is
sent to pre-primary, primary and secondary school staff and
teacher educators in the participating countries. Next, teacher
education curricula will be reviewed against the competencies
identified as important for practice. Improvements will be sug-
gested and discussed in view of their implications for curricu-
lar changes at institutions educating future teachers.

Country Institution you Place

(please circle): work at (please circle): (please write):
Bosnia and Pre-primary
Herzegovina

Montenegro Primary school

Croatia Secondary school

Macedonia Higher school

Serbia University

INSTRUCTIONS: Please evaluate the importance of teachers’
competencies (of teachers in pre-primary, primary and second-
ary education, including headteachers and school pedagogs)
given in the table below, using the scale from 1 (not impotant
at all) to 5 (extremely important). If you would like to add the
competences we did not mention, please do so at the end of
the table and evaluate the importance of the added compe-
tence in the same manner.



Upon the competion of the initial education

1 not at all

5 extremely

(bachelor studies) a teacher should demonstrate: important important

1

Sound knowledge in a subject or a
group of subjects

12345

Ability to inspire curiosity and encour-
age pupils to take initiative and respon-
sibility for thier learning

12345

Commitment to racial equality by
means of personal example, through
curricular and other activities

12345

Grasp of practical aspects/skills in-
volved with a subject or a group of
subjects

12345

Ability to develop linguistic and numer-
ic literacy of pupils

12345

Ability to implement in practice the
principles of good discipline

12345

Understanding national priorities in
education

12345

Ability to implement curricula

12345

Readiness to be tolerant towards differ-
ences (ethnic, gender, social, cultural,
linguistic and religeous)

12345

10

Readiness to participate in public de-
bates on educational topics by following
and participating in the work of rel-
evant bodies at different levels

12345

11

Dedication to the profession and work
with children

12345

12

Ability to contribute to building pupils’
awareness of importance of health and
environment protection

12345




Upon the competion of the initial education

1 not at all

5 extremely

(bachelor studies) a teacher should demonstrate: important important

13

Ability to prepare and implement les-
sons in a way that provides continuity
and progression in learning

12345

14

Understanding of the assessment sys-
tem and familiarity with different ways
of assessment

12345

15

Ability to contribute to prevention of
violence in school

12345

16

Understanding of the laws and authori-
ties in education

12345

17

Ability to establish and maintain posi-
tive human relations with pupils, par-
ents and colleagues

12345

18

Ability to use a spectrum of teaching
strategies in accordance with subject,
theme and individual pupils

12345

19

Awareness of the profession’s impor-
tance and responsibility

12345

20

Ability to contribute to the creation of
climate conducive to learning and de-
velopment of all pupils

12345

21

Ability to use computer and internet
and design their effective use in teach-
ing and learning

12345

22

Readiness for cooperation with the local
community in organising curricular ac-
tivities (eg. organising practice lessons
in a local enterprise)

12345

23

Readiness to contribute to building pu-
pils’ awareness of the need of participa-
tion in a democracy

12345




Upon the competion of the initial education

1 not at all

5 extremely

(bachelor studies) a teacher should demonstrate: important important

Readiness to participate in school de-

24 . 12345
velopment planning

25 Ability to recognise gnd adequately re- 12345
spond to gifted pupils
Readiness for cooperation with the

26 | stakeholders from health and social 12345
institutions

27 Readiness to coptr’lbute .to the develope- 12345
ment of profession’s ethics
Ability to recognise and adequately

28 | respond to pupils with learning difficul- 12345
ties

29 Ablhty to conduct research for educa- 12345
tion development

30 Ability jco critically reﬂect on and evalu- 12345
ate their own educational impact
Readiness to cooperate with pedagogs,

31 s : 12345
psychologs and career counciling service

39 Ability to act as a moral model for chil- 12345
dren

33 Ability .to participate projects in field of 12345
education
Commitment to gender equality by

34 | means of personal example, through 12345
curricular and other activities

35 Ab{hty to predict new demands on edu- 12345
cation by labour market
Readiness to take initiative and respon-

36 | sibility for their professional develop- 12345

ment




Upon the competion of the initial education

1 not at all

5 extremely

(bachelor studies) a teacher should demonstrate: important important

Ability to use interactive teaching

37 methods 12345

38 Abili'ty to critically evaluate and adapt 12345
curricula

39 Ablitiy to critically reflect upon their 12345
own values system

40 12345

41 12345

12345
Data on the respondee (anonimous):
1. You are (tick or circle):

o N &0 A W N

9

pre-primary teacher

primary class teacher
primary subject teacher
secondary teacher (vocational)

secondary teacher (gymnasium)

headteacher (or other managerial staff)

other school staff (pedagog, psychologist)

professor at a higher education institution

assistant at a higher education institution

10 student at a higher education institution

11 other (please specify)




2. Gender (circle): M F

3. Your age?

4. For how long have you been working in education?

5. Your degree of education (circle):
1 high school 2 higher vocational school

3 university

6. To what extend has your initial education helped you
develop the competencies you need in practice:

(please elaborate:)

not at all very much
1 2 3 4 5

If you would like to comment on this questionnaire,
please do so in the space bellow. If you comment a spe-
cific competence, please state the ordinal number of that
competence.

THANK YOU FOR RESPONDING TO THIS QUESTIONNAIRE!



APPENDIX B

The results of field research: perceived importance of four
domains of teacher competence by country, gender, posi-
tion, level of education and age.

Country
Country Mean Std. N
Deviation
Self-evaluation Bosnia and 4,48 ,60 505
and professional | Herzegovina
devel t
eveloprien Montenegro 4,51 ,04 137
Croatia 4,46 ,50 609
Macedonia 4,61 ,48 363
Serbia 4,53 ,49 373
Total 4,51 ,53 | 1987
Subject Bosnia and 4,52 ,48 505
knowledge Herzegovina
and teaching
Montenegro 4,50 ,45 137
Croatia 4,49 ,46 609
Macedonia 4,62 ,45 363
Serbia 4,57 ,39 373
Total 4,54 ,45 | 1987
Contribution Bosnia and 4,08 ,69 505
to education Herzegovina
development
Montenegro 3,96 ,66 137
Croatia 4,00 ,57 609
Macedonia 4,22 ,59 363




Country Mean Std. N
Deviation

Serbia 3,93 ,65 373

Total 4,04 ,64 | 1987
Values and Bosnia and 4,55 ,48 505
child rearing Herzegovina

Montenegro 4,51 41 137

Croatia 4,52 ,43 609

Macedonia 4,57 , 46 363

Serbia 4,51 ,45 373

Total 4,53 ,45 | 1987

Gender
Gender Mean Std. N
Deviation

Self-evaluation Male 4,44 ,58 410
223&2?;2‘;0“1 Female 4,54 50 | 1545

Total 4,52 ,52 | 1955
Subject Male 4.44 ,52 410
f;ocﬁfége and "ol ale 4,56 43 | 1545

Total 4,54 ,45 | 1955
Contribution to Male 3,99 ,69 410
g‘igggﬁﬁnt Female 4,06 62 | 1545

Total 4,05 ,63 | 1955
Values and Male 4,40 ,55 410
child rearing Female 4,57 41 | 1545

Total 4,54 ,45 | 1955




Position

Position Mean Std. N
Deviation
Self-evaluation | Pre-primary 4,44 ,56 242
and school teacher
professional
development Teacher 4,51 ,01 268
Class teacher 4,52 ,51 | 1148
Headmaster 4,46 ,70 27
(or similar)
Expert as- 4,62 41 87
sociates
(pedagogues,
school psy-
chologists etc)
Higher educa- 4,47 ,98 72
tion teacher
Higher educa- 4,54 ,92 69
tion assist-
ants
Other 4,62 ,36 32
Total 4,51 ,92 | 1945
Subject Pre-primary 4,40 ,01 242
knowledge and | school teacher
teaching
Teacher 4,64 ,39 268
Class teacher 4,54 ,45 | 1148
Headmaster 4,47 ,69 27

(or similar)




Position Mean Std. N
Deviation

Expert as- 4,62 ,38 87

sociates

(pedagogues,

school psy-

chologists etc)

Higher educa- 4,53 ,49 72

tion teacher

Higher educa- 4,52 41 69

tion assist-

ants

Other 4,43 ,51 32

Total 4.54 ,45 | 1945
Contribution Pre-primary 4,01 ,67 242
to education school teach-
development er

Teacher 4.10 ,64 268

Class teacher 4,07 ,62 | 1148

Headmaster 4.03 77 27

(or similar)

Expert as- 4,00 ,54 87

sociates

(pedagogues,

school psy-

chologists etc)

Higher educa- 3,90 ,76 72

tion teacher




Position Mean Std. N
Deviation

Higher educa- 3,91 ,67 69

tion assist-

ants

Other 3,99 ,58 32

Total 4,05 ,63 | 1945
Values and Pre-primary 4,61 ,39 242
child rearing school teach-

er

Teacher 4,60 , 42 268

Class teacher 4,52 ,46 | 1148

Headmaster 4,56 , 42 27

(or similar)

Expert as- 4,58 ,39 87

sociates

(pedagogues,

school psy-

chologists etc)

Higher educa- 4,40 ,50 72

tion teacher

Higher educa- 4,37 47 69

tion assist-

ants

Other 4,63 ,32 32

Total 4,54 , 45 | 1945




Level of education

Level of Mean Std. N
education Deviation
Self-evaluation Secondary 4,47 ,55 61
and professional
development Higher 4,47 ,57 | 632
University 4,54 ,49 | 1244
Total 4,51 ,52 | 1937
Subject knowl- Secondary 4,57 ,53 61
edge and teach-
ing Higher 4,49 ,51 | 632
University 4,56 42 | 1244
Total 4,54 ,46 | 1937
Contribution to Secondary 4,10 ,66 61
education devel-
opment Higher 4,04 ,64 632
University 4,04 ,63 | 1244
Total 4,04 ,64 | 1937
Values and Secondary 4,63 ,45 61
child rearing
Higher 4,58 ,45 632
University 4,51 44 | 1244
Total 4,54 ,45 | 1937




Age

Age Mean Std. N
Deviation
Self-evalu- Younger than 28| 4,54 47 262
ation and
professional From 29 to 37 4,54 ,48 531
devel t
CVEOPIENt I From 38 to 47 | 4,51 52| 576
Older than 48 4,48 ,58 534
Total 4,51 ,52 | 1903
Subject Younger than 28| 4,53 44 | 262
knowledge
and teachlng From 29 dO 37 4‘,56 ,4‘1 531
From 38 do 47 4,54 ,44 576
Older than 48 4,52 ,52 534
Total 4,54 ,46 | 1903
Contribution Younger than 28| 4,07 ,55 262
to education
development From 29 tO 37 4,06 ,63 531
From 38 to 47 4,06 ,63 576
Older than 48 4,01 ,68 534
Total 4,05 ,64 | 1903
Values and Younger than 28| 4,54 ,44 262
child rearing
From 29 to 37 4,53 ,45 531
From 38 to 47 4,55 ,42 576
Older than 48 4,54 ,48 534
Total 4,54 ,45 | 1903




APPENDIX C
The results of field research: perceived
importance of 39 competencies by countries

Country Mean
1. Sound knowledge Bosnia and Herzegovina| 4,61
in a subject or a group Montenegro 4,67
of subjects :
Croatia 4,60
Macedonia 4,73
Serbia 4,75
Total 4,66
2. Ability to inspire Bosnia and Herzegovina| 4,72
curiosity and encourage Montenegro 474
pupils to take initiative - -
and responsibility Croatia 4,75
for thier learning Macedonia 4,78
Serbia 4,77
Total 4,75
3. Commitment to Bosnia and Herzegovina| 4,61
racial equality by means Montenegro 4,68
of personal example, -
through curricular Croatia 4,57
and other activities Macedonia 4,52
Serbia 4,54
Total 4,57
4. Grasp of practical Bosnia and Herzegovina| 4,57
gspects / s‘kﬂls involved Montenegro 4,47
with a subject or a group
of subjects Croatia 4,56
Macedonia 4,60
Serbia 4,58
Total 4,56




Country Mean
S. Ability to develop Bosnia and Herzegovina| 4,55
linguistic and numeric
literacy of pupils Montenegro 4,65
Croatia 4,55
Macedonia 4,59
Serbia 4,59
Total 4,57
6. Ability to implement Bosnia and Herzegovina| 4,51
in practice the principles
of good discipline Montenegro 4,49
Croatia 4,46
Macedonia 4,53
Serbia 4,49
Total 4,50
7. Understanding Bosnia and Herzegovina| 3,98
national priorities
in education Montenegro 3,89
Croatia 4,12
Macedonia 4,26
Serbia 3,89
Total 4,05
8. Ability to Bosnia and Herzegovina| 4,53
impl t icul
implement curricula Montenegro 458
Croatia 4,44
Macedonia 4,68
Serbia 4,51
Total 4,53




Country Mean
9. Readiness to be Bosnia and Herzegovina| 4,69
tolerant towards
differences (ethnic, gender, Montenegro 4,61
social, cultural, linguistic |croatia 4,68
and religeous)
Macedonia 4,69
Serbia 4,62
Total 4,67
10. Readiness to Bosnia and Herzegovina| 3,97
participate in public
debates on educational ~|Montenegro 3,93
topics by following Croatia 3,86
and participating
in the work of relevant |Macedonia 4,18
bodies at different levels Serbia 3.84
Total 3,95
11. Dedication Bosnia and Herzegovina| 4,71
to the profession
and work with children |Montenegro 4,73
Croatia 4,66
Macedonia 4,75
Serbia 4,76
Total 4,71
12. Ability to contribute |Bosnia and Herzegovina| 4,52
to building pupils’
awareness of importance Montenegro 4,44
of health and Croatia 4,53
environment protection
Macedonia 4,51
Serbia 4,47
Total 4,51




Country Mean
13. Ability to prepare Bosnia and Herzegovina| 4,69
and implement lessons
in a way that provides Montenegro 4,66
continuity and Croatia 4,69
progression in learning
Macedonia 4,71
Serbia 4,76
Total 4,70
14. Understanding Bosnia and Herzegovina| 4,55
of the assessment system
and familiarity with Montenegro 4,49
different ways Croatia 4,47
of assessment
Macedonia 4,62
Serbia 4,58
Total 4,54
15. Ability to contribute |Bosnia and Herzegovina| 4,63
to prevention of violence
in school Montenegro 4,63
Croatia 4,62
Macedonia 4,54
Serbia 4,60
Total 4,60
16. Understanding Bosnia and Herzegovina| 4,15
of the laws and authorities
in education Montenegro 4,16
Croatia 4,11
Macedonia 4,24
Serbia 3,99
Total 4,13




Country Mean
17. Ability to establish Bosnia and Herzegovina| 4,67
and maintain positive
human relations Montenegro 4,63
with pupils, parents Croatia 4,69
and colleagues
Macedonia 4,65
Serbia 4,68
Total 4,67
18. Ability to use a Bosnia and Herzegovina| 4,46
spectrum of teaching
strategies in accordance Montenegro 4,37
with subject, theme Croatia 4,50
and individual pupils
Macedonia 4,60
Serbia 4,47
Total 4,49
19. Awareness Bosnia and Herzegovina| 4,64
of the profession’s
importance Montenegro 4,69
and responsibility Croatia 4,66
Macedonia 4,77
Serbia 4,72
Total 4,69
20. Ability to contribute |Bosnia and Herzegovina| 4,64
to the creation of climate M 457
conducive to learning and ontenegro ’
development of all pupils |Croatia 4,64
Macedonia 4,66
Serbia 4,65
Total 4,64




Country Mean

21. Ability to use Bosnia and Herzegovina| 4,26
computer and internet

and design their effective Montenegro 4,25

use in teaching Croatia 4,13

and learning

Macedonia 4,41

Serbia 4,17

Total 4,23

22. Readiness for coop- |Bosnia and Herzegovina| 4,02
eration with the local

community in organising Montenegro 3,78

curricular activities (eg. |Croatia 3,80

organising practice lessons

in a local enterprise) Macedonia 4,04

Serbia 3,85

Total 3,91

23. Readiness to Bosnia and Herzegovina| 4,11
contribute to building

pupils’ awareness of the Montenegro 4,06

need of participation in |Croatia 4,04

a democracy

Macedonia 4,24

Serbia 3,82

Total 4,06

24. Readiness to Bosnia and Herzegovina| 4,15
participate in school

development planning Montenegro 4,08

Croatia 4,03

Macedonia 4,28

Serbia 4,12

Total 4,13




Country Mean

25. Ability to recognise |Bosnia and Herzegovina| 4,65
and adequately respond

to gifted pupils Montenegro 4,72

Croatia 4,58

Macedonia 4,68

Serbia 4,66

Total 4,64

26. Readiness for Bosnia and Herzegovina| 4,19

cooperation with the
stakeholders from Montenegro 4,18
health and social Croatia 4,09
institutions

Macedonia 4,25

Serbia 4,02

Total 4,14

27. Readiness to Bosnia and Herzegovina| 4,54

contribute to the

developement of Montenegro 4,64

profession’s ethics Croatia 4,46

Macedonia 4,54

Serbia 4,46

Total 4,51

28. Ability to recognise Bosnia and Herzegovina| 4,57
and adequately respond

to pupils with learning Montenegro 4,80

difficulties Croatia 4,65

Macedonia 4,62

Serbia 4,66

Total 4,63




Country Mean

29. Ability to conduct Bosnia and Herzegovina| 4,19
research for education

development Montenegro 4,15

Croatia 3,97

Macedonia 4,29

Serbia 4,08

Total 4,12

30. Ability to critically Bosnia and Herzegovina| 4,48
reflect on and evaluate

their own Montenegro 4,49

educational impact Croatia 4,47

Macedonia 4,58

Serbia 4,58

Total 4,52

31. Readiness to cooperate |Bosnia and Herzegovina| 4,48

with pedagogs, psychologs

and career Montenegro 4,50

counciling service Croatia 4,43

Macedonia 4,57

Serbia 4,43

Total 4,47

32. Ability to act as Bosnia and Herzegovina| 4,74

a moral model for children Montenegro 4.82

Croatia 4,70

Macedonia 4,75

Serbia 4,79

Total 4,74




Country Mean
33. Ability to participate |Bosnia and Herzegovina| 4,32
projects in field

of education Montenegro 4,13

Croatia 4,24

Macedonia 4,48

Serbia 4,15

Total 4,28

34. Commitment to Bosnia and Herzegovina| 4,51
gender equality by means

of personal example, Montenegro 4,46

through curricular Croatia 4,46

and other activities

Macedonia 4,52

Serbia 4,37

Total 4,47

35. Ability to predict new |Bosnia and Herzegovina| 4,19

demands on education M 499

by labour market ontenegro ’

Croatia 4,16

Macedonia 4,16

Serbia 4,15

Total 4,17

36. Readiness Bosnia and Herzegovina| 4,50

to take initiative and M 4 60

responsibility for their ontenegro ’

professional development |Croatia 4,43

Macedonia 4,59

Serbia 4,54

Total 4,51




Country Mean

37. Ability to use Bosnia and Herzegovina| 4,50
interaﬁé‘t’fwtgzcmng Crna Gora 4,46
Hrvatska 4,42

Macedonia 4.64

Serbia 4,42

Total 4,48

38. Ability to critically Bosnia and Herzegovina| 4,39
evalu:&ir?gi aadapt Crna Gora 4,44
Hrvatska 4,37

Macedonia 4,65

Serbia 4,48

Total 4.45

39. Ablitiy to critically Bosnia and Herzegovina| 4,54
relee vpon theif [ Crna Gora
Hrvatska 4,56

Macedonia 4,67

Serbia 4,65

Total 4,60






