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To be or not to be a great educator

I am pleased to introduce the proceedings of the ATEE 2022 Annual Conference.
The world is changing rapidly, and we must rethink what it means to be a great
educator. With the pace of change, it is important to know which knowledge is
outdated and how to update it. The COVID-19 pandemic and other diseases have
closed institutions, and we must find ways to ensure that learning can continue.
This includes teaching students who are not visible behind the screens, those who
lack screens, those who cannot read, and those with special needs.

War and other conflicts also pose challenges to education. While we may be
shocked by the barbarism of conflicts such as the war in Ukraine, we must also
consider how to teach the values of culture, dignity, peace, and human life in
such situations. It is important to find ways to to teach how to ensure peace even
in the face of family loss, invasion, and destruction of our countries.

The issue of walls and borders is often viewed as a solution to problems, but
sometimes ignoring problems can have consequences. The war in Ukraine caused
the democratic world to be shaken, and some people believed it was only an
Eastern European problem, leading to organizations and countries being unsure
of how to react. Is it true that it’s just an Eastern European problem? This raises
the question of how to teach courage, faith, and bravery, like that shown by
Ukrainians.

The issue of propaganda and fake news is well-known, but the focus here is
on educational propaganda. You may have heard statements like “Finland has
no homework but great results” and tried to eliminate homework for students, or
that “students will learn better if the learning process is interesting.” However,
as educators, we know that such simplistic approaches can lead to fragmented
knowledge and avoidance motivation. Similarly, while educational technologies
can be effective, they come at a cost and require appropriate materials and peda-
gogies to avoid fragmentism. There are many other such statements, such as
the belief that STEM knowledge can solve all problems or that the lecturer is
becoming obsolete in the digital age. In light of all this propaganda, how can we
encourage scientific thinking and maintain a realistic perspective?

There are many challenges in education, but the solution to these challenges
is clear — we need great educators to lead the way. The question is, will you
choose to become a great educator or not?

Out of the 128 research presentations made during the conference, this book
consists of the 65 best papers. These papers cover a wide range of topics related
to education such as teacher education, student learning outcomes, and the use
of technology in classrooms. Our intention is that this compilation of papers will
provide important insights into the diverse aspects of education and will help in
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the ongoing discussion about how to reshape education to tackle the demands of
the 21st century.

We extend our sincere gratitude to all the authors who have contributed their
work to this book, as well as the reviewers who have provided valuable feedback.
We hope that this book will be a valuable resource for educators, researchers,
and policymakers who are committed to improving education for all.

Prof. Linda Daniela
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Teachers’ Learning Experiences:
Transforming Their Professional Activity
During COVID-19 Pandemic

Liva Goba-Medne, Zanda Rubene

University of Latvia, Latvia
liva.goba@gmail.com; zanda.rubene@lu.lv

ABSTRACT

The COVID-19 pandemic has brought teachers professional and personal challenges, creating
particularly stressful crisis-like conditions for their learning and development. The aim of this
qualitative study is to conceptualise teachers’ learning experiences that have accompanied
the transformations of their professional activity during the COVID-19 pandemic. Narrative
interviews of teachers were conducted in Latvia in the spring/summer of 2022. They were coded
and analysed according to thematic analysis method. This article entails the results of the first
stage of the study.

The study found that teachers’ learning experiences during the COVID-19 pandemic are
characterised by the paradigm of transformative learning as overcoming. Thematic structure
of the learning experiences was developed and comprises 4 themes (dealing with limitations,
seeking support from community, learning on the go, drawing conclusions) as well as
13 subthemes, which describe teachers’ experiences in rich detail, revealing their complexity
and variability.

The article offers conclusions on the conceptualisations of teachers’ experiences, discusses
support and conditions needed to benefit from the experience and points to the significant role
of context, relationships, and dedication for teachers to have beneficial learning experiences
accompanying the transformations of their professional activity during the COVID-19 pandemic.

Keywords: COVID-19 pandemic, learning experiences, teachers’ professional activity, thematic
analysis, transformative learning
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Introduction

Teacher professionalism has been positioned as one of the key factors for
quality education (International Commission on the Futures of Education,
2021), recognising the need for collaborative and systematic opportunities for
long-term professional learning and development (Darling-Hammond et al.,
2017; Hargreaves & O’Connor, 2018). The COVID-19 pandemic has brought an
unprecedented disruption to education worldwide affecting more than 1.6 billion
learners and their teachers. Teachers needed to adapt their work to new reali-
ties of remote learning, dealing with large and unequitable learning losses of
their students and changing realities of the epidemic situation (The World Bank,
UNESCO and UNICEF, 2021). Teachers’ learning and professional development
was affected as well.

In Latvia COVID-19 started to affect schools after the World Health
Organisation declared global pandemic in March 2020, as due to the declaration
of an emergency situation schools moved to working entirely remotely until the
end of the school year in June (Cabinet Order No. 103, 2020; Cabinet Order
No. 655, 2020). One week of school holidays was the time allocated for prepara-
tion. The next school year was shaped by various infection control measures, such
as student flow control, the longest period of remote learning lasting roughly half
a year — depending on student age group and municipality (Cabinet Order No.
662, 2021). The third school year affected by the pandemic involved prioritizing
face-to-face learning while striving for epidemiologically safe environment via
routine COVID-19 testing at school, isolating, masking, vaccinated personnel,
and hybrid models of learning face-to-face and remotely (Cabinet Order No. 720,
2021; Law on the Management of the Spread of COVID-19 Infection, 2020). The
unpredictability of the modality of learning due to quarantine was accompanied
by resistance to compulsory vaccination by some teachers and further compli-
cated by the full swing of curriculum reform “Skola2030” (Skola2030, 2019),
reportedly lagging behind with the provision of textbooks and learning materials.
As 2022 draws to a close, although COVID-19 realities influence us less, the
pandemic in not yet over.

The COVID-19 pandemic has brought teachers professional and personal chal-
lenges, creating particularly stressful crisis-like conditions for their learning and
professional development. This crisis is characterised by a rupture in the existing
working practices, laying the groundwork for restructuring of the teachers’
work. This study aims at conceptualising teachers’ learning experiences that
have accompanied the transformations of their professional activity during the
COVID-19 pandemic.

The theoretical basis of the study has been elaborated in detail in previous
publications (Goba-Medne, 2019; Goba, 2019), viewing learning experience
from a phenomenological and subject-centred perspective and exploring it as
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a conceptualization of past occurrences that form an individual’s subjective
perspective in the context of one’s lifeworld and guides their future actions.
Transformations of teachers’ professional activity were examined applying the
activity system’s model developed by Yrj6 Engestrom (Engestrom & Sannino,
2010), viewing teachers’ professional activity as a dynamic cultural system occur-
ring in its particular context (primarily practice based) rather than focusing on
competence models as idealised sets of required competencies. Learning experi-
ences were studied through the theoretical lens of transformative learning theory
(Mezirow, 2009), which investigates impactful learning that has the capacity of
altering a person’s frame of reference or “(...) processes that result in significant
and irreversible changes in the way a person experiences, conceptualises and
interacts with the world” (Hoggan, 2016, p. 71). Four paradigms or ways of
understanding transformative learning experiences have been defined in a phil-
osophic investigation by Douglas W. Yacek - initiation, overcoming, discovery
and conversion (Yacek, 2017), providing insights into their educational meaning
and fostering conditions as well as problematic facets. For the sake of this study,
these paradigms or archetypes serve as a lens to apprehend the nature of the
learning experiences teachers have gone through due to crisis evoked by a global
pandemic.

Methodology

This qualitative study attempts to answer the research questions: How can
teachers’ learning experiences of transforming their professional activity during
COVID-19 pandemic be described? What experiences do teachers describe as
conductive (or detrimental) to their learning during COVID-19 pandemic?
Narrative interviews (Nohl, 2010) were conducted with schoolteachers in Latvia
utilizing maximal variety sampling along with theoretical saturation principle
(Strauss & Corbin, 2015). A flexible interview guide included open ended ques-
tions that generate rich narratives on teachers’ experiences during COVID-19
pandemic (from when they felt COVID-19 started to influence their work up until
the time interviews took place). Interview participants include schoolteachers
of general education schools of different size, ownership (state, municipality,
private), type (elementary school, secondary school, gymnasium) in various
locations across the country (urban, rural), comprising teachers of different age
groups (30 to 70 years), gender, respective teaching experience (3 to 29 years),
teaching in various subject areas (STEM, arts, languages, sports, social sciences,
technologies) in various levels of education (elementary, primary, secondary).
Participants were recruited via purposeful invitations, referral sampling (or the
snowball method) as well as voluntary application and they provided an informed
consent approved by the respective Ethical board of University of Latvia.
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As a result, 9 interviews (lasting 26min to 1h 6min) were collected in person
and via ZOOM video conferencing platform (May to June 2022) and verbatim
interview transcription was performed. To grant anonymity participant names
were substituted with a pseudonym (such as Sk1) and other private details were
removed. The transcripts were analysed using thematic analysis (Braun & Clarke,
2006) in a reflexive and recursive process (Braun et al., 2019) starting with
familiarisation with the data, moving towards generating codes to text segments
of shared meaning for the entire data array, grouping codes in candidate themes,
revising and mapping themes, defining themes and finally producing the report.
Themes and subthemes were developed inductively, searching for patterns
through the codes and across the dataset, attempting to incorporate both the
complexity and richness of the experiential space it covers.

Results

Analysis provided thematic structure of teachers’ narratives on their learning
experiences of transforming their professional activity during COVID-19
pandemic. Consequently, the thematic structure comprises 4 themes and 13
subthemes, depicting the complexity and variability of the teachers’ experiences
of transforming their professional activity in Latvia during COVID-19 pandemic
(see Figure 1).

Unequal provision guidelines.

‘ New rules and }

Dealing with
limitations

Evaluating gains and
conseguences

Cohesive school
community

Riscognitsoiid Ma";ﬁh‘:"se Learning as su:::;";fom
isal of work . -
ApprERaTotwar experience overcoming community I

Comparing and
contrasting

Context-specific
challenges

Learning on
the go

Maintaining a good rapport
with students and caring for
their socioemotional wellbeing

Coping and self-care for students’ academic results organising work opportunities

Conducting lessons and caringJ

Preparing lessons and J

Taking learning ’

Figure 1. Thematic structure of teachers’ learning experiences of transforming their
professional activity in Latvia during COVID-19 pandemic
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As a whole, teachers’ experiences tell the story of overcoming various chal-
lenges in order to perform their professional activity in an uncertain and unstable
situation.

Therefore, learning associated with this experience rather takes the shape
of work-based problem solving and reflection than exploring new opportunities
within formal or non-formal education (such as teacher professional development
courses). Participant’s Sk3 words illustrate this:

And then something doesn’t work there, one has no sound, other has no camera,
then the teacher has some other problems. So constantly, absolutely every day,
you are going through constant changes all the time and you are in constant
communication. All the time. 1

Here Yacek’s four transformative learning paradigms (Yacek, 2017) come in
handy, as it becomes apparent that the overcoming paradigm is dominating and
thus becomes the overarching theme of the thematic structure of this study.
Transformative learning as overcoming is revealed in 4 main themes: dealing
with limitations, seeking support from community, learning on the go, and
making sense of the experience.

Dealing with limitations

The notion of limitations was apparent in all interviews, as teachers were
adapting to the new realities of crisis-induced remote and hybrid learning. Two
subthemes were distinguished.

Unequal provision for both students and teachers affected the initial transitioning
to remote and online teaching and learning — it limited the opportunities for
teachers to provide interactive online lessons as well as students possibilities to
participate in such lessons. Unequal provision was associated with limited capa-
bilities of the available devices, insufficient availability and quality of an internet
connection as well as limited access to certain software and website subscription
services that not all schools or municipalities had purchased. Teacher Sk11 illus-
trated it:

Well, very, very many socially sensitive issues appeared there, reality — we say,
“children have phones”. And?! It’s possible that one can’t do anything with that
phone! (...) But the platform he must work on requires a higher quality device
for him to be able to engage.”

1 This excerpt of an interview as well as all the following excerpts are translations from
Latvian.
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Sk2 told about the circumstances in a rural area: “There was no way, the primary
school didn’t have such a view at all that there should be online lessons — abso-
lutely and definitely not because of resources, moreover because we have those
who live in such a dense forest, there is nothing (no internet) there at all!

Teachers organised their work with the limited resources at their (and school’s)
disposal, furthermore, they ascertained the provision of their students and sought
to improve it. Technical support was often sought from family members that
were more technically savvy. Teachers also discussed issues connected to their
working premises and conditions while working from home, such as the need
to share space and devices among family members, taking care of their own
kids studying from home. Teachers were distressed by the limited availability
of teaching/learning aids and resources — not only ones suitable for online
teaching, but learning materials were lagging for the implementation of the afore
mentioned curriculum reform Skola2030. In addition, teachers encountered the
lack of other study resources, such as supply for arts or STEM experiments for
students learning from home.

New rules and guidelines were established frequently during the period studied
and therefore discussed in several respects. Along with the need to comply to
the general schooling principles, the rules and guidelines for remote and online
teaching were discussed, criticised as well as anticipated. COVID-19 inflicted
safety measures and the associated unpredictability was discussed, especially
the unpredictability associated with quarantining and the abrupt transition from
face-to-face to remote learning as COVID-19 cases were detected. Teachers also
expressed their views on the new rules and guidelines of Skola2030 curriculum
reform, recurrently criticising the decision of the authorities to continue imple-
menting the reform in a crisis, Sk5 described her perceptions:

The feeling is that you are not just thrown into the water, but just as you reach
the edge of the pool, you get pushed back into it! (...) So, you had a stomach
operation? — not a big deal, we are supposed to eat porridge today! You’re just
getting it.

Some benefits of Skola2030 were highlighted as well, for instance Sk4 said:

I have to say that Skola2030 with its curriculum pretty much forces me to wade
into fields that I have not wandered into before, really. (...) Well, since I like
(doing) it, I don’t mind, I also read, search, analyse, collect (information), and
so on.

Several participants admitted they had been bending the rules to achieve what
they felt was for the benefit of students, considering that the state of emergency
initially allowed for relaxing the learning outcome requirements, Sk4 elaborated:
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(...) I was definitely looking for what works for me and what doesn’t work for
me! And what suits a particular class, what works for a particular child and
what doesn’t, and then I think about how to bypass the system! But to be honest,
I said that for myself, but to be frank, I also have colleagues who did similarly.
They were looking for ways to bypass the system as well! This consumes a huge
amount of energy! Because of the awareness of the mission to educate the child.

Local and school-level rules and demands were depicted in opposing views,
demonstrating how differently schools tackled the crisis.

Seeking support from community

The role of community was initially not apparent as a central theme in
teachers’ narratives, however, as participants depicted the availability of support
and the perceived appreciation of their work, it became evident that there were
distinct characteristics of a cohesive school community as opposed to a frag-
mented school community and that it influenced their job satisfaction. It is
important to mention that the aspects of school culture are aggregated here for
the purpose of typification and were not necessarily simultaneously present in all
cases. The third subtopic comprises context specific challenges.

Cohesive school community was manifested through a perception of the school
leadership as supportive and dedicated, colleagues as an encouraging and
supportive team that engage in mutual learning, exchanging ideas and conveying
emotional support. Sense of appreciation and job satisfaction was more probable
to be expressed in such a community as well as the sense of long-term planning
and preparedness to the remote teaching challenges ahead. Representatives of
such communities frequently viewed their colleagues as reliable and doing their
best in regard to professionalism and concern for students. Utterances of Sk13
depicted such a community:

But the rest of us sat here at school, rehearsed, connected, simulated that
lesson — as if I was a student and he was a teacher and vice versa, whether he
heard me, or saw what I wanted to show, and so on. We supported each other.
Well, yes, it is like that, quite a large part of the collective felt safer at school
than at home. Because there were people ready to help at any moment.

Fragmented school community was apparent through a perception of the school
leadership as controlling or uncaring to teachers, teachers’ perceived isolation
and solitude, short-term orientation and survival with respect to the remote
teaching challenges ahead, along with negativity among teachers mainly in the
shape of venting negative emotions and shared pessimism. Sk6 depicted such
a situation:
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You stay alone, and you get along somehow, you talk to your colleagues,
everything is negative and depressing for them too. There was no support to
turn to, to talk to.

Perceived futility or fruitlessness of cooperation at their respective school was
a characteristic as well, Sk11 accounted:

It was not important for me to collaborate with someone, because it was rather
a waste of time. Because when, for example, there is a meeting about problems
and how to solve them, then after 10 minutes all the meetings go “how bad
everything is, and we don’t have computers, and they don’t learn at all, and
they don’t connect, and they turn off the cameras, and the parents are irrespon-
sible and the parents don’t care and it’s the parents’ responsibility, it’s the social
service’s responsibility” and so on. Everyone is tossing around responsibilities.
But there is no constructiveness.

Sense of underratedness and being neglected was often paired with doubts
about other teachers’ performance and devotion that were based on personal
observations.

Context-specific challenges include shortages of teachers and support staff along
with the socioeconomic situation of the local community, schools and classes
in threat of closure in contrast to challenges of large class and school sizes and
limitations of devoting time to all learners, a statement from Sk4 illustrates this:

It was completely clear to me that in [city] I cannot give such assignments, as
I said, the children in large classes are not, they are not ready. They haven’t
managed to learn a lot of things, well at least practically, I think that there are
no problems with mathematics, no problems with languages, but design, tech-
nologies — where you need to work practically, which, by the way, is the focus
now (Skola2030), it is not possible with 30 children in class. Well, a teacher
can’t provide guidance for 30 children (at once) to learn to crochet properly!

School type, size, and location (urban, rural) affected the availability of
resources and possible solutions. Sk1 depicted a small urban school:

Then overall, I'd say we survived that digital experience relatively well as
a school, because, what worked well was the fact that we are small and flexible.

Compulsory vaccination of teachers had a negative impact on some school
communities, given that colleagues resigning felt deserted, and if they returned
relationships were not what they used to be. Substitution of colleagues was prob-
lematic for various reasons. While working from home, one’s own family situa-
tion affected teachers’ work. Teachers recounted how global events, such as the
war in Ukraine, affected them as well.
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Learning on the go

Most of the teachers’ accounts of learning experiences were about their devel-
opment through adjusting to the dynamic changes in their work and learning
to provide online learning experiences. Five subthemes were generated through
analysis: taking learning opportunities; preparing lessons and organizing work;
conducting lessons and caring for students’ academic results; maintaining a good
rapport with students and caring for their socioemotional wellbeing; coping and
self-care.

Teachers were taking learning opportunities in various ways, predominantly
relying on self-directed learning and self-study resources that allowed to direct
their professional development according to their needs, capacities, and pace,
according to Sk4:

There have been courses and, of course, there was mutual exchange of thoughts
and ideas among colleagues, but above all I investigate by myself. I search,
I read, as I said, the same Skola2030 with the new topics that need to be
learned, what courses should I expect there? When I need something, I read,
I search, I find and I put it together.

Several teachers were particularly appreciative of experience sharing work-
shops and supervision sessions. Participating in professional development courses
was generally perceived as having some or limited added value, though teachers
were appreciative of the broadened choice of courses due to being conducted
online and thus their increased accessibility. Participants reported collecting
ideas and materials from social media and their social circle as well as learning
from their students and encouraging them to take initiative in lessons. University
studies and other studies were mentioned as well.

Preparing lessons and organizing work was taking up much more time than
before and involved considerable amount of learning by doing and relentless
problem-solving, Sk12 depicted it:

Well, the preparation of it too, a lot more searching for material that can be
used like digitally. Making all kinds of Kahoot! quizzes about sports and adding
something like that, because with that number of hours honestly — you have to
be very athletic to physically, let’s say, exercise all that. At first, I also tried to
exercise along myself, then I realized that I can’t do it. Then I just demonstrated,
which is also more correct from a pedagogical point of view, that I watch them
make mistakes, instead of me exercising a lot and no one else actually doing it.

Online lesson preparation and planning was described as time consuming
and complex, it involved preparing learning materials from scratch fitting to the
new teaching modality as well as according to the curriculum reform Skola2030,
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preparing engaging, tailored and personalized online lessons and self-study tasks.
Various methodological solutions and timetable variants were developed and
tested, including outdoor learning. Teachers reported increased class-teacher
duties and extra-curricular work connected both to student attendance and
learning results tracking, collaboration with parents, socioemotional problem
solving, work connected to COVID-19 testing and tracking as well as keeping
track of students learning face-to-face versus remotely during hybrid learning
periods.

Conducting lessons and caring for students’ academic results involved the chal-
lenge of maintaining students’ learning discipline remotely, evaluating results,
dealing with student cheating and sometimes frivolous attitude towards remote
learning, excessive or insufficient parental involvement sometimes resulting
as a disservice of doing homework instead of students. There was an apparent
consensus on the crucial issue of giving and receiving feedback from students
online and remotely. Sk13 depicted the challenge:

Well, how to conduct this lesson effectively, so that the students actually work,
instead of sitting with their screens off, without a camera.

Teachers typically maintained multiple communication channels and closely
communicated with other teachers as well.

Maintaining a good rapport with students and caring for their socioemotional well-
being appeared to be important for academic performance. Teachers generally
kept close track of student attendance and lesson engagement, strived to maintain
a good rapport with students remotely, attended to students’ socioemotional well-
being both individually and on a school level. Sk5 depicted students’ challenges:

Well, then you understand that some of those children really had extreme condi-
tions for learning. And then the child is saddened that the result is not so good,
and then I must reassure them that the circumstances are completely different,
they’re no longer at school.

Participants devoted time to students individually and collaborated with
parents to help struggling students. Teachers’ efforts were sometimes met with
incomprehension, negativity, and criticism. They observed deteriorated student
social skills after the prolonged remote learning period.

Coping and self-care was crucial for maintaining teachers’ working capacity.
Teachers reported various effects of remote teaching and the overall tension on
their health and emotional wellbeing. They were struggling with time manage-
ment and with retaining of work-life balance. Several teachers recollected
becoming aware of their limits, overcoming perfectionism, and learning self-pres-
ervation, for instance Sk5:
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Well, I've always tried to be a very, very nice person, and this remote work
showed me, in general, this whole emergency situation, working, let’s say it
under triple workload conditions — you have to do it face-to-face, bearing in
mind (you may have to switch to) remote learning and then also Skola2030 -
I must note, that I’d said this so many, so many times: you know, I feel sorry
for myself too! When I had never said that in my life before.

Others were appreciative of their previous experiences and personality traits
that helped cope. Respondents reported regenerating through family time, recre-
ation in nature and enjoyable activities. Sense of responsibility towards students,
steady pay and acceptance of the situation were aspects sustaining teachers’ in
their efforts.

Making sense of the experience

Learning and sense-making is what brings an experience its educative
meaning. Three subthemes were determined for making sense of the experience:
comparing and contrasting; recognition and appraisal of work; evaluating gains
and consequences.

Teachers were commonly comparing and contrasting as a means to comprehend
and navigate the changes. They observed the working conditions of teachers in
other schools and countries as well as the dedication and working methods of
colleagues and were critical of the quality of some. Sk5 shared her observations:

And then it turns out that you — a couple of teachers — are the kind of bogeys
who force the poor child to do something (to study hard remotely) and then
there are other teachers who are easy going about it.

There were statements of state officials not matching local realities that were
perceived as infuriating and troublesome, Sk11 portrayed it:

Parents were troubled too because they were living in the pandemic as well,
not just the education sphere, but they may have lost their jobs and so on. And
they say: “But on the TV, it was told you have everything!” And then they (on
the TV) say: “The school should give you a computer!” And then those kids go
to school and the school responds: “We don’t have that computer! There just is
none.” But the TV told there is! Well, that’s it.”

Teachers shared their observations about the mental state of their colleagues,
Sk12 described:

So many of those colleagues also, I think, became very stressed during Covid
(...) I think that many were on the edge, not that they were, they remain there.
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They are on the edge of it now. In my opinion. And is it just Covid, well, now
the war comes as a bonus.

Another aspect of this subtopic was validating one’s experience through recog-
nizing the similarities in other teachers’ experiences.

Recognition and appraisal of work appears to be closely tied to teachers’ job
satisfaction and overall wellbeing throughout the interviews. Student success and
learning motivation was mentioned as one of the key aspects that brought sense
of meaningfulness to work along with appreciation and positive emotions from
parents and students. It was common to experience negativity from both parents
and students as having the opposite effect, Sk6 characterised it:

Everyone is stressed and they just don’t see you, they don’t notice you.

Another crucial aspect was recognition of work by school leadership and other
parties ranging from encouraging words to financial bonuses for achievements
at school. Lack of performance-based pay on the school-level along with the
perceived overall distrust of teachers’ professionalism from authorities and policy
makers was perceived as disheartening, Sk4 stated:

But I can’t work, I don’t trust myself, after all these reforms, I can’t trust
myself anymore, maybe I really don’t know how to work?! (...) And a teacher,
a subject teacher, a specialist in his field, he can’t choose. For him, as I have
already said, we do not trust ourselves anymore, we clearly see that these chil-
dren need something different, but we cannot do it, because we are put in this
sort of track, in a frame.

Evaluating gains and consequences serves as a final step towards making the
meaning of the experience. It was commonly agreed that developed digital
literacy and learning materials were a great asset along with increased methodo-
logical flexibility and adaptability. Some of the teachers discussed what appeared
a sense of empowerment and agency, for instance Sk5 told:

In a way, those remote studies provided more freedom, because if you feel,
if I feel, that more ZOOMs are needed, then I schedule another ZOOM (...).
I loved the freedom of being my own boss, now I'm actually still trying to
maintain it.

A common thread was the perception of a stabilised system during remote
teaching that immensely eased the job and provided a sense of “the new normal”.
Some participants acknowledged that they had restructured their professional
activity beyond adjustment to remote teaching mode, for instance an experienced
teacher Sk4 explained:
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It was this huge benefit that art could be taught in a completely, completely,
completely, different way. I had not had such an experience for years, and then
I was tormented by the question that I still sometimes ask myself: Which art
classes are better?

Teachers admitted the experience had led them to a more student-centred
process and taught them to make clearer task descriptions. Overall participants
portrayed increased self-awareness along with learning to spare oneself and set
boundaries. Increased compassion and tolerance towards students and other
teachers was depicted in some cases in contrast to attained irritability and disap-
pointment in others. Sk11 portrayed how he has changed through the years of
teaching:

If initially I could be a very drastic teacher and say that if it is not handed in
8:00, then ‘cmon, the train has left (...). But now at this moment I say it is
possible for all of us to learn — sooner or later — that it is possible for all of us
to learn and get something done. It is a calmer perception of it all

Negative consequences entailed burnout, retreating to self-preservation,
considered or performed resigning along with decreased requirements from
students.

Discussion and conclusions

This study aimed at conceptualising teachers’ learning experiences that
have accompanied the transformations of their professional activity during the
COVID-19 pandemic. The time frame covered was March 2020 to June 2022 and
included periods of remote and online learning, face-to-face and hybrid learning
modalities. The 4 themes and 13 subthemes laid out in results section describe
teachers’ experiences in rich detail, revealing their complexity and variability.

Theme dealing with limitations revealed how teachers situate their professional
activity and learning in regard to provision and rules, the former challenged
by inequality among schools and families, the scale of which was not neces-
sarily discerned by the interviewees themselves. Likewise, the rules applied
in particular schools appeared to be moulded by the interpretation of school
leadership and of local communities, which not necessarily was reflected in the
judgements of interviewees. Seeking support from community was a theme that
was revealed in the background of the depicted ongoings of teachers, however,
it revealed the salient role of context as well. Namely, despite the unpredicta-
bility and pressures of pandemic realities, what can be called a cohesive school
community could offer considerable strengthening and supportive features.
Through the destabilisation and crisis community support can help reorientating
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and finding one’s footing. Learning on the go is a theme that depicts how teachers’
learning resembled constant adaptation and work-based problem-solving, prior-
itising learning opportunities that offered skills and solutions directly applicable
to their professional activity in the school. That shows that in a pandemic crisis
and alike problem-oriented work-based professional development that provides
an opportunity to practice and analyse working practices along with adaptable,
targeted support should be delivered. It was also apparent how maintaining
a good mutual rapport, bonding, and maintaining warm relationships online was
crucial to students’ success as well as teachers’ wellbeing and job satisfaction.

Finally, the theme making sense of the experience outlined the sense-making
journey of interviewees, which involved analysing their observations, receiving
feedback and appraisal of their actions as well as drawing conclusions. Most
teachers recognised they had not only learned new skills, but they had changed
their professional activity and changed themselves in various ways during the
timeframe studied. Clearly it takes time to reflect and make meaning of such
a complex and lengthy experience, however this process needs dedication and
space as well.

The discussed four themes unified by the overarching theme of learning
through overcoming challenges depict the journey of getting through an uncer-
tain situation to which the previous experience doesn’t offer an immediate solu-
tion nor explanation. However, to move figuratively from enduring and over-
coming through to growth and empowerment, an intermediate stage is required.
Teachers need not only reflect on their experiences, but to recover and regain
their integrity, to make closer scrutiny of experience possible. What makes some
teachers go through this crisis and experience growth, while others remain in
bewilderment and state of survival? What role does the school culture play?
Are there personality traits that bolster teacher resilience? How to maintain
the quality of life while going through hardships, recover when the hardships
are over and experience growth? What support is effective? On the one hand,
evidently targeted support is needed to give space for a deep, improvement-ori-
ented reflection with a clear target in order to benefit from the experience, on
the other hand, the notion of teacher professional competence embodies the obli-
gation to become aware of the need oneself.

This study doesn’t allow for generalisations due to the limited sample,
though it points to the significant role of context, relationships, and dedication
for teachers to have beneficial learning experiences accompanying the transfor-
mations of their professional activity during the COVID-19 pandemic. The data
collected in this study may be used to develop a typology of teacher learning
experiences to further this line of research. It is suggested to collect a larger
sample in future lines of investigation and to analyse the factors that have influ-
enced teachers’ professional learning and opportunities for reflection. Themes
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that were developed in this study may help to build context-specific and situa-
tional learning and support systems for teachers and guide future research.
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ABSTRACT

The aim of this study is to present how reflective writing contributed as a means for teachers’
professional development in the context of an action research project where a group of teachers
engaged themselves on approaching diversity issues in their settings. During the preparation
phase, participants were systematically involved in a variety of educational activities and
workshops in order to approach reflective writing. At the next phase of the research, they were,
thus, asked to carefully observe their contexts and their own practice and keep written records
both from important “flash-points” they identified in their classroom and from the anti-bias
sessions they conducted. As part of the process, they were invited to reflect on and submit
copies of their records. Their writings were then discussed and commented on during feedback
group meetings, where all participants shared their views and experiences in order to enrich
their understandings. The different research data collected were analysed using qualitative and
quantitative content analysis. According to the results, reflective writing proved an effective and
powerful means for teacher professional evolution, although a number of significant challenges
teachers were faced with were recognised. In order to overcome difficulties, individual and team
support proved valuable allies. The small community of learning and practice that was gradually
created seemed to have led to participants reconsidering their pedagogical perceptions, in the
light of their critical interaction. The results of the study could contribute to the discussion about
the significance of using reflective writing for teachers’ professional evolution.

Keywords: Action research, Critical feedback, Critical incidents, Critical thinking, Reflective
writing, Teachers professional development
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Introduction

In this article we will try to highlight the most important findings of a study
concerning the significance of using written records as a means for teachers’
professional development in the context of reflective models for education. The
study was embedded in a doctoral research conducted from October 2018 to
June 2019. Within that context, twelve educators from various backgrounds and
educational settings were involved in a collaborative action research project,
adopting different roles (action researchers, critical friends, researcher-facil-
itator)!. More specifically, nine preschool teachers were engaged in a project
where they attempted to adopt the Persona Dolls (P.D.) approach? as a method
to manage diversity issues and prevent exclusion in their classrooms. Participants
were invited to approach the method as action researchers and try to explore
the possibilities and challenges they came across during their involvement in the
programme that were relevant to the research hypothesis. They were expected
to carefully observe their class and systematically keep written records of both
critical events they identified and of the P.D. sessions they organized, all related
to the research axes. They were then encouraged to critically reflect on them,
also in writing.

Within the framework of the research, they were involved in feedback
meetings with the whole group, designed to provide them with theoretical and
methodological support. Towards this effort, three other preschool teachers —
the researcher as the facilitator and her two critical friends — also took part as
members of the research team.

As the project evolved, teachers’ writings started becoming more reflective,
thus, revealing changes in their educational perceptions and influencing the
way they approached their role as professionals. It, therefore, gradually became
evident that other issues, equally significant, related to teachers’ professional
development issues arose and made their exploration important. Among the most
prominent ones was the impact of using written records as a means for teachers
to reflect on their beliefs, their attitudes and, consequently, on their practice.

This paper is organised in five parts. The present introduction is the first one.
In the second part there is a brief review of the relevant literature that outlines

1 The first author contributed to the research project as researcher and facilitator of the
action research project.

2 The Persona Dolls approach was developed by preschool teachers in Britain and South
Africa as a method to counter prejudice and discrimination in school in an effort to
implement inclusion and social justice. Using life stories teachers attempt to familiarise
children with different aspects of human diversity and though them help them develop
empathy, unlearn prejudice and act against discrimination (Brown, 2001; Whitney,
1999). Persona Dolls (P.D.) are special, life-like dolls, with their own personalities
used as educational tools by teachers.
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the theoretical context of the study. The third part summarises the methodology
we followed, i.e. the purpose and the aims, the research framework and the
method. The most important findings are discussed in the fourth part. Finally,
in the fifth part, we try to present our main conclusions about how reflective
writing, as encouraged in the process of our research project, affected teachers’
professional development.

(Re)considering teacher professional development:
Teachers as reflective professionals

Research literature emphasises the need for continuous professional develop-
ment for teachers. Yet, much of the relevant research concludes that the simple
presentation of new theories and techniques does not automatically imply their
acceptance and implementation by teachers in their classroom (Avgitidou, 2014;
Elliot, 1989; Fullan, 2007; Speck & Knipe, 2005; Zeichner & Liston, 2014). Much
of the criticism on traditional teacher training is based on the concept that they
follow a top-to-bottom model of professional learning, the content of which is
pre-planned, predetermined and linearly given by theorists or academicians to
all participant teachers (Elliot, 1989). Most frequently, training focuses either
on obtaining/improving instructional skills or on familiarising participants with
new programmes as forms of adapting existing curricula (Fullan, 2007; Zeichner
and Liston, 2014). However, such approaches seem to reveal a prevailing under-
estimation of teachers’ contribution to the enrichment of our knowledge about
the educational process (Day & Gu, 2010; Zeichner and Liston, (2014). In fact,
it appears that relevant training models, although popular, have rather failed to
sustain teachers’ professional development and provide appropriate respond to
important challenges and dilemmas they meet, at least in the long term (Speck &
Knipe, 2005).

On the other hand, reflective approaches acknowledge the value of using
professional knowledge to adapt educational practices according to the needs, the
special characteristics and culture of each educational context (Altrichter, 2005;
Avgitidou, 2014; Fullan, 2007). Zeichner and Liston (2014) argue that if we aim
at having teachers prepared to face the various challenges they meet in their
everyday practice, we should be ready to address them as active professionals.
Schon (1983) supports that professional learning equals reflective practice. More
explicitly, we should encourage teachers to reflect on their previous representa-
tions and experiences and consider them capable to take decisions about their
educational action. According to Elliot (1989)

(...) the teacher educator must always transmit his or her specialised knowl-
edge as intrinsically problematic (...) In the final analysis the ultimate vali-
dation of specialised knowledge about education is that it enables educational
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practitioners to discover better solutions to the complex practical problems they
confront in realising educational values in action. (p. 86)

These approaches on teacher professional learning incorporate the notion of
redefining the relation between theory and practice. Challenging the belief that
theory produced outside school can lead teaching act in a linear and undisputable
manner, they focus on establishing a bidirectional link, as they acknowledge the
contribution of teachers in critically approaching, exploring and adapting theory
through everyday school practice (Day & Gu, 2010; Elliot, 1989; Zeichner &
Liston, 2014). Fullan (2007) claims that unless “a culture of learning in context”
is established in schools, “no incentive or qualification scheme by itself can
possibly carry the day” (p. 292). Similarly, many researchers report that teachers’
reflecting on their own practice as well as their students’ action seem to have
a positive impact on broaden the formers’ understanding both on their context
and on their own work, arguing that this considerably contributes to their profes-
sional progress (Altrichter, 2005; Day & Gu, 2010; Fullan, 2007).

In accordance with the above, relevant research findings show that teachers’
involvement in participatory experiential sessions and reflective approaches
encourages them to rethink their pre-existing perceptions and even to consider
adapting their educational practices (Avgitidou, 2014; Day & Gu, 2010; Elliot,
1989). Zeichner and Liston (2014) claim that “viewing teachers as reflective
practitioners assumes that teachers can both pose and solve problems related to
their educational practice” (p. 5). This perspective is in line to Elliot’s (1991)
belief that only through fully and explicitly understanding an educational situ-
ation as it evolves can we decide on the appropriate educational (re)action.
Therefore teachers themselves can contribute in the introduction of innovative
proposals and changes by reflecting on their practice. In this context, teachers
take the role of active professionals who use action research rather than cook-
book paradigms.

Reflective writing for professional evolution

Many researchers parallel the writing process with the evolution of thinking:
Purposeful, systematic writing entails qualities applied in learning strategies,
such as recollection, organising, revision, connectedness and selection. As
reflective writing is considered a useful strategy to focus on self-practice, it is
widely exploited in pre-service teachers training during their academic studies
(Avgitidou, 2014; Hoover, 1994). Writing journals, critical events, lesson plans
and reflective evaluations are some common forms of relevant training exercises
included in contemporary academic curricula. Nevertheless, although, not equally
popular, reflective writing can be also seen as a means towards professional
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development for in-service teachers, helping them to focus on and reconsider
important aspects of their educational action (Hoover, 1994).

Methodology
The purpose and the aims of the study

The main purpose of our study was to identify the role of reflective writing for
teachers’ professional development in the context of our research project. More
explicitly we tried to find out:

+ What does the analysis of the reflective written records teachers submitted
reveals in relation to the evolution of their thinking and their ability to
reflect on their contexts and their educational act?

+ How is the record writing process evaluated by teachers themselves in
relation to their professional development?

The research context

The study is part of a wider research that was carried out from October 2018 to
June 2019. In the context of an anti-bias action research project, twelve educators
from various backgrounds were theoretically and methodologically supported to
use the Persona Dolls method as a research hypothesis for approaching matters of
diversity and challenging prejudice and discrimination in their classrooms. More
specifically, in the research participated nine preschool teachers from different
public settings as action researchers, the researcher as a facilitator as well as
two critical friends of the latter. The participant teachers were selected through
snowball sampling (Mason, 2002). Among the most important requirements were
their lack of previous systematic training on either action research or anti-bias
education as well as their interest and willingness to commit themselves in the
research purpose and process. Both the researcher and her two critical friends
were preschool teachers having significant teaching and academic experience on
the theoretical and methodological fields involved.

Participation in the research was voluntary. All participants were informed
about the purpose, the methods and the procedure of the research and consented
to promote its aims by honestly reporting data, following the process and collab-
orating with the research team. Finally, we were all committed in writing that
the anonymity of the participating teachers would be fully respected, only the
researcher would have full access to all data and all information shared or
published would be used by solely for research purposes.

The research process lasted for almost a whole school year and was divided
into four main phases (see Table 1) which included:

* training sessions

« collaborative activities and workshops
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+ educational interventions in teachers’ settings

+ systematic reflective writing

» regular reflection and feedback team meetings

+ optional one-on-one support and feedback via phone or email

Table 1. The timetable

October - November 2018 — January — June 2019

November 2018 January 2019 June 2019

» Selecting » Training sessions: > Educational > Final
participants group activities interventions using the interviews

» |nitial and workshops P.D. approach » Final focus
communications related to the » Observation and group &

» Starting theoretical and reflective writing evaluation
questionnaires methodological » Reflection and meeting

> Starting focus framework of the feedback group
group research meetings
» Phone/email support

» On the spot visits

Introducing and supporting reflective writing...

Among all the activities they participated, teachers were initially involved
in a variety of training sessions including experiential workshops and activities.
Some of the main objectives of the process were to theoretically and method-
ologically familiarise them with reflective writing as a means to enhance their
understandings. More specifically, they were introduced a) to the logic of critical
incidents as tools to gain deeper insight into invisible aspects of their educational
context (Woods, 1993; Tripp, 1993) and b) to the importance of recording their
reflection on the educational interventions they would implemented as action
researchers in their classrooms. As part of the following research phase, teachers
were asked to systematically write down forms of:

+ lesson plans and evaluation forms for every educational intervention they

conducted using the Persona Dolls method as an anti-bias approach

+ critical events (Woods, 1993; Tripp, 1993) they identified during their

everyday programme, relevant to the research axes (i.e. diversity issues in
their setting and anti-bias exploitation of the Persona Dolls method)

Copies of their written records were submitted to the researcher for analysis,
while part of the material was discussed during the scheduled reflective/ feed-
back group meetings, where all teachers, the researcher facilitator and the two
critical friends involved, shared their opinions in an attempt to broaden their
theoretical and methodological perspectives. To further support teachers’ effort to
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approach reflective writing, they were encouraged to ask for extra bibliography
or feedback communication via phone or email.

The research material

The material was collected throuhout the research and more specifically from
November 2018 to June 2019. It was drawn from various sources, both oral and
written, to provide us with the most comprehensive overview and documentation
of the issue under study. The data analysed were, therefore, the following:

+ The questionnaires submitted by the teachers at the beginning of the

research

+ The written records they submitted (forms of critical events and educa-

tional interventions)

» Teachers’ individual interviews at the end of the research project

» The focus group interview at the end of the research

+ The researcher’s journal

The research method

Action research was adopted as a basic methodological strategy, focusing on
the reflective-critical analysis of data emerged through individual and collective
reflective processes (Katsarou, 2016; Stenhouse, 1975). We used content analysis
as our data was drawn from different sources. Thematic content analysis was
used to come up with meaningful, evident-based answers to our research ques-
tions (Mason, 2002) as well as to understand the meaning participants attributed
to the whole process (Patton, 1990). Quantitative content analysis was used to
enrich our understandings by producing necessary measurable results about the
frequency and intensity of the concepts that emerged from the thematic analysis
(Wilson, 2016).

During the process, audio material was fully transcribed in order to have all
our data in the form of a written text. Then, after multiple, systematic reading,
the data were grouped into categories that met the principles of internal homo-
geneity and external heterogeneity (Patton, 1990). Elements of grounded theory
were used to reframe our thinking and lead us to new theoretical explanations
based on our developing experience (Strauss & Corbin, 1998).

Findings
The participant teachers

The nine participants in the research project were all quite experienced
teachers, working in early childhood education from eleven to almost thirty years.
At that time they were all teaching in Greek public kindergartens all over Attica.
They were all university graduates, five of them holding a master’s degree. They
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had never been involved in a similar project before and they had no systematic
training in issues related to the research axes. The analysis showed that all of
them were interested and willing to participate in the action research process,
mainly to enrich their knowledge and skills about the research topic.

Approaching the process...

As mentioned above, during the third phase of the research, teachers were
invited to keep written records of critical events and of their educational inter-
ventions. More specifically, they were asked — through observing their students in
their everyday school life and during P.D. sessions — to spot and write down inter-
esting flashpoints related to the research axes (i.e. diversity issues arising and/
or researching the value of the Persona Dolls method as an anti-bias approach).
As far as the interventions were concerned, teachers had to write down the anti-
bias lesson plans they designed following the P.D. session approach. To promote
reflection on their writings, they were also asked to comment on critical events
they identified as well as critically evaluate their interventions after each session
they had conducted in their classroom. To facilitate and organise their writing
they were given sample forms for both types of writing.

Data analysis shows that most teachers kept systematic records of the forms
requested (see Table 2). Seven out of nine submitted at least fifteen forms for
each type of record, which was the required for the number of interventions they
were invited to carry out. Four teachers submitted more forms while two of them
less — mainly due to absence from class or methodological difficulties.

Teachers submitted copies of their papers on a regular basis, although they
followed their own schedule, as they could submit them either every week or
within a month, so long as they were handed in before our upcoming group
meeting. However, as the research progressed, most participants began to send
their forms more frequently, often on a weekly basis, requesting, if possible, to
receive a more immediate first feedback from the facilitator.

Table 2. Written records submitted and educational interventions made

Teachers T1 T2 T3 T4 T5 T6 T7 T8 T9 Totals

Critical events 3 17 15 16 16 15 15 19 11 127

Intervention forms 8 16 16 16 15 16 15 15 13 130
(Lesson plans and
evaluations)

Educational 12 16 16 16 15 16 15 15 13 134
interventions



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 35

E. KOSMIDOU & M. SFYROERA. Reflective Writing as a Means Towards Teacher Professional ..

Challenges and dilemmas

Despite the initial training, writing proved to be a rather demanding process
for the teachers. Studying the material revealed that a number of significant issues
arose, unsettling participants’ work routines while challenging their theoretical
and methodological certainties. The most important difficulties they encountered
are presented below.

As the project progressed, teachers seem to have realised that they had under-
estimated the time they needed for writing — both for describing the process/
facts and adding reflective comments. In fact, they claim that they often had to
try hard to “fit” the process into the already heavy schedule they had every day
at school.

After a while I understood that it takes more (time) than I first thought. Not
only in quantity (...) I mean you have to be concentrated there (...) (T5,
interview)

They also acknowledge consistency and commitment as essential to avoid
losing focus.

(...) when you are not consistent (with your writings), then it is very easy to
lose it (...) (T1, interview)

Selecting noteworthy elements to write about and comment on often troubled
the participants. Dilemmas arose, such as whether the incidents they identified
could be characterised as critical, or whether the points they focused on during
their educational interventions assessment were well selected.

(...) is what I am going to write, say, naive, after all? And do I have to write
something else that I did not see or did not understand or did not identify? (...)
There I had the dilemma and the hesitation (...) (T7, interview)

At the same time, methodological issues emerged. Participants had to famil-
iarize themselves with the use of necessary tools — digital recorders, sample forms
etc — to facilitate and increase the validity of the writing process.

I found it difficult to record the session in written. I cannot handle the doll, talk
to the children, watch everyone’s reactions (especially non-verbal ones) and
at the same time control everything that happens. I think I will lose important
pieces (...) Maybe I need a recording tool (camera, voice recorder, mobile?).
(T8, intervention form)

On the other hand, even when adapting such tools, they sometimes found it
difficult to transfer their experience into writing.
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When writing the forms, it was difficult for me that, as I had it as an image in
my mind, (...) However, in order to bring it all to paper, I filtered it so much
that I did not know what to write. (T9, interview)

Participants partially attributed their difficulty in adapting reflective writing
to lack of sufficient or any previous experience in observing and reflecting on
both their class and their own practice. Their remarks seem to be confirmed by
the analysis and the association of the relevant data (e.g. a positive correlation
is revealed between elements of their professional profile at the begging of the
research and the quality of the written texts they submitted). T7 characteristically
mentions relevant difficulties in reflecting on the critical events she identified as
well as on the educational interventions she carried out:

I could not evaluate what went well, what did not go well. These questions
were very difficult for me. Or my thoughts. I could not, because I did not
have them in order. That was where I was blocked (...) self-assessment (...)
is a thing that we have not learnt, I have not learnt to do it, to record it.
I know in myself if I did something well or I did not, I just always pass it (...)

Several more teachers shared similar comments either during our group meet-
ings or in our one-on-one communications we had in the meantime. Interestingly,
however, they also emphasise that they had not initially realised how challenging
it would be for them to respond to the process.

Facing difficulties

Despite difficulties, all teachers were involved in the process of reflective
writing. Most of them submitted the required number of forms — some of them
even more - trying to be as consistent as possible in the research axes. Although,
at the beginning, the quality of both the descriptions and the comments submitted
were, in some cases, rather poor, the data analysis shows that, the participants
gradually improved their ability to focus and reflectively comment on their
writings. They all agree that this was neither a linear nor an effortless achieve-
ment. However, they acknowledge — not only during the research but also in
retrospect — that their way towards reflection was supported through the action
research procedures followed.

In fact, adopting a research approach either by using appropriate tools or by
following a consistent and organized, yet flexible, course of action was recog-
nized as significantly helpful, e.g.:

I found the audio recorder very useful. Because, during some sessions, I got lost
with writing. (T4, interview)

The given form was necessary. (T2, interview)
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(...) the fact that there was a repetition every week put me in the process of
thinking about what I have written and needing to take an extra step which
under other circumstances may exist as a thought, yet, would remain a thought.
(T8, final focus group)

The fact that there was a commitment was very important. This led to a change
of mentadlity, to a process that (...) I now cannot imagine I won’t keep written
records. (T3, final focus group)

Along with all of the above, feedback and collaboration were considered the
cornerstones in their attempt to first comprehend the significance of reflecting on
the educational process observed and then realising the need to adopt it them-
selves. Data analysis, clearly shows that teamwork meetings, in particular, played
a key role in supporting teachers’ attempt to interpret their writings by enriching
their viewpoint. The researcher’s journal is full of examples where the sharing of
views turned out to offer the group members a lot of new perspectives and ideas,
until then unrevealed to the writers themselves.

(...) comments from critical friends that were made during the meetings, these
reflections (...) I think helped me a lot. I mean, maybe it’s very important (...)
the concerns that arose from our meetings in unblocking some things in order to
evaluate them more objectively. (T3, focus group)

Nevertheless, more than feedback, teachers argue that open and collaborative
interaction within the group offered them encouragement and empowerment,
acting as an antidote to isolation and unilateral thinking.

(...) as soon as feedback meetings took place (...) would go ahead again with
confidence (...) if there was no team feedback I might, say, really get stuck and
not be able to move on. (T5, focus group)

(...) the fact that we were there and I listened to the difficulties and the conveni-
ences and the way they were handled by (...) the rest of the team was definitely
very helpful. Because when you see that ah, I was not the only one who made
this mistake or I was not the only one doing it this way etc is inspiring (...)

Between group meetings, the option for feedback on an individual level via
phone or email communication also proved to be particularly helpful in facili-
tating participants to enhance their effort to develop their ability to reflect on
their writing.

(...) the fact that I sent you something and I had a feedback within a few hours.
(...) written word very much as a means, it stays with me more maybe than
oral. (...) it worked very well for me. (T2, interview)
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(...) our discussions made me understand exactly and to the point (...) where
my mistakes were, think towards the right direction and then made me feel that
I can and act alone and make mistakes (...) (T8, interview)

There also appears to be a relationship between this feeling of support and
encouragement that teachers reported receiving in the time leading up to our
next group meeting with the finding that there was an increase in the frequency
of handouts from mid-survey onwards, which emerged from the analysis.

Developing new skills and understandings

The analysis of the submitted forms (critical events and educational interven-
tion forms) showed that as the research project progressed, teachers gradually
exercised their writing skills, evolving the quality of their descriptive texts and
their reflective comments. Along with them, they developed further professional
skills, such as carefully observing their students and the educational process
and focusing on important incidents relevant to specific axes — in this case the
research axes.

I chose this as a critical event because I think there was a rift in the team.
Although all year long we talk and “work” respect for diversity, it seems that
was not enough. Stereotypical perceptions remain and are manifested in various
ways. (...) I think the team needs to manage what we have discussed once
again. I would also like to focus on how the whole team will respond to the
issue (...) (T3, Critical event form, 15/4/2019)

Encouraging them to keep journal notes and exploit them to help themselves
think critically about the context they teach seems to have opened up new
perspectives on how they perceive their own action.

During writing, things came to me that at that time I might have forgotten and
not given a basis for. So when I started writing I realised even more things,
something that I’ve never done before (...) I have rarely dealt with observing
and writing about my children’s attitudes and behaviours (...) Now it’s a
little more (...) spontaneous. Something I didn’t do before in the classroom
and it definitely helps me in all my educational part in the classroom (...)
(T5, interview)

Shifting their attention from technical and methodological issues to the use of
writing as a means of deepening their understandings on the educational process
helped them gain a clearer insight on their own representations and practice. As
they argue, they were, thus, led to re-examine and re-evaluate the practices they
adopt. T8 comments:
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(...) I managed to reflect on myself and the way I position myself in the class-
room, towards the children, on the issues we manage together, on how we
manage them. I have a more objective picture of who I am now, right now in
the classroom. I became an observer of myself.

Through reflecting on their written records, alternative interpretations arose,
while preconceived notions were often revised in the light of new realisations.

The fact that you involve yourself into the process of reflection. That’s where
writing helps. There you are forced to see what is happening because at the end
of the day you may say “I shouldn’t have done that. I would do this differently.
But it stops there. It stops there, you don’t change it after all. (...) You won’t
change it. Whereas if you have it written, you don’t miss anything, you are
exposed (...) it is what ultimately makes you see yourself. Against everything
(...) And how you are as an educator towards diversity and a programme that
is related to prejudices. And how you manage them. (T8, interview)

Changes in their mindset inevitably affected their practice. Exploiting their
emerging understandings of their context, role and practice, the participating
teachers claim to have reviewed and, consequently, sought to reform their
previous pedagogic action by making from minor adjustments to even significant
adaptations.

(...) little by little I started to build, to build, to build, to see the mistakes I had
made, I do not know how much I succeeded, how much I did not succeed. In
this whole process I saw a lot of things. I probably saw things in my class (...)
that came out and I would not see them any other way (...) (T3, interview)

While in their submissions clearly focus on issues of handling diversity as
well evaluating the use of the research hypothesis to address bias, reflecting in
writing seem to have contributed to the development of their ability to assess
teaching tools, methods and ideas in a more critical way. Through adopting an
action research approach they were involved in the process of reviewing theory
in such a way that they started discovering new connections with the reality they
experience every day at school and building practice-based correlations.

This was again a new dimension for me, even though I have been involved in
action research in the past, during my training. But getting out of it all, you
leave it behind. Everyday life is far from the theory and I think this all put me
back in this process. The fact that theory is related to practice. And it is up to
us not to let it go. (N6, Interview)
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It is also considered important that the participants themselves were aware of
the process of their self-development and they could even recognise its step-by-
step course throughout the action research process. In fact, they argue that it was
mainly through reflective writing that they managed to better understand and be
able to address their context needs.

The course was evolutionary. I realised that (...) it is a thing that is being
built day by day. It is built session after session but it is also built with what
you do next. I realised that what I was writing during the lesson was not just
a recording of what the children were saying but it was something you had to
read two or three times, record, delete, rewrite to find out what it was that
finally appeared during the session. (N3 interview)

By the end of the research N3 verbalises a thought about reflective writing
that seems to be accepted by almost all participating teachers:

My misconception was that writing was just one thing. It was not just a note-
keeping, in my opinion. It was a lot of things, a lot, a lot of reflection needed
to write. (...) In the process, I realised that this was not just about the
programme (...) but it has to do with what I understood from my interventions.
(N3, interview)

According to such an approach, reflection on writing moves away from its use
as a tool for the purpose of a topic-centred assessment, highlighting its value as
a transformative experience in participants’ professional identities.

Discussion

In the context of an anti-bias action research project the use of reflective
writing proved to have significantly contributed to teachers professional devel-
opment by opening up new perspectives for them. The analysis showed that
teachers often perceived the writing process as a multi-level challenge. Although
at the beginning of the research they were all aware that reflective writing
would be an integral part of the research and they were eager to be involved in
it, it emerged that implementing it was neither a simple nor a familiar process
for them. During their participation in the research project, a number of prac-
tical, methodological and theoretical issues arose. Some teachers reported that
the whole process was rather demanding and time-consuming, while others
identified their difficulty in meeting methodological requirements, such as how
to focus on research axes, how to decide on what is important to write about,
how to describe experience in writing and how to reflectively comment on their
writing.
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To respond to arising challenges and dilemmas various options were exploited.
Adherence to an organised and consistent, yet, open and flexible research plan-
ning was recognised as helpful for systematizing the work of all participants.
Teamwork in the group meetings supported teachers’ effort to overcome problems
and dilemmas and offered feedback and encouragement. Similarly, individual
communication with the researcher who adopted the role of facilitator-critical
friend was acknowledged as a valuable choice.

Session after session, teachers devoted more time and effort to adopting reflec-
tive writing. Their commitment was fostered by their growing belief that this
particular practice offered them prospects and opportunities they did not expect
to have when entering the research project. As most of them mention, their initial
expectations were mainly limited to exploring the research hypothesis and famil-
iarising themselves with the anti-bias approach. However, they began to realise
that their involvement in such a process promoted their professional evolution
in a more comprehensive way. More specifically, it was evident that writing, as
introduced in the context of this research, promoted opportunities for teachers to:

+ challenge and enrich their knowledge and understanding of their students

+ observe and reflect on the way they act as professionals

« (re)discover connections between theory and practice

+ understand the contribution of reflective writing to supporting and

improving the educational process.

It emerges that, even if not intended upon designing the process, the research
hypothesis has eventually functioned more as a motive and a vehicle for teachers’
professional development, supported by encouraging critical thinking and reflec-
tive writing than as an ultimate goal. We recognise that the findings of the study
is rather context-limited. However we strongly believe that a larger qualitative
action research focused on reflective writing as a means of teachers’ professional
development would be of great interest.

Conclusions

This study tried to highlight how reflective writing contributed to teachers’
professional development within a larger action research project, which focused
on evaluating the use of the Persona Dolls method in addressing anti-bias issues.
Following the research planning, participants were invited to theoretically and
methodologically approach and adopt reflective writing in order critically focus
on the research hypothesis. As part of the process they were requested to observe
their context and their pedagogical action — both during the educational interven-
tions they carried out using the Persona Dolls method and during everyday life in
the classroom, identify critical events or other noteworthy issues, somehow rele-
vant to the research axe, to take written notes and to try to critically reflect on
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them in writing. Although participating teachers faced challenges and dilemmas
they claim that the support provided has considerably helped them to overcome
them. Among the most important supportive elements they acknowledge were
teamwork during the regular group feedback meetings as well as individual feed-
back given as an option by the facilitator via phone or email. Through observa-
tion, reflecting on their writings and exchanging views and opinions with the rest
of the research team, teachers were led to critically think about their pedagogical
perceptions and reconsider their practice. We believe that the above findings
could enrich the dialogue on the contribution of reflective writing to teachers’
professional development, especially in collaborative action research contexts.
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ABSTRACT

Educational research skills are a relevant issue to education professionals. Knowing how to
investigate makes it possible to generate knowledge to guide educational interventions and
evaluations/assessments. An important aspect is to decide on the focus of training to develop
research skills, both specific (e.g. formulating a research problem, collecting data, analysing
data), and cross-cutting (working collaboratively). Knowledge Building (KB) pedagogy is
a coherent approach to teach resarch skill. KB encourages sutdent asume the responsability to
carry out collaborative process to build conceptual artefacts. The purpose of this communication
is to train students in educational research skills applying the Knowledge Building pedagogy
supporting by Knowledge Forum (KF). This platform offers students and teachers a collaborative
workspace where ideas supported by evidence can be shared, discussed, negotiated and
improved. A comapartive pretest-posttest design was applied to analyse whether students
perceived improvements in their educational research skills. Likert scale questionnaires were
applied to collect the data. The participants were 51 students enrolled in a course about
educational research in Higher Education. The results show positive changes in the student’s
perception between the beginning and the end of the course. Improvements in the teaching of
educational research based on Knowledge Building Pedagogy are discussed.

Keywords: Collaboration, Educational Technology, Educational Research, Knowledge Building,
Research Skills

Introduction

Knowing how to research in the classroom is important for teachers (Valter &
Akerlind, 2010). Research is understood as a systematic, methodologically
controlled and transparent process with the aim of generating and using new
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knowledge (Coléas & Buendia, 1998; Creswell & Gutterman, 2021). Knowing how
to research means knowing how to articulate a series of skills to answer research
questions (Colas & Herndndez, 2021): knowing how to recognize areas in need
of research, reviewing the state of the matter, applying and combining proce-
dures and techniques for data collection and analysis, reflective and commu-
nication skills. A professional who masters these skills can know and generate
scientific knowledge that guides educational practices. Teachers can conduct
research on their practices to improve their students’ learning circumstances
(Engelmann et al.,, 2016), and may also use methods to assess educational
outcomes (Holden et al., 1999). However, unlike PhD studies, in undergraduate
degrees few credits are allocated for training in research competences (Lambie
et al., 2014; Jorgensen & Duncan, 2015, Petko, 2020). This means that students
have few learning experiences that allow them to have quality training in educa-
tional research. This explains studies on the perception of students regarding the
value of the subject in educational research. These studies indicate that students
from Educational Sciences in Higher Education often consider research skills to
be worthless for their professional future, and therefore they turn out to be inef-
fective in conducting research (e.g. Rodriguez-Chirino & Gutiérrez-Braojos, 2021;
Akerlind, 2008, Ponterotto & Grieger, 1999).

Another important aspect is the relevance of the training approach. Under the
umbrella of European credit, teaching methodologies place at the center the idea
of learning by doing with others, coherently integrating moments for reflection
and improvement of the actions and ideas developed in a topic (Gutiérrez-Braojos
et al., 2020). According to this, educational research interventions have been
directed to (Gutiérrez-Braojos et al., 2021):

+ Attendance at specific research conference to learn what and how experts

in the educational field investigate;

+ Courses aimed at training in specific educational research skills (e.g.

searching for information, writing and discussing research papers);

+ Student participation in the activity of research groups carried out by

expert research groups.

+  Empower students to make groups with their peers and carry out their own

research projects while receiving support and guidance from the teacher.

These educational proposals are based on socioconstructivist approaches
versus traditional reproductive content teaching. The Knowledge Building peda-
gogy is consistent with the ideas proposed in the previous section. This socio-
constructivist pedagogy aims at empowering students in the construction of their
ideas on a topic or knowledge theme (Scardamalia & Bereiter, 1994; Zhang et al.,
2009; Van Aalst & Chan 2012. The KB is based on the idea that students who
exhibit high levels of epistemic collective agency achieve higher levels of collab-
orative achievement (e.g. Gutiérrez-Braojos et al., 2019; Strauf3 & Rummel, 2021;
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Scardamalia & Bereiter, 2021). This involves engaging students in collabora-
tive activities such as establishing common learning objectives in educational
research, identifying research needs, negotiating which research problems are
most relevant, inquiring, discussing and developing ideas on how to conduct
educational research, making decisions about possible designs, procedures and
techniques to carry out their research, as well as finding the best way to share the
findings. In summary, students trained according to the KB pedagogy collaborate
to improve ideas on how to face and carry out educational research. Knowledge
Building pedagogy is often implemented through blended modalities, i.e. by
combining online and offline teaching activities (Arce, 2022). For this purpose,
the Knowledge Forum platform is often used. A technological artefact for collab-
orative and creative work with ideas (Scardamalia, 2004). The software offers
a virtual space in which students can share, discuss and organise data, ideas....
in notes that are linked together. The KF allows any type of file to be attached.

Overall, training in educational research is key for education professionals.
The Knowledge Building pedagogy empowers students to assume collective
epistemic agency (Yang et al., 2020). This communication aims to carry out an
intervention from the KB pedagogy to promote the collective epistemic agency
and assess the self-efficacy perception of students to carry out an educational
research. In this sense, high levels of collective agency are expected to be related
to high levels of achievement in learning research competencies.

Methodology

In this study, a comapartive pretest-posttest design was applied to analyse
whether students perceived improvements in their educational research skills. In
particular, various questionnaires are applied to participants at two points. The
first in the first two weeks at the beginning of the course, and the second during
the last two weeks of the course (see Table 1).

Table 1. Variables, Data collection instruments, and application moments

Moment 1 Moment 2
Instruments Questionnaires-Likert Questionnaires-Likert
Variables Research Competence Research Competence

Collective Agency Collective Agency

Starting point

Participants

The participants are 51 students enrolled in the 2nd year of the education
degree program at the University of Granada who participated voluntarily in
this research. They participated in an educational research subject for 16 weeks
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according to the KB pedagogical principles to advance in the collective under-
standing on educational research topics and carry out a research on an educa-
tional problem of their interest. The students worked in a hybrid scenario
supported by the Knowledge Forum platform (Scardamalia, 2004). This required
training sessions during the first two weeks with the aim of training students in
the KB principles and the use of the KF platform. This study is part of research
project (see section: Aknowledgments). This research project involving human
participants was reviewed and approved by Research Ethics Committe from the
University of Granada.

Instruments

Students voluntarily responded to a battery of questionnaires in two different
moments. In this communication we collect the results of 2 of the questionnaires
applied at the beginning of the course, and at the end of it:

* Questionnaire of self-efficacy in educational research (Holden et al.,
1999). This one-dimensional questionnaire is widely used (o = .99). This
questionnaire is made up of 9 items based on a 5-point Likert scale with
values ranging from “1” to “5”, “1” means “I can’t do anything” and “5”
means “I can do it completely”. This questionnaire measures the extent
to which students feel confident to carry out skills relevant to the educa-
tional research competence, for example, “Design and implement the best
possible data analysis strategy for the study of a specific aspect of the
educational practice”.

* Questionnaire on collective agency (Zhang et al., 2019; Zhang et al., 2021).
This recent questionnaire consists of three dimensions. The first dimension
“collaboration and sharing ideas, CS” consists of 10 items (a = .97), the
second dimension “Team Consciousness, TA” of 6 items (¢ = .98), and
the third dimension “collective efficacy CE” consists of 3 items (o = .95).
These items are based on a 5-point Likert scale with values ranging from
“1” to “5”, “1” means “my opinion does not represent anything to me” and
“5” means “totally represents my opinion”. Some items in the questionnaire
are: “When working in group, I think it is important to share ideas and
learning resources (CC)”; “When I have not understood the point of view
of my group members, I have actively asked (CG)”; “Even if we encounter
difficulties, we can complete the learning tasks of this course well (EG).”

* Questionnaire of questions on omen variables: basic knowledge to carry out
an educational research, value of the subject for the professional future,
difficulty of the content, interest or motivation for the subject content,
achievement expectations in learning, achievement expectations of high
grades, emotions transmitted by the subject, expected learning attitude.
These questions were answered with a 3-point scale whose labels depend
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on the items. For example, for the item “value of the subject for the profes-
sional future”, 1”” means null value, “2” moderate value, “3” high value.

Data analysis

Various analyses have been carried out in this study. For the analysis of the
questionnaires of collective agency and research competencies, comparative anal-
yses have been carried out between moments “1” and “2” using the non-para-
metric test of W, adding the size of the effect. Subsequently, a Cluster (Kmedias)
analysis has been carried out. For the analysis of the questionnaire of omen vari-
ables (starting point) a percentage analysis was applied. For the analysis, several
Rstudio packages have been used to analyze the data and elaborate the graphs.

Results

Analysis of the intervention benefits through questionnaires: collective

agency and educational research competence

Descriptive statistics have been used to analyze the data obtained with the
records of continuous activity on the platform, questionnaires on collective
agency, and self-efficacy in educational research.

The statistical values have increased at the end of the course compared to the
beginning. The non-parametric test W has been applied. The differences between
the two moments are significant (p < .000) showing a large effect size in both
variables.

Epistemic Collective Agency Self-Efficacy in Educational Research

Figure 1. Students’ perceptions of team awareness in two moments
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The figures show that students improve their perception for the dimensions
of collective agency and skills to carry out educational research. From the
graphs, a positive and significant relationship between the collective agency
and the research competences is also interpreted. That is, improvements in
collective agency could be related to improvements in educational research
competence.

The graphs also indicate the transitions of the students between the beginning
and end of the course. Student scores do not vary in the same way for all partic-
ipants. Especially at moment 2 it is observed that the participants are divided
into two groups. A group (with a small number of cases) shows scores somewhat
lower than their peers. The most obvious case is scientific competence.

Cluster Analysis

The results of a cluster analysis show two groups of students (Figure 2). On
the one hand, a cluster of 12 students presents low scores in collective agency
and educational research competence. This cluster has been called “students with
high resistance to learning”. On the other hand, a second cluster made up of 39
students presents high scores in the variables that comprise the collective agency
and in the educational research competence.

Figure 2. Number and representation of Clusters
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Analysis of the omen variables: perceptions at the beginning of the

course

In order to understand the reasons that justify both Clusters, pre-interven-
tion omen variables have been analyzed: previous knowledge about educational
research, interest in the content, perceived difficulty... (See Figure 3).

Figure 3. Students perceptions at the beginning of the course according to clusters

The results show that both clusters are similar when it comes to recognizing
not having previous knowledge, the high difficulty of the subject, and experi-
encing a lack of positive emotions towards the subject. Cluster 2 presents a higher
percentage of students who score moderately on motivational and emotional
variables, showing expectations of achievement in both performance and learning
despite the perceived difficulty. In addition, cluster 2 stands out for having a high
percentage of students who state that they would have an active attitude to learn
the subject.
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Discussion and Conclusion

In this communication we present the partial results of a broader work
(R+ D+ i project). The results show that the KB has generated an improvement
in collective agency and skills in educational research.

In addition, two clusters of students have been found in this study. They differ
from each other according to the level of collective agency and self-efficacy to
conduct educational research. The first cluster consists of a small number of
students. This cluster is characterized as having achieved a moderate develop-
ment of skills in educational research at the end of the course and presenting
low scores in collective agency. The second of these clusters is composed of the
majority of students. This cluster is characterized by high scores in collective
agency and skills for educational research. These results coincide with previous
studies concluding that levels of collective agency can explain levels of educa-
tional attainment (Zhang et al. 2021; Gutiérrez-Braojos et al., 2019), especially
when the work methodology requires collaboration with others to improve ideas,
and carry out research, as is the case with this study.

In order to understand the reasons that justify both Clusters, pre-omen varia-
bles prior to the intervention have been analyzed. The results show that, regard-
less of the cluster of belonging, the students do not have any knowledge prior
to the subject to carry out an educational research. Likewise, another consid-
erable number of students consider this training in educational research to be
alien or not very relevant to their profession. However, in cluster 2 made up of
students who manifest a greater collective agency and competencies in educa-
tional research, a larger group of students who manifested an active attitude in
the subject is observed.

In conclusion, recognizing the limitations, the results of our study lead us to
affirm that:

+ Students are able to progressively take collective responsibility for their

learning when given the opportunity.

+  Empowering students to assume this responsibility generates improvements
in transversal and specific competences in the majority of students.

+ Future studies should test the implementation of KB in longer periods
to train future teachers’ capability of reflecting on the action in their
classrooms (experience of 3 months, there are few credits in educational
research).

This study has had a relatively short duration for the time a student needs to
adequately develop educational research competences. This duration is a manda-
tory condition of our higher education context. Therefore, we believe that other
studies of longer duration that do not have these limitations could obtain even
better results.
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ABSTRACT

The assessment is part of the complex profile of teacher competencies that supports the
development of teachers’ and students’ generic and professional competencies. The paper
focuses on formative assessment, i.e., the approach to assessment as learning and assessment
for learning that takes place during the learning process, which ultimately contributes to self-
regulated learning. This paper aims to determine if there are changes in the use of formative
assessment in the classroom. For this purpose, Biology teachers participated in reflective
learning-based professional development.

In this action research, reflective learning was applied in learning communities. The learning
process consisted of acquiring theoretical knowledge about formative assessment, applying
what has been learned in the classroom, and (self)analyzing video recordings of the lessons
according to the formative assessment representation form. The analysis provided (internal)
feedback on progress and aspects for improvement as a starting point for a new cycle of
reflective learning.

The initial recordings of the lessons showed that formative assessment needs improvement. The
results indicate that professional development in formative assessment varied among teachers.
One teacher was found to make steady progress during professional development, while other
teachers were found to have sporadic and incoherent changes. We believe that the improvement
of the professional development model should include explicit incentives for teachers to
implement phases of self-regulated learning during professional development.

Keywords: assessment as learning, assessment for learning, formative assessment, online
learning community, professional development
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Introduction

Assessment is an important aspect of the teaching process. This complex
process includes monitoring, assessment, and evaluation. Monitoring to assess the
success of the learning and teaching processes allows for formative assessment.
An assessment approach to learning is used when student learning is monitored
and assessed throughout its duration and when teaching is targeted and improved
based on these results. On the other hand, when students approach self-assess-
ment, i.e., when they monitor and modify their learning to achieve the learning
goal, it is referred to as assessment as learning (MZO, 2017). Both approaches
result in feedback (Yan et al., 2021) that has a positive effect on student achieve-
ment (Yin et al., 2008) because it shows them how to improve their learning
(Bennett, 2011). At the same time, teachers also learn how to improve their
teaching. Both approaches require the use of the metacognitive dimension of
knowledge to achieve self-regulated learning (Vizek Vidovi¢ & Marusié, 2019).

Although the formative assessment and summative evaluation have been
present in Croatian education for a long time, approaches to assessment for
learning and assessment as learning (including assessment of learning, which has
a summative character) have emerged only in recent years. With the introduction
of new subject-specific and cross-subject curricula and guidelines for the assess-
ment of the learning process and reaching the education outcomes, professional
training as well as the overall professional development of Croatian teachers
requires significant changes. Unlike instructional programs that prescribe the
topics to be taught in a particular subject to a particular class, the curriculum
approach enables teachers’ autonomy in choosing and modifying how they will
achieve and assess the predetermined outcomes.

Although teachers are required to use both assessment approaches, they
should implement them because of the many benefits they have in reaching the
mandated outcomes of the subject curricula and the curriculum expectations for
cross-curricular topics. Formative assessment promotes conceptual understanding
and acquisition of knowledge at higher cognitive levels because it uses open-
ended questions, interactive, and collaborative activities (Yin & Buck, 2019). It
facilitates students’ cognitive engagement and contributes to their understanding
of the content being learned (Gikandi et al., 2011). It also increases motiva-
tion, improves student learning, and contributes to the objectivity of summa-
tive evaluation (Harlen & Deakin Crick, 2003). The effectiveness of formative
assessment depends on how teachers implement it in the classroom (Yan et al.,
2021). Vingsle (2014) describes formative assessment as a complex process that
is difficult to incorporate into classroom practice, and its successful incorporation
depends on personal, i.e., teachers’ beliefs and attitudes, and formative assess-
ment knowledge and skills (Heitink et al., 2016). It is continuously improved
through professional development (DeLuca et al., 2019), and psychological and
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practical support is essential for teachers to effectively play their role in imple-
menting formative assessment (Yan et al., 2021).

Formative assessment may include posing questions and discussion, observa-
tion of various activities, note taking, use of various formative assessment tech-
niques, and peer assessment (Yin & Buck, 2019). The aim of the professional
development in this action research was to systematically help teachers improve
their knowledge and skills in using formative assessment. In addition, we wanted
to make teachers aware that formative assessment is an important component of
constructive alignment.

Biggs and Tang (2014) emphasize that constructive alignment implies the
alignment of goals, activities, and assessments. This requires the teacher to “create
a learning environment that encourages students to engage in these learning activ-
ities and assesses student performance against the intended learning outcomes”
(p. 97). The setting of the objective at the beginning of the lesson as the standard
by which the success of learning and teaching is judged, the practice of giving
students specific feedback on their activity, instruction that guides and prompts
students to self-assess, and the use of assessment questions at the end of the lesson
were examined for the achievement of the objective in analyzing the lessons. The
extent to which teachers ask questions that encourage students to think and show
them what they are still missing to reach a certain level of understanding was
examined. In addition, the extent to which teachers encourage students to express
their understanding of the content in their words and record it independently
and concisely was observed. These activities help to achieve the objective of the
lesson while also serving to assess learning. The extent to which teachers teach
students how to approach learning and how to solve problems, and the extent to
which they encourage students to verbalize their learning (metacognitive teaching
and use of metacognitive knowledge and skills in the learning process) were also
observed. Finally, the extent to which students were encouraged to monitor
their progress and assess their learning was observed. Reflective learning about
formative assessment in the context of learning communities, implementation of
learning in classroom practice, and analysis of video recordings of the lesson for
(self-)reflection to guide further professional development should have enabled
the acquisition of the teacher’s content pedagogical knowledge (Shulman, 1986)
which includes knowledge of learners, teaching, and curriculum in addition to
knowledge of content (Ball et al., 2008). Formative assessment is part of numerous
educational reforms around the world (Birenbaum et al., 2015) and it is essential
for effective professional development (Bennett & Gitomer, 2009), highlighting
the need for its improvement. Therefore, the aim of this paper is to determine if
there are changes in the elementary school Biology classroom related to the use of
formative assessment in a six-month video-based online professional development
course based on reflective learning.
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Methodology

The study was conducted during the 2020,/2021 school year as part of the
“Professional development of teachers for improving elementary students’
learning outcomes in science and mathematics” project. Four teachers teaching
elementary school Biology were observed for the study. In this study, the names
of the teachers are presented with initials.

Changes in formative assessment practice were caused by reflective learning
(RL), which is shown in Figure 1.

Figure 1. Cycles of reflective learning during professional development

Video recordings of lessons were analyzed using the OZON form (cro. Obrazac
za opazanje nastave, Teaching Observation Form, Bezinovié¢ et al., 2012). This
form describes and evaluates classroom activities divided into six categories:
classroom atmosphere, lesson structure, student involvement and motivation,
individualization and differentiation of teaching, teaching metacognitive skills
and learning strategies, feedback, and formative assessment. From the entire
form, features related to assessment for learning and assessment as learning were
extracted for this study (the features can be seen in the results section in Table 2).

Based on the analysis of the video recordings, both the researchers of the
project and the teachers themselves conducted the reflection on the lesson. After
the analysis of the initial lesson using the OZON form identified the starting
points for improvement for each teacher, the first lesson followed. Then, the
teachers implemented what they had learned in the classroom practice. The
lesson was re-recorded, and the analysis of the video recordings was done again
using the OZON form to identify the changes compared to the previous lesson
and to define the starting points for a new cycle of reflective learning. The same
system was applied until the last, fifth lesson. A total of five lessons from each
teacher were recorded and analyzed, and four learning communities were held
with the topics and outcomes listed in Table 1.
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Table 1. Topics and outcomes of learning communities

Learning Topic Outcomes
community
1t Assessment regarding > Predict the importance of defining the objective in
the objective the assessment process.
» Plan the assessment regarding the objective.
2nd Feedback > Analyze the conditions for constructing specific
feedback.

> Plan teaching to enable students’ independence in
creating internal feedback.

3 Concept map - » Use the concept map as a technique in the
teaching and teaching and assessment process.
assessment technique

4t Learning by solving » Plan the teaching of Biology while simultaneously
problems achieving metacognitive teaching using problem-

solving tasks.

In the research, the ethical aspect of the research was fully respected.
Considering that the method of observing classes the researcher will requested
the written consent of the parents of the students and the principal of the school,
in addition to the written consent of the teacher. Teachers were provided with
protection of privacy and confidentiality of data. In the analysis and interpreta-
tion of the research results, instead of their names, labels were used to distin-
guish the research participants. At the same time, specifying the exact data of
the institutions where the research was conducted was avoided. Upon completion
of the research, the participants were informed about the results of the research.

Results

Features of teaching in the formative assessment that need to be

improved

The analysis of the initial lesson revealed that not a single teacher states the
objectives, i.e., the outcomes, at the beginning of the lesson as a measure for
assessing her teaching and the students’ learning (Table 2). It is also evident that
not a single teacher explains the criteria by which students can assess their own
activity and progress concerning the set objective, nor do they use these criteria
to highlight progress and learning. Only one teacher did not prepare questions
or assignments to check students’ understanding and performance in class, while
the others used them to a lesser extent to give students specific feedback on their
work (Table 2). Another common feature that needs improvement based on the
analysis of the initial lessons is the lack of use of metacognitive knowledge and
skills that form the basis of the assessment-as-learning approach. None of the
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teachers taught students how to approach learning or encouraged students to
verbalize the steps they used in their work (Table 2). Only one teacher encour-
aged her students to monitor and review their work and evaluate their activities
and progress. Since the same teacher did not set an objective for students to
evaluate against, this feature was also rated as needing improvement. The other
features listed in Table 2 were not observed in all teachers, so they are also rated
as needing improvement.

Changes in the features of formative assessment through professional

development

The analysis of the initial lesson was followed by a learning community and
the topic was Assessment regarding the objective. The analysis of the video recording
of the second lesson, in which the teachers had to implement what they had
learned, showed progress compared to the initial lesson (see Table 2). In terms
of learning community outcomes, most changes were expected in the shaded and
italicized features in Table 2. Since no significant changes were found compared
to the initial lesson, the next learning community was organized with the topic of
Feedback, which followed up on the first lesson. After that, the third lesson was
recorded, which we also analyzed. Table 2 shows progress in the objective setting
in the second lesson (only one teacher states the objective, but to an insufficient
extent in the sense that she states it at the beginning of the lesson but does not
relate it to self-assessment). The same teacher (VS) improved her assessment
for learning practice in the third lesson because she stated the objective of the
lesson, provided specific feedback regarding the objective and prepared questions
to check students’ understanding and performance. Teacher OZ only explained
her assessment criteria in the third lesson, emphasized students’ progress and
learning, and used questions to check students’ understanding and performance.
Thus, in the third lesson, progress in instructional features related to assessment
for learning was noted compared to the previous two lessons for teacher OZ.
She asked students to assess their activity and progress, but this was rated as
an inadequately observed feature due to the lack of presentation of the objec-
tive. Features that did not improve even in the third lesson were those related
to metacognitive teaching (teaching students how to approach learning and/or
solve specific tasks) and the application of metacognitive knowledge and skills
(students describing and explaining the steps they use in their work). For students
to use or practice applying metacognitive knowledge and skills, teachers must
organize lessons that set the stage for this to happen. All teachers use questions
that promote higher-order cognitive processes to a greater or lesser extent in all
three lessons, but all challenge only the cognitive level of understanding and
application without problem-solving. Teaching students to learn the content of
Biology through problem-solving, in addition to achieving the objective defined
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by the Biology curriculum in terms of developing metacognitive knowledge and
skills, is an aspect that the subsequent learning communities have sought to
improve.

Table 2. Teaching features in the analysis of the initial recording that need to be improved,
the analysis of the second and third recorded lesson after the implementation of what
has been learned during professional development, and the progress made regarding

a particular feature

Features of a par- Teacher Teacher «  Teacher -
ticularassessment 1 (initial) lesson 2" lesson = § 3" lesson = &
approach v 8 Eﬁ
Assessment for M 0Z VS IK JM OZ V5 IK €% JM 0Z V5 K g%
learning 6‘0_ é g g
The teacher clearly e e e i 2 el 2 - -+ | - 2
States the objectives

of the lesson

(learning outcomes).

The teacher provides +/- +/- - + +[= +[- - |+ o +/- +/-| + | + 2
specific feedback to

Students.

The teacher e e B T e e B R -+ = - 2
explains his criteria

for assessing

students’ work and
achievements using
specific examples.

The teacher e e B e N N 2 - + - = ©
emphasizes the

progress of the

Students and their

success in learning

(and not their

shortcomings).

The teacher has 0+ =+ o+ = © + + + + 2
prepared questions

or tasks to check

the students’

understanding and

achievementsin

class

Assessment as learning

The teacher asks R iy e Ry Ry S 2= = =+ 4
thought-provoking

questions (which

stimulate higher-level

cognitive processes).
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Table 2. Continued

Teacher
3 lesson

Features of a par- Teacher Teacher

ticular assessment | 1st (initial) lesson 2" lesson
approach

Assessment for JM 0Z VS IK JM 0Z VS IK
learning

M 1 0Z VS IK

the 1%t lesson*
the 2" lesson

Progress IRT
Progress IRT

?
|
[
[
|

!

The teacher directly e e e O T R R
teaches the students

how to approach

learning, solving

certain tasks, or

practicing.

The teacher + + o+ o+ + + + + 2 + + - + 4
encourages the

students to express

in their words how

they understood the

content being taught.

The teacherasksthe - | - - - - - - - o - - - - o
students to describe

and explain the

steps they use while

solving a task.

The teacher i T i R T I I © - + - + 2
encourages students

to monitor and check

their work (e.g., to

spot and correct

mistakes, and check

the solution they

have reached).

The teacher asks the - ==+ =] =]+ 2 - + - ¥ o
students to evaluate

their work and

progress.

The teacher R e e N R + o+ =4 2
encourages

the students to

independently take

notes and organize

the content being

learned (e.g., by

highlighting the main

concepts or creating

presentations).

* Symbols and abbreviations: no progress (<), progress (), regression (<), IRT — in relation
to; JM; 0Z; VS; IK-teacher’s initials
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The third learning community focused on concept maps as a teaching and
assessment technique. In choosing this topic, we were also motivated by a conver-
sation with teachers about formative assessment during the second learning
community. It was determined that the main causes of difficulty in implementing
formative assessment were lack of knowledge, over-involvement of the teacher
in lesson preparation, lack of time during the lesson to use the method, and
students’ perception that they value assessment more than feedback. The third
learning community served to increase knowledge about formative assessment.
It explained how concept maps can be used for both assessment and instruction.
The analysis of the representation of the features and the possible progress after
the implementation of what was learned in the third learning community are
presented in Table 3. In the features related to the assessment of learning, if we
consider all teachers together, progress consists only in the emphasis on progress
and success in the work. This feature was improved in teacher VS compared to
the previous lesson, while teacher OZ had already adopted this feature in the
previous lesson.

In the features related to the approach of assessment as learning, the most
significant change was observed in the direct instruction by the teacher on
how to approach the solution of certain tasks. This feature was only partially
represented by three teachers, as it only referred to the explanation of how to
complete the concept map without relating it to the objective, in the sense that
they used the map as a technique that leads to the adoption of a defined objective
and the verification of the adoption of the same objective. Although the concept
map allowed teachers to monitor and review students’ work and to independently
capture and organize learning content, it did not fully contribute to assessment
because there was no verbalization of learning progress as a conscious activity
that trains the use of metacognitive knowledge and skills in the learning process.
This feature was only partially present in one teacher because the objective was
not defined as a standard against which students could more easily identify and
define their progress (Table 3).
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Table 3. Teaching features in the analysis of the fourth and fifth recordings after the
implementation of what had been learned during the professional development and the
progress made regarding a particular feature

Features of a Teacher Teacher Teacher
particular assessment 3 |esson 4t lesson = 5t lesson 2
approach _ =
= = X x - X x
Assessment for JM O0Z VS IK M 0OZ VS IK 3 = JM 0O0Z VS IK 3 S
learning 3 2 3 2
on on
o) O =
a m o
The teacher clearly e T T S - -+ - o
states the objectives
of the lesson (learning
outcomes).
The teacher provides +/— +/- + + - + + +/- ¢ + - + +/- o
specific feedback to
students.
The teacher -+ - - - % - - e - - - - v

explains his criteria

for assessing

students’ work and

achievements using

specific examples.

The teacher - + - - - + + - 2 +/- - + - /
emphasizes the

progress of the

students and their

success in learning

(and not their

shortcomings).

The teacher has + + + + + + + + P + + + + o
prepared questions

or tasks to check

the students’

understanding and

achievements in

class.

Assessment as learning

The teacher asks +/- - +/— + +/- - + + 2 + + + + 7
thought—provoking

questions (which

stimulate higher—level

cognitive processes).

The teacher directly - - - - +/— +/- + +/- 2 +/— +/— +/- +/- V¢
teaches the students

how to approach

learning, solving

certain tasks, or

practicing.



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 64

I. LABAK, M. SABLIC, B. BOGNAR. Reflection and Feedback as Predictors of Directed Development ..

Table 3. Continued

Features of a Teacher Teacher Teacher

particular assessment 3 |esson 4 lesson g 5th [esson g

approach = =

= = o x = X x

Assessment for M 0z VS IK JM 0Z VS IK 75 M 0Z VS K G §

learning S 2 <2
on 2 on L
2w e =
a m o <

The teacher + + - + + + - + o + - - + 7/

encourages the

students to express

in their words how

they understood the

content being taught.

The teacher asks the - - - - - + - - 7 - - - - /

students to describe

and explain the steps

they use while solving

a task.

The teacher - + - + + + + + 2 + + + + o

encourages students

to monitor and check

theirwork (e.g., to

spot and correct

mistakes, and check

the solution they have

reached).

The teacher asks the - + - + - + - - / - - - - /

students to evaluate

their work and

progress.

The teacher + o+ -+ o+ o+ o+ o+ 2 + o+ + -

encourages

the students to
independently take
notes and organize
the content being
learned (e.g., by
highlighting the main
concepts or creating
presentations).
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In the last learning community, we emphasized learning through problem-solving.
Also, during the learning community, we explained the use of the flipped class-
room in teaching Biology. The flipped classroom concept assumes that learning
at lower cognitive levels occurs through independent work at home and learning
through problem-solving at school (Bergmann & Sams, 2015). The material that
enables students to remember the relevant information they need to solve the
task is selected by the teacher, who designs assessment methods for learning
and assessment methods as learning that occur both in independent learning
at home and in the classroom at school. The flipped classroom was offered to
allow teachers more time to organize learning through problem-solving in the
classroom and to allow students to practice using metacognitive knowledge and
skills, thereby strengthening their ability to use assessment as learning.

The changes in the features caused by the last learning community can be
seen in Table 3. In the characteristics related to assessment for learning, there
was some progress only in teacher JM. She provided feedback to the students on
their work and highlighted their progress. Teacher OZ regressed in her teaching
compared to the previous lesson, while the other two teachers showed neither
progress nor regress. In the features of assessment as learning, it was observed
that all teachers asked questions at a higher cognitive level due to the use of
problem-solving learning. Neither teacher showed progress in teaching students
how to approach problem-solving. The teachers told students how to learn in
class but did not instruct them on how to approach problem-solving or how to
apply what they learned to a new problem. They also did not ask students to
explain the steps they used to solve the given problem and did not encourage
students to monitor their progress.

Discussion

The research conducted shows that implementing formative assessment in the
classroom is not an easy task, as Yan et al. (2021) state. Yan and Brown (2021)
stated that the practice of implementing formative assessment is far from satisfac-
tory. The analysis of initial recordings related to the use of formative assessment
in learning and teaching also indicated a need for improvement. The reason why
teachers did not use formative assessment is due to its complexity and the fact that
assessments for learning and assessment as learning were introduced only recently
in the Croatian educational system. However, this intention was not accompa-
nied by changes in teachers’ professional development, which was still traditional.
The usual practice of professional development in Croatia amounts to teachers
attending professional meetings, organized for a large number of teachers, where
they receive only theoretical knowledge with some examples of good practice.
Implementation of what is learned in the classroom and subsequent reflection,
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according to the teachers involved in our research, is generally completely absent.
In contrast to common practice, the professional development we organized was
characterized by continuous support in introducing the expected changes in the
classroom. According to Leahy and Wiliam (2012), support included providing
knowledge about formative assessment, providing examples of teaching with form-
ative assessment, and providing constructive feedback. In addition, our profes-
sional development included collaborating to provide teachers with opportunities
to discuss, reflect, and receive feedback from their colleagues about their teaching
methods (Heitink et al., 2016). Professional development in formative assessment
should allow teachers to try out what they have learned, reflect together, and
revise their practice concerning what they have learned (Borko, 2004). Although
all of this was included in our professional development, the results showed that
implementing formative assessment is a challenging process and that the teachers
who participated in the study only partially accomplished this.

The key elements of formative assessment are defining explicit learning goals
and success criteria, providing feedback to students on their performance, self-as-
sessment, peer-assessment, teacher-student collaboration, interpreting evidence of
expected progress, and using the information provided by formative evaluation to
improve teaching and learning (Trumbull & Gerzon, 2013). In our research, we
observed assessment for learning and assessment as learning listed in the OZON
form (Bezinovié et al., 2012). According to the changes in the features listed in
Table 2 and Table 3, no changes were observed during the period of develop-
ment in terms of continuous development. Features that improved in one lesson
(recorded as the presence of the feature in at least one teacher or the presence
of the feature in a larger number of teachers) remained the same in the next
lesson or showed a decrease in the sense that fewer teachers used it in class. For
example, the explanation of the criteria for assessing one’s work and the students’
performance based on concrete examples occurs only in teacher OZ in the third
lesson (Table 2) and again in the fourth lesson (Table 3), while in the last lesson,
it does not occur for her or the other teachers. A clear statement about the objec-
tives of the lesson was recorded only by teacher VS. In her case, it was partially
recorded already in the second lesson and fully from the third lesson onward.
This teacher showed a clear improvement in the assessment for learning in the
fourth lesson, which was maintained in the last lesson as well. Improvements in
assessment as learning in the third lesson were not recorded. Towards the end
of the training (4th lesson), progress is also evident in this assessment approach.
VS is also the only teacher for whom we observed continuous progress in both
assessment approaches during the professional development training. For other
teachers, we have sporadic and incoherent changes with no observed continuous
progress in improving some features in the last lesson (JM), with no changes (IK,
where many features were present in both assessment approaches in the first
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lesson), or a situation where there is progress in the third and fourth lessons and
then a regress in the last lesson (OZ).

Vermunt and Endedijk (2011) point out that teachers respond to innovation
in different ways. Some focus on improving their teaching performance in the
sense that they immediately apply what they have learned, while others want to
understand how what they have learned changes their basic teaching principles
and understand why and under what conditions what they have learned works in
their practice. Teachers need time to reflect on their teaching practice and revise
and adapt their instructional routines to what they have learned (Ruiz-Primo &
Furtak, 2007). In addition to teachers’ positive attitudes toward formative assess-
ment and their willingness to implement it in their teaching, a stimulating school
environment and school policies that provide ongoing support for teachers to
implement this important aspect of teaching are needed (Yan et al., 2021; Yan &
Brown, 2021).

Vermunt and Endedijk (2011) emphasize that there are teachers who do not
focus enough on their learning when it comes to professional development. They
have difficulty setting goals and are cautious and hesitant to introduce innova-
tions into practice. This may also explain the results of our study.

What we noted earlier in the analysis of the initial lesson, and further noted in
the analysis of subsequent lesson recordings was the teachers’ lack of knowledge
about how to teach students to use metacognitive knowledge and skills. Although
assessment as learning is fundamentally metacognitive, a different approach to
assessment also requires using the metacognitive dimension of competence to
learn how to learn. Apart from encouraging their students to acquire metacog-
nitive knowledge and apply metacognitive skills, teachers must simultaneously
develop metacognitive competencies themselves in the process of professional
development. This means that teachers should use the results of their efforts to
improve their teaching (Hattie, 2015), which implies assessment for learning.
At the same time, they should develop a habit of assessment as learning. This
means that they should set a specific goal for their professional development and
monitor changes and, if necessary, change the path leading to the achievement
of the defined goal (Labak, 2022). Our professional development intended to
break down the complex process of formative evaluation into smaller parts and
implement them in smaller steps in the Biology classroom. According to Leahy
and Wiliam (2012), this prevents teachers from reverting to their previous prac-
tices after introducing new ideas. We received additional support towards the
end of the professional development when we suggested the use of the flipped
classroom to teachers. With its settings, the flipped classroom allows for both the
application of assessment approaches and the change in overall teaching practice
needed to effect change in formative assessment (Trumbull & Gerzon, 2013). For
two teachers (VS and IK), the use of the flipped classroom led to no changes, for
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one teacher it led to some changes in approach to assessment as learning (JM),
and for one (OZ) it led to a regression in teaching performance (Table 3, 5th
lesson). This result shows that it is difficult for inexperienced teachers to plan and
implement flipped classrooms. Complex changes such as formative assessment
are difficult for teachers to design and implement in the classroom. We believe
that it would be easier for teachers if they were given detailed examples of how
to design a lesson in which the principles of formative evaluation are followed.
The possibility of bringing about change by using such ready-made materials
while teachers are in the stage of becoming independent and learning formative
assessment represents the direction in which this research will continue.

Conclusions

The professional development described in our research resulted in changes
not only in formative assessment but in overall instructional practice. In this
study, we focused only on observing changes in instructional features related to
assessment for learning and assessment as learning. Since no single teacher fully
achieved the changes we observed, but only on some features, we can conclude
that they were in the process of change. However, for more comprehensive
changes, it is necessary to invest more time and effort for them to be noticed in
the classroom.

Although the analysis of lessons was conducted for reflection and self-reflec-
tion to identify new starting points for improvement, it was the researchers who
determined the aspects that needed improvement based on the analysis of all
teachers’ lessons. It is possible that some teachers themselves did not recog-
nize this need, but saw it as something they already use, already know, or can
easily incorporate into their teaching practice. In addition, no explicit planning of
self-regulated learning via formative assessment was required during the profes-
sional development. In the professional development preparation phase, there
was no incentive to set learning goals and strategically plan the path to achieve
the goal. In the performance phase of professional development, there was no
incentive for self-reflection, and in the reflection phase, there was no incentive
for self-assessment and self-regulation of one’s practice. Therefore, in addition to
learning theory, implementation, analysis, and (self-)reflection of teaching, the
professional development of formative evaluation should include an incentive
for teachers’ active participation in professional development in the sense that
development is approached as self-regulated learning.

Some of the teachers pointed out the need to be suggested how to achieve the
expected changes because they were often not able to find appropriate solutions
on their own. For this reason, we think that it would be good to give concrete
suggestions on how to conduct classes following the goals set. Once teachers
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master these approaches, they can be encouraged to find their solutions. In our
case, we did not provide teachers with ready-made solutions, which resulted in
the expected changes being only partially realized. Of course, we do not believe
that ready-made solutions should become common practice, but only a transi-
tional phase in the introduction of new, complex teaching approaches for which
more time needs to be allocated.

The research was largely conducted at the time of the coronavirus epidemic
(COVID-19), due to which female teachers had to adhere to strict epidemiolog-
ical measures (e.g., maintaining social distance) in the classroom. Thus, in addi-
tion to the usual problems related to teaching and its changes, they had to face
constraints that did not support the achievement of the established criteria. All
of this may have contributed to the limited introduction of the planned changes.
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ABSTRACT

Earlier research has shown that teachers do not feel sufficiently prepared to develop
entrepreneurial competences in the classroom, both theoretically and practically, and that the
lack of pedagogical entrepreneurship competences hinders the development of entrepreneurial
skills in the learning processes. The aim of this study is to analyse the extent to which
entrepreneurial skills are emphasised in current teacher preparation programs and to identify
differences between Latvian and Finnish educational programs. Curricula and course outlines
from five teacher education programs in two different contexts were analysed. Deductive
qualitative content analysis was based on 14 pedagogical entrepreneurship components
identified in the previous studies. The results indicate that there are major differences
between the programs how entrepreneurial skills were emphasised in the curricula and course
outlines. In the data from Latvia, 10 from 14 components of pedagogical entrepreneur were
acknowledged fully or partly at least in one of the four programs’ curricula and course outlines.
In addition, four components were not identified in any of the programs’ curricula. In contrast,
in the Finnish teacher education program, all 14 components of pedagogical entrepreneurship
were acknowledged fully or partly in the analysed curriculum and course outlines. This bears
consequences for what kind of opportunities to learn pedagogical entrepreneurship students
have during their teacher education studies. Based on the research findings, more attention
should be paid to entrepreneurship competences in teacher education curricula.

Keywords: entrepreneurship competences, entrepreneurial skills, pedagogical entrepreneurship,
teacher curricula, teacher education pedagogy
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Introduction

During the last few years, there have been changes in the use of the latest
technologies, digitalization, socio-economic equality, understanding of the impor-
tance of ecology, and labour market processes (Gouvernement du Québec, 2021),
which led to shift in demand of education and the competencies required in the
teaching profession have also changed (Fullan, 2020). The changing socio-eco-
nomic situation affects all areas of life, and today entrepreneurial strategies in the
context of education are a global phenomenon that emerges from politics and are
an important starting point for the study of entrepreneurial skills in the context
of pedagogy (Dal et al., 2016). Although the development of entrepreneurship
competences has been relevant for many years, there is still no consensus on what
the elements of entrepreneurship competences are (SliSane & Rubene, 2021) and
how they fit into the educational context. One of the priorities of the European
Union (EU) is to develop entrepreneurship education in teacher education (GHK,
2011), because teacher education is not fully integrated into all national strat-
egies and does not promote continuous professional development of teachers
(European Training Foundation, 2010).

It is recommended that the development of competencies should primarily
start from teacher education programs (Correia et al. 2010), because teachers
are a vitally important factor in the progress of students’ entrepreneurial skills
(Akyiirek & Sahin, 2013; Gardner, 2013; Hannula, 2011). However, previous
research has shown that teachers do not feel sufficiently prepared to develop
entrepreneurship competences in the classroom — both theoretically and prac-
tically (Slisane et al., 2021; Gustafsson-Pesonen & Remes, 2012), and the lack
of pedagogical entrepreneurship competences hinders the development of entre-
preneurial knowledge, skills, and attitudes in the learning process (Gustafsson-
Pesonen & Remes, 2012). To prevent this, it is essential to promote teacher
education students’ understanding of entrepreneurship competences (Silva, 2013)
by improving pedagogical entrepreneurship during their studies.

Pedagogical entrepreneurship consists of knowledge, skills and attitudes to
make the teacher more capable of successfully adapting to changing events, to
be more autonomous, to form cooperation outside the classroom, school, local
society, to show initiative, to be persistent, to notice opportunities and use them,
to pool and combine resources to solve problems, to create strategic visions, to
take responsibility, as well as to work in a team to achieve common organiza-
tional goals (Slisane et al., 2022).

Theoretical framework of pedagogical entrepreneurship

Although the importance of generic skills, such as entrepreneurship compe-
tences, has been emphasized both in educational policy discourses and in prac-
tice of higher education (cf. Tuononen et al., 2022), there are still uncertainties
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about pedagogical entrepreneurship (Slis$ane & Rubene, 2021; Haara et al., 2016).
Pedagogical entrepreneurship is a relatively new concept in teacher education in
most countries, including Latvia. Term pedagogical entrepreneurship has been
used and researched among Finnish scientists, mostly in the context of students’
entrepreneurship competences in order to brainstorm business ideas and teacher
role as facilitator (Deveci & Seikkula-Leino, 2016).

Even though the term pedagogical entrepreneurship is not a widely used
concept, it is a compilation of three long-known and studied concepts — compe-
tences, pedagogy, and entrepreneurship. Thus, this term emphasises that teachers
need to have both entrepreneurial and pedagogical competencies (Slisane, 2021).
A systematic review of the entrepreneurship competences in higher education
shows that development of it brings several benefits to students (Bacigalupo
et al., 2016). For example, entrepreneurship competences help an individual to
develop various aspects of personality (attitude, knowledge, skills). It promotes
the implementation of business initiatives (Ismail et al., 2018) and promotes
a creative atmosphere, cooperation, differentiation of the learning environment
(Dal at al., 2016).

Pedagogical entrepreneurship demonstrates how teachers can use their entre-
preneurial competencies to manage their professional lives in and out of the
classroom. The pedagogical practices that teachers use play a key role in devel-
oping entrepreneurial skills among their pupils. To achieve the goal of entrepre-
neurship education, i.e., an ability to develop the learner’s entrepreneurial skills,
teachers themselves must actively possess entrepreneurial skills and apply it in
their teaching and learning activities (Toutain & Fayolle, 2017; SliSane & Rubene,
2021, Slisane et al., 2021, Joensuu-Salo et al. al., 2020).

The results of the recent literature review (see Appendix 2; Slisane et al.,
2022) indicate that pedagogical entrepreneurship consists of 14 components.
These components portray an ideal teacher who has entrepreneurial compe-
tencies (see Appendix 1; SliSane, 2021; SliSane & Rubene, 2021; Slisane et al.,
2022). The competencies are proactivity, strategic vision, flexibility, knowledge
for effective pedagogical activity, attracting and using resources, professional
reflection, professional determination, creating added value, effective commu-
nication, social innovations, risk-taking, problem-solving skills, leadership, and
professional autonomy. It follows that entrepreneurial teachers are socially moti-
vated individuals who are innovative, cooperative, proactive, thoughtful, present
in their work, knowledgeable, goal-oriented, resourceful, tolerant of risk, focused
on self-improvement, open to various opportunities and professionally manages
the teaching content, methodical work.

Pedagogical entrepreneurship reflects the ability to recognize opportuni-
ties and resources to use opportunities and act. It also includes the ability to
effectively implement innovative ideas, motivate students to think critically
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and creatively, constantly seek new innovations, and development opportuni-
ties in the field of education, create compelling technology-based projects in
and out of the classroom, and attract the necessary resources and assistance to
adapt curricula, learning materials and learning tools for changes in a rapidly
changing environment (Neto et al., 2017; Khorrami et al., 2018). Teachers who
possess pedagogical entrepreneurship are socially motivated, innovative, collab-
orative, proactive, think about possibilities, are present, knowledgeable, fully
committed, resourceful, risk-taking, visionary and pursue professional develop-
ment (Keyhani & Kim, 2020). These features help them create an environment
that fosters learner initiative, ideas, encourages experimentation, individual and
social responsibility, and makes connections between life outside school and the
content to be learned at school (Hietanen, 2015). As a result of pedagogical
entrepreneurship, students’ academic success is promoted (Turulja et al., 2020)
and teacher professional development, individual achievements, confidence, and
job satisfaction (Ho et al., 2020; Chawla & Lenka, 2015; Hietanen, 2015; Alipour
et al., 2011; Engelen et al., 2015; Kuratko et al., 2005).

The results from earlier studies indicate that teacher education students think
that they are sufficiently prepared to be able to further develop their entrepre-
neurial competences. However, their readiness to teach entrepreneurial compe-
tences to others is significantly lower (Slisane et al., 2021). It should also be noted
that there is a strong correlation between students’ entrepreneurial competences
and their readiness to teach entrepreneurial competences to others (Slisane et al.,
2021). These results are in a line with the idea that there are still some ambi-
guities concerning learning pedagogical entrepreneurship (Haara et al., 2016).
Thus, more research is needed in clarifying the pedagogical entrepreneurship in
teacher education, especially, what kind of learning opportunities for pedagogical
entrepreneurship students have during their studies.

Research questions

In this study, the aim is to explore how the components of pedagogical entre-
preneurship (Slisane, 2021; Slisane & Rubene, 2021; Slisane et al., 2022) are
represented in teacher education programs (specifically in the intended outcomes)
in the Latvian and Finnish teacher education systems. Our specific research ques-
tions are:

1. To what extent are entrepreneurial skills emphasized in curricula and

course outlines of the current teacher preparation programs?

2. What kind of differences can be detected between Latvian and Finnish

teacher education programs?
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Context

In this study, curricula, and course outlines of five teacher education programs
from two different contexts are analysed. Four of the analysed teacher programs
are from the Latvia and one program is from Finland.

In Latvia, teacher education is provided at four universities and three acade-
mies including programs of pedagogy, diversity in pedagogical solutions, educa-
tional sciences, preschool education teacher, social pedagogue, teacher, career
counsellor, youth specialist, education, sport specialist, sport sciences, special
education, religious pedagogy (UZule, 2020). As a general education pedagogue,
with the exception of a preschool education pedagogue, can work 1) individuals
who have higher pedagogic education and relevant subject teacher qualification,
2) individuals with higher education in the field of science corresponding to
the subject and teacher’s qualification, 3) individuals who have acquired study
program related to pedagogy within the higher education study program in the
amount of at least two credit points or at least 72 hours, 4) individuals with
a master’s or doctoral degree in education or pedagogy and the scientific work
developed to obtain it is related to the content and didactics of the subject (Rules
on education and professional qualifications necessary for pedagogues and proce-
dures for improving the professional competence of pedagogues, 2018). In this
study, the following programs were selected second-level professional higher
education program “Teacher”, professional bachelor study program “Teacher”,
professional bachelor’s study program “Elementary education teacher”, first-level
professional higher education study program “Preschool Teacher”.

In Finland, teacher education is provided at eight universities including
programs of class teacher education, subject teacher education, home economics
teacher education, craft teacher education, special education, and kindergarten
teacher education. Finland does not have a detailed national curriculum for
teacher education (Cao, 2021; Tirri, 2014). Hence, the eight universities have
autonomy in organising their own teaching and research activities. In this study,
we focus on one of the Finnish class teacher education programs. Class teacher
education consists of two degrees; students complete a first-cycle higher education
degree (Bachelor’s; 180 credits) before completing a second-cycle higher educa-
tion degree (Master’s; ETCS 120 credits). It follows that all class teachers have a
Master’s degree in educational science (ETCS 300 credits). This degree qualifies to
serve as a classroom teacher and as a pre-school teacher. Class teacher education
curriculum includes studies in educational sciences and multidisciplinary studies
in subjects and cross-curricular issues taught in basic education (ETCS 140 credits,
including teaching practice, thesis, research methods), compulsory minor subject
(ETCS 60 credits), optional studies (ETCS 75 credits) and orientation studies (ETCS
25 credits, including language and communication studies, digital skills and data
management studies, and career orientation; see Cao, 2021).
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Materials and data analysis

The data consist of curricula and course outlines from above mentioned five
study programs. The data were analysed using qualitative content analysis with
deductive approach (Elo et al., 2014). The deductive content analysis was based
on the 14 pedagogical entrepreneurship components identified on our previous
study, namely proactivity, strategic vision, flexibility, knowledge for effective
pedagogical activity, attracting and using resources, professional reflection,
professional determination, creating added value, effective communication,
social innovations, risk taking, problem-solving skills, leadership, professional
autonomy (Slisane, 2021; Slisane & Rubene, 2021; Slisane et al., 2022). The
definitions and criteria of entrepreneurship components are presented in more
detailed in the Appendix 2. Data from each study program was first analysed
separately and then the findings from each dataset were compared and combined.
During the analysis, written description for each pedagogical entrepreneurship
how it manifested itself in curriculum and course outlines was made. The first
author was responsible for the analysis of Latvian data, while the second author
analysed Finnish dataset. The results and interpretations of analysis were jointly
discussed and negotiated by the authors until consensus was reached to ensure
the reliability of the findings. It should be noted that general learning outcomes
were analysed rather than specific courses, so it is possible that a criterion could
not be directly identified in the specific course presented in the course outlines.

Results

Overall, the findings reveal substantial differences between the teacher educa-
tion programs analysed. The main findings of five study programs are visualised
in the Table 1 where columns Latvia 1-4 represent results of Latvian teacher
training programs and column Finland represents results of Finnish teacher
program. For the readability of the results, the green colour of the Table 1 high-
lights the entrepreneurship components that take place in the specific study
programme’s curriculum and course outlines, with a yellow that the components
occur partially, and with red, if no evidence was found that the component was
being implemented.

Analysis revealed that common to all Latvian teacher program curricula was
that they emphasized flexibility, knowledge for effective pedagogical activity,
professional reflection, and professional autonomy within all the four study
programs. In contrast, we found that the Finnish teacher program curriculum
and course outlines included all fourteen components of pedagogical entrepre-
neurship. The four components that were identified in all five study programs
are: flexibility, knowledge for effective pedagogical activity, professional reflection, and
professional autonomy.
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Table 1. The occurrence of pedagogical entrepreneurship components in the five study
programs curricula

No. Criteria Latvial Latvia2 Latvia3 Latvia4 Finland

1. Proactivity

2. Strategic vision

3. Flexibility

4, Knowledge for effective
pedagogical activity

5.  Attracting and using
resources

6. Professional reflection

7. Professional determination

8.  Addingvalue

9. Effective communication

10. Social innovations

11. Risk-taking

12. Problem solving skills

13. Leadership

14. Professional autonomy

Flexibility referred to an ability to plan, implement, evaluate, and develop

professional activities independently. It was connected to teacher education
students’ and pupils’ personal growth by taking into account the social impor-
tance and function of education as a contributor to lifelong learning. Knowledge
for effective pedagogical activity referred to comprehension of the most essential
concepts, key theories, research methods, regularities of the field of educational
sciences in the contexts of the teacher’s professional activity in different levels and
types of education. Besides knowledge, also skills to apply that knowledge (based
on research) into practice, awareness to promote ongoing issues, for example
equality, were also emphasized. Professional reflection was represented as knowl-
edge and skills of the techniques of self-analysis, self-evaluation and self-reflection
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of the pedagogical activity. This component included skills to plan, implement
and evaluate student-centred teaching and to identify the factors that promote
and impede learning. Professional autonomy was comprehended through ability
to be professionally independent, i.e. to plan and carry out educational research,
to plan, implement, evaluate, and develop professional activities, and to evaluate
student-centred teaching independently, and to identify the factors that promote
and impede learning and to be able to take them into account in teaching activ-
ities. Although these four components were represented all five study programs’
curricula, there was one crucial difference between the Latvian and Finnish
programs. The Finnish curricula and course outlines emphasized research as a basis
for knowledge and performance. This expanded the mind-set of the components.
It was more than the implementation of the curricula and flexibility within the
changes but it also included an ability to be proactive and look two steps ahead.

The following components were identified in the Finnish program and some
of the Latvian teacher education programs: Strategic vision, Professional deter-
mination, Effective communication, Social innovations, Problem solving skills, and
Leadership. There were differences whether these components were fully or partly
represented in the Latvian programs. Strategic vision was fully presented in the
Finnish curricula and in three out of four Latvian programs. Strategic vision
indicated long-term vision. It included an ability to strategically choose the most
effective and appropriate pedagogical approach in order to achieve intended
learning objectives. In terms of strategic vision, one of the Latvian programs
emphasized teachers’ roles in development of the educational institution that
aims to think outside the classroom.

Professional determination was fully represented in the curricula of two of
Latvian and the Finnish teacher education programs, and partly in one of the
Latvian programs. Professional determination was about targeted self-directed
improvement in the educational field that involved an ability to set appropriate
goals and see how to fulfil them.

Social innovation was fully embodied in the Finnish and two Latvian programs’
curricula and in one of the Latvian programs is partly. This component referred
to an ability to conduct, implement scientific research to make a socially signifi-
cant impact, and comprehended teacher’s role in a wider social context. In of the
Latvian programs, it was identified partly due to the fact that description doesn’t
include the implementation of the scientific research.

Problem-solving skills were fully represented in the Finnish and two Latvian
programs. Additionally, in one of the Latvian programs, it was emphasized partly.
Problem-solving skills were connected to the teacher’s everyday work. The prob-
lem-solving was related to challenges of individual pupils, classes, and within the
organization and educational system as a whole where problems can be solved
either individually or incorporated.
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Leadership was not identified in two of the Latvian programs at all and partly
in other two of the programs. These two Latvian programs highlighted leadership
as individual self-management. However, in the curriculum and course outlines of
the Finnish program, leadership referred not only to individual self-management
but also to action of leading a group of people and management of resources.

Effective communication was fully covered in four out of five programs. One
Latvian program covered it partly, because their curriculum emphasised cooper-
ation with colleagues. However, they did not signify the importance of coopera-
tion with parents, student, members of scientific community, administration other
stakeholders inside and outside the school like the other four programs.

In any of the four Latvian programs, we did not identify following compo-
nents: proactivity, adding value, risk taking, attracting and using resources. Although
these criteria were acknowledged in Finnish curricula, risk taking was partly
recognised due to the fact that an ability to cope with uncertainty was acknowl-
edged. However, an ability to evaluate the consequences were not emphasized.
Additionally, to have knowledge of how to assess the probability of risk occur-
rence and to reduce risk occurrence or related losses were absent.

Proactivity was characterised as the ability to proactively search, notice,
explore opportunities related to professional activity and to take advantage of
opportunities and challenges in the classroom or educational system, in society
as a whole and to understand the meaning of scientific and (teacher) profes-
sional activities as part of society and to be able to participate in public debate.
Attracting and using resources highlighted an ability to attract and manage the
necessary resources (human resources, finances, material resources), to under-
stand the importance of education and curriculum, to be able to examine educa-
tional policy from the historical, social, cultural and individual starting points, to
be familiar with and able to apply methodological approaches in a wide range,
and to be able to collaboration with different stakeholders. Creation of added
value was associated with an ability to create added value at the level of the
student, class, organization, to understand issues of equality and to promote
equality among pupils as well as at the class and organization level, and to have
comprehension how to take into account sustainability in teacher profession.

Conclusions

By exploring current curricula and course outlines from five teacher educa-
tion programs in two different contexts, this study offered insights into peda-
gogical entrepreneurship. This study has educational significance in identifying
differences between the programs how entrepreneurial competencies are empha-
sised in the curricula and course outlines. The results acknowledge what kind of
learning opportunities teacher education students have during their studies. The
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situation differs between and within Finnish and Latvian programs. Differences
within Latvian programs can be explained with diversity of the target audience
and emphasis of teaching, for example, pre-school teacher education has different
task than elementary teacher education. However, on the other hand, pedagogical
entrepreneurship as a generic competence is found to be beneficial in all spheres
of life (Tuononen et al., 2022), and the components of pedagogical entrepreneur-
ship as proactivity supports teacher professional development within all levels
of education (Slisane, 2021). The differences in pedagogical entrepreneurship
between Finnish and Latvian programs were obvious: where the curriculum of
Finnish teacher education program intends to develop all components of peda-
gogical entrepreneurship (cf. SliSane, 2021; SliSane & Rubene, 2021; Sli$ane et
al., 2022), Latvian programs have only four fully covered components. If the
components of pedagogical entrepreneurship are not emphasised in the curric-
ulum, there is a risk that these topics become incidental in a random selection
of courses. Thus, to ensure the learning of entrepreneurship competencies, it is
important that curriculum is carefully and systematically designed to teach these
skills (see Tuononen et al. 2022). However, the first step is to raise awareness of
what is meant by the concepts of entrepreneurship competencies and pedagogical
entrepreneurship among teacher educators and those who are responsible for the
developing curricula (cf. Haara et al., 2016).

The major limitation of this study was the small number of the teacher education
programs whose curricula and course outlines were analysed. Moreover, the results
were based on an analysis of the curricula and course outline documents, and thus
we do not know how the teacher educators in these programs are using these
documents when they are planning and implementing their teaching activities.

Teacher education has been identified as an important context in which to
facilitate the entrepreneurship competencies (Fullan, 2020). However, we know
from our prior research that students’ readiness to teach entrepreneurial compe-
tences to others is limited (Slisane et al., 2021). Thus, knowledge and compre-
hension about the components of pedagogical entrepreneurship need be a step-
pingstone for the improvement of the future teacher training programs in order
to support future teachers in their life long professional activity.
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Appendix 1
Characteristics of entrepreneurial teacher
No Category Characteristics
1  Proactivity Proactively seeks (Borasi & Finnigan, 2010, Omer Attali&Yemini, 2017),

notices, and explores opportunities related to professional activity.
Proactivity is demonstrated by seeking and using opportunities,
creating innovations, attracting and managing resources, making
contacts (Keyhani& Kim, 2020).
Take advantage of opportunities (Borasi & Finnigan, 2010, Omer
Attali&Yemini, 2017) and challenges in the classroom, educational
institution or system (van der Heijden et al., 2015).

2 Strategic vision Decisions are made strategically, based on how they want to see the
future. When making decisions, available data is used to optimize and
streamline those decisions (Dennis & Parker, 2010).
For example, they get involved in foreign intermediate projects in order
not only to provide students with knowledge of the content, but also to
develop competencies in the learning process.

3 Flexibility Able to adapt to changes (Neto et al., 2019; van Dam et al., 2010), but
critically evaluates and analyzes reforms, others’ opinions and own
actions (Keddie, 2017; van der Heijden et al., 2015).

4 Knowledge Creates a learning environment that promotes student growth and
for effective collects, evaluates, uses various data sources and processing
pedagogical approaches to confirm or deny assumptions and knowledge about
activity students (Dennis & Parker, 2010). Modifies curricula to ensure that

they meet the needs of students (Oplatka, 2014).
Familiar with classroom management, content and methodology
(Dennis & Parker, 2010; Hunzicker, 2017; Martin et al., 2018; Nash,
2014). Have a good knowledge of the content being taught as well as
knowledge of the education system, school, students, families and
society (Berry, 2013).
The acquired teaching experience is used to ensure more effective
transfer of learning content and use appropriate teaching methods
(Amorim Neto et al., 2017), while existing and current information is
used to create unique value (Hunzicker, 2017).

5 Attractingand Knows how and knows how to attract the necessary resources (human

using resources resources, finances, material resources), to do this, uses various

methods, for example crowdfunding (Bulger et al., 2016), using his
contacts, political and public support (Bills et al., 2015), forming
strategic partnerships (Martin et al., 2018).
Competently manages various resources — technological (Borasi &
Finnigan, 2010), human capital (Nash, 2014), time (Hanson, 2017) and
informational data (Amorim Neto et al., 2019).

6  Professional Relying on their own intuition, derived from experience and knowledge
reflection of the educational organization in which they work (Borasi & Finnigan,
2010).

On the way to success, one learns and builds on the acquired
professional experience (Bulger et al., 2016; Schimmel, 2016), for
example, reflects on the mistakes made and optimizes one’s activity.
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Appendix 1. Continued

No Category

Characteristics

7  Professional
determination

8 Creating added
value

9  Effective
communication

10 Social
innovations

11 Risktaking

Demonstrates determination and perseverance (Borasi & Finnigan,
2010; Hanson, 2017) to achieve set goals and realize a vision, for
example, seeing opportunities for social innovation, creating added
value inside or outside the classroom, gradually and consistently
implements goals despite obstacles and limitations (Martin et al.,
2018).

Creates added value — at the level of the student, class, organization
or extra-organization. Creating added value mobilizes and optimizes
resources, is based on a specific need and creates a solution whose
contribution is greater than the necessary development/production
costs. It creates different value at the student and classroom level,
taking into account the different needs of students.

Collaborates with colleagues, educators, field professionals to share
and gain new knowledge (van Dam et al. 2010), jointly evaluate

and implement innovations, and create exclusive educational
experiences (Oplatka, 2014; Schimmel, 2016). Creating cooperation
outside the classroom provides opportunities for students to gain
interdisciplinary experience, which promotes the teacher’s pedagogical
entrepreneurship and students develop entrepreneurship by training
communication, cooperation, etc. skills.

Introduces innovations. Innovation is the main driver of the
entrepreneurial process and it can manifest itself in different aspects
(Keyhani& Kim, 2020), for example, in the context of a teacher’s
work, it can be innovations in the topics taught or new functions that
a teacher can take on (mentor, consultant, etc.), new ways of teaching
(e.g. practice-based learning), new students to teach (e.g. students
with special needs, students from socially disadvantaged
backgrounds), new resources to use (e.g. new technology), and

new ways of organizing learning, process or any of its elements (for
example, new forms of cooperation with other teachers or external
institutions). Teachers’ social innovations are mainly focused on
unique situations they face in their daily and professional activities
and new ways of using pedagogical entrepreneurship to create added
value for a student, class, organization, society or educational system
(Keyhani& Kim, 2020).

Takes risks, for example in the classroom, school or education system,
implementing innovative ideas and/or experimenting with technologies
(Amorim Neto et al., 2019; Berry, 2013), yet carefully evaluates the
consequences (van Dam et al., 2010) and makes calculations (Martin
et al., 2018; van der Heijden et al., 2015), which involves choosing

a strategy using one’s knowledge and experience to minimize risk-
related losses (Borasi & Finnigan, 2010), such as money, reputation
and time (Schimmel, 2016). Developed research supports that teachers
take risks when they feel confident enough to handle uncertainty,
embarrassment, and emotional stress.
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Appendix 1. Continued

No

Category

Characteristics

12

13

14

Problem
solving skills

Leadership

Professional
autonomy

Socially motivated problem solving at the student and classroom level
(Dennis & Parker, 2010). At the community level, they try to create
social change (Berry, 2013). Challenges and problems are seen as an
opportunity to create social change (van der Heijden et al., 2015) and
through change, innovation is introduced (Keyhani& Kim, 2020) — new
teaching methods, such as practice-based learning (Dennis & Parker,
2010).

Leadership skills and financial literacy strengthened by education
and/or work experience in business. Van Dam et al. (2010)

believe that knowledge of marketing, understanding of product
demand and supply, ability to manage risks are the most essential
knowledge required. Research shows that when teachers know what
entrepreneurship is and what it consists of, they are more likely to be
entrepreneurial (van Dam et al., 2010).

Possess professional autonomy (Yemini & Bronshtein, 2016) and
adaptability skills (Hanson, 2017; Nash, 2014), thus independently
make decisions in their activities, evaluating the changing environment
and context.

Feels responsible for students’ needs and wants to provide high-quality
educational opportunities both at the classroom and school level (van
der Heijden et al., 2015) and uses extracurricular opportunities.

Values one’s growth (Keyhani & Kim, 2020) and feels the need

to strengthen one’s inner self.Trying to improve their knowledge

and working conditions, looking for opportunities for professional
development (Amorim Neto et al., 2019; Bulger et al., 2016; van der
Heijden et al., 2015). Striving for personal achievement is the desire
for interesting and challenging work (van der Heijden et al., 2015), as
well as the satisfaction of adding value as a result of one’s work (Martin
et al., 2018). Enthusiastically seeks opportunities for professional
development (Amorim Neto et al. 2019) and personal achievement by
taking on work that is both interesting and challenging (van der Heijden
etal., 2015).

Motivated by personal benefits such as competitiveness, networking/
collaboration, financial rewards, recognition, and peer feedback
(Shelton & Archambault, 2018).
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Appendix 2
Criteria for evaluating pedagogical entrepreneurship
No. Component Expression of criterion
1. Proactivity Skill: proactively search, notice, explore opportunities related to

professional activity. Take advantage of opportunities and challenges
in the classroom or in the education system, in society as a whole.
Knowledge: where to look for opportunities in professional
activities, knowledge necessary for the context to take advantage of
opportunities in professional activities.
Attitude: curiosity, attentiveness, openness to new possibilities.

2. Strategic vision Skill: make strategically beneficial decisions using the available data.
Knowledge: how to create a strategy to achieve a vision.
Attitude: determination, rationality/ strategicity.

3. Flexibility Skill: adapt to change, critically evaluate, and analyse reforms,
opinions of others and their actions.
Knowledge: about alternatives to implementing the desired result.
Attitude: openness, flexibility.

4. Knowledge Skill: apply and adapt the necessary class management, curriculum,
for effective and methodology. Use knowledge to create unique added value -
pedagogical ensure more efficient transfer of learning content and use appropriate
activity teaching methods.

Knowledge: about content, pedagogy and pupils, communities, and
families.

Attitude: desire to learn, to follow the latest developments in
education.

5. Attracting and  Skill: attract the necessary resources (human resources, finance,

using resources material resources). Manage various resources — technological,
human capital, time, and informative data.
Knowledge: different methods to attract resources — crowdfunding,
contacts (networks), political and public support, strategic
partnerships.
Attitude: openness to corporation and open-minded view.

6. Professional Skill: to build on and learn from the acquired experience in order to
reflection move towards success — reflect on the mistakes made and optimize
activity.

Knowledge: how to reflect and how to optimize activities based on
the evaluation carried out (reflection techniques).
Attitude: responsibility to students’ needs, self-analysis, desire
to improve their activities and provide high-quality educational
opportunities at both class and school level, as well as taking
advantage of extracurricular cooperation opportunities.

7. Professional Skill: to set and consistently take the necessary actions to achieve

determination  the set goals, overcome difficulties and cope with obstacles

(restrictions).
Knowledge: about the methods of setting goals.
Attitude: determination and perseverance.
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Appendix 2. Continued

No.

Component

Expression of criterion

8.

10.

11.

12.

13.

14.

Adding value

Effective

communication

Social
innovations

Risk-taking

Problem
solving skills

Leadership

Professional
autonomy

Skill: to create added value — at pupil, class, organisation, or non-
organisation level, taking into account different needs.

Knowledge: about new product creation strategies.

Attitude: the desire to innovate, to bring about change.

Skill: to communicate and cooperate with students, colleagues,
administration, stakeholders outside the school.

Knowledge: how to create effective communication, business
etiquette.

Attitude: openness to communication with those involved in
education (class, school, extracurricular), willingness to cooperate.
Skills: innovate in the topics to be taught and/or take on new
functions (mentor, consultant, etc.), introduce new forms of learning
(e.g. experience-based learning), test different resources (e.g. new
technologies) and different ways of organising learning (e.g. new
forms of cooperation with other teachers or external organisations).
Knowledge: about the topics to be taught, methodology, techniques
to be applied to create value.

Attitude: the desire to create, to improve. Openness to new
innovations.

Skill: cope, respond adequately and act in case of occurrence of
risks. Perform calculations and evaluate the consequences. Choose
a strategy that minimises risk-related losses. Ability to cope with
uncertainty, embarrassment, and emotional stress.

Knowledge: how to assess the probability of occurrence of a risk and
reduce the occurrence of risk/associated losses.

Attitude: willingness to take risks, to learn from mistakes.

Skill: tackling problems at pupil, classroom, and community level

to create social change. Challenges and problems are seen as an
opportunity and innovate through change.

Knowledge: knowledge appropriate to the professional context,
which helps to solve the problem that arises.

Attitude: social motivation to solve problems.

Skills: to work autonomously, to make decisions independently,
assessing the changing environment and context, to manage human
resources.

Knowledge: human resources management, including motivation,
marketing, product/service demand and supply.

Attitude: taking responsibility for global processes.

Skill: to plan the learning process — to work independently and plan
the time. Plan the learning process, define individualized goals of
the learning process, plan training activities, systematically evaluate
the course of the learning process and create learning goals and
assessment criteria. Implement the learning process — create a
learning environment, promote cooperation, provide feedback and
evaluate teaching methods. To improve professional competencies —
to reflexively and critically evaluate pedagogical practice, taking into
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Appendix 2. Continued

No.

Component

Expression of criterion

account the learning results achieved by students, feedback
provided by colleagues, the standard of the teaching profession
and the latest current events in pedagogy, strategically plan and
organize professional development. To develop an educational
institution and the field of education — to understand the strategic
development vision of the educational institution and to engage
in the achievement of the planned goals within the scope of its
competence. Delegate tasks.

Knowledge: about learning process, methodology, management,
and time planning. Knowledge of current events, challenges, and
organizational/ individual professional development opportunities in
the field of education.

Attitude: the desire to professionally improve and develop the
organization in which you work.
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ABSTRACT

By exploring certain perspectives, it is hoped that teachers can be helped to create inclusive
educational contexts by transforming the learning environment into a third educator. Based on
the Reggio Emilia approach, we hope to reveal the ways and means by which the spaces of
the educational institution can be interpreted, prepared and in some cases created, in order
to encourage children to explore and express themselves. This study presents the concept of
context as a modern educational space and draws attention to several essential aspects for the
creation of educational contexts: educational provocations and invitations; the use of materials
and tools to create them; the learning documentation and learning visibility; and the nature of
the adult-child dialogue. A qualitative research model was applied that produces information
in the form of descriptive data records by providing clear and systematic descriptions. The data
collection techniques used were literature studies and narrative interviews with pre-school
teachers. Twelve pre-school teachers participated in the study and criteria-based selection was
applied, with thematic analysis being used to analyze the data (Soderberg, 2006).

The experiences of pre-school teachers in creating contexts are summarized by distinguishing
the following aspects of the thematic analysis of contextual development experiences: the
change in the role of the teacher, the nature of the child’s activities and the process and
principles of creating contexts.

The results indicated that the context helps to engage the child and establish an authentic
“dialogue” between the child and the materials and tools used, which is then developed with
the adult. Educational contexts help develop the creation of an educational environment and
allows teachers to create unique learning situations in any scenario.

Keywords: educational context, pre-school teacher, the Reggio Emilia approach, learner-centered
teaching, creativity, the environment as the third teacher
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Introduction

The strategic educational provision “Lithuania 2030”, emphasizes, that in the
pursuit of quality education there are two important factors: creativity and open-
ness. Creativity and openness should be taken as essential in directing education,
as child-centered education is based on them, by creating a social, cultural and
physical environment in which the child actively develops his or her current and
future powers (M.E.S.R.L, 2015).

Encouraging child activity and engagement is an educational goal and
a rapidly increasing global imperative (Key principles of a Quality Framework,
2014), emphasized in European Commission and other documents. According
to the theory of child-centered education, education is organized in such a way
as to create conditions for the children themselves to actively participate and
explore (Miller, 2019; Sommer et al., 2010). Therefore, learning is considered
a rocess that is not a given, but a process in which the child actively discovers
(Firlik, 1996). Such an educational process is considered tripartite active: the
learner is active because he acts; the teacher is active because he creates an
environment favorable to the learner’s performance; the environment created
between them is active because it promotes action and change; and the teacher’s
role is to organize and regulate the environment (Vygotskij, 1991). By recog-
nizing the potential and importance of the environment as a third educator, the
role of the teacher remains active, but takes on a different characteristic (Miller,
2019). The environment as the third educator is a central concept of the Reggio
Emilia approach to education, which states that the physical environment plays
a particularly important role in learning. Early childhood education theorists
such as Loris Malaguzzi and Maria Montessori emphasize the idea of a prepared,
or constructed, learning environment (Brown, 2020). Reggio Emilia practices
reveal the ways and means by which educational institution spaces can be inter-
preted, prepared and, in some cases, created to encourage children to explore and
express themselves (Asy’ari & Rachmawati, 2022).

The term “the environment as the third teacher” means that the environ-
ment has an important role in building knowledge, where children can explore,
experiment, play and learn (Biermeier, 2015). Children adapt easily, like to
explore, actively work, and enjoy interacting with friends, parents, teachers
and surrounding environments. (Asy’ari & Rachmawati, 2022). Children thrive
in environments that are suited to their interests and developmental stages.
In the Reggio Emilia approach the environment is viewed as a place that is
welcoming, authentic aesthetically pleasing, culturally representative of commu-
nity, embraces nature and filled with purposeful materials. The layout of the
environment promotes relationships, communication, collaboration, and explo-
ration through play. Materials are thoughtfully added to the environment to
promote creativity, thinking, problem-solving skills, questions, experimentation
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and open-ended play (Blocker, 2020). In order to create such an environment,
teachers should look deeper into a child’s perspective, not just what they see
at eye level. This will develop a better understanding of the basic principles of
creating an environment, by considering children’s thinking, questions, curiosities
and surprises (Biermeier, 2015).

This is especially important in the modern context of education, when we
are faced with an abundance of tools for use in educational institutions, and
educational spaces are turned into warehouses of rarely used tools that lack
educational intention. (Biermeier, 2015). A teacher should be able to reflect on
the physical organization of the classroom environment, how it can be manipu-
lated to enhance learning and its impact on students (Brown, 2020). Thus, the
problem is defined as a lack of teachers’ knowledge and understanding on how
to turn the environment into a “third educator” and orient it to active learning
activities according to the age of children. Other factors such as limited innova-
tiveness, motivation, lack of creativity of teachers in implementing or organizing
the surrounding environment also prevent the utilization of the potential of the
given environment (Asy’ari & Rachmawati, 2022).

This article actualizes the role of a preschool teacher who is able to create
such an environment, which requires a high level of creativity on the part of the
teacher (Biermeier, 2015). Thus, the questions posed in the article are: How can
today’s teacher use the Reggio Emilia educational contexts strategy of creating
an environment and create a space that promotes meaningful learning, individual
understanding and develops the values of the child. Aim of the study - to open
certain perspectives to help teachers create inclusive educational contexts by
transforming the learning environment and turning it into a third educator.

Theoretical background

Reggio Emilia approach is influenced by many theories of child development.
The study methodology is based on constructivist theories, which look at cogni-
tive processes as a set of certain constantly developing and improving cognitive
structures (Bertran, 1995; Giordan, 1995). Didactic attitudes based on the princi-
ples of constructivism emphasize learning as individual knowledge created on the
basis of personal experience. Primary perception acts as a mediator between the
learner’s knowledge and thinking structures (Bertran, 1995; Giordan, 1995). The
structure of the primary perception is constantly being rearranged so that new
knowledge is incorporated into the already existing cognitive structure of the
learner. New information is always analyzed according to the model of primary
perception, but at the same time it changes this model. It is important to note
another important aspect of constructivism which is the use of active learning
strategies in child-centered education (Neutzling et al., 2019).
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Dewey (1910) concept that all of a child’s “thinking is inquisitive” is a funda-
mental reflection of the Reggio Emilia approach to the child’s role in their own
learning. From Dewey’s point of view, children are natural explorers, capable of
making their own decisions, hypothesizing, making predictions, and revisiting
what they have learned. John Dewey viewed children’s learning as an active
process, during which a significant experience for the child is formed, combining
three aspects of experience into a unified whole: active action, accompanying
emotion and new perception (Dewey, 1959). The research focuses on the expe-
rience itself during learning situations and its meaning for the author of the
experience and the way of connecting the pedagogical interaction into a coherent
sequence, as past experiences are renewed in present experiences and the expe-
riences of others are renewed in personal experiences. This concept is central
in the Reggio Emilia framework’s image of children and the role that children
play in their own learning. Dewey stated that many teachers and educators see
children and the curriculum as separate; that you have one or the other.

Vygotskij (1991) emphasized the importance of social interaction and cooper-
ative learning while groups engage with each other, in the building of knowledge.
He contended that collective social experiences within various social environ-
ments affect the social orientation of individuals and ultimately influences their
cognitive functions. It is suggested that new knowledge and skills are created as
learners interact with each other and make sense of differences between their
current knowledge and new experiences (Brackenbury, 2012).

Based on Vygotskij (1991) the main figure of the teaching process is the child
himself, therefore, the learner’s experience is considered a key factor in learning.
Learning is implemented through the child’s personal experience, which is fully
dependent on the environment and the teacher’s role is the organization and
regulation of that environment (Vygotskij, 1991). The teacher, using the great
possibilities of the social environment in which the child lives and works, can
direct and guide their personal activities in order to achieve development.

Conceptual methodology is also based on the holistic approach to education.
Holism emphasizes the interpretation of acquired knowledge, its meaningfulness,
knowledge of the essence of man and the world. Holism states that everything
exists in the context of interaction, connection and meaning, and that any change
or event leads to a reorganization of the whole entity, even a small one. To
develop a sense of commonality with the whole world and the joy of self-knowl-
edge, to emphasize the importance of the overall education of the individual and
general humanistic educational attitudes. The integrity of cognitive ways and
methods is emphasized (Morin, 1992). Such an approach creates prerequisites
for the diversity of fields of activity and research methods. Inspired, comprehen-
sive child education includes the child’s whole being, his wishes and attitudes
(Juodaityté, 2003). A holistic approach to child education is demonstrated in
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Gardner’s theory of multiple intelligences. Gardner H. (1983) distinguished and
justified a multitude of intelligences, on the basis of which an environmental
strategy can be created. It offers an environmental strategy that allows for the
individual expression of children’s diverse needs by creating an exceptionally
resource-rich environment that reflects different types of intelligence. Such an
environment would strengthen the development of each intellect and provide
conditions for the unfolding and growth of the child’s individual potential.
These provisions made it possible to highlight the main methodological position:
the learning process is possible only in an environment that is meaningful to
the child. When education is perceived as a “free” environment for the child’s
spontaneous expression, which takes place through the natural development of
social-cognitive potential, together with the emergence of these processes and the
assumptions of the child’s creativity in the educational environment that is mean-
ingful to him, in a space that is gradually transformed by children’s concepts,
actions and deeds. The combination of constructivist, contextualism and holistic
approaches is reflected in Loris Malaguzzi’s advanced practices of creating educa-
tional contexts.

Reggio Emilia environment development strategy:
educational context

Reggio Emilia approach reconceptualized space as a primary source of educa-
tional provocations and inspirations (Miller, 2019). Malaguzzi’s approach to envi-
ronmental design strategy emphasises that “children discover visual and other
expressive languages in tight synergy with verbal, body and logical languages
(Manera, 2019). This highlights the importance of visual and physical arrange-
ment in the learning space. When designing the educational environment as
a “third educator”, it is suggested to take into account the following aspects of
the educational space: the harmony between the outside and the inside; inten-
tionality and aesthetics of space organization, degree of availability of resources
and tools, nature of activity in the studio.

In this case, the term ‘contexts’ describe learning situations modeled by the
teacher in a certain way, for which a specific short-term educational space is
created. The content or idea of the context created by the teacher usually depends
on the child’s area of interest. In child-centered systems, children’s interest is used
as the impetus from which learning situations are created. Such environment
allows the teacher to respond to the child’s interests, liberates and enables the
co-construction of knowledge (Curtis & Carter, 2000). This is clearly reflected in
the example of the study of the spider, which is presented by Biermeier (2015).
The teacher may ignore the children’s interest in watching a spider in the play-
ground and limit this activity. However, the teacher can encourage the children
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to either draw what they have observed and share it with the group or search the
library for a story about the spider or information about these insects, creating
a context for studying the spider. The building of knowledge becomes evident
when children depict the body and count the legs of a spider in their drawings,
comparing the spider with other insects. Deeper understanding and involvement
is developed through children’s own observation and exploration, answering the
children’s questions and changing their understanding (Curtis & Carter, 2000).

The Reggio Emilia system (Edwards et al., 2011), which models advanced
practices for the development of a child’s creativity, draws attention to several
essential aspects of educational contexts:

+ Learning provocations and invitations.

+ Used materials and tools.

+ The dialogue between adults and children.

+ Learning documentation and learning visibility.

Educational provocations and educational invitations

Reggio-inspired practices help children to build their knowledge of them-
selves and the world around them through educational provocations, inquiries,
and individual learning experiences (Brown, 2020). Learning provocations and
learning invitations are methods used to transform the physical environment by
presenting unexpected materials and tools, arranging them in a specific order,
which invites and encourages the child to approach, explore, ask questions and
think reflexively (Brown, 2020). Provocations and invitations to learn are essen-
tial elements of any exploratory, game-based learning environment. Children
have an innate desire to explore and understand the wonders of the world
around them. The presentation of interesting materials in a stimulating envi-
ronment reinforces this innate desire (Curtis & Carter, 2000). It may seem that
nothing new can happen in a well-known space, but from Reggio’s point of view,
a different look at familiar things creates opportunities to engage the learner
and enrich their understanding of themselves and the world around them. We
can define the theatrical provocation as a stone lying on the road, over which
a person must step. Such definition is suitable for describing educational provo-
cation. After entering an unexpectedly changed environment, the child instinc-
tively stumbles, begins to explore or transform it. In these environments, the
child is extremely active, and deeply involved in the experience. Educational
provocation is a specifically constructed context, which is made by using various
visual means and/or written prompts in order to provoke the child’s actions,
thoughts and to motivate thinking and exploration (Brown, 2020). Learning
provocations are specially designed by the teacher and can be based on the goals
of the educational program and the interests of the children. An educational
invitation encourages the child to explore, construct and express the already
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existing learning experience in an unlimited environment, using various means
and methods of expression. Educational invitations are dominated by artistic
expression and materials.

Regardless of whether the teacher creates a learning provocation or a learning
invitation, the design of their creation is extremely important and can be
compared to the pleasure of giving a gift to a dear friend (Curtis & Carter, 2020).
Therefore, the space used in both educational invitations and provocations must
be attractive to the child. Materials and tools are arranged in a certain order
using mirrors and/or the principle of contrast. To create learning provocations
and invitations for children teachers use certain strategies such as changing
the physical environment, presenting unexpected materials, encouraging joyful
and reflexive thinking, asking questions and creating comments (Brown, 2020).
Importantly, sensory and artistic provocations help to promote motoric develop-
ment, social-emotional skills, language development and cognition (Schwartz &
Luckenbill, 2012). Aesthetic spaces, consciously designed by the educator reflect
the individual values and beliefs of the teacher (Brown, 2020).

Options for learning materials and tools

Materials in the Reggio-inspired group are more ambiguous and surprising
(Brown, 2020). In each group you can find paper and drawing tools that are
actively used by children. However, in order to develop children’s creativity, it is
suggested to discover a variety of materials that will help the child get involved
and learn. Therefore, there are several types of materials suggested for creating
contexts (Brown, 2020):

1) construction materials and secondary raw materials (paper rolls, paper
towel rolls, large wooden rings, paint rollers, bottle caps, egg cartons,
sticks, boxes, fabric scraps, stickers, etc.,

2) natural materials (tree bark, pinecones, acorns, seeds, natural objects, sand,
stones, rocks, wooden parts).

3) natural objects/objects found in the household.

3) mirrors of various shapes and sizes.

4) art tools (all types of tools: chalk, pastels, markers, paints, writing tools,
clay).

5) books, large photographs, reproductions.

6) imagination-stimulating toys (animals, dinosaurs, people).

7) blocks.

8) musical instruments (they can also become household items).

9) various light sources. Media that can be used in light ray activities include
desk lamps, mirrored tables, used bottles, candles, projectors, white
screens, black screens, glasses, magnifying glasses, flashlights, computers,
and CDs (Asy’ari & Yeni Rachmawati, 2022).
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Figure 1. White paper options

One of the ideas of the Reggio Emilia method is to help children explore,
experiment and play using light as a source of learning. Light beam activities
can be performed indoors and outdoors (Asy’ari & Rachmawati, 2022). For these
activities, indoor spaces are arranged with minimal lighting and dark walls to
stimulate children’s imaginations using different media. Meanwhile, outdoor
activities require bright sunlight so children can use the shadows. Using light and
other materials, teachers consciously design engaging learning contexts to create
purposeful learning experiences, provoking the child to act and think. Children
can also explore materials in new and unusual ways with the help of light. When
creating contexts, it is not only suggested to use the most natural materials,
objects that children can search for and discover in the environment, but also to
create the conditions for the widest possible choice, for example, if the planned
activity is to draw on white paper, then children are offered as many options as
possible to choose white paper. It can be white paper scraps of different formats,
wrapping paper, ribbons, etc. Although a wide variety of means is offered, all
objects are arranged in a certain order, sequence, maintaining the structure of an
aesthetic composition (Brown, 2020). Children are free to carry materials from
one place to another while they are active.

The dialogue between adults and children

In the dynamic process of educational creativity, which is constantly changing,
the role of the teacher is changing. From a provider of knowledge to a creator of
contexts that provoke discoveries, creating conditions for the child’s free, spon-
taneous creativity. The activity of a teacher as a creator of educational contexts
takes on a different character at different stages of the activity process. From
the generator of ideas, the designer of an engaging multisensory environment,
one moves to the application of reflection, thinking and creativity together with
the child. In such a provocative and dialogic context, both the child and the
teacher become creators of the process. In an interview with Lella Gandini, Loris
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Malaguzzi states that the definition of the teacher’s role can never be accepted
once and for all, but is constantly revised — as time, circumstances, community,
children change, the dynamics of their concern and cooperation change (Edwards
et al., 2011).

When creating situations in which the child could act independently and get
involved, the teacher withdraws from the leadership process, but moves to the
position of an encourager, consultant, observer. The teacher observes and gets
involved at the moment when he feels that the child needs help or encourage-
ment and to move the process forward. Encouraging the teacher to get involved
in the activity processes together is extremely important for the child, in such
a process the child feels supported and develops confidence. The teacher is
encouraged to establish a kind of dialogue with the group of children and to
join their curiosity (Edwards et al., 2011). According to Loris Malaguzzi (2011),
the role of an adult as a teacher complements the role of a child as a learner,
so the dialogue between a child and an adult becomes extremely significant. It
is a harmony in which the teacher and the child work in the same context. The
main action of adults becomes the desire to activate children’s creative compe-
tences as the basis of all education and the desire to discover appropriate ways
to combine their interpretations into a fruitful dialogue with children’s thoughts
(Edwards et al., 2011).

This dialogue is developed by analyzing processes and asking provocative
questions. Correctly used method of questions and moderation of the process
unconsciously guides the child towards the desired goal. The metaphor - “catch
the ball that the children throw to us and then throw it back to continue the
game” speaks of the interaction between the teacher and the child, like a game
of badminton. According to Loris Malaguzzi, for the game to continue the skills
of the adult and the child need to be properly adjusted so that their growth in
learning is meaningful, (Edwards et al., 2012).

The Reggio Emilia approach invites teachers to act playfully, respectfully,
leading to an active, provocative educational process. The teacher, as a planner
of the educational process, becomes a co-author of knowledge. A creative teacher
is perceived as a person who is able to adapt and create methods and activities
for specific learning situations, thus being able to create an authentic learning
environment.

The role of the pedagogue remains active, while, spontaneous, child-initiated
education creates more opportunities than purposefully organized, teacher-led
education. Teacher’s autonomy and freedom of action and creative thinking
should be supported as they are creators and central fugues of knowledge educa-
tional and social transformation. The image of the teacher as a creator, funda-
mentally changes the role of the teacher and becomes a challenge in the educa-
tional space.
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Learning documentation and learning visibility

Documentation of teaching/learning activities takes place throughout the
process. In the Reggio Emilia approach, documentation is used as a tool to allow
learners and teachers to identify and reflect on learning (Roque & Tamashiro,
2022). One of the distinctive features of the documentation of the Reggio Emilia
system is its visuality. Certain methods based on visuality are used for this
purpose: visual trajectories of the child’s understanding (recording the child’s
drawings and/or the child’s expressed thoughts), visual participation trajectories,
photo collages, hexagons, and other methods. Documentation in the form of notes,
photographs, videos, and artifacts aims to “make learning visible” (Krechevsky
et al., 2009). Documenting the learning process can reveal a complete and deep
picture of a child’s learning.

Documents play an important role in recording and identifying individual
learning trajectories of children. The recorded changed element in the child’s
drawing and its verbal naming can reveal a significant experience for the child
and show the effectiveness of the pedagogical effect (for example, all the child’s
drawings and his expressed thoughts related to the study of the spider are consist-
ently recorded). According to Roque and Tamashiro (2022), documentation using
images, dialogue, artifacts, and other tools allows educators to capture the indi-
vidual experience of a child and the value of what and how children learn. On
the other hand, such visual documentation is important for the teacher himself.
This is an opportunity for teachers to reflect on their practice, the experiences of
learners and improve their action plan based on this (Rinaldi, 2004). Teachers can
use these types of documents to collaborate with the child in reflecting on their
teaching and to assess the collaborative inquiry process. (Roque & Tamashiro,
2022). Furthermore, when teachers document children’s learning and make it
visible to their families and community, it provides concrete evidence that chil-
dren are learning through hands-on experience (Kaufman, 2014).

From the point of view of educators in Reggio Emilia schools, documentation
is open-ended and changing, following the idea that learning goals and processes
emerge in the course of child-centered activities, more often they emerge rather
than being predetermined” (Krechevsky et. al., 2009).

Through the visuality of documentation, teaching and learning become
“embodied” and reveal the links between teaching and learning. In a recent study
by (Vossoughi et al., 2020) work emphasizes that the visual “embodiment” of
documentation can have ethical and political implications for those involved, as
it reveals how they participate and what their future teaching and learning expe-
riences might look like. Therefore, the aim is to develop educators’ understanding
of these actions and consequences. Thus, images and visual information are used
in several ways: as a means for educators to reflect on their teaching actions,
for students to reflect on their experiences. Teachers also document children’s
learning to make it visible to their families and community.
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Methodology

This study employed a qualitative research model that produces information
in the form of descriptive data records by providing clear and systematic descrip-
tions. The data collection techniques used were literature studies and narrative
interviews with pre-school teachers. Thematic analysis was used to analyze the
data (Soderberg, 2006).

In 2022 February — March, 2 months long action research was organized
in the pre-school educational institution, during which, scientists collaborated
with practitioners, with the aim to initiate innovative practices during creation
of educational contexts and to record the experiences of teachers. The purpose
of the action research is to test a theoretical solution in practice. In education,
the validity of creating theoretical solutions depends not so much on “scientific”
truths, but on their usefulness for a specific practical situation. Therefore, with
this type of research, the correctness of theoretical solutions is confirmed through
practice (McGlinn Manfra, 2019). Twelve pre-school teachers participated in
the study and criteria-based selection was applied. Research participants were
selected based on the following criteria:

» Preschool teachers, younger than 35 years old.

+ Having at least 2 years of educational experience.

+ Having participated in specific training related to the creation of educa-

tional contexts.

All research participants had higher university education, at least bachelor’s
degree.

Table 1. Characteristics of research participants

Code Research participant Age Work experience
T1. Lilija 28 6 yrs.
T2. Simona 27 3yrs.
T3. leva 30 6 yrs.
T4. Julija 30 4 yrs.
T5. Gintaré 30 6 yrs.
Té. Justé 32 13 yrs.
17. Ilona 33 7 yrs.
T8. Ineta 25 2 yrs.
T9. Darius 26 6 yrs.
T10. Neringa 32 3yrs.
T11. Rita 38 15 yrs.

T12. Dovilée 40 7 yrs.
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During the interview, the teachers were asked to describe what specific
contexts they have created during this period and to present the process of
creating at least one of the contexts in detail, keeping the sequence of events as
consistent as possible: the birth of the idea of a context — context creation —
development of context together with children — context transformations —
self-evaluation of activities. During the interview, the research participants were
also encouraged to express the experiences and feelings they went through during
the process.

After examining the collected material, the main themes were formulated
using the inductive method, which are closely related to the available data and
are not “tied” to theoretical basis (Braun et al., 2014; Soderberg, 2006).

Ethical principles were followed in order to ensure the well-being, safety and
confidentiality of research participants. In order to ensure the confidentiality of
the research participants, they have been given fictitious names, and the data
were used for academic purposes only. The interviews were conducted at a time
convenient for the research participants in a convenient place, thus ensuring the
principle of benevolence (ZydZifinaité, 2012). During the research process, the
principle of human dignity is maintained, the participants are introduced to the
means of ensuring confidentiality, the purpose of the research and the application
of the results.

Results. Experiences of preschool teachers in creating contexts

During the research, three main topics emerged, which are relevant when
analyzing the experience of creating contexts, these are: the competences and
role of the teacher as a creator of contexts; the activity and involvement of
the creating child; and the process of creating a context as an educational
environment.

The creating
child

The process
of creating an
educational
context

The teacher as
a creator

Figure 2. Thematic map of pre-school teachers’ narrative interviews
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Analyzing the first topic of the “Teacher Creator”, the teacher’s creativity
competence is emphasized as one of the most important prerequisites for profes-
sional activity in creating educational contexts. The research participants asso-
ciate the competence of creativity with the relevant attitude and abilities. The
teacher’s new approach to the objects in the environment and their use is impor-
tant here.

Everywhere and always you can discover something new, untried and unknown.
All these things must be looked at through the eyes of the developer. A small
detail is enough, which can be born into wonderful things — creative projects
when working with children. (T1)

Another important manifestation of a creative approach, which is emphasized
by many research participants, is the courage to improvise, present your own
ideas, have a flexible approach to the educational process, and avoid templates.

A creative teacher takes a broad view of the world, is interested in innovation,
looks for new ways to organize activities involving and interest children, uses
many non-standard, self-created tools in his work. (T3)

Such a teacher is not afraid to take risks, not afraid of changing circum-
stances, acts boldly and creatively.

It is important to note that creating contexts provides an opportunity to
develop creativity competence, as it recognizes that there is no one right answer,
but rather a lot of discovery and exploration.

Every idea born from inquiry is correct because the teacher acts in response to
the needs of the students. (T5)

A teacher with such an attitude is able to educate a child by creating an envi-
ronment, means and opportunities for him.

When describing the experiences of creating educational contexts, the research
participants note the changing and dynamic role of the teacher. When children
get involved in activities, the teacher becomes an observer, and the children
become creators, discoverers, active participants in the process. Therefore, the
teacher can be a little more distant, watching the children in the process.

Only at the children’s request, the teacher-creator enters the process, helps the
children solve the problem or answer the question that arose in the process. (T6)

By observing children acting freely and without restrictions, the teacher can
understand how children learn at their own pace. Since children are interested
in different things, the more diverse the context, the more interesting it is to
observe them.
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The creator teacher has a rather difficult task to prepare a quality environment
for engagement, but it is a great pleasure to observe the process. (T5)

Describing the teacher as a creator of contexts, the research participants also
characterize him as constantly learning from his experiences, experiencing joy
and doubting.

Negative feelings can set in when things don’t go according to plan. Then
I catch myself thinking, “it wasn’t meant to be, I didn’t think of it that way.”
Because when children are allowed to act freely, no one can be sure that they
will go where they are invited. Sometimes it is not possible to prepare the envi-
ronment in such a way that it interests children to develop the context more
deeply. (T8)

Such a teacher creates conditions that aim for the child to learn, create and
act freely.

The second topic “Creating child” highlights the children’s activity and
involvement in activities. It focuses on better listening to children, motivation to
act, learn and get to know each other. A well-designed context encourages the
child to act and test himself in different activities.

Teachers also notice that children’s involvement does not last long, sometimes
they lose motivation to act, and they have to be re-engaged.

Not all children concentrate their attention for a long time, often they want to
do activities hurriedly, dismissively, but the initiative of other children who are
still active brings them back to the activity. (T10)

By acting and creating, children integrally develop a very wide range of abil-
ities. Teachers note that in addition to counting, measuring or writing, children
learn to discuss, find answers, express themselves, recognize different materials,
and react to the situation appropriately. As a result, self-reliance, greater self-con-
fidence, community spirit and teamwork are developed. Contextual learning
provokes children to act independently and creatively, which is the main goal of
educational process.

The third topic “The process of creating contexts”, distinguishes the three
sub-topics related to different aspects of contexts’ creation:

« Search for ideas and sources of inspiration.

+ Context variability, development, unpredictability.

+ Context integrity and aesthetic thread.

During the study, teachers proposed and created contexts of different
nature e.g.: an egg was left on the windowsill, which caused a great stir. This led
to the creation and development of contexts of the active windowsill throughout
the entire kindergarten. The following themes were developed: “Bench”, “Mirror”,
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“Octopus”, “Suitcase”, “Kitchen Art”, “Patterns”, “Honeycomb”, “Chair”, “Tile”,
“Magnifying glass” and “The Shadow”.

Research participants note that the simplest things that children pay atten-
tion to have become sources of inspiration when creating inclusive educational
contexts. Teachers are suggested to look for new and interesting topics in the
immediate environment. The objects and their details have become attributes of
observation, exploration and creative expression of the child.

Here, for example, the “octopus” noticed by the child on the part of the pave-
ment that we see every day — the rain drain well — can become ornaments in
a rich graphic drawing of the child, reflecting his active and sensitive relation-
ship with the environment and a starting point for interest and searching for
answers on this topic. It is important to be interested, to see and, if chosen
correctly, to be able to apply it. (T2)

When creating a context, often children provide ideas by themselves or
through their expressed thoughts. Whilst teachers create contexts through their
various trainings, group decisions and the actualization of these decisions.

However, it is emphasized that one common feature, an idea, must prevail
in each context. It is important to preserve the integrity of that idea in the crea-
tion of a context. The teachers also noted that the synthesis of different spheres
allowed the creation of more interesting contexts than those dominated by only
one sphere.

Teachers noted the aspect of context variability and unpredictability.

All contexts, no matter which teacher creates them, change their shape rapidly
when the children get involved, and are filled with other objects or additional
tools. (T6)

Therefore, it is very difficult to define the lifetime of a context. As long as
there is action in that environment, as long as it raises questions, then this context
can live: from a couple of weeks to months, depending on its relevance.

Also, teachers note that the same context can be used in various ways and
adapted to the topic under discussion by remaking, adding or removing details,
replacing them with others.

Therefore, you can always look at it from a different angle and not rush to
“destroy”. The most important thing is for the child to be interested in the envi-
ronment, to see the changes taking place in it and to want to act in it himself.
An interesting, attractive environment always arouses curiosity. (T8)

When the context is put into the “hands of the children”, it can take a completely
different form than the original idea. The original idea in the creative process can
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change as new ideas are born. Through the creation of a context, attention is
focused on the meanings created by the child, which are formed while creating
non-traditional environments. The child’s perception is formed unconsciously,
seeing variability and harmony between the exterior and the interior, when
unusual or forgotten spaces of the educational institution are used.

Discussion

It is clear that recognizing the importance of the environment as a “third
educator” changes the role of the teacher in the educational process. The new
approach talks about the proactive and dialogic role of the teacher. The teacher
has more than one task: not only identifying and actualizing the child’s area of
interest, but acting creatively in creating inclusive educational contexts, what’s
more, the teaching process itself becomes open and dialogic. In such a provoc-
ative and dialogic context, both the child and the teacher become creators of
the process. For this reason, special importance should be given to the devel-
opment of the teacher as a creator. Creativity and imagination skills are salient
in all areas involving professional perspective. The question arises, how should
a teacher capable of transforming the environment and turning it into a third
educator, be trained? What are the necessary competencies for a teacher?

It is important to note that during the action research and discussions with
teachers, great attention was paid to the elements of environmental composition,
aesthetics, and intentionality, which some teachers had not encountered. For
a teacher who transforms the environment, aesthetic perception and feeling are
important. The thread of aesthetics should accompany every activity and emerge
in various educational situations e.g., creating material provocations, serving
the table, adult-child communication, exhibiting works, etc., through a sense of
harmony, wholeness and continuity.

The experiences of creating contexts recorded by teachers, revealed the lack
of process documentation as one of the weakest links in creating an educational
context. Created contexts can change and take a completely different direction,
so change, analysis and reflection are a necessary part of the process. Not all the
contexts created during the action research could involve children and the best,
most inclusive solutions can be discovered by consistently monitoring the educa-
tional process. Therefore, a detailed analysis and evaluation of the content and
the entire process; documentation of children’s activities such as by photographing
the activities step by step, writing down the child’s comments, stories, etc.; and
recording individual trajectories of the child’s perception; should be one of the
most important parts of the process. However, problematic questions arise in this
topic: How to actualize and encourage the visual documentation of the process?
How can modern technologies help teachers to record individual trajectories of
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a child’s perception and expression, as well as teachers’ own teaching and learning
experiences? What modern tools can be used to document the educational process,
so that teachers learn through experience? The analysis of acquired experience
gained by teachers would provide direction for the improvement of teacher qualifi-
cations and competencies. In this study, important attention is paid to the teacher,
trying to answer how teachers develop their personal and professional identity,
which is determined by their qualifications, experience, professional learning, the
context of the educational institution and personal, professional goals.

Conclusion

A context is a set of provocative environments created by a teacher for
a specific activity, with a specific theme and educational purpose. Creating
contexts is a process of well-thought-out situations that involve children in
activities that awaken their research and creative pursuits. Location, objects
and tools become the primary resource for creating an educational environment.
Most importantly, is the child’s active involvement through the activation of the
senses as they are encouraged to experience, discover, explore, learn and create
for themselves.

The study highlighted the following characteristics of creating inclusive

contexts:

» Creating choices: Giving the child the choice of materials, tools, formats,
mode of action, etc.

+ Integrity: The synthesis of different spheres allows for more interesting
contexts than those dominated by only one domain.

+ Change and dynamism: When given into the hands of children, contexts
can take a completely different form than the original idea. The original
idea in the creative process can change with the birth of new ideas.

+ Searching for harmony between the exterior and the interior: When the
object is viewed from different perspectives, new uses of the object are
discovered in different spaces. Teachers and children are starting to notice
more about what is going on in the environment, thinking about how it
can be incorporated into education.

Based on the results of the research it can be stated that the teacher, as

a creator of contexts, moves:

+ From direct management of children’s activities to the creation of situ-
ations that promote active, spontaneous, creative and research-based
education.

+ From direct instructions to context, provocation, challenge, dialogue,
thinking and creating together, whilst reflecting on the process.

+ From fragmented to holistic, multisensory and experiential learning.
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Creating contexts is a very creative, engaging process that brings joy to the
teacher and children and provides new, interesting and fun learning experiences
for children.
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ABSTRACT

In the contextual model of teacher competence by Blomeke et al. (2015), teachers’ situation-
specific skills, like perception, interpretation, and decision-making (PID-skills) are regarded as
central aspects that determine the performance of teachers in a classroom and are deemed as
processes that revolve around student thinking and learning (Santagata & Yeh, 2016). Teachers’
ability to notice and meet students’ needs, in turn, influences their motivation and engagement in
learning. In need-supportive teaching, teachers use instructional behaviors that support students’
basic psychological needs for competence, autonomy, and relatedness. The aim of the current
qualitative study was to assess student teachers’ level of PID-skills for needs supportive teaching.
Due to the situative characteristics of PID-skills, authentic classroom videos were selected to
assess student teachers’ noticing, analyzing and decision-making skills. After watching video
clips, semi-structured interviews were carried out. Content analysis was used to discover what
aspects student teachers notice; what is the level of their interpretation and decision-making. The
study was conducted with 10 first-year MA-level students of several subjects teachers” programme.
The results of the study reveal that although noticing skills are of a good level, interpretation and
decision-making skills can be described through lower levels, which indicate the need to pay more
attention on the targeted development of student teachers PID-skills in teacher education.

Keywords: self-determination theory, basic psychological needs, teacher situation-specific
cognitive processing skills, video based measurement

Introduction

The theoretical framework for this study is based on the contextual model
of teacher competence (Blomeke et al., 2015), which establishes that teachers
competence consists of their dispositional aspects, situation-specific skills
(PID-skills) and performance (Figure 1).
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Figure 1. Contextual model of teacher competence (Blomeke et al., 2015)

According to the model, PID-skills function as a bridge between knowledge
and classroom actions, where theoretical knowledge is translated into visible
teacher behaviour.

Teacher PID-skills are employed in solving complex classroom situations
and supporting student learning. Dealing with the complexity of the classroom
requires, on the one hand the ability to choose where to target one’s attention
(Kaiser et al., 2017) and on the other hand, the ability to interpret the situa-
tions with theoretical reasoning in mind and make decisions that would support
student learning processes. For high quality teaching, knowledge is not sufficient,
but situation-specific skills are extremely important (Stahnke & Blomeke, 2021).

Perception has been described as noticing important or noteworthy aspects
that influence student learning in a positive or negative way (e.g. Van Es &
Sherin, 2002; Seidel & Stiirmer, 2014; Alwast & Vorholter, 2022). In this study,
teacher noticing is conceptualized through paying attention to aspects, which
are important from the perspective of need supportive teaching. Interpretation
refers to the ability to use what one knows to reason about a situation. This
means linking classroom events to professional knowledge and clarifying situa-
tions according to the components of teaching involved (Seidel & Stiirmer, 2014).

Decision-making is characterized as making pedagogical decisions based on
the interpretation (Alwast & Vorholter, 2022). More precisely, decision-making
has been characterized through predicting consequences or anticipating responses
to student learning and behavior based on the viewed classroom events (Blomeke
et al., 2015; Seidel &Stiirmer, 2014) or offering alternative solutions and courses
of action or more effective teaching strategies (Blomeke et al., 2015, Santagata &
Yeh, 2016; van Es & Sherin, 2002).

As self-determination theory (SDT) (Jang, Reeve & Deci, 2010) is the central
theory in our teacher education, we were interested in finding out to what extent
our student teachers are able to notice need-supportive teaching and supporting
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or thwarting student basic psychological needs in the classroom, as well as
exploring the level of their interpretation and decision-making skills. The theory
practice gap has been well documented in teacher education research and since
situation-specific skills function as the bridge between theory and practice, it is
important to analyze the level of student teachers PID-skills, in order to support
the development thereof during teacher education.

The aim of this study was to pilot instruments for assessing PID-skills created
based on previous research (Chan & Yau, 2021; Kersting, 2008; Van Es, 2011;
Alwast & Vorholter, 2022) and analyze the nature of our student teachers
PID-skills, in order to determine best possible solutions for supporting the devel-
opment of these skills during teacher education studies.

The following research questions were formulated:

1. What is the level of student teacher perception regarding need-supportive
teaching and what kind of aspects do student teachers notice in the class-
room episodes regarding basic psychological needs (i.e. autonomy, compe-
tence, relatedness) satisfaction?

2. What is the level of teacher interpretation skills, i.e. to what extent is
interpretation evident through evidence-based reasoning and how much is
based on personal experience or without sound reasoning?

3. What is the level of teacher decision-making skills, i.e to what extent are
the proposed alternative solutions supported by theoretical reasoning of
SDT?

Methodology

Participants

The participants of the study comprised 1st year students of several subjects
teachers’ MA teacher education programme (n = 10). 9 of the participants were
female and 1 was male, the average age of the participants was 36.6 (min = 23,
max = 52). Half of the participants in the study had already undergone a theo-
retical course about SDT and need-supportive teaching and half had not.
Convenience sampling (Merriam & Tisdell, 2015) was used. Participation in the
study was voluntary and informed consent was obtained. Interview transcripts
were saved with a pseudonym to preserve the anonymity of the participant and
ensure the reliability of data analysis. All of the participants were given the
opportunity to review the transcript prior to data analysis.

Data collection

5-minute video clips of authentic classroom situations formed the basis
for this study. First, video selection process, which comprised several stages
was carried out. Altogether 15 45-minute classroom videos were rated using
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the autonomy support rating sheet (Jang, Reeve & Deci, 2010) and the list of
observed need-supportive teaching behaviour (Van den Berghe et al., 2013).
Using the coding schemes, three 5-minute video clips that featured most aspects
of need- supportive or thwarting strategies were selected.

As the next step one-on-one interviews using video stimulated recall protocol
were carried out with the participants. In course of the semi-structured inter-
views, participants watched the 3 clips from basic school lessons and after each
clip, were asked prompts based on Chan & Yau (2021). Questions that the partic-
ipants had to answer were:

1) What did you notice? The question was repeated until the participant had

nothing else left to add.

2) How would you explain the teacher’s actions? Why do you think the

teacher chose to act in the way she did?

3) If you had been the teacher in that classroom, what would you have done

differently in order to support student motivation?

4) Why do you think that your proposed alternative solution would support

student motivation better?

Data analysis

A multi-category coding scheme was developed for content analysis. As the
first coding process, reducing procedures and structural procedures (Mayring,
2014) were applied, in order to reduce the amount of material so that only
essential content remains and it is structured in a clearer way to facilitate further
analysis. Data units were selected from the interview transcripts and coded
deductively following the three phases of the PID-model (perception, interpre-
tation, decision-making). In total, 549 data items were determined: perception
(252), interpretation (204) and decision-making (93).

In the next phase, each category of PID-skills were coded separately following
coding protocols formulated based on previous research (e.g. Kersting, 2008; Van
Es, 2011; Alwast & Vorholter, 2022). For the purpose of analyzing perception, two
main categories were developed based on SDT (Jang, Reeve & Deci, 2010): rele-
vance to autonomy supportive teaching and not relevant to autonomy supportive
teaching. Further subcategories for those items classified as relevant to autonomy
supportive teaching were: need for autonomy, need for relatedness and need for
competence. Entries categorized as not relevant to autonomy supportive teaching
were further categorized inductively. The aim in analyzing interpreting and deci-
sion-making was to clarify what kind of knowledge the participants use in their
reasoning and how much of it was evidence based. Categories based on previous
research (e.g. Kersting, 2008; Van Es, 2011; Alwast & Vorholter, 2022) were used
to analyze student teachers’ interpretation and decision-making skills in classroom
situations. Descriptions of the levels underlying the analysis are given in Table 1.
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Table 1. Interpretation and decision-making evaluation model

Level

Definition

Example

Interpretation

Level 1

Level 2

Level 3

General comments and pure descriptions
about the episode they observed, “often
oversimplifying the complexity of the
classroom episode they observed” (Van
Es, 2011). Comments evaluative without
offering actual evidence to their claims,
mainly rephrasing what they noticed.
Comments are highly judgmental and
evaluative in nature (Van Es, 2011). No
support from the observed video clips
offered to support their claims.

Tries to reason and make sense about the
noticed situation. Interpretation is based
on own experience or without bringing
out clear links to theory. “Some analytic
inference occurs” (Kersting, 2008),
teachers state the indicators for selecting
a specific aspect (Alwast & Vorhéolter,
2022)

Interprets the noticed aspect clearly
through theoretical reasoning. Teacher
“makes connections between events and
principles of teaching and learning® (Van
Es, 2011)

The students’ motivation in this
lesson was not supported at all.
Student motivation was really
well supported in this lesson, the
teacher gave choices.

| suppose the teacher gave the
students a choice, because in my
experience it has also been an
effective way of making them more
motivated.

The teacher in the lesson clearly
stated the importance of that
specific topic, since identifying
value and importance nurtures
inner motivational resources.

Decision-making

Level 1

Level 2

Level 3

No alternative solutions are offered OR
Alternative solutions are offered, but
they are irrelevant in terms of autonomy-
supportive teaching. (not connected to
motivation)

Predictions or alternative solutions

are vague and generic or connected to
personal experience and without sound
evidence. (connected to motivation)

Alternative solutions or predictions,
which are offered are clearly evidence-
based and related to the topic of
observation (connected to motivation)

| don’t know what the teacher
could do differently. The teacher
could stop asking the students to
stand up at the beginning of the
lesson.

What | have done, when | see that
students are really not into the task
| gave them, is try to come up with
some aspects of the task, where
they can decide themselves how
to doit. I don’t know why, but it
seems to work.

As we have learned, giving
constructive feedback to students
on how they are doing, supports
their need for competence.
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Results

Level of student teachers’ perception regarding need-supportive teaching

Perception items were categorized deductively according to SDT and the
items, which could not be categorized as autonomy, competence or relatedness
supportive, where categorized “not relevant to need-supportive teaching” and
further coded inductively, in order to discover what the main topics are that
teachers notice in classroom practices. Table 2 gives an overview of the division
of idea units (sentences or phrases representing a distinct topic) representing
perception.

We assumed that the group who had undergone the theoretical course could
be able to notice more relevant events in the classroom and our findings also
supported this assumption.

Table 2. Overview of the division of perception data units according to SDT

Total Not relevant Autonomy Competence Relatedness
Perception 252 49 124 64 15
SDT course 152 21 83 36 12
completed
SDT course not 100 28 41 28 3
completed

When looking at the category “Relevant to autonomy supportive teaching”
and more precisely the subcategories of need for autonomy, competence and
relatedness, we can see that autonomy is the prevailing category. Regarding
autonomy, the noticed aspects were most often connected to the pace of the
lesson (e.g. “It was a bit disturbing that she was hurrying them up all the time;”
“It was very intense, the teacher was hurrying up a lot”), teacher language use
(e.g. “There was quite a lot of imperative mood used;” “Teacher uses compli-
cated words”); ways of questioning (e.g. “She only said a few times who has to
answer, it was mostly voluntary;” “Asking why and how you are thinking — she
was guiding with her questions”), active engagement of students to testing
and experimenting (e.g. “She did not say, give the students a moment, where
they could think about, why that knowledge was actually important;” “It was
positive that the teacher did a practical task, they took the concept “turns” and
did a practical task at once”), offering choice (e.g. “She actually gave a choice,
whether to do together or try alone at first;” “The students in that clip really did
not have much choice;”), connecting to prior knowledge (e.g. “It was very inter-
esting that she did not let the students remember themselves, but constantly
said “You remember, right” and “We talked about this and this and the rule
is this and this;” “Referencing to what was done before activates prior knowl-
edge”) and offering encouragement and clues (e.g. “She gave hints, directed
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the students to understand it more by themselves;” “She actually constantly
helped them to remember”). What stood out from the results was that the
prevailing categories were noticed by both groups and the qualitative differ-
ence in noticing did not manifest in the difference in noticing need-supportive
strategies, but mainly in the sheer volume of noticing aspects and somewhat in
the detail-richness of the made comments. The same pattern was observed also
in the case of competence.

The main topics that were noticed regarding competence were connected to
feedback (e.g. “The teacher gave no feedback;” “She gave praise, but it was
just “Well done” and did not specify what was well or had been done well;”),
instructions (e.g. “Working memory is supported here. The teacher writes on the
blackboard, which task they are doing at the moment;” “She told to open the
textbook or workbook and wrote the page number on the blackboard at once”),
and lesson objectives (e.g. “I liked that the teacher explained the content of the
lesson at the beginning;” “At the beginning, lesson goals were brought out, but
at the same time, she did not ask them from the students, but just said that these
are the questions we are going to answer during the lesson”).

The need for relatedness was the least represented category, where the
perceived aspects fell under the topics pair- and groupwork (e.g. “They did pair-
work;” “It was nice that they could work in pairs”), cooperative learning (e.g.
“There were no possibilities for cooperative learning;” “The students could not
really offer help to each other;” “They practiced together”) and lack of related-
ness support (e.g. “I didn’t notice anything connected to relatedness that could
have supported it;” “There wasn’t much relatedness”). Here, quantitative and
qualitative differences were noted, as only 3 out of 15 occurrences of noticings
connected to relatedness were made by the group who had not completed the
theoretical course and all three instances reported on the students practicing
together with the teacher.

As seen from Table 2, the majority of data items under perception did fall
under categories deduced from SDT with only 49 data items out of 252 classi-
fied as not relevant to need- supportive teaching. The main topics, which were
coded as not relevant were mainly connected to teacher and students behavioural
aspects (e.g. “Someone yawned;” “They stood up at the beginning of the lesson;”
“The teacher had a loud voice”) lesson materialistic content related (e.g. “They
had a worksheet;” “They used a globe”) and task description (e.g. “They read
a poem;” “They read the text out loud”), where teachers simply offered descrip-
tions of the noticed activity or the environment.
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Level of student teachers’ interpretation and decision-making regarding

need-supportive teaching

Idea units categorized as interpretation and decision-making were both further
categorized into 3 levels based on the quality of the utterances. Table 3 gives an
overview of the division of interpretation levels.

Table 3. Overview of the division of interpretation levels

Level 1 Level 2 Level 3
Total 204 90 82 30
SDT course completed 115 51 37 26
SDT course not completed 88 39 45 4

Regarding interpretation, Level 1 items were characterized as being general
comments about the observed aspects, which either oversimplified the class-
room event, mainly rephrased what was noticed or were evaluative without
offering any evidence to the claim (e.g. “It was a very strict classroom;” “They
cannot feel bored, because they are active;” “It was kind of dull rule learning”).
Level 2 items were characterized by being based on one’s own experience,
without bringing clear links to theory, however, some analytical inference
occurs (Kersting, 2008). Some of the typical examples in Level 2 included:
“I personally don’t think that this is important, it somehow implies that orders
are given and if you don’t comply then I think that this is demotivational” and
“Practical tasks, especially for younger classes, are really beneficial, but they
also work well for older classes, because students always like to make posters,
discuss with each other, draw, make some kind of summaries, so as one part
of a lesson, it is definitely very motivating.” Level 3 characterizes items, where
clear theoretical reasoning of the noticed aspect is offered and clear connections
made between the observed events and principles of teaching and learning (Van
Es, 2011). Level 3 typical responses include, for example: “Perhaps autonomy
isn’t supported very much, but it does help a bit that they got to set the goal
together, indirectly together, because it was already set, but they got to ask
questions themselves.” and “It is connected to competence, where they feel that
it is not something completely new for them, but that specific task is connected
to previous things.”

For the purpose of this study, decision-making was contextualized through
being able to offer alternative and more effective solutions and the goal was to
find out to what extent the offered solutions were evidence-based and related
to the specific topic of observation. Table 4 illustrates the division of deci-
sion-making levels.
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Table 4. Overview of the division of decision-making levels

Level 1 Level 2 Level 3
Total 93 20 73 0
SDT course completed 62 13 48 0
SDT course not completed 32 7 25 0

Level 1 was illustrated by lack of alternative solutions or offered solutions,
which were irrelevant to the focal topic. The majority of the decisions in Level 1
were connected to organizing tasks (“I would read from the textbook first;”
“I would have them turn around the right shoulder, not the left one”), rearranging
seating (“I would rearrange seating”) or standing up for greeting (“I would not
have them stand up at the beginning of the lesson”). These categories and exam-
ples illustrated the responses of both groups of student teachers with the only
difference being that rearranging seating was brought out only by the group that
had not completed the SDT course. Level 2 responses, which formed an over-
whelming majority of the responses in this category, indicate the type of answer,
where the offered alternative solution is either generic or vague or connected to
personal experience. In all cases they are connected to need-supportive teaching,
in order to be classified as Level 2. Here, the alternatives were mostly connected
to lesson structure and task content (“There should be more possibilities for the
students to do different tasks;” “Maybe it is possible to make some kind of flash-
cards or a task on an interactive board. Maybe this would create a bit more of this
good excitement”), checking student understanding and giving feedback (“They
could have had the chance to check themselves, give some kind of feedback;”
“I would ask guiding questions™), teacher visible behaviour and pace of the lesson
(“I would give them more time to think;” “I might have written the topics on the
blackboard, so they would have been in front of the eyes;” “I would explain the
task more slowly”); connecting to previous knowledge and supporting self-direc-
tion (“I would let the student try to remember the previous lesson more actively;”
“I would let them try on their own for a while”). No instances out of the 93 data
items categorized as decision-making were classified as Level 3, which described
the instance of offered alternative solution being clearly evidence-based.

Discussion

The aim of the current study was to explore the level of student teachers’
situation-specific skills for need-supportive teaching using video stimulated recall
method that has been proven to be a valid instrument for assessing PID-skills
by numerous studies (e.g. Kersting, 2008; Seidel & Stiirmer, 2014). As situa-
tion-specific skills are described as processes through which knowledge and
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beliefs become relevant in practice (Santagata & Yeh, 2016), it is important to
know the quality of student teachers PID-skills for need-supportive teaching, to
better understand what they notice and to what extent they are able to transfer
theoretical knowledge to classroom practice, in order to support the further
development of these skills.

The results of this study revealed that regarding need-supportive teaching,
noticing abilities of our teacher students in both groups are of a good level,
proven by the fact that the vast majority of noticed aspects were connected to
basic psychological needs support or lack thereof. Research into perception has
stated that the ability to notice is a skill that develops over time (e,g. Van Es
& Sherin, 2002; Keppens et al., 2019) and the competence continuum model
shows that PID-skills are influenced by teacher knowledge (Blomeke et al., 2015),
i.e. we tend to notice what we know. This explains why student teachers who
had previously learnt about SDT noticed more aspects in the classroom videos
than the group who had not. However, the study also offered an interesting
finding regarding relatedness, which was the least noticed category in perception.
Teachers were clearly less capable of noticing aspects that support the creation
of a warm and safe classroom environment and paying attention to aspects such
as tone of voice, body language, eye-contact, physical proximity to the students.
Forming supportive and warm relationships is highly important and has positive
effects on student achievement and engagement among other factors (Kincade
et al., 2020) and it has been documented by a number of studies that students
who believe that their teachers are caring and supportive pay more attention in
the lessons (Wentzel, 1997) and are more motivated (Murdock & Miller, 2003).
Keeping this knowledge in mind and at the same time seeing that teachers notice
aspects related to the formation of warm and caring classroom relationships the
least in their observations, gives us a clear indication that more attention needs
to be paid on noticing and acknowledging these aspects in teaching.

Regarding interpretation and decision-making skills, the study also revealed
several interesting aspects. Santagata & Yeh (2016) argue that PID-skills improve
in sophistication over time and this sophistication is revealed through more
detailed and coherent interpretations. Based on this, we could hypothesize that
the group who had completed the theoretical course would offer interpretations
that would fall into the categories of Level 2 and 3. Even though, we see that
the group who had completed the SDT course offered more interpretations in
Level 3 than the group who had not completed the course, but, in terms of
Level 2, an opposite pattern emerged. Moreover, when looking at the whole-
some picture of the data, it is revealed that for both groups, Level 1 answers,
which indicate descriptive, judgemental and theoretically unproven interpreta-
tions form the largest group of responses. One the one hand, this result could
be explained by the fact that the participants were at the very beginning of
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their teacher education studies, which falls in line with the results of Alwast &
Vorholter (2022). On the other hand, the lower level results revealed in our
study indicate that sufficient attention has not been paid on deliberate practicing
of PID-skills during the theoretical course to have an impact on the PID- skills of
the teachers. This falls in line with previous findings that stress the importance
of deliberate practice opportunities for the development of situation-specific
skills (Santagata & Yeh, 2016) and that it is not enough for the development of
PID-skills to just reflect on classroom events or learning situations, but targeted
attention needs to be paid to the interpreting those events and justifying the
made decisions (Lin et al., 2005).

The same kind of indication is given by the data regarding decision-making.
The overwhelming majority of the responses were assessed as Level 2, which
indicates vague and generic answers based on personal experience, but connected
to the central topics, i.e. motivation. This result can be explained through our
knowledge of teacher beliefs that affect the development of their teaching prac-
tice. Richardson (1996) states that teacher education students enter studies with
beliefs that strongly influence their learning, which are heavily influenced by
their own experiences as students. The question for teacher education lies in
finding ways to support the development of interpretation skills, so that student
teachers would be more aware of their belief systems on the one hand and, on
the other hand, engage in their classroom practices more on the beliefs based on
formal knowledge, rather than on beliefs based on their personal schooling expe-
riences. Furthermore, no responses were deemed Level 3 indicating an alterna-
tive solution supported by evidence-based reasoning and a number of responses
were seen in Level 1, which indicate alternative solutions that are not connected
to the topic at hand. There were some differences between the groups that had
completed the SDT course and those who had not and it is clearly evident that
teachers with theoretical knowledge were able to make more decisions, which
corresponds with the findings from previous studies on interpretation skills and
the expert-novice differences (eg. Stahnke & Blomeke, 2021). However, the
fact that they still made decisions based on the noticed and interpreted events
that were not connected to learnt theoretical knowledge and were not able
to make true evidence-based decisions, paints a picture of an unsatisfactory
level of decision-making and gives a clear indication that, in course of teacher
education, deliberate practicing opportunities to develop PID-skills need to be
created. Several possibilities have been highlighted in research that support
the development of PID-skills, e.g. analysis of classroom videos (e.g. Van Es &
Sherin, 2002; Santagata & Guarino, 2011) or using video-based blended learning
environments for classroom video reflection and feedback (e.g. Prilop et al.,
2021; Weber et al., 2018). Weber (2018) and Prilop (2021) with colleagues have
emphasized the importance of expert feedback in developing PID-skills, noting
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that even though feedback by peers or self-reflection helps to foster PID-skills,
considerable improvements only emerge in case expert feedback is offered to
student teachers.

Even though the current study provided a clearer understanding of the level
of teachers’ PID-skills regarding need-supportive teaching, some significant limi-
tations can be highlighted. The sample of participants does not allow to make
broader generalizations. Furthermore, teacher PID-skills have not been studied
in relation to need-supportive learning, so additional studies would definitely be
needed to draw more profound conclusions. Teacher beliefs were not addressed
in the current study, which would definitely help to understand better the devel-
opment of teacher PID-skills. Further investigation would benefit from studying
the interpretation and decision-making skills at greater length and creating a
video-based blended learning environment to provide student teachers deliberate
practice opportunities with expert feedback for the development of PID-skills for
need-supportive teaching, in order to understand more profoundly the different
factors influencing the development of these situation-specific skills.
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ABSTRACT

Today, society needs educators who can respond quickly to the demands of employers and
train mid-level professionals for the needs of high-tech production. In this regard, the level of
professional competence of vocational education teachers is of particular importance.

This makes the training of vocational education teachers particularly crucial. The competences
of various professional activities have already become demanded. A future vocational education
teacher should be a researcher and practitioner, an organiser and an implementer, a manager
and an analyst, a programmer and a psychologist at the same time. Transprofessionalism as an
expansion of socio-professional boundaries and increased effectiveness can be a response to
this challenge. The study of transprofessionalism requires special attention from researchers.
Transprofessionals with developed interprofessional competences that meet real and future
challenges of the digital economy, post-industrial society and digital industrialisation are
required. The educational and professional communities are confronted with the problem of
identifying the essential characteristics of transprofessional competences.
Transprofessionalism as a scientific category has conflicting interpretations, and researches
on this issue in both Ukrainian and foreign science are sparse and not general. Moreover, the
lack of holistic methodological ideas of transprofessionalism, how it is formed, and by which
personal qualities is determined, makes it impossible to organise and implement the process of
transprofessional’s training. Our study clarifies the definition of transprofessionalism, analyses
its psychological essence rather than the composition of transprofessional competences; the
theoretical analysis will be used to identify the component factors of transprofessionalism that
contribute to its development in the subject personality’s activity.

The purpose of the study: is to identify and describe the psychological characteristics of transpro-
fessional competences of a vocational education teacher. Research methods: theoretical analysis,
questionnaire, methods of mathematical and statistical analysis, methods of interpretation.

Keywords: education, professionalism, transprofessionalism, transprofessional competences,
engineering training, engineer-teacher



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 125

A.KOLODYAZHNA. Psychological Characteristics of Transprofessional Competences of a Vocational ..

Introduction

Modern global processes of scientific and technological development, digi-
talisation, socialisation, and ecologisation, which cover all national economies,
form both new economic challenges and define new vectors of development. The
emergence of such new demands in the labour market has caused the need to
fundamentally update the content of vocational education based on employers’
requirements and the content of the sectoral training programmes. All this can
be done in the presence of relevant professional and pedagogical staff, the core
of which consists of vocational training teachers, who have the basic level of
professional and pedagogical training, formed as a result of implementing the
principles of transprofessionalism in the educational process.

As many foreign professionologists Barr, Horsburgh, Pickard, Rasko and
colleagues have noted, the necessity of transprofessionalism formation is caused
by the logic of post-industrial society development: rapid change of technolog-
ical modes, intensive development of information technologies require from
a specialist a wider range of professional knowledge, ability to rapidly adjust
to the changing conditions of professional environment and teamwork skills.
New professions, which were unimaginable not long time before, are constantly
appearing in the world and steadily entering our life. Robotization, uberization,
the implementation of new technologies as well as the development of these and
many other phenomena are forcing people to leave their usual places of work,
but not the economy as a whole. The skilled labour is more in demand than ever
before, contrary to popular belief. Companies and businesses need more and
more people every day.

There is no doubt that the issue of the competence of a vocational teacher
remains relevant and open. The activity of a vocational teacher is characterised
by a professional orientation, combining two explicit and separate components:
the sectoral technical and technological component and the pedagogical one.
Each of them cannot be primary or secondary due to its unconditional functional
obligation. In the content of vocational education and training, they should be
considered only in a balanced way, including their common and specific compo-
nents (Kislov, 2018).

The issues of competence formation and accordingly the transformation of the
education system are considered at the present stage in almost all countries, so in
this context we can say that this aspect can play the role of a consolidating trend
of building a unified educational space. The level of economic development of
countries, including the global economic space, which is directly related to the
development of human capital, will also depend on how the issue of competence
formation will be addressed and how it will be related to the modernization
of production (Boiko et al., 2022). A functioning education system trains the
professionals of the past. Young people are taught to go to jobs that no longer
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exist, providing future professionals with intellectual tools that have long been
ineffective. That is why the percentage of unemployed people in the world is so
high (Zhmai, 2018). The question of which psychological mechanisms facilitate
information analysis and decision-making in the context of multiple life trajec-
tories, and which ensure the development of pre-adaptation abilities in the early
stages of personal and professional development, deserves particular attention.

The semantic concepts of “profession”, “professional activity”, “specialty”
and “professional employment” are widely used in occupational studies. Along
with these established concepts, in recent years a new term “transfession”, which
means a type of labour activity carried out on the basis of synthesis and conver-
gence of social and professional competences belonging to different specialised
areas, has been approved (Ialalov, 2015). The theoretical basis of transfession
is multidimensionality, involving a transdisciplinary synthesis of knowledge
from different sciences: natural, technical, socio-humanitarian and philosophical,
and transprofessionalism is the willingness and ability to perform actions from
different fields of activity (Zeer & Symanyuk, 2017).

Barr identifies the following problems in this field: the lack of a clear defini-
tion of the concepts of “interprofessionalism”, “multiprofessionalism”, “transpro-
fessionalism”, effective assessment tools and evidence base. Accordingly, from
the point of view of this researcher, the further development of the ideas of
transprofessionalism should proceed in the following directions: clarification
of the semantics of terms, improvement of evaluation methodology, creation of
theoretical and evidential basis of the theory (Barr, 2013).

According to Horsburgh, interprofessional (as well as multiprofessional)
training should be based on certain principles. These are, first of all, learning
the characteristics of related professions, understanding and seeing the common
professional goals and the contribution of each profession to the final result. It
is also about developing teamwork skills, effective communication and under-
standing not only one’s own professional role but also the role of other profes-
sions (Horsburgh et al., 2001). Ultimately, this type of training provides the
opportunity to practise creating well-adapted, flexible working teams with a high
level of communication skills.

While Horsburgh in his work considers interprofessional and multiprofessional
education as two parallel trends in learning, Harden considers multiprofession-
alism, interprofessionalism and transprofessionalism as stages of transprofessional
education (Harden, 1998), which are effective if a number of conditions are met:
appropriate type of education, level of education and category of student, clear
presentation of training outcomes, consideration of multiprofessional education
as a multi-stage process.

The problem of transprofessionalism is also raised from the perspective
of bringing together academics and professionals and increasing the level of
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interdependence between them. Rasko emphasises the need for a new academic
specialisation that would bring together scientific and practical knowledge and
enable various related professional groups to cooperate (Rasko et al., 2019).

Thus, an analysis of the literature shows that there are quite a few scientific
works devoted to the problem of transprofessionalism, but most of them simply
state the phenomenon, and there are relatively few specific studies.

Transprofessionalism is viewed mainly from the position of mastering different
types and groups of professions, or emphasizing primarily the readiness of
a specialist to work in a team. Transprofessionalism, on the one hand, is a form
of professional activity organisation aimed at developing future skills, building
partnership and cooperation relations between professions; on the other hand,
it is a qualitative characteristic reflecting readiness and ability to master and
perform activities in functionally similar professions. These academics empha-
sise that transprofessionalism is transcending the boundaries of one profession,
enriching it with knowledge and technologies related to other professional activi-
ties, developing new key competencies enabling to find complex and unique solu-
tions based on a transdisciplinary synthesis of knowledge and interprofessional
communication (Zeer et al., 2021).

Transprofessionalism is also presented as an integral characteristic of activity
that has emerged as an alternative to professionalism. The latter represents only
a high level of performance of work narrowly belonging to a particular field.
Transprofessionalism is distinguished by its personal content oriented towards
purposefulness, overcoming, achievement, risk-taking, with a high orientation
towards society without attachment to one narrowly defined sphere under the
permanent influence of activity, career and motivational factors (Guzanov &
Fedulova, 2019).

The phenomenon of transprofessionalism is adequate to the modern era with
its revolution in the world of professions, its highest dynamics of innovation and
change. However, for this phenomenon to spread effectively in society, certain
conditions are necessary, above all, related to the vocational training of this
kind of specialists capable of multiprofessional activities and who understand all
prospects of transprofessional training in particular (Ivanchenko, 2020).

Professionals are now being replaced by transprofessionals, or “portfolio
people” who are specialists capable of mastering new or related professions and
who carry a unique “package” of knowledge and skills. Transprofessionals must
be ready to work freely, through their own thinking and independent organi-
sation of their activities, in different professional environments and organisa-
tional structures (Shevchenko, 2011). The basic transprofessional competencies
include a narrow specialisation in a profession, the capacity for interprofessional
communication, the capacity for transdisciplinary knowledge synthesis, a focus
on combining basic research with practical problem solving, teamwork skills,
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continuous self-development and self-improvement, real and virtual inclusion in
what has been called community of practice (professional and transprofessional
networks). Transprofessionalism means a new type of professionalism: a collec-
tively distributed ability to reflexively link and co-organise representatives of
different professions to solve complex issues (Bannikova, 2021).

There is a concept in which transfession is understood as a methodolog-
ical level of professionalism that unites fields of professions different (even
contrasting) in content, creating new professions. Achievement of this level is
associated with processes of personal self-actualization, a person’s search for “life
environments” that provide such self-actualization (Kabrin & Galazhinsky, 2017).

Multidimensional competences, the so-called key metaprofessional attrib-
utes, form the basis of transprofessional training (Ialalov, 2015). These include:
socio-professional and virtual mobility, communicativeness, practical intelligence,
responsibility, collectivism, ability to work, corporativeness, innovativeness, etc.
In post-industrial society the personality itself acts as a qualified characteristic.

Transprofessionalism, as a readiness and ability to master the accelerating
changes of post-industrial society, can be considered as a professional and personal
phenomenon. In order to introduce it into the scientific and practical field of
occupational studies, it is necessary to define the main semantic components
of transprofessionalism and the possibility of its alignment with the changing
present and professional future. The solution to this problem has necessitated
the design of logical and semantic models of transprofessionalism as a means
of pre-adaptation of a subject of activity to professional future and educational
technologies of forming necessary competences (hard-, soft- and digital-skills)
(Zeer et al., 2021).

Different researchers suggest different structures and models of transpro-
fessionalism depending on the methodological foundations and specifics of the
professional environment. Thus, Zeer and Symanyuk, relying on the concept of
technology convergence, interdisciplinary basis and methodological multidimen-
sional approach, have developed a logical and semantic model of transprofession-
alism, which consists of five components:

1. Transprofessional orientation, focused on mastering the activities of
different professional fields and putting the acquired knowledge into
practice. This component of transprofessional competence model includes
“self-concept”, socio-professional adaptability, multidimensional identity,
transprofessional value orientations and professional activity motivation.

2. The regulatory component represents psychological resources of a person-
ality related to organization and regulation of his/her activity. The content
aspects of this component are self-organization, self-actualization, self-effi-
cacy, autonomy, and regulation of mental states.
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3. The information and communication component considers the ability of
a person to navigate in the information professional environment and
contains such characteristics of a specialist as socio-communicative and
professional mobility, tolerance for uncertainty, reflexivity and perceptual
adequacy (autocompetence).

4. Humanitarian and technological component provides knowledge synthesis
from a variety of professional fields and promotes construction of indi-
vidual trajectory of transprofessional development; it includes socio-cul-
tural competence, transdisciplinary knowledge, cognitive abilities, social
intelligence and reflexive-evaluation activity.

5. The interprofessional and educational component demonstrates the multi-
dimensional nature of a specialist as a necessary quality of a transpro-
fessional. This component is represented by interdisciplinary competence,
metaprofessional qualities and key competences (hard-soft-digital-compe-
tence) (Zeer et al., 2021).

The successful performance of any professional activity is ensured by the
combination (integration) of hard-, soft- and digital skills. Their ratio depends
on the type of professional activity. The formation of soft-skills (competences)
is a priority for the development of transprofessionalism (Bystrova et al., 2020).
Irrespective of the professional qualification and apart from the domain knowl-
edge, today’s professionals need to possess a high Soft Skills quotient in order
to succeed in this competitive era. Hard skills contribute to only 15% of one’s
success while remaining 85% is made by soft skill (John, 2009). It should be
noted that while the development of hard skills in vocational training takes place
in the course of studies and internships, the development of soft skills occurs
spontaneously and depends more on personal qualities and individual work on
each person’s own development.

Thus, this logical and semantic model of transprofessionalism (Zeer et al.,
2021) reflects the essential characteristics of the presented concept and allows
not only assessing the formation of transprofessionalism, but also considering the
factors determining the formation of students’ transprofessional competences. It
should be emphasized that transprofessionalism does not negate the importance
of the initial, basic profession, but rather contributes to the transition beyond
it, enriching it with knowledge, competencies and technologies related to other
types of professional activity.

There is no doubt that the strategy of transprofessional training of vocational
and pedagogical students requires the implementation of competence-based
approach, which provides not a simple transfer of knowledge, skills and abili-
ties, but focuses on the formation of creative initiative, independence, compet-
itiveness through systematic, integrative, interdisciplinary professional training,
providing solid fundamental knowledge, professional skills, practical experience,
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free mastery of the profession and orientation in the world of work (Konyakhina,
2020). Transprofessionalism of future vocational school teachers’ training is
already incorporated in its content a priori, it is initially reflected in the require-
ments for vocational education teachers, which are expressed in special multi-
functional competencies, mastering which allows them to solve various problems
in professional and social life. These regulations have an integrative structure, i.e.
include a set of abilities of future graduates within the framework of pedagog-
ical knowledge transfer to provide effective training of future working personnel
for production sphere. At the same time, harmonious personality is provided by
mastering such universal competences as interpersonal, legal, systemic, commu-
nicative, informational; and involvement in the sphere of professional relations
is ensured by professional and profile-specialized competences, which take into
account the nature of production activity (Guzanov & Fedulova, 2019).

Methodology

The study was conducted at Kyiv National University of Technologies and
Design. The empirical sample comprised the 3-4 year students of the Fashion
Industry Faculty and the Faculty of Management and Business Design, in
particular those studying in the field of 015.36 Vocational Education (17 persons),
051 Economics and 075 Marketing (48 persons). The total sample of the study
was 65 people.

The survey was conducted in order to determine the psychological features
which ensure the development of pre-adaptation ability at the early stages of
personal and professional formation, particularly, the features of students’ self-ac-
tualization, the study of their self-efficacy, i. e. the confidence of a person in his
potential ability to organize and carry out his own activities necessary to achieve
a certain goal and motivation to succeed and avoid failure.

The methods used in the survey were selected in accordance with the princi-
ples of competence approach (Konyakhina, 2020) and the logical and semantic
model of transprofessionalism of subjects of professional activity (Zeer et al.,
2021). The psychological resource of the subject of professional activity, which is
characterized by the level of formed skills of planning, designing, predicting and
evaluating the results of activity is aimed at activating the regulatory component
of this model. Essentially, regulation is a mechanism of mobilization of socio-pro-
fessional potential of a subject of activity. The conscious self-regulation of the
specialist’s voluntary activity is of great importance in the implementation of this
component. Regulatory predictors of voluntary activity include self-actualization,
self-efficacy, self-organization and regulation of mental states.

The hypothesis that there can be differences in the expression level of psycho-
logical features that ensure the development of the ability to pre-adaptation in
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the early stages of personal and professional development, as components of
transprofessionalism, in the studied subjects with different professional orienta-
tion was proposed.

To diagnose self-actualization peculiarities, the Jones-Krendall scale devel-
oped in 1986 by Jones and Krendall on the basis of Maslow’s self-actualization
questionnaire was used. Respondents answered each statement using a 4-point
scale: 1 point — disagree; 2 points — partially agree; 3 points — partially agree; 4 —
points — agree. The higher the total value, the more self-actualised the respondent
considers himself/herself to be.

To diagnose self-efficacy, we used the Schwarzer and Jerusalem questionnaire.
The self-efficacy scale consists of 10 statements, which the respondent is asked
to relate to his/her activity effectiveness. The respondent’s ticking of the box
‘completely wrong’ gives 1 point; ‘rather wrong’ gives 2 points; ‘rather correct’
gives 3 points; and ‘completely correct’ gives 4 points. The final result is obtained
by scoring all 10 statements.

Rean’s questionnaire for studying success motivation was also used. The
questionnaire is designed to differentially assess two interrelated but oppositely
directed motivational tendencies: desire for success and fear of failure. Separate
combinations of these motivational tendencies in an individual based on their
strength create a certain personality type and determine different behaviour.
Respondents are asked to answer 20 questions in the questionnaire, choosing
the answer ‘yes’ or ‘no’. The respondent will receive 1 point for each key match.

These are close-ended questionnaires in terms of the nature of the answers.
The advantage of closed questions in these questionnaires is the ease of data
processing and the clear formalisation of the evaluation. The answers received
in the course of the survey were elaborated in such a way as to maximally
understand readiness for self-education activity, self-development due to which
a student reaches transprofessionalism level more effectively, its formation of
psychological readiness for innovative activity and personal competitiveness.
Subjects participated in the study voluntarily and with sufficient information.
Interviewees were informed about why the study was being conducted, how their
data would be used and whether there were any associated risks, and whether
anonymity was ensured.

Results

Analysing the results of the study, it was found that the “orientation of moti-
vation” of the respondents was distributed in the following order (see Fig. 1).
The results show that success motivation predominates among the respond-
ents. Full motivation for success is noted by 17 respondents (35.4%) from the
economists’ group, and 11 people (22.8%) partially agree. In the teachers’
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group, three respondents (17.6%) note motivation for success, while five people
(29.4%) partially agree. At the same time, 8.4% of respondents (4 people) in
the group of economists have a tendency to be motivated to fail, and also 8.4%
of respondents (4 people) experience fear of failure. Failure motivation was not
detected in the group of teachers, and failure motivation tendency was detected
in 2 people (11.8%).

a5
40
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20
15

10

Motivation to failure Tendency to Motivation pole is Tendency to Motivation to
motivate failure not clearly visible motivate success success
VE E

Figure 1. Parameters of “motivation orientation” between “motivation to success” and
“motivation to fear of failure”

The Mann-Whitney non-parametric U-criterion was used to confirm the
hypothesis that respondents with pedagogical orientation have differences with
respondents with economic orientation in terms of the degree of success moti-
vation expression during the comparison of two independent samples. In order
to study success motivation indicators, a comparative analysis of its expres-
sion among specialists in different groups of professions (teachers and econo-
mists) was conducted, the results of which revealed that the empirical value of
Uemp (4) is in the zone of uncertainty, which does not confirm our assumption
(see Fig. 2).

Only 2 respondents (4.2%) from the economists group and 1 person (5.9%)
from the teachers group showed a high level of self-efficacy. Significantly more
students have an above average level of self-efficacy (41.1% of the group of
teachers, 47.9% of the group of economists). There are also high indicators of the
average level of self-efficacy (47.1% of the group of teachers, 35.4% of the group
of economists). It should be noted that in our sample there are significantly fewer
students with a low level of self-efficacy.
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Figure 2. Shows the results of our study regarding students’ self-efficacy indicators

Only 10.4% of the respondents (5 students) in the group of economists had
a below average level and also 2.1% of the respondents (1 person) had a low
level of self-efficacy. In the group of teachers, low level of self-efficacy was not
identified, and 1 person (5.9%) has a level below average.).

In order to compare self-efficacy indicators, a comparative analysis of its
expression among professionals in different groups of professions (teachers and
economists) was conducted. According to the results of Mann-Whitney nonpar-
ametric U-criterion, it was found that the empirical value of Uemp (7) is in
the zone of insignificance, which does not confirm our assumption about the
prevalence of higher self-efficacy indicators in the respondents with pedagogical
direction of activity.

Analyzing the results of the study, it was found that the parameters of self-ac-
tualisation indicators in the respondents were distributed in the following order
(see Fig. 3).

A high level of self-actualization is noted by 2 respondents (4.2%) from the
group of economists, while 38 people (79.2%) have a level above average. In the
group of teachers, a high level of self-actualization is not revealed, 14 people
(82.4%) have a level above average. At the same time, 16.6% of respondents
(8 students) in the group of economists revealed an average level of self-actual-
ization and also 17.6% of respondents of teachers (3 students). Low and below
average levels of self-actualization were not found in both groups.
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Figure 3. Parameters of self-actualisation indicators

In order to study self-actualization indicators, we also conducted a compara-
tive analysis of its expression among professionals in different groups of profes-
sions (teachers and economists). The Mann-Whitney nonparametric U-criterion
revealed that the empirical value of Uemp (10) is in the zone of insignificance,
which does not confirm our assumption about the prevalence of higher self-ac-
tualization indicators in the respondents with pedagogical direction of activity.

Discussion

A great importance in the development of a personality belongs to the person-
ality itself, its activity, which manifests itself in the desire to go beyond norma-
tive requirements and prescriptions, in the phenomena of suprasituational and
supra-role initiative. Active position, continuing education, self-organisation,
self-education, self-efficacy and self-actualisation are the factors determining the
formation of a transprofessional (Shevchenko, 2011). Student age is characterised
by the achievement of the highest results, based on all the previous processes of
biological, psychological and social development. The qualities that were lacking
in high school like purposefulness, determination, perseverance, independence,
initiative and self-control — are noticeably strengthened. (Zhdanyuk, 2017).

Success motivation is the mobilisation of all a person’s resources, concentra-
tion and discipline. A person with success motivation thinks positively, and his
or her direction in life is primarily towards success, towards discovering his or
her personality in the projects conceived, rather than avoiding failure (Hedzyk
et al., 2022).
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Already the classic Yerkes-Dodson law establishes the dependence of perfor-
mance on the strength of motivation. It follows: the higher the strength of moti-
vation, the higher the performance (Yaremchuk, 2017). “Motivation orienta-
tion” is a momentary programme that operates in all spheres of human activity,
ensuring the formation of the psychological readiness of the individual to inno-
vative activity. The competitiveness of individuals in a rapidly changing envi-
ronment depends on it (Hedzyk et al., 2022). Therefore, one aspect of the study
is the study of success motivation in students. Many respondents (22.8% in the
group of economists and 29.4% in the group of teachers) have a moderately high
level of success motivation. Young professionals prefer a moderate level of risk
taking, they are success-oriented, goal-oriented, and strive to perform at a high
level. Complete motivation for success is noted by 35.4% of respondents from
the economists group and 17.6% of respondents from the teachers group. All of
them belong to the group of highly effective managers with a high level of risk
appetite. They are motivated to succeed, to achieve their goals and prefer to
work hard to get a result. The activity of students of different groups of future
professions (teachers and economists), is based on the hope for success and the
need to achieve success. Such people are confident in themselves, in their abili-
ties, responsible, proactive and active. They are characterised by persistence in
achieving a goal.

Part of the respondents (10 people in two groups) experience a fear of failure
or a tendency to be motivated to failure. Generally, this motivation is based on
the idea of avoidance and the idea of negative expectations. When starting a busi-
ness, a person already fears possible failure in advance, thinking of ways to avoid
this hypothetical failure rather than ways to achieve success. People motivated to
fail are usually characterised by increased anxiety and low self-confidence. They
try to avoid responsible tasks, and may fall into a state of near panic when faced
with highly demanding tasks. At least in these cases, their situational anxiety
becomes extremely high. All this, however, may be combined with a very respon-
sible attitude to the business.

One of the central properties of personality is self-efficacy as a person’s confi-
dence in his/her ability to control the events of his/her own life and to achieve
the desired goals. A person’s beliefs about their personal effectiveness influence
the way they choose to act, the effort they put in, and how long they withstand
obstacles and setbacks. Self-efficacy is a productive process of integrating cogni-
tive, social and behavioural components to implement an optimal strategy in
different situations. There are three different levels at which perceived self-effi-
cacy plays an important role in academic development. Students’ beliefs about
their ability to regulate their own learning and master academic activities deter-
mine their aspirations, level of motivation and academic achievement (Bandura,
1993). People with high self-efficacy expect success, so their activities always
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produce positive results. People with low self-efficacy constantly doubt them-
selves and expect to fail, so they are often haunted by failure. It’s a vicious cycle,
thinking about failure, you get failure, and the result is a drop in self-esteem.
Such people pay too much attention to their shortcomings and are constantly
engaged in self-criticism about their incompetence.

Our study has shown that only 3 students showed a high level of self-effi-
cacy. But significantly more students have above average and average levels
of self-efficacy. However, given that the vast majority of students do not yet
have direct experience of professional activity, above average self-efficacy can
be considered as a manifestation of belief in their own strength, the ability to
control a new situation, which indicates the readiness of students to develop
professional self-efficacy.

Convergence in the field of psychological development initiates the devel-
opment of flexible means of adaptation and pre-adaptation to the changes in
social-humanitarian, natural-science and technical disciplines (Baksansky, 2014).
By determining interdisciplinary and supraprofessional interactions, convergence
acts as a factor of designing and approving a fundamentally new phenomenon in
professiology — transprofessionalism. Self-actualization, based on the realization
of one’s personal and professional potential, is the factor of its achievement.

Researchers of the self-actualization phenomenon in humanistic psychology
distinguish various components and characteristics of a self-actualized, psycho-
logically healthy, mature personality striving for self-actualization, especially
without distinguishing these concepts meaningfully: expanded sense of self, posi-
tive self-image, holistic approach to life, activity orientation, realization of crea-
tive abilities, respect for self and others, low inner conflict, sense of subjective
freedom, personal integrity and existentiality (Kolodyazhna, 2018).

As a rule, constructive self-actualisation gives satisfaction to the subject from
the process of activity and self-development, allows successfully setting new goals
and mastering new milestones. A high level of constructiveness indicates rapid
and high quality mastery of specific actions, techniques, ways of self-expres-
sion and mastery of new specializations. In our study, 83.4% of respondents in
the group of economists and 82.4% in the group of teachers had an above-av-
erage level of self-actualization. At the same time, 16.6% of respondents in the
group of economists and 17.6% of respondents in the group of teachers revealed
an average level of self-actualization. The levels of low and below average
indicators of self-actualization were not found in both groups of respondents.
Students of different training profiles mainly achieve high or medium levels of
self-actualisation. They are able to live in the present and rely on themselves
rather than on the expectations or assessments of others. The students share the
values of a self-actualising personality and have a high need for learning and
self-knowledge.
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This result confirms the theoretical findings of scholars in the field of transpro-
fessionalism. Namely, that transprofessional competences are basic for any type
of profession and also ensure productivity of various activities regardless of the
field of professional interests (Tretiakova, 2019).

Consequently, transprofessional competences should not differ among repre-
sentatives of different occupational groups. Thus, the hypothesis that there are
no statistically significant differences in the level of expression of psychological
features which ensure the development of the ability to pre-adaptation at the
early stages of personal and professional development as components of transpro-
fessionalism in the respondents with different professional orientation has not
been confirmed.

Conclusions

The focus on transprofessionalism entails the need to find new forms and
technologies of vocational education, taking into account the individual charac-
teristics of students, actualizing their desire for conscious, proactive goal-setting
and self-actualization in a varied educational and professional space. Creation
of practice-oriented educational and production environment, which promotes
the application of transprofessional competences and practical mastering of
the obtained knowledge, becomes possible due to the use of practical forms
of learning in the educational process, aimed at activating students’ activities
and obtaining particular results in the formation of their practical experience.
Students’ participation in real projects commissioned by external organisations,
grants, professional competitions enhance their interest in self-education activi-
ties and significantly increase the level of professional competences being formed.
Industrial practice, conducted in professional organizations, allows to expand
theoretical knowledge, promotes reflexive thinking. At the same time, a signifi-
cant motivation incentive is the understanding of the impossibility to apply the
knowledge obtained during theoretical training in practical professional activity
without reflection. Students’ participation in conferences and round tables also
increases the level of professional competences. A prerequisite is the student’s
participation with a report and the involvement of representatives of employers
to discuss professional issues on the report.

We believe that in order to increase the level of students’ preparation for
successful competitive professional activity in the global labour market, it is
advisable to create a system of psychological support for professionalization of
future specialists in universities in order to identify the main problems related
to the initial stage of professional career and to facilitate their positive solution.

The obtained results should be considered as preliminary, requiring a longer
research.
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ABSTRACT

The presented text responds to the repeated opening of the topic of qualification prerequisites
for the teaching profession. The aim of the work is to measure and compare teachers’ self-efficacy
among teachers with different educational backgrounds. The main research question is how
preparation for the teaching profession is mirrored in teacher self-efficacy. The research sample in
this study consists of Czech teachers (n = 377) with different educational backgrounds (teachers’
educational programs from faculties of education, faculties of sciences, faculties of arts) also
included those who have not pedagogical qualification (they have degree from university but not
in teachers program). Quantitative measurement of teacher self-efficacy took place through the
adapted Norwegian teacher self-efficacy scale (NTSES) for the Czech Republic, whose internal
structure was verified by confirmatory factor analysis (CFA) and reliability measure by McDonald’s
Omega and Cronbach’s Alpha. Statistical procedures used for data analysis were t-tests and ANOVA
tests. The results in the text represent partial results from an ongoing research and suggest that
teacher self-efficacy may be related to teachers’ educational background and that Czech version
of NTSES is fit to be used for another measure of teacher self-efficacy in the Czech educational
environment. Bigger and more representative sample is needed for the further research for more
evidence of possible effect of educational background to teachers‘ self-efficacy.

Keywords: adapted research tool, confirmatory factor analysis, NTSES, self-efficacy, teaching
programmes, teaching qualification

Introduction

The Teaching Profession Now

Do we need teachers of quality, or qualified ones? This is the question
Spilkové & Wildova (2014) begin their post with. The question very much reflects
the discussion over the past thirty years (not only) in the Czech Republic. There
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are some reasons for why there is a lack of fully qualified teachers of good-
quality in Czech schools: low prestige of the occupation felt by teachers them-
selves (Czech school inspection, 2020), high average age of teachers (Ministry of
Education Youth and Sports, 2019), a high drop-out of young teachers (Ministry
of Education Youth and Sports, 2019), and insufficient interest in the study of
education (Korbel & Prokop, n.d.). All those possible reasons why there is a lack
of high-quality and fully qualified teachers in Czech schools.

This particular problem is of different intensity in regions, in some of which
it seems more critical than in others. It is also confirmed by heads of schools
who took part in the TALIS research (2018). In the most critical region, up to
99% head teachers confirmed that the lack of qualified teachers is an obstacle
for quality teaching (28% said to a great extent, 56% rather yes, 15% to some
extent). In the least critical regions, up to 60% headteachers claim it is no
obstacle at all.

The persisting absence of the teacher standard and unitary concept in the
preparation of teachers does not simplify the situation. In the recent years,
discussions on how to solve this situation in education have been opening again.
Some suggestions focus on how to increase motivation for this profession (growth
of salary, which has already been realised), however, some open the previous
suggestions to lower demands of qualifications of teachers. Demands of qual-
ification, quality preparation, and professionalism of teachers is connected to
the problems mentioned above. Results from a research from Poland may be a
warning. There are even such opinions in the public that everyone can teach for
the reason that everyone has children, therefore they are able to do such a job
(Smak & Walczak, 2017).

What does it mean to be a qualified teacher, though? According to the Act No.
563/2004 Collection of Law, a qualified teacher is a graduate of an MA teaching
program, or a different MA study programme and additional pedagogical educa-
tion. The qualification demands then count on teachers having gone also through
education in psychology and pedagogy, which is considered to be an essential
premise for the quality of teaching (Wiliam, 2018; Salman & Adeniyi, 2012;
Machingambi et al., 2018).

Options of How to Become a Teacher

In the entire section I will present acquiring qualifications for teachers at
lower secondary schools (6th to 9th grade).

Preparations of Teachers at Universities

According to the Act No. 563/2004 Collection of Law, a finished BA programme
in education is not sufficient for a graduate for the teaching profession. It is not
until finishing an MA programme that a graduate is allowed (qualified) to teach.
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One option which is preferred (by the Act No. 563/2004 Collection of Law) to
acquire the qualification for teaching is to study a programme of education at
university. These programmes are mostly offered at faculties of education, but
not exclusively (usually also at Science, Sport, or Philosophical ones). Faculties of
Education usually offer BA programmes in which students choose a programme or
two focusing on education. During their studies, they go through courses of their
chosen programme, didactics of their study programme, pedagogy, psychology,
and often also some practice at schools (e.g. as an assistant of a teacher). Different
faculties have different courses, amounts of lessons, or compulsory practice, and
due to the absence of obligatory standards, the differences can be tremendous.
The absence of standard can also be observed at other faculties which offer
BA programmes focusing on education. Pedagogy and psychology, sometimes
also didactics, are not studied in depth as focus is on knowledge of their study
programme.

MA study at faculties of education usually offers lower secondary education
programmes, or lower secondary and secondary education programmes. The
study also consists of courses of the chosen programme, pedagogy, psychology,
didactics, and practice at schools. Basically, the same option is offered at other
faculties which have accredited programmes for teachers, but they usually
focus on education for secondary schools. As with BA study programmes, MA
programmes are also different one from another at different faculties or universi-
ties, which results in possible situations of two teachers of the same programme
from different universities not having the same knowledge. Finishing an MA
programme of education makes a graduate qualified for the teaching profes-
sion. The system allowing this has been criticised by many experts (Spilkovd &
Dvotédkova 2004) for a long time. The problem lies in the fact that, acquiring the
qualification to teach is available to any graduate whose BA study programme did
not even focus on education and whose MA programme contained only minimal
amount of pedagogy and psychology courses, which is at complete odds with the
aims to professionalize this profession.

Alternative Joining of Profession

According to the Act No. 111/1998 Collection of Law, universities in the Czech
Republic can also accredit courses in life-long education. These courses can also
lead to acquiring qualification to teach (Act No. 563/2004 Collection of Law). The
courses are for MA graduates of all programmes who want to (or have to) supple-
ment their teacher qualification. The courses usually take two to three semesters
and take place mostly at the weekends so that even full-time working students can
join them. After finishing, a student should have knowledge of basics of pedagogy,
psychology, didactics, and should have had some practice.
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A person teaching without having gone through one of the above described
options does not meet the requirements of qualification. How is it possible then
that there are such teachers? Act No. 563/2004 Collection of Law gives head
teachers (or schools) an option of employing teachers without qualification for
an inevitable time and amount of lessons taught — as long as it is proven that the
position cannot be taken by a fully qualified teacher. In 2019, there were 7%
unqualified teachers at lower secondary schools; the range was between 2.5%
and 20% in regions (Ministry of education youth and sports, 2019).

Summary

Current problems in the teaching profession are undoubtedly connected with
preparation for the job. The absent standards and huge differences in preparation
of teachers may have as a consequence a different readiness for teaching. In
spite of that, options to lower qualifications demands are still being discussed,
and in the political discourse, an alternative joining the profession is getting in
the spotlight — life-long education courses. This is a quicker, and cheaper for the
country, option of joining the profession. Stakeholders want to hear no arguments
claiming that two semesters of a course, which is not even in a day form, cannot
substitute a proper study programme. Pedagogical and psychological preparation
is pushed to the background, which is at odds with research data (Machingambi
et al., 2018; Kan, 2015) showing that full qualification including education in
pedagogy and psychology is immensely important for a job of a teacher.

Teacher Self-efficacy

In the TALIS 2018 research, many headteachers mentioned that a lack of
unqualified teachers is a complication. In the same research, teacher self-efficacy
was also examined. Compared to other European teachers, the Czech ones were
significantly below average. One of the lowest results among the countries were
in all three areas of examination: motivation and active involving pupils, class
management, teaching methods. The biggest gap was in motivation and active
involving pupils. This area demands that teachers have certain pedagogical or
pedagogical and psychological competencies, which differ in preparations of
teachers, and in the case of unqualified teachers, these competencies are absent.
It is not known whether unqualified teachers also participated in the 2018 TALIS
research, however, due to them being at lower secondary schools, the chance is
they were some of the participants. This might have been one of the factors of
lower self-efficacy in comparison to participants in other countries.

Naturally, teacher self-efficacy does not reveal real efficiency of teacher, but
only how they subjectively perceive their efficiency, meaning their capability to
manage individual situations (Gavora et al., 2020; Bandura, 1997; Ninkovic &
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Knezevic-Floric, 2018). As a lot of research suggests, teacher self-efficacy is
also connected to real efficiency in the teaching profession, quality of teaching,
and their pupils’ or students’ results (Tschannen-Moran et al., 1998). It is this
connection between the teacher self-efficacy and their real efficiency that initi-
ates a lot of research in both the Czech Republic and abroad (some of which will
be discussed later in this paper). Their results may represent useful outcomes,
which can change education of teachers and the profession itself.

However, teacher self-efficacy is not constant. It can develop based on personal
experience through practice or changes in educational, cultural, or social context
(Smetackova et al., 2017). Gavora (2008) argues, teacher self-efficacy starts to
form already when joining the profession, and over time, it becomes individual
and more stable self-efficacy. Since the first practice of Czech (future) teachers is
during their studies, it is possible to talk about some development of their own
teacher self-efficacy already at that time. These claims are in agreement with the
Bandura theory (1997) describing that creating self-efficacy is based on these
four sources: experience with fulfilling a task, social modelling, convincing and
encouraging by other people, and the ability to regulate signs of stress. Based on
data from previous research, these four sources also create teacher self-efficacy
(Tschannen-Moran et al., 1998).

Quantitative Research and Research Tools to Measure Teacher Self-efficacy

Interest in examining teacher self-efficacy meant also creating many research
tools, which would match, to the greatest possible extent, both the Bandura
theory and real teacher’s activity. The first tool I must mention is Teacher’s
efficacy scale — shortened as TES (Gibson & Dembo, 1984), which has been
used by many researchers around the world for many years (Deemer & Minke,
2010; Brouwers & Tomic, 2003), and which has also been adapted in the Czech
Republic. In the Czech Republic, it was adapted by Greger (2011), in Slovakia by
Gavora (2011). The original TES consisted of thirty items and two dimensions —
Personal teaching efficacy and General teaching efficacy. The latter one became
an object of criticism for its inconsistency in theory (Gavora et al., 2020). There
was also a discussion about different results of factor analysis done by authors
trying to adapt and use the TES in a different cultural context (Deemer & Minke,
2010; Denzine et al. 2005). Since psychometric characteristics did not reach too
high merits either, a shortened 16-item version was created later, and slightly
better results were achieved. The 16-item TES was adapted by Gavora (2008)
in Slovakia, who, however, also stated that psychometric characteristics were
insufficient (34% data explanations and reliability o 0.76 and 0.45).

At the moment, there are two research tools to measure teacher self-efficacy
which are worth mentioning, according to Smetackova et al. (2017). Specifically,
The Ohio State Teacher Efficacy Scale — shortened as OSTES (Tschannen-Moran
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& Hoy, 2001) and the Norwegian Teacher Self-Efficacy Scale — shortened as
NTSES (Skaalvik & Skaalvik, 2007). The OSTES (Tschannen-Moran & Hoy, 2001)
created a 24-item scale consisting of three dimensions — Efficacy for student
management, Efficacy for instructional strategies, and Efficacy for classroom
management. Inconsistency in dimensionality, however, also appeared in this
tool. When students of education were added in the sample, factor analysis only
revealed one factor which was explored in the version adapted by Gavora as
well (2011). While in unidimensional dealing of Tschannen-Moran & Hoy (2001)
there was the high — 75% - data variety explained, Gavora (2011) only reached
44.6%. Fluctuating factor scale of the TES and OSTES tools, regularly adapted in
more countries, brought questions about validity of the tools. As a result, many
researchers decided to create their own scale, which they could tailor to their
needs (Gavora & Wiegerova, 2017).

A new tool to measure teacher self-efficacy was also constructed by Skaalvik &
Skaalvik (2007), who had the ambition to construct a multidimensional tool,
which would fit more a complexity of the teaching profession and at the same
time Bandura requirements (Skaalvik & Skaalvik, 2007). Their tool — NTSES -
consists of 24 items and six factors. The tool contained the dimensions (factors)
as follows: Instruction, Adapt instruction to individual needs, Motivate students,
Maintain discipline, Cooperate with colleagues and parents, Cope with change.
Factor analyses (exploratory and confirmatory) confirmed good psychometric
characters of the scale — for an intended 6-dimensional structure. The scale was
firstly verified on a sample of 244 teachers and later on an extended sample of
2249 teachers (Skaalvik & Skaalvik, 2010) and in both research samples, rather
high explained variance (60% +) and reliability in all dimensions (0.74-0.91).

A promising constructed validity of this tool lead also to cultural and language
adaptations (Avanzi et al., 2013; Khezerlou, 2013; Djigic et al., 2014), which
confirmed 6-dimensional structure and good psychometric characters. Good
psychometric characters were also confirmed in a Polish research (Baka, 2017),
where the suitable solution turned out as 3-dimensional. In the mentioned
research though it was only a language adaptation, not a cultural one, as its
part would also be a change in the content and deeper discussion with the target
group. This may be exactly one of the reasons why the factor structure differed
from the above mentioned research. A similar problem was encountered in
Sweden, too (Brickman & Olsson, 2021), but the researchers reflect absence of
deeper cultural adaptation in the discussion.

Summary of the Introduction

Since the 1990s, the situation in the teaching profession has been discussed
in the Czechia. Low interest in the profession, absence of standards, different
approaches in preparations of students of education, but also rather a big number
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of unqualified teachers at schools — national and foreign research point at these
problems. Absent concept and oftentimes also pedagogical preparation of future
teachers can relate to low self-efficacy of Czech teachers, which was proven in
the TALIS research in 2013 and 2018 (Czech school inspection, 2020).

Also for this reason, it is necessary to examine the teacher self-efficacy deeper
and try to reveal areas in which teachers think they are behind, and search for
reasons behind it. In our region, teacher self-efficacy has been analysed several
times, using even new, own scales, or adapted verified foreign ones. From the
foreign ones being presently used, the NSTES tool seems to be suitable since it
achieves good psychometric characters even in different cultural backgrounds
(Liddy, 2018) and catches quite a wide range of activities of the teaching profes-
sion, and is constructed according to the Bandura theory and recommendations.
These were my reasons for adaptation and usage of the NTSES, which I describe
later in this text.

Methodology

Aims of the Research and Hypotheses

Data presented in this paper represent partial results from an ongoing research
with data yet being collected. The aim of this research is to double check the
functionality of the NTSES tool in the Czech context and contribute with new
empirical data to this still topical discussion in the Czechia — whether pedagog-
ical education and on which level is essential for teachers.

The main research question: How is preparation for the teaching profession
mirrored in teacher self-efficacy?

« Hypothesis 1: Experienced teachers have higher self-efficacy than less

experienced teachers.

» Hypothesis 2: Teachers with pedagogical education have higher self-effi-

cacy than those without pedagogical education.

+ Hypothesis 3: Teachers who graduated at Faculty of Education have higher

self-efficacy than those who studied their programmes at a different faculty.

Research Tool — Czech Version of NTSES

I have chosen the NTSES tool for my research (Skaalvik & Skaalvik, 2007),
which has been adapted before, or researchers from other countries tried to
(Avanzi et al., 2013; Khezerlou, 2013; Djigic et al., 2014; Brickman & Olsson,
2021; Baka, 2017). As for results of its adaptations, I have already written about
them in the first part of this paper.

Several independent translators worked on translation of the original NTSES
from the English version to Czech, which is according to tradition and recom-
mendations (Orcan, 2018; Gudmundsson, 2009). Four translators with C1 to C2
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level English worked on the translation. They were: a psychologist, a teacher,
a student of English, and a Ph.D. candidate in educational sciences. The transla-
tions were fine-tuned in cooperation with one of the translators and two experts
from university. Subsequently, I consulted the items with practicing teachers;
we identified problematic questions, which they did not quite understand, and
in cooperation with a university expert, those questions were either changed or
divided into two so as to be clearer. In case of reverse translation, the translation
would not make sense due to the change of formulations of some questions. I do
not find absence of reverse translation to be problematic, since several authors
warn that reverse translation is insufficient (Epstein et al., 2013; Schendel &
Tolmie, 2016; Gudmundsson, 2009) because in the cultural adaptation, it is
oftentimes necessary to change the formulation or content (Kara et al., 2006
Delgado-Lobete et al., 2021). What is more, evidence suggest that it is appraisal
by experts, which was followed in this case, that is more significant than reverse
translation (Epstein et al., 2013).

What followed was verifying individual items and verifying also psychometric
characteristics of the tool. Pilot testing was conducted on teachers in the Czech
Republic (n = 260), with data after cleaning (of those who are students, not yet
teaching at schools) being used in this research too (n = 243). After collecting
pilot data, a Principal component analysis (PCA) was made. The analysis explored
six factors corresponding to the previous NTSES. Some duplicate questions were
taken out of the tool (those with better characteristics were kept), and then
I came to confirmatory factor analysis (CFA). The analysis confirmed exploratory
(and expected) structure of the tool and its suitable psychometric characteristics.
In the case of an adaptation, using EFA/PCA and CFA is also suitable and common
(Orcan, 2018). To verify reliability, McDonald’s omega calculations were used,
which is a recommended calculation for a multidimensional tool (Dunn et al.,
2013). The tool proved to be reliable and valid both constructively and factually,
so I could continue using it for collecting data.

The final look of the research tool consists of 27 items divided into six dimen-
sions: instruction, adapt instruction to individual needs, motivate students, main-
tain discipline, cooperate with colleagues and parents, cope with change. These
six dimensions explained 68.2% of variance and reliability of every dimension
was ® = 0.800 (whole scale ® = 0.934). Results of CFA from pilot testing is
presented in Table 4. Respondents marked on a five-point Likert scale how confi-
dent they are about their abilities.

Research Sample and Data Collection

There were two rounds of data collection. In the first one, it was primarily
to verify the psychometric characteristics of the tool, possible changes, or in
case of its insufficient characteristics, change of the tool. The sample consisted
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of teachers in the Czech Republic (n = 243), who were asked to participate in
a Facebook group associating Czech teachers. A condition for filling in the online
scale was to be employed as a lower secondary school teacher, or a grammar
school teacher teaching respective grades.

After verifying the research tool, I launched collecting research data from
attenders of complementary pedagogical education. All faculties offering such
education were addressed. One department denied a data collection, one did not
open their programme for a lack of frequentists. In the end, data collection was
at seven faculties opening qualification courses for teachers. At all departments,
data collection was at the beginning of courses. All attenders of these courses
were addressed too. Data were collected primarily in person with my being in the
lecture. In connection with the COVID-19 pandemics, data were collected online
at some universities, though.

Response rate of the questionnaire was between 20-70% at individual facul-
ties, with the total number n = 134. More detailed descriptions of respondents can
be found in the following tables.

As can be seen in the tables above (Table 1, Table 2, Table 3), respondents
were a heterogenic group with different education, length of practice, and sex.
Interestingly and surprisingly, ratio between men and women copies the real
ratio in educational field in the Czech Republic.

Table 1. Educational background

Faculty of Education Different faculty — Non-teaching Together
teaching programme  programme
160 49 168 377

Table 2. Length of practice

Practice Max. 1year 1.1-3years 3.1-5years 5.1-10 10.1 and Together
during years more years

study

87 59 59 27 28 117 377
Table 3. Sex

Male Female Together

75 302 377
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Ethical Aspects

Before the NTSES adaptation, I had contacted Professor Skaalvik via e-mail to
enquire whether I would be allowed to try an adaptation in the Czech Republic
and whether I could continue using his tool in my research. Professor Skaalvik
agreed with both the adaptation and the research usage of the NTSES and granted
me a permission via e-mail. All collected data are anonymous, with no identifi-
cation data. Participants took part voluntarily, with no reward, and with their
agreement to use their data for other research and educational purposes. Their
agreement was confirmed electronically in the data collection questionnaire. In
case of some of them did not confirm their agreement, the questionnaire did not
register their answers.

Data Analysis

After some basic adjustment of data I moved to their analysis. Because my
sample was tremendously extended and it was data collection after pilot testing,
I firstly wanted to verify inner structure of the tool and reliability of measuring
again — whether the indexes are consistent. I did the calculations in SPSS and
JASP. 1 firstly did CFA calculations, which were to verify the inner structure
of the research tool on a bigger sample (n = 377) of teachers in the Czech
Republic. Other authors who adapted the tool to measure teacher self-efficacy
proceeded in a similar way (Ninkovic & Knezevic-Floric, 2018; Avanzi et al.,
2013; Klassen et al., 2009; Dilekli & Tezci, 2020). I entered CFA with a six-di-
mensional model, which matched the original tool and also results from the pilot
testing. There were 27 items in six dimensions with four to six items in each
dimension. I was watching important indicators — Comparative Fit Index (CFI),
Tucker-Lewis Index (TLI), Normed chi-square, Root mean square error of approx-
imation (RMSEA), Standardized root mean square residual (SRMR), factor load-
ings a p-values and correlations between individual dimensions. After that,
I compared that with a unidimensional model and checked Akaike (AIC) and
Bayesian (BIC) measured values.

To calculate reliability of the whole scale and also of the individual dimen-
sions, I used McDonald’s omega and Cronbach’s alfa. It seems to be more suitable
to use McDonald’s omega for multidimensional tools (Dunn et al., 2013), but
I also publish results of Cronbach’s alfa, which was used in most teacher self-ef-
ficacy research in the past, to be able to adequately compare them with previous
studies. Then, I moved to verifying hypotheses using ANOVA calculations and
associated post-hoc tests, or eta-squared calculations. I did some calculations
using t-tests and then measured the effect size of Pearson’s r.
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Results
Verification of the NTSES Adapted Tool

CFA confirmed the pilot testing results, when the six-dimensional model
seemed to be the most suitable one. In comparison with the unidimensional
model, it achieved more than 3000 fewer AIC and BIC points, which suggests
this is a more suitable model. Other calculations (presented in Table 4) also
prove the suitability of the six-dimensional model. CFI and TLI achieved more
than 0.9 value, which is considered a good score (Meschede & Hardy, 2020;
Lewis, 2017). RMSEA (0.06) and SRMR (0.05) also achieved acceptable values
(Lewis, 2017).

Table 4. Results of CFA

Fit measures Value Value (pilot testing)
CFI 0.917 0.917
TL 0.906 0.905
RMSEA 0.06 <0.05
SRMR 0.05 0.057

Factor loadings of two items were narrowly bellow 0.5 (0.471 a 0.485), which
should mean consideration whether to keep them (Awang, 2012). However,
given their importance and a narrow margin of tolerance, I decided to keep
them. Other factor loadings were between 0.53 and 0.95, which are acceptable
to good values. These results are significant on p-value (p< 0.001). The ratio of
the chi-square statistic to the respective degrees of freedom (normed chi-square)
is 2,38, which also means suitable value (Hooper et al., 2008).

Reliability of measurement is proved by McDonald’s omega and Cronbach’s
alfa’s results. Instruction (@ = 0.815; a= 0.812), Adapt instruction to indi-
vidual needs (@ = 0.853; a= 0.851), Motivate students (@ = 0.800; a= 0.794),
Maintain discipline (@ = 0.912; a= 0.911), Cooperate with colleagues and
parents (@ = 0.821; a= 0.818), Cope with change ® = 0.815; a= 0.814) and
the whole tool (@ = 0.934; a= 0.933). Test results of the reliability are compa-
rable with results of the original NTSES and its successfully adapted versions
abroad (Skaalvik & Skaalvik, 2007; Avanzi et al., 2013), and even achieve higher
values than an adapted version from Serbia (Djigic et al., 2014).

Teacher’s Self-efficacy

As can be seen in Table 5, the researched sample of teachers achieved
average total teacher self-efficacy 3.69 (on a five-point scale). The strongest
confidence in their own abilities was measured in the Instructions dimension,
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in which the average self-efficacy was getting close to the maximum. Given the
average, standard deviation is not too high, as is also proved by Coefficients
of variations.

Table 5. Teachers’ self-efficacy results

N Min. Max. Mean Std. Deviat. Coeff. of

Variation
Factor 1 377 1 5 4.04 0.63 15.52
Factor 2 377 1 5 3.51 0.71 20.10
Factor 3 377 1.5 5 3.53 0.69 19.60
Factor 4 377 1 5 3.32 0.96 28.86
Factor 5 377 1.25 5 3.89 0.71 21.02
Factor 6 377 1.2 5 3.83 0.69 17.98
Overall SE 377 1.79 5 3.69 0.55 14.96

Hypothesis 1: Experienced teachers have higher self-efficacy than less

experienced teachers.

To prove this hypothesis, I divided the sample into two groups: inexperienced
with 0-3 years of practice (n = 205) and experienced with more than 3 years
of practice (n = 172). On average, experienced teachers achieved higher total
self-efficacy (3.91) compared to inexperienced colleagues (3.50). This difference
was rather significant (p = <0.001) and with medium applied force (r = 0.37).
The null hypothesis can be rejected then.

Since collected data offer a deeper analysis and therefore finding out differ-
ences among subcategories based on experience, I continued in the analysis.
I did the analysis using ANOVA calculations and post-hoc test. Teachers’ answers
were divided based on their experience (as is in Table 2). The ANOVA results
suggest what t-test had revealed before, which is that it is highly unlikely that
there would not be significant differences among the groups (F = 14.522;
p = <0.001). Post-hoc test suggests that division into inexperienced (0-3 years
of practice) and experienced (more than 3 years of practice) seems to be right.
The least experienced teachers have significantly (p = <0.05) lower self-efficacy
than teachers with more than three years of practice, and teachers with more
than ten years of practice have significantly higher self-efficacy than teachers
with shorter, maximum equal to three years of practice. Length of practice and
amount of experience explain 16.4% variability of the total teacher self-efficacy
(Eta-squared).
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Hypothesis 2: Teachers with pedagogical education have higher self-ef-

ficacy than those without pedagogical education.

To verify this hypothesis, I used Independent Samples T-test calculation, in
which I compared resulting self-efficacy of teachers with pedagogical education
(n = 209) and teachers without pedagogical education (n = 168). When it
comes to teachers with pedagogical education, I did not distinguish between the
faculties they studied. Slightly higher self-efficacy was achieved by teachers with
pedagogical education (3.7 compared to 3.67). This result, however, was not
significant, hence I cannot reject the null hypothesis; a slight difference discov-
ered in data is a coincidence (Rabusic et al., 2019). Except for one dimension
(Instructions), the differences were insignificant even in individual factors of
teacher self-efficacy. In the Instructions dimension, teachers with higher peda-
gogical education achieve higher self-efficacy (4.11 compared to 3.95), and the
results are significant with (p = 0.013). Pearson’s r is low in this case (r = 0.13),
meaning that the difference and the effect are small (Rabusic et al., 2019).

Based on finding out and level of suspicion that results can be distorted even by
an average higher experience of teachers with pedagogical education, I decided to
compare these two groups and exclude the more experienced teachers. Criterion
for less experienced teachers was set as 0-3 years (n = 205). Inexperienced
teachers with pedagogical education (n = 75) had lower total self-efficacy than
inexperienced teachers without pedagogical education (n = 130) in values 3.343
and 3.596. The difference among these groups is significant (p = <0.001) with
small effect size (r = 0.245).

Hypothesis 3: Teachers who studied at Faculty of Education have higher

self-efficacy than those who studied education at a different faculty.

To verify this hypothesis, I chose Independent sample T-test. Teachers who
studied at Faculty of Education (n = 160) achieved lower self-efficacy than those
who studied an education programme at a different faculty (n = 49), values
being 3.65 compared to 3.89. This difference is significant (p = 0.011) with
a small effect size (r = 0.175). The null hypothesis is not rejected then. There is,
indeed, a difference among the examined groups, however, it is in a relationship
contrary to expectations. Higher total self-efficacy but also in individual dimen-
sions is achieved by teachers who studied education at a different faculty than
Faculty of Education. Nevertheless, it is important to say that most teachers in
this selection who are from different faculties than of education are more experi-
enced, hence the result may be more affected by their experience than the faculty
at which they studied. Similarly, to Hypothesis 2, I will take a closer look at this
in the next calculation.

Criterion for this calculation was more than ten years of practice in the teaching
profession. I compared a group of teachers from faculties of education (n = 63)
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and teachers from different faculties with education programmes (n = 31).
Slightly higher self-efficacy was in this case achieved by teachers from different
faculties with education programmes (3.93 compared to 3.99), however, this
result turned out to be insignificant (p = 0.514).

Limits of Measurement

Selection of the sample was affected by the pandemics precautions, and also
by the fact that these results are only from the pilot testing and partial data from
an ongoing research. Individual subcategories of respondents are rather small,
therefore some analysis results may be distorted. As a result, one cannot possibly
get unequivocal conclusions. These limitations in bigger subcategories already
came to light during the data analysis when it was impossible to make several
analyses, specifically because of too a small sample (subcategory). For future
research, it may be useful to conduct a test-reset analysis, which was absent in
this measurement, and which would increase credibility of these measurements.

Discussion

Teacher self-efficacy has been paid attention to by experts world-wide for
many years now. There is an interest in this topic even in the Czech Republic,
where teacher self-efficacy has become a research topic (Smetackové et al., 2017;
Gavora, 2008) and has been written about and published (Gavora et al., 2020).
When doing research, its authors were using their own, newly created research
tools or they were trying to adapt some from abroad. When it comes to foreign
research tools, in our context there were adapted, e.g. TES (Greger, 2011) and
OSTES (Gavora, 2011), with neither of them keeping a consistent inner structure
or staying the same, original tool.

When making a decision about what tool to use for our research, an important
role was played by the fact that NTSES (Skaalvik and Skaalvik, 2007) had been
successfully adapted even behind the borders of its origin (Avanzi et al., 2013;
Khezerlou, 2013; Djigic et al., 2014), but also by its being a tool and having the
ability to capture teacher self-efficacy quite broadly — in six dimensions. NTSES
being an interesting tool for measuring teacher self-efficacy can already be found
in publication by Smetackova et al. (2017); since then, nobody has adapted it
nor used it for research. Apart from successful NTSES adaptations abroad, there
were even some less successful, which did not confirm the original multidimen-
sional structure (Baka, 2017; Brickman and Olsson, 2021), or the tool was not
verified with factor analysis nor reliability test (Liddy, 2018). To adapt this tool
successfully, it was vital to approach the whole process rigorously and not to
rely only on a good-quality translation, but also changes in individual items or
adding new items (Kara et al., 2006; Delgado-Lobete et al., 2021). A part of the
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process were discussions with teachers from schools, experts from universities,
but also psychometric evaluation of the pilot testing. Absence of discussion with
the target group was a discussed possible reason for an unsuccessful attempt at
an adaptation in Sweden (Brickman & Olsson, 2021). Psychometric characteris-
tics of the tool turned out to be good, while corresponding the original NTSES
(Skaalvik & Skaalvik, 2007), but also its successful adaptations abroad (Avanzi
et al., 2013). Multidimensional solutions with six dimensions corresponding the
original NTSES with high reliability value worked in the pilot testing and also
a followed extension of the sample of other teachers, which was confirmed by
CFA, being used in other research as well with this purpose (Denzine et al., 2005;
Epstein et al., 2013).

Perceived total teacher self-efficacy in this research corresponds approximately
equal to what was measured by colleagues in Norway and Italy. Czech teachers
achieved 74% of the maximum, Italian 71%, and Norwegian 69% (comp. Avanzi
et al., 2013). Findings that Czech teachers achieve slightly higher self-efficacy
compared to Italian and Norwegian ones is surprising, given that in the TALIS
research they are among those with the lowest self-efficacy in countries in the
research. The absolutely lowest results were achieved by Czech and Norwegian
teachers in Maintain discipline subscale (comp. Avanzi et al., 2013), which is also
in line with results of the TALIS 2018 research (Czech school inspection, 2020),
in which Czech teachers achieved values below average in Classroom manage-
ment subscale, also asking about maintaining discipline in class. Interestingly,
after ranking subscales based on their average value SE in them, Czech and
Norwegian results are identical, while Italian results differ except for first two
subscales (Instructions, Operations) (comp. Avanzi et al., 2013).

Even though the tool used in TALIS 2018 was different, one can see similar
questions in subscales: Instructions — Self-efficacy in instructions; Maintain disci-
pline — Self-efficacy in classroom management; Motivate students — Self-efficacy in
students’ engagement (comp. Skaalvik and Skaalvik, 2007; TALIS 2018). Comparing
results from this research and the TALIS 2018 results, one can notice that low
self-efficacy appears repeatedly in subscales focusing on motivating students.

Czech school inspection (2020) emphasised that difference between Czech
teachers and EU average is the most obvious (and significant), and low values in
this area were achieved also by teachers in this research. On the contrary, results
in subscale Instructions, in which the teachers in this research are most confident,
do not reach the EU average results, nor the TALIS 2018 research ones (Czech
school inspection, 2020). According to Bandura, (in Gavora et al., 2020) self-ef-
ficacy is created by experience, among other things. In other words, the more
years of practice, the more experience, so the more experienced teachers should
recognise their own self-efficacy as higher than less experienced ones. This theory
is also confirmed by research in which teachers with more years of practice have
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higher self-efficacy (Gavora, 2011). Likewise, in this research, results show that
more experienced teachers achieve significantly higher self-efficacy than inexpe-
rienced ones.

Even though the difference between sexes in the total self-efficacy was not
statistically significant, a big difference even with a statistical difference appeared
in the Maintain discipline dimension, in which men are more confident than
women. This difference may be caused by the fact that, men tend to seem natu-
rally more authoritarian, so they do not worry about maintaining discipline in
class. These findings are in contrast to Gavora (2011) in whose research women
achieved higher self-efficacy, and it was with a statistical significance. Such
different results may be cause by the research sample, but also by a different
research tool finding out different dimensions of teacher self-efficacy.

Teachers with pedagogical education in university education programmes
achieved significantly higher total self-efficacy than those without pedagogical
education. The result itself is not surprising as many authors (Wiliam, 2018;
Kola & Sunday, 2015) write about the importance of pedagogical education in
preparation of teachers. Certain unclarity may be caused by the fact that, this
difference in this research is not significant, hence we cannot completely ignore
the possibility that the difference appeared by chance. A significant differ was
confirmed in the Instructions dimension, in which teachers with pedagogical
education are more confident. If we have a look at results from another anal-
ysis of ours, we will find out that after removing experienced teachers from
the sample the difference turned around in favour of teachers without pedagog-
ical education, and rather significantly. This situation could happen primarily
because inexperienced teachers, who are working on their pedagogical education,
tend to be much older than young teachers, education programmes graduates.
Inexperienced teachers had opportunities to have more life experience, therefore
be better aware of their self-efficacy.

The differences in this sample came to light even among education programmes
graduates. Teachers who studied education at a different faculty than Faculty of
Education achieved statistically significantly higher self-efficacy than those who
studied at Faculty of Education. I compared these two groups in the subcategory
of the most experienced teachers, because I had thought that the results can be
distorted by the length of practice. That is because bigger percentage of teachers
from other faculties than those of education had more than ten years of practice
compared to Faculty of Education graduates. In this sample too, however, higher
self-efficacy was achieved by teachers from other faculties. Certainly, differences
may be caused by quality of preparation in education programmes, which is
proved by Jackson & Miller (2019) research, or, on the other hand, emphasize
more on knowledge of their study programme and deemphasize on pedagogical
practice itself and knowledge.
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Conclusion

The main research question was: How is preparation for the teaching profes-
sion mirrored in teacher self-efficacy? An answer to that question could be:
Preparation for a job may be connected to teacher self-efficacy. What may be
different is pedagogical education compared to non-pedagogical, there are differ-
ences even among individual study programmes of education at universities. The
results also point out that Czech teachers have the least confidence in motivating
students and maintaining discipline, which should be mirrored in preparation of
teachers or their other education. Even despite limits, the analysis brought inter-
esting results, which deserve to be verified in another research and on a greater
sample of teachers. I believe that the presented results mean a contribution to
an ongoing discussion in the education policy in the Czech Republic — or it
depends on what education teachers have. The NTSES tool used in this research
has repeatedly proved as reliable and valid for research of teacher self-efficacy,
hence I recommend this tool to be used even in other research of this focus.

Aknowledgment

This research and text was supported by a grant from Masaryk University
(MUNI/A/1397/2021).

REFERENCES
Awang, Z. (2012). Research Methodology and Data Analysis Second Edition. UiTM Press.

Avanzi, L., Miglioretti, M., Velasco, V., Balducci, C., Vecchio, L., Fraccaroli, F., & Skaalvik,
E. M. (2013). Cross-validation of the Norwegian Teacher’s Self-Efficacy Scale (NTSES).
Teaching and Teacher Education, 31, 69-78. https://doi.org/10.1016/j.tate.2013.01.002

Baka, L. (2017). Norwegian Teacher Self-Efficacy Scale — Psychometric properties of the
Polish version of the scale. Medycyna Pracy. https://doi.org/10.13075/mp.5893.00569

Bandura, A. (1997). Self-Efficacy: The Exercise of Control (1st ed.). Worth Publishers.

Brickman, J., & Olsson, A. (2021). Self-efficacy and health in Swedish teachers: Validating the
Norwegian Teacher Self-Efficacy Scale in a Swedish context. Orebro University.

Brouwers, A., & Tomic, W. (2003). A Test of the Factorial Validity of the Teacher Efficacy
Scale. Research in Education, 69(1), 67-79. https://doi.org/10.7227 /rie.69.6

Czech school inspection. (2020). International research TALIS 2018. Czech school inspection.

Deemer, S. A., & Minke, K. M. (2010). An Investigation of the Factor Structure of the
Teacher Efficacy Scale. The Journal of Educational Research, 93(1), 3-10. https://doi.org/
10.1080/00220679909597624

Delgado-Lobete, L., Montes-Montes, R., Méndez-Alonso, D., & Prieto-Saborit, J. A. (2021).
Cross-Cultural Adaptation and Preliminary Reliability of the Adolescents and Adults
Coordination Questionnaire into European Spanish. International Journal of Environmental
Research and Public Health, 18(12), 6405. https://doi.org/10.3390/ijerph18126405


https://doi.org/10.1016/j.tate.2013.01.002
https://doi.org/10.13075/mp.5893.00569
https://doi.org/10.7227/rie.69.6
https://doi.org/10.1080/00220679909597624
https://doi.org/10.1080/00220679909597624
https://doi.org/10.3390/ijerph18126405

TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 157

M. FICO. Teachers with Different Educational Background and Their Self-Efficacy

Denzine, G. M., Cooney, J. B., & McKenzie, R. (2005). Confirmatory factor analysis of the
Teacher Efficacy Scale for prospective teachers. British Journal of Educational Psychology,
75(4), 689-708. https://doi.org/10.1348/000709905x37253

Dilekli, Y., & Tezci, E. (2020). A cross-cultural study: Teachers’ self-efficacy beliefs for
teaching thinking skills. Thinking Skills and Creativity, 35, 100624. https://doi.org/10.1016/j.
tsc.2019.100624

Djigic, G., Stojiljkovic, S., & Doskovic, M. (2014). Basic Personality Dimensions and Teachers’
Self-efficacy (Vol. 112). Elsevier BV. https://doi.org/10.1016/j.sbspro.2014.01.1206

Dunn, T. J., Baguley, T., & Brunsden, V. (2013). From alpha to omega: A practical solution
to the pervasive problem of internal consistency estimation. British Journal of Psychology,
105(3), 399-412. https://doi.org/10.1111/bjop.12046

Epstein, J., Osborne, R. H., Elsworth, G. R., Beaton, D. E., & Guillemin, F. (2013). Cross-
cultural adaptation of the Health Education Impact Questionnaire: experimental study
showed expert committee, not back-translation, added value. Journal of Clinical Epidemiology,
68(4), 360-369. https://doi.org/10.1016/j.jclinepi.2013.07.013

Gavora, P. (2008). Profesijnd zdatnost vnimand ucitelom. Adaptdcia vyskumného nastroja
[Teachers self-efficacy. Adaptation of the research tool]. Pedagogickd Revue, 50(3-4).

Gavora, P. (2011). Zisfovanie profesijnej zdatnosti ucitela pomocou dotaznika OSTES
[Teachers Self-efficacy measured by OSTES]. Pedagogika.Sk, 2(2).

Gavora, P., Mares, J., Svatos, T., & Wiegerova, A. (2020). Self efficacy v edukacnich
souvislostech II [Self-efficacy in educational context II]. Univerzita Tomase Bati. Zlin.

Gavora, P., & Wiegerova, A. (2017). Self-efficacy of Students in a Preschool Education
Programme: The Construction of a Research Instrument. The New Educational Review, 47(1),
125-138. https://doi.org/10.15804/tner.2017.47.1.10

Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal of
Educational Psychology, 76(4), 569-582. https://doi.org/10.1037/0022-0663.76.4.569

Greger, D. (2011). Jak cesti ucitelé hodnoti vlastni efektivitu? Adaptace zahrani¢niho
dotazniku [Self-efficacy of Czech teachers? Adaptation of the research tool]. Presentation in
conference CAPV, Brno.

Gudmundsson, E. (2009). Guidelines for translating and adapting psychological instruments.
Nordic Psychology, 61(2), 29-45. https://doi.org/10.1027,/1901-2276.61.2.29

Hooper, D., Coughlan, J., & Mullen, M. R. (2008). Structural Equation Modelling: Guidelines
for Determining Model Fit. The Electronic Journal of Business Research Methods, 6(1), 53-60.

Jackson, N., & Miller, R. (2019). Teacher Candidates’ Sense of Self-Efficacy Toward
Classroom Management. Journal of Education, 200(3), 153-163. https://doi.org/10.1177/
0022057419881169

Kan, A. U. (2015). Prospective teachers’ perceptions of teaching profession. Contemporary
Educational. Researches Journal, 5(1), 12-16.

Kara, M., van der Bijl, J. J., Shortridge-Baggett, L. M., Ast1, T., & Erguney, S. (2006). Cross-
cultural adaptation of the diabetes management self-efficacy scale for patients with type 2
diabetes mellitus: Scale development. International Journal of Nursing Studies, 43(5), 611-
621. https://doi.org/10.1016/j.ijnurstu.2005.07.008

Khezerlou, E. (2013). Teacher Self-efficacy as a Predictor of Job Burnout Among Iranian
and Turkish EFL Teachers. Procedia — Social and Behavioral Sciences, 70, 1186-1194. https://
doi.org/10.1016/j.sbspro.2013.01.175


https://doi.org/10.1348/000709905x37253
https://doi.org/10.1016/j.tsc.2019.100624
https://doi.org/10.1016/j.tsc.2019.100624
https://doi.org/10.1016/j.sbspro.2014.01.1206
https://doi.org/10.1111/bjop.12046
https://doi.org/10.1016/j.jclinepi.2013.07.013
https://doi.org/10.15804/tner.2017.47.1.10
https://doi.org/10.1037/0022-0663.76.4.569
https://doi.org/10.1027/1901-2276.61.2.29
https://doi.org/10.1177/0022057419881169
https://doi.org/10.1177/0022057419881169
https://doi.org/10.1016/j.ijnurstu.2005.07.008
https://doi.org/10.1016/j.sbspro.2013.01.175
https://doi.org/10.1016/j.sbspro.2013.01.175

TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 158

M. FICO. Teachers with Different Educational Background and Their Self-Efficacy

Klassen, R. M., Bong, M., Usher, E. L., Chong, W. H., Huan, V. S., Wong, L. Y., & Georgiou, T.
(2009). Exploring the validity of a teachers’ self-efficacy scale in five countries. Contemporary
Educational Psychology, 34(1), 67-76. https://doi.org/10.1016/j.cedpsych.2008.08.001

Kola, A. J., & Sunday, O. S. (2015). A Review of Teachers’ Qualifications and Its Implication
on Students’ Academic Achievement in Nigerian Schools. International Journal of Educational
Research and Information Science, 2(2).

Korbel, V., & Prokop, D. (n.d.). Pro¢ se lidé nehldst ke studiu ucitelstvi a jak to zménit? [Whz
is not interest for teaching education and how to change that?]. https://www.ucitelnazivo.cz/
files/1875-proc-se-lide-nehlasi-ke-studiu-ucitelstvi-a-jak-to-zmenit.pdf (Retrieved August 8,
2022)

Law about pedagogical workers, Act No. 530 C.O.L. (2004). https://www.msmt.cz/
dokumenty-3/zakon-o-pedagogickych-pracovnicich-1

Lewis, T. (2017). Evidence Regarding the Internal Structure: Confirmatory Factor Analysis.
Measurement and Evaluation in Counseling and Development, 50(4), 239-247. https://doi.org/
10.1080/07481756.2017.1336929

Liddy, E. (2018). The impact of an accelerated teacher training programme based on a
pedagogy of enactment on trainees’ self-efficacy. Research in Action.

Machingambi, B., Oyedele, V., Chikwature, W., & Oyedele, O. (2018). Influence of teachers’
qualification on students’ performance in ’a’-level sciences at selected secondary schools
in mutare district, manicaland province in zimbabwe. International Journal of Academic
Research and Reflection, 6(06).

Meschede, N., & Hardy, 1. (2020). Selbstwirksamkeitserwartungen von Lehramtsstudierenden
zum adaptiven Unterrichten in heterogenen Lerngruppen. Zeitschrift Fiir Erziehungswissenschaft,
23(3), 565-589. https://doi.org/10.1007/s11618-020-00949-7

Ministry of Education Youth and Sports. (2019). Hlavni vystupy z Mimorddného Setreni ke
stavu zajisténi vyuky uciteli v MS, ZS, SS a VOS [The main results from the research of teaching
and teachers in schools]. Prague.

Ninkovic, S., & Knezevic-Floric, O. (2018). Validation of the Serbian version of the teachers’
sense of efficacy scale (TSES), 50(1). National Library of Serbia. https://doi.org/10.2298/
zipi1l801072n

Orcan, F. (2018). Exploratory and Confirmatory Factor Analysis: Which One to Use First?
Egitimde ve Psikolojide Ol¢gme ve Degerlendirme Dergisi, 414-421. https://doi.org/10.21031/
epod.394323

Rabusic, L., Soukup, P., & Mares, P. (2019). Statistickd analyza socidlnévédnich dat
(prostrednictvim SPSS) [Statistical analysis in social sciences]. Masarykova univerzita.

Salman, M. F., & Adeniyi, C. O. (2012). Influence of teachers‘ qualification and experience
on secondary school students’ academic performance in mathematics. Abacus, the Journal of
Mathematical Association of Nigeria, 37(1), 134-141.

Schendel, R., & Tolmie, A. (2016). Beyond translation: adapting a performance-task-based
assessment of critical thinking ability for use in Rwanda. Assessment &amp; Evaluation in
Higher Education, 42(5), 673-689. https://doi.org/10.1080/02602938.2016.1177484

Skaalvik, E. M., & Skaalvik, S. (2007). Dimensions of teacher self-efficacy and relations
with strain factors, perceived collective teacher efficacy, and teacher burnout. Journal of
Educational Psychology, 99(3), 611-625. https://doi.org/10.1037/0022-0663.99.3.611


https://doi.org/10.1016/j.cedpsych.2008.08.001
https://www.ucitelnazivo.cz/files/1875-proc-se-lide-nehlasi-ke-studiu-ucitelstvi-a-jak-to-zmenit.pdf
https://www.ucitelnazivo.cz/files/1875-proc-se-lide-nehlasi-ke-studiu-ucitelstvi-a-jak-to-zmenit.pdf
https://www.msmt.cz/dokumenty-3/zakon-o-pedagogickych-pracovnicich-1
https://www.msmt.cz/dokumenty-3/zakon-o-pedagogickych-pracovnicich-1
https://doi.org/10.1080/07481756.2017.1336929
https://doi.org/10.1080/07481756.2017.1336929
https://doi.org/10.1007/s11618-020-00949-7
https://doi.org/10.2298/zipi1801072n
https://doi.org/10.2298/zipi1801072n
https://doi.org/10.21031/epod.394323
https://doi.org/10.21031/epod.394323
https://doi.org/10.1080/02602938.2016.1177484
https://doi.org/10.1037/0022-0663.99.3.611

TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 159

M. FICO. Teachers with Different Educational Background and Their Self-Efficacy

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A study
of relations. Teaching and Teacher Education, 26(4), 1059-1069. https://doi.org/10.1016/j.
tate.2009.11.001

Smak, M., & Walczak, D. (2017). The prestige of the teaching profession in the perception
of teachers and former teachers. Edukacja. https://doi.org/10.24131/3724.170502

Smetackova, 1., Topkovd, P., & Vozkova, A. (2017). Development And Piloting Of
Teacher Self-Efficacy Scale. Lifelong Learning, 7(2), 26-46. https://doi.org/10.11118/
lifele2017070226

Spilkov4, V., & Dvotédkova, H. (2004). Soucasné promény vzdéldvdni ucitelii [Actual changes in
teachers education]. Paido.

Spilkové, V., & Wildové4, R. (2014). Potfebujeme kvalitni nebo kvalifikované ucitele [Do we
need teachers with high qualified or high quality]? Pedagogickd Orientace, 24(3), 423-432.
https://doi.org/10.5817/pedor2014-3-423

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher Efficacy: Its Meaning
and Measure. Review of Educational Research, 68(2), 202-248. https://doi.org/
10.3102/00346543068002202

Tschannen-Moran, M., & Hoy, A. W. (2001). Ohio State Teacher Efficacy Scale. PsycTESTS
Dataset. https://doi.org/10.1037,/t11400-000

Wiliam, D. (2018). Creating the Schools Our Children Need. Learning Sciences International.


https://doi.org/10.1016/j.tate.2009.11.001
https://doi.org/10.1016/j.tate.2009.11.001
https://doi.org/10.24131/3724.170502
https://doi.org/10.11118/lifele2017070226
https://doi.org/10.11118/lifele2017070226
https://doi.org/10.5817/pedor2014-3-423
https://doi.org/10.3102/00346543068002202
https://doi.org/10.3102/00346543068002202
https://doi.org/10.1037/t11400-000

TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 160

https://doi.org/10.22364/atee.2022.10

Teachers’ Professional Self-Efficacy for Collaboration:
A Comparison Between European Countries

Kristine Kampmane, Andrejs Geske, Antra Ozola

University of Latvia, Latvia

ABSTRACT

Since the understanding of non-cognitive skills and their importance have grown, it becomes
more and more significant to measure their impact on different areas of professional life. It
has been researched that not only individual teacher's professional self-efficacy, but also
collective self-efficacy has a significant impact on both the teachers’ self-efficacy and students’
achievement. The purpose of this study is to select a set of factors that correlate with teachers’
professional self-efficacy and to analyse if teachers’ professional self-efficacy has an impact on
teachers’ cooperation with colleagues and students.

Latvian, Lithuanian, Estonian, Danish, Norwegian, Swedish, and Finnish data from the OECD
TALIS 2018 teacher questionnaires were used.

To analyse which factors correlate with teachers’ professional self-efficacy, the authors of this
article selected such variables as the type of school, the type of urbanization, the number of
special education students in the class, full time or partial time employment, professional
development courses and the professional development at university level. The authors found
that there were no significant correlations between the type of school, the type of urbanization,
and the number of special education students in the classroom, but there was a significant
correlation between professional development courses and the professional development during
the university study period. The teachers who worked full time job were more self-efficient than
others. To study the impact of self-efficacy on collaboration, the authors of this article selected
variables that represented teacher — student collaboration and teacher — teacher collaboration.
The professional self-efficacy scale was partitioned into four efficacy levels and each level was
analysed with answers from each variable. The group comparison and the linear regression
analysis showed that teachers with higher self-efficacy levels cooperated more and better with
students and colleagues. Thus, this research adds supplementary evidence to studies showing
the importance of professional self-efficacy development.

Keywords: teacher’s professional self-efficacy, OECD, TALIS 2018, professional collaboration,
teacher — student collaboration, large-scale studies of education
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Introduction

It has been a concern throughout the history of education, how to ensure
teachers’ effectiveness and continuously promote educators’ knowledge devel-
opment according to changing workforce requirements and classroom environ-
ments, as well as how to foster teachers’ feelings and beliefs of professional
competence. In the last twenty years a large amount of research has been
published that emphasizes the role of non-cognitive skills and personality traits to
be as important or even in some cases more important than high IQ. OECD high-
lights that term “non-cognitive skills” in the scientific literature is described as
different attributes that characterise personality, including socio-emotional and
soft skills, and are not measured with IQ tests (Kautz et al., 2014). Self-efficacy
is widely researched as mediator in one or more personality traits and values (De
Feyter et al., 2012; Barni et al., 2019; Mammadov, 2021). In return Mcintyre and
Vecchione (2016) emphasize the role of self-efficacy as basis of self-confidence
and a source of further self-efficacies development.

Bandura (2001) has defined self-efficacy as a belief in one’s possibility to
perform successfully in the given situation. Teacher’s efficacy in terms of effec-
tiveness is defined as a teacher’s set of attitudes and/or behaviours that has
impact on students’ achievement (Klassen & Tze, 2014), but teacher’s self-effi-
cacy — as teacher’s sense of the extent to which he/she can perform an action
successfully (Granziera & Perera, 2019). Skaalvik and Skaalvik (2007) distin-
guish the difference between teacher’s self-efficacy and effectiveness or external
control, whereas Sehgal et al. (2017) provide evidence that teacher’s self-efficacy
influence effectiveness. Traditionally, teacher’s effectiveness as well as teacher’s
self-efficacy have been measured in terms of what students do or as Tschannen-
Moran and Hoy (2001) state: how well one can perform one’s primary tasks even
in difficult situations like engaging difficult students, giving the best explanation
in difficult subject area, etc.

Self-efficacy is of importance not only when personality traits are considered.
As early as in 1976 an article was published by Armor et al. (1976) that asso-
ciated teachers’ self-efficacy with students’ achievement emphasizing its signif-
icant role in teaching profession. Similar associations were found in Caprara
et al. (2006) study, but Zee and Koomen (2016) argued that most cited studies
claiming this relationship might be theoretical in nature. Some authors argue that
teachers’ sense of self-efficacy is a belief that affects teaching performance and
future career path especially for the first-year in-service teachers (Hoy & Spero,
2005), whereas others emphasize that teachers’ effectiveness and subsequent
behaviour have long-lasting impact on students (Wright et al., 1997). Klassen and
Tze (2014) in their meta-analytic review provided evidence for teachers’ sense
of self-efficacy being more significant in students’ achievement than the number
of students in the classroom, students’ previous achievement or socio-economic
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status (SES). Chesnut and Burley (2015) suggest that teachers with higher self-ef-
ficacy levels are more committed to teaching profession. Large body of research
is dedicated to teachers’ professional self-efficacy and job satisfaction. Ahrari
et al. (2021) in meta-analysis study established positive link between these two
concepts. Aloe et al. (2014) provided evidence that significant relationship exists
between teachers’ self-efficacy in classroom management and burnout. Bandura
(1997) emphasized that low self-efficacy beliefs can override the best skills,
making people to give up when facing difficulties, whereas Vancouver et al.
(2001) warn that self-efficacy can negatively influence performance, if it has
been formed under inappropriate conditions.

It has been researched that not only individual but collective self-efficacy
exists. Bandura (1997) suggested that this efficacy creates a type of social
system. Collective efficacy is created in the school environment where two or
more teachers work as a team. Skaalvik and Skaalvik (2007) have suggested
that teachers’ individual self-efficacy should be distinguished from collective effi-
cacy although individual self-efficacy is strongly related with collective efficacy.
When applying collective self-efficacy strategies, individual instructional process
is managed more effectively (Cansoy et al., 2020). Sehgal et al. (2017) emphasize
that collaboration among teachers works as critical factor for teachers’ individual
self-efficacy, but OECD (2020) stresses the role of interdependent collaboration
in building higher levels of teacher’s self-efficacy.

Some authors point out that teachers working with highly achieving students
(Fackler & Malberg, 2016) and in a well-managed classroom setting (Woolfolk,
Rosoff, & Hoy, 1990) show higher levels of self-efficacy. These teachers are less
controlling and better at teacher-student interaction (Fackler & Malberg, 2016;
Martin et al., 2012). Teachers felt less self-efficacious and less satisfied with their
job when facing disruptive students (Zee & Koomen, 2016; Geske & Ozola, 2015).

Butler (2012) found that if a teacher has social motivation (goal) to teach then
one will engage more in teacher-student relationships and will use better instruc-
tional including mastery-oriented teaching techniques. Usage of these techniques
ensures higher reading achievement for 4th grade students (Ozola & Geske,
2019). Chang et al. (2022) discovered that teachers’ social goals were positively
correlated with self-efficacy for student engagement and classroom management
and corresponded to students behavioural and emotional engagement. In addi-
tion, Torsney et al. (2019) concluded that social utility value predicted profes-
sional engagement and job satisfaction.

As self-efficacy phenomenon was found and researched beginning with
mid-19th century, there had been many attempts to create a measurement tool for
teachers’ self-efficacy, some of them are cited in Lazarides’s and Warner’s (2020)
article. Some authors have argued that self-efficacy according to Bandura’s theory
is unidimensional, task specific and future oriented (Marsh et al., 2018), some
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emphasized that self-efficacy measurement instruments should measure just task
performance, not goal achievement or general personality traits (Pajares, 1996).
Tschannen-Moran and Hoy (2001) created and validated a three-dimensional
24 item self-evaluation survey for teachers that measured teacher’s professional
self-efficacy in: classroom management (8 items, like “How much can you do to
control disruptive behaviour in the classroom?”), student engagement (8 items,
like “How much you can do to get students to believe they can do well in school-
work”) and instructions (8 items, like “To what extent can you use a variety
of assessment strategies?”), providing comprehensive tool that includes main
aspects of teacher’s everyday work life.

The aim of this study was to research whether there is a relationship between
teacher’s professional self-efficacy, motivation, collaboration, and work satisfac-
tion and, if the relationship exists, then is there any difference in trait of collab-
oration between teachers with high and low self-efficacy. The research questions
are formulated hereafter: to what extent a correlation exists between teachers’
self-efficacy and chosen factors and, whether there is a difference among collab-
orative patterns between teachers with high self-efficacy and low self-efficacy.

Methodology

The Organisation for Economic Co-operation and Development (OECD)
Teaching and Learning International Survey (TALIS) takes place every five years,
and its purpose is to examine teachers’ working conditions, teachers’ attitudes
and work satisfaction with the aim to improve students’ learning environment.
In the TALIS 2018, 260’000 teachers from 48 countries all over the world partic-
ipated in the survey.

The Sample

To examine a teacher’s professional self-efficacy (TPSE) the authors of this
research analysed responses from the TALIS 2018 teachers’ questionnaire. In total
20’106 respondents from all countries of comparison were selected in the TALIS
two stage random sampling design. In the first stage random sample of 200
schools from every country were selected and in the second stage random sample
of 20 teachers from each school were selected.

As countries of comparison all three Baltic countries — Latvia, Lithuania and
Estonia, and the Nordic countries — Denmark, Norway, Sweden and Finland were
chosen. These two sets of countries represent similar working conditions and
share similar history of school development and teachers’ education.
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Self-efficacy Measurement Methodology

To measure TPSE in the TALIS 2018 teachers’ questionnaire Self-efficacy
Composite (T3SELF) scale was used. This scale was created according to Tschan-
nen-Moran and Hoy (2001) three-dimensional measurement instrument and
includes: self-efficacy in classroom management (T3SECLS), self-efficacy in instruc-
tion (T3SEINS) and self-efficacy in student engagement (T3SEENG). All three
subscales were created from the items of teachers’ questionnaire question: “In
your teaching, to what extent can you do the following?”. There were four answer
options in the Likert-type scale from “Not at all” (1 point) to “A lot” (4 points).

Items that referenced student behavioural management in the classroom were
used to create T3SECLS subscale:

+ Control disruptive behaviour in the classroom;

+ Make my expectations about student behaviour clear;

« Get students to follow classroom rules;

+ Calm a student who is disruptive or noisy.

Items that referenced instructional strategies were used to create T3SEINS
subscale:

» Craft good questions for students;

« Use a variety of assessment strategies;

+ Provide an alternative explanation, for example, when students are

confused;

« Very instructional strategies in my classroom.

Items that referenced strategies for student engagement in the lessons were
used to create T3SEENG subscale:

* Get students to believe they can do well in school work;

+ Help students value learning;

« Motivate students who show low interest in school work;

« Help students think critically.

The composite value for the T3SELF scale for every teacher was calculated
as a mean value from three subscales (T3SECLS, T3SEINS, T3SEENG). T3SELF
average value was 12.8, the lowest value was 3.2 and the highest — 16.6. The
Cronbach-Alpha reliability coefficients for the T3SELF scale varied from 0.76 for
Estonia to 0.87 for Finland.

In order to measure the difference between teachers with different TPSE levels
the authors of this research created a new variable T3SELF_LEVELS. All teachers
were partitioned into four equal groups depending on the value of scale T3SELF
with the help of percentiles, where:

« low TPSE level (lowest 25%) was for teachers whose T3SELF scale’s values

were below 11.5;
+ high TPSE level (highest 25%) was for teachers whose T3SELF scale’s
values were equal or above 13.8.
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The Teachers’ whose TPSE scale’s values were between 11.5 and 13.8 (between
25ths and 75ths percentile) were considered as having average TPSE level.

Job Satisfaction Measurement Methodology

In order to measure teachers’ job satisfaction, the TALIS 2018 uses composite
scale T3JOBSA. For the purposes of this study, the authors did not use this
composite scale but analysed the following items of the question: “We would
like to know how you generally feel about your job. How strongly do you agree
or disagree with the following statements?”:

« The advantages of being a teacher clearly outweigh the disadvantages;

« If I could decide again, I would still choose to work as a teacher;

» I wonder whether it would have been better to choose another profession

(the values of this variable were reverse coded);

+ I enjoy working at this school;

* All in all I am satisfied with my job.

All items were coded in the Likert-type scale from “Strongly disagree”
(1 point) to “Strongly agree” (4 points). All these items together are referenced
as “Job satisfaction factors” further in the text.

Collaboration Pattern Measurement Methodology

To measure teachers’ patterns of collaboration, the TALIS 2018 used the
composite scale T3COOP that was built from two subscales. For the purpose of
this study, the authors used all items from both subscales in their data analysis.
These items were part of a question: “On average, how often do you do the
following in this school?”:

« Exchange or develop teaching materials with colleagues;

+ Discuss the learning development of specific students;

+ Work with other teachers in this school to ensure common standards in

evaluations for assessing student progress;

- Attend team conferences;

+ Teach jointly as a team in the same class;

« Provide feedback to other teachers about their practice;

+ Engage in joint activities across different classes and age groups (e.g.

projects);

» Participate in collaborative professional learning.

All items were coded in the Likert-type scale with the following values:
“Never” (1 point), “Once a year or less” (2 points), “2—4 times a year” (3 points),
“5-10 times a year” (4 points), “1-3 times a month” (5 points), “Once a week
or more” (6 points). The Cronbach-Alpha reliability coefficients for the T3COOP
subscales varied from 0.56 for Sweden to 0.74 for Finland. All these items
together are referenced as “Professional collaboration factors” further in the text.
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In order to analyse professional collaboration patterns between teachers with
high and low self-efficacy levels, the responses for all item values were recoded
as follows:

+ “Never” and “Once a year or less” recoded to 1 point;

+ “2-4 times a year”, “5-10 times a year” recoded to 2 points;

+ “1-3 times a month”, “Once a week or more” recoded to 3 points and

called as “At least once a month” in the data analysis.

Measurement Methodology of the Disciplinary Climate in the Classroom

As it was described in the literature review, the teacher’s self-efficacy is closely
related with perceived disciplinary climate in the classroom. For this purpose, the
authors included a scale “Teachers’ perceived disciplinary climate” (T3DISC) in
the analysis that was built from the items of the question “How strongly do you
agree or disagree with the following statements about this <target class>?”
(<Target class> is defined as the first class that teacher taught in the week
before participation in the survey on Tuesday after 11AM. If there were no
classes on Tuesday, the teacher had to select a class that she or he taught on the
day following that Tuesday):

*  When the lesson begins, I have to wait quite a long time for students to

quieten down;

+ Students in this class take care to create a pleasant learning atmosphere

(the values of this variable were reverse coded);

« Ilose quite a lot of time because of students interrupting the lesson;

» There is much disruptive noise in this classroom.

All items were coded in the Likert-type scale from “Strongly disagree” (1 point)
to “Strongly agree” (4 points). The Cronbach-Alpha reliability coefficients for the
T3DISC scale varied from 0.86 for Latvia to 0.92 for Finland.

Measurement Methodology of the Motivation to Teach

As some researchers relate self-efficacy to motivational factors, the authors
chose to analyse teachers’ motivation to teach. There are three motivational
scales in the TALIS 2018, the authors chose to report about teachers’ social utility
to teach as this factor appeared to be most influential from all three. The scale
“Teacher’s social utility motivation to teach” (T3SOCUT) was calculated from
the items of the question “How important were the following for you to become
a teacher?”:

+ Teaching allowed me to influence the development of children and young

people;

+ Teaching allowed me to benefit the socially disadvantaged,;

+ Teaching allowed me to provide a contribution to society.
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All items were coded in the Likert-type scale with the following values: “Not
important at all” (1 point), “Of low importance” (2 points), “Of moderate impor-
tance” (3 points), “Of high importance” (4 points). The Cronbach-Alpha relia-
bility coefficients for the T3SOCUT scale varied from 0.73 for Denmark to 0.84
for Sweden.

Data Analysis Procedures

All data were analysed in IBM SPSS and IEA IDBAnalyzer using the TALIS
2018 Multiple Level/Population Teacher Weights. The results of data analysis
represent population for each country.

Results

To verify whether there are any correlations between selected job satisfaction,
collaboration, classroom discipline and motivation to teach factors and TPSE, the
authors performed correlation analysis (see Table 1).

As it is displayed in Table 1, the correlation between selected factors and
TPSE exists. From factors that were selected to represent teachers’ job satisfac-
tion, the 5th factor correlates the most. The 1st and 2nd factor correlate with
TPSE the most in Finland, followed by Lithuania and Estonia, the correlation
of the 1st factor in Latvia is very small and is not statistically significant. The
3rd factor correlates the most for Latvian teachers followed by Finland and
Sweden, this factor correlates negatively and is not statistically significant
in Lithuania. The correlation with 4th factor is significant for all countries
of comparison, the highest correlation is for Lithuanian teachers followed by
Finland and Estonia.

The factors that represent professional collaboration significantly correlates
with TPSE for all countries of comparison. The 1st and the 2nd factor corre-
late the most for the Baltic countries. The 3rd factor correlates the most for
Lithuanian and Latvian teachers followed by Denmark’s and Finland’s teachers.
The highest correlation for the 4th factors is for Lithuanian, Latvian and Finnish
teachers.

The factor that represents teachers perceived disciplinary climate (D.F.) corre-
lates significantly and negatively with TPSE, where teachers who strongly agree
that they have disciplinary issues in the classroom have significantly lower TSPE
than those teachers that do not report such issues. This factor has stronger impact
in the Nordic countries than in the Baltic countries having the most impact in
Denmark and the least impact in Estonia.

The social utility for motivation to teach is significantly correlated with TPSE
for all countries of comparison. Correlation is the strongest in Finland followed
by Estonia and Sweden.
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Table 1. The Correlation of Teachers’ Professional Self-efficacy (TPSE) with Factors that
Characterise their Job Satisfaction, Motivation to Teach and Collaboration Patterns

o Country
4% f“g S > - © 'g
S £ S g = = = s
st c 2 = = g 2 <
& Factors a & 2 i i S 5
1. The advantages of being 0.09 0.16 0.16 0.26 0.19 0.08* 0.20
a teacher clearly outweigh
the disadvantages
. If I could decide again, 0.09 0.13 0.15 0.25 0.21 0.15 0.21
| would still choose to
work as a teacher
‘é’ . lwonder whether it 0.13 0.17 0.14 0.17 0.15 0.22 -0.04*
‘g would have been better
= to choose another
2 profession
E . | enjoy working at this 0.13 0.10 0.15 0.23 0.19 0.17 0.24
}‘% school
g . Allin all, | am satisfied 0.19 0.27 0.24 0.28 0.21 0.21 0.30
2 with my job
. Professional collaboration 0.15 0.20 0.12 0.20 0.21 0.30 0.27
in lessons among
- teachers
-2 2. Exchange and co- 0.23 0.21 0.15 0.20 0.25 0.29 0.27
S ordination among
s teachers
'S 3. Participation among 0.14 0.10 0.08 0.13 0.12 0.24 0.26
Tg stakeholders, teachers
.g . Teacher-student 0.20 0.21 0.20 0.26 0.23 0.30 0.32
§ collaborative relationship
E
w Teachers perceived -0.34 -0.27 -0.33 -0.18 -0.11 -0.29 -0.26
a disciplinary climate
w  Social utility motivation to 0.16 0.25 0.18 0.27 0.25 0.24 0.21
= teach

M.F. — Motivational factor
D.F. — Disciplinary factor
* not significant at p < 0.05

The authors of this research created four liner regression models in order to

analyse the linearity and calculate the explained variance. In all four models, the
teacher’s professional self-efficacy was dependent variable; independent variables
are the described factors illustrated in Table 1. The results of these linear regres-
sion models can be seen in Table 2.
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Table 2. Coefficients of Determination (R?) of the Linear Regression Equations from Factors in
the Table 1

Country R?> Model 1 R? Model 2 R? Model 3 R?> Model 4 R? Model 5
Denmark 0.05 0.10 0.12 0.03 0.20
Sweden 0.07 0.07 0.07 0.06 0.22
Norway 0.05 0.05 0.11 0.03 0.20
Finland 0.10 0.10 0.03 0.07 0.20
Estonia 0.07 0.11 0.01 0.06 0.18
Latvia 0.07 0.17 0.09 0.05 0.25
Lithuania 0.11 0.16 0.07 0.05 0.24

The linear regression equation Model 1 analysed linear relationship TPSE and
job satisfaction factors (see Table 1). As it is seen in Table 2, overall, this model
explains self-efficacy variation better in the Baltic countries than in the Nordic
countries, in this case Lithuania has the highest explained variance — 11% of
teachers’ self-efficacy distribution.

Model 2 (see Table 2) analysed linear relationship between TPSE and teachers’
professional collaboration factors (see Table 1). For Latvia and Lithuania this
model explains the variation in TPSE the best, almost twice as for Estonian
teachers. The Nordic countries have got medial explanation, on average — 15%
from all variations of TPSE values.

Model 3 (see Table 2) analysed linear relationship between TPSE and teach-
er’s perceived disciplinary climate in the classroom (see Table 1). This model
works the best in Denmark explaining 12% of TPSE variation, but it explains only
1% of variation in Estonia; as it was already shown in Table 1 Estonian TPSE
being the least impacted from the classroom disciplinary issues from all countries
of comparison.

Model 4 analysed linear relationship between TPSE and teachers’ social moti-
vation to teach (see Table 1). As it can be seen in Table 2 - teachers’ self-efficacy
variation in Sweden, Finland and Estonia is better explained by social motivation
to teach than in other countries, in Denmark and Norway this factor being the
least.

Model 5 was created in order to analyse the linear relationship between TPSE
and all factors described in Table 1. As it can be seen (in Table 2), this model
explains on average 21% of variation of TPSE. The model works the best in
Latvia, but in Estonia there are other significant factors that should be included
in the model in order to explain variation of TPSE as good as in Latvia.
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Collaborative Patterns

To answer to the second research question, the authors of this article compared
teachers with high and low TPSE levels. The first 4 patterns describe teachers’
collaboration with students. The authors compared how many percent of teachers
in each corresponding TPSE level strongly agrees that they have these teacher —
student collaboration patterns. Next eight patterns describe teachers’ collabora-
tion with other teachers (see Table 3).

As it is seen in Table 3, there are many patterns of collaboration that differen-
tiate teachers with high TPSE and low TPSE levels in every country of comparison.

More teachers with low TPSE than those with high TPSE strongly agree that
when the lesson begins, they have to wait quite a long time for students to
quieten down in all countries of comparison, except Estonia. Two to five times
more teachers with high TPSE than low TPSE strongly agree that students in their
classrooms take care to create a pleasant learning atmosphere. In all countries of
comparison more teachers with low TPSE strongly agree that they lose quite a lot
of time because of students interrupting the lesson than teachers with high TPSE.
The same can be said about disruptive noise — in all countries of comparison,
except Estonia, more teachers with low TPSE report disruptive noise than their
colleagues who have high TPSE.

As it can be seen in Table 3, similar patterns of collaboration continue within
teacher-teacher collaboration between teachers with low TPSE levels and high
TPSE. More teachers with high TPSE than low TPSE reported practising all eight
collaboration patterns at least once a month. Despite the difference between
countries in both country groups being too diverse to unite them unambiguously
under an umbrella of patterns in the Baltic countries or in the Nordic countries,
several patterns can be distinguished. In the Nordic countries there are more
teachers both with high and low TPSE who at least once a month: 1) teach jointly
as a team in the same class, 2) provide feedback to other teachers about their
practice and 3) exchange or develop teaching materials with colleagues than in
the Baltic countries. In both the Nordic countries and the Baltic countries approx-
imately 15% teachers with high TPSE engage in joint activities across different
classes and age groups. In the Nordic countries, Estonia and Latvia both teachers
with low and high TPSE discuss the learning development of specific students
more than teachers with high TPSE in Lithuania. From all patterns more teachers
with high TPSE almost two to three times often reported working with other
teachers in their school to ensure common standards in evaluations for assessing
student progress. There is very small difference between teachers with low and
high TPSE in the Nordic countries in the pattern of conference attendance. The
number of teachers attending conferences in Latvia are extremely low. As with
the 1st and 2nd collaboration factor, the participation in collaborative professional
learning is more common in the Nordic countries than in the Baltic countries.
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Table 3. Percentage of Teachers with High or Low TPSE and Their Patterns of Teacher-Student
and Teacher-Teacher Collaboration (%)

Factor TPSE

~ R
= c
level E 5 § -r% g o §
c o = = ) Z <
3 & 2 i= 4 s =
Strongly agree:
1. when the lesson low 5.6 7.9 4.6 8.3 1.8 5.6 7.0
begins, | have to wait
quite a long time for high 3.0 3.8 1.5 5.9 3.5 3.1 4.0

students to quieten down
2. students in this class low 9.8 6.9 4.3 7.6 7.0 6.1 8.1
take care to create

a pleasant learning high 37.7 27.6 23.1 15.5 19.6 25.0 3441
atmosphere
3. | lose quite a lot of low 5.9 8.6 8.1 9.1 3.0 4.0 5.6

time because of students
interrupting the lesson
4. there is much low 4.5 8.0 7.8 10.3 2.2 4.1 5.0
disruptive noise in this
classroom

At least once a month:
1. teach jointly as ateam low 35.1 38.5 34.7 29.2 148 8.4 3.5

high 3.2 3.3 2.5 4.0 3.1 1.0 2.6

high 2.4 4.1 2.2 5.9 3.0 2.6 3.3

in the same class high 40.8 457 43.1 387 26.6 263 7.8

2. provide feedback to low 8.4 12.3 109 3.2 3.2 4.2 1.7
h h hei

other teachers abouttheir -0 0" 150 133 97 72 141 7.8

practlce

3. engage in joint low 10.2 9.5 5.0 5.0 4.8 2.9 2.2
activities across different

classes and age groups high 18.2 17.3 12,6 13.0 15.0 17.4 11.0
(e.g., projects)

4. exchange or develop low 53.0 52.1 60.5 34.4 18.2 20.4 15.4
Ei?fe';'gfe”;ater'alsw'th high 63.9 652 78.6 49.9 367 433 393
5. discuss the learning low 60.7 76.6 855 65.0 60.6 52.2 25.1
development of specific
students

6. work with otherteach- low 30.3 479 521 29.4 273 254 113
ers in this school to en-
sure common standards
in evaluations for assess-
ing student progress

high 78.0 887 91.0 79.7 803 747 495

high  53.0 68.6 70.2 46.4 55.1 57.4  34.0

7. attend team low 71.8 92.0 90.8 55.0 46.7 3.1 39.5
conferences high 76.8 94.0 95.1 64.1 66.7 8.4 55.8
8. participate in low 11.9 35.0 36.2 5.0 10.0 5.9 6.3

collaborative professional

l . high 18.0 48.4 50.3 13.0 27.5 19.4 184
earning
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From the selected factors, Finland from the Nordic countries and Lithuania
from the Baltic State countries show the least collaborative patterns, but
Norwegian teachers with high TPSE show the highest collaborative patterns.

Conclusions

As the data analysis displays, significant correlation and linearity exists
between TPSE and selected factors, and there is a difference in collaboration
patterns between teachers with high TPSE and low TPSE. As correlations and
comparisons do not display causality, the authors of this research cannot deduce
whether high TPSE causes the impact on collaboration factors or the collabora-
tion factors cause impact on high TPSE, or both have mutual causation.

In the process of data analysis, the authors of this research discovered that
in the TALIS 2018 between all countries of comparison, there was no significant
difference in TPSE between gender, place of residence, and school type.

All in all, the mainstream difference between teachers with high TPSE and
low TPSE were clearly displayed in Table 3, i.e., on average larger number of
teachers with high TPSE were engaged in the selected collaborative activities at
least once a month in comparison with the teachers with low TPSE, and there
were less teachers with high TPSE that reported disruptive behaviours in the
classroom than the number of teachers with low TPSE. Despite there was very
high diversity in teachers’ behavioural patterns and perceived classroom disci-
pline, on average there were more teachers in the Nordic countries that showed
collaborative patterns than the teachers in the Baltic countries.

As this research compared only teachers with high TPSE and low TPSE, i.e.,
top 25% and bottom 25%, 50% of data is not compared. It should be anal-
ysed in further studies, why such a large difference between countries exists. For
example, why only 15.5% teachers with high TPSE reported that they strongly
agree that students in their class took care to create a pleasant learning atmo-
sphere whereas in Denmark 37.7% teachers with high TPSE reported the same, or
why only 13% of teachers in Finland with high TPSE participate in collaborative
professional learning at least once a month whereas 36.2% teachers with low
TPSE in Latvia did the same.

This research contributes to the body of other studies providing evidence
of teacher’s self-efficacy in classroom management significance and the role of
different patterns of collaboration. This research supplement previous studies
that had identified social utility as being one of the most influencing predictors
of teacher’s self-efficacy.
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ABSTRACT

Pedagogical reasoning enables student-teachers to better understand their own teaching
practices, analyse what, why and how they teach, and become aware of their teaching
practices. This case study aims to understand student- teachers’ decisions and the pedagogical
reasoning behind these decisions in lesson plans in an English language pre-service education
programme. Three third-year English language student-teachers enrolled in a pedagogical
content knowledge course “Teaching English to Young Learners” (TEYL) participated in this
study. We collected qualitative data from lesson plans, reflection notes on these performances
and plans, and interviews with student-teachers in the TEYL course. We used Shulman’s
model of pedagogical reasoning and action as a conceptual model to explore the complexity
of learning to teach English to young learners. Data were analysed iteratively through content
and thematic analysis. The results indicated that student-teachers made decisions mainly in
the transformation and instruction stages, and that their pedagogical reasoning emerged from
the theory of TEYL and their assumptions about the characteristics of very young and young
learners. More opportunities should be provided to increase their self-consciousness, self-
knowledge and sense of agency through reflective tasks, action research projects and teaching
practice. The study has implications for student-teachers who need guidance and motivation to
prepare reflective lesson plans and for teacher educators who need to raise student-teachers’
awareness about decision making and pedagogical reasoning.

Keywords: pedagogical reasoning, lesson planning, student-teachers, English, microteaching, TEYL

Introduction

Lesson planning has always been a fundamental competence for student-
teachers (STs) around the world. It has been stated as a target competence
for STs to gain in methodology courses such as teaching English to young
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learners (TEYL), practicum in Turkey (CoHE, 2018) and in P-12 teacher education
programme accreditation in the US (Pang, 2016). In these programmes, quality
teaching has been related to teachers’ knowledge, skills, and dispositions, and
planning a lesson and implementing instruction appear as two vital competences
for STs to master (Liyanage & Bartlett, 2010). Lesson planning has also been
viewed as a notable characteristic of expert teachers (Farrell, 2013; Tsui, 2009).

At pre-service level, planning lessons and microteaching are offered within
methodology courses. STs are assessed based on their preparation and readiness
in lesson plans and performances in micro teachings. From this perspective, it is
widely accepted that STs can best reflect their teaching skills and competences in
lesson plans and micro teachings (Pang, 2016). Through enriched reasoned and
reflected teaching experiences in these courses (Nilsson, 2009), STs may be aware
of their knowledge needs, and build bridges between theory and practice mean-
ingfully. Similarly, Zeichner (1995) argues that taking STs’ attention to certain
aspects of their teaching via reflection and reasoning was necessary for increasing
their awareness and developing critical eye in the future.

Decision making and pedagogical reasoning are main concepts in teachers’
lesson planning and effective teaching (Loughran, 2019; Pang, 2016). Teachers
make approximately ten decisions per hour during their instruction (Asghari
et al., 2021). The quality of these decisions affect their effective teaching strat-
egies and lesson delivery. There are various factors shaping teachers’ decisions:
students’ background, age, emotions, interests and needs, the nature of the
lesson, duration, teaching materials, objectives, and the syllabus (Boadu et al.,
2020). As a result of these factors, we make decisions and be aware of contextual
limitations and tensions, make adaptations, evaluate effective strategies, and then
prefer appropriate techniques. Freeman (1989) considers teaching as a decision
making process in which teachers observe, try to understand, reach answers and
employ appropriate strategies in their classes.

For Shulman (1987), these decision making steps establish pedagogical
reasoning. Pedagogical reasoning has been considered an essential component
for STs to develop professionally and intellectually (Nilsson, 2009; Pang, 2016).
Decision making and pedagogical reasoning take time, require critical analysis
of their teaching moments, involve a process with dynamics; therefore, exploring
the reasons behind these decisions helps teacher educators understand what they
do and why they do it in instruction giving, and STs become more empowered to
search for new ways of qualifying their teaching. Teaching consists of a cyclical
process of reasoning and transformation (Shulman, 1987). This cycle starts with
comprehension and continues subsequently in order of transformation, instruc-
tion, evaluation, reflection, and new comprehension (Shulman, 1987, p. 14). In
this model, a teacher starts with comprehension in which they first endeavour
to understand the subject matter, the functions and notions of the topic, real
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contexts in which the target structures can be applied, and the aims of their
teaching. Next, through critical analysis of materials for communication purposes,
the teacher goes into a critical interpretation of the subject matter, pedagogy, and
context either by using analogies, metaphors, or examples, or by using realia or
authentic tasks to represent the learning content most effectively. In this way, the
teacher makes sure that the target content is clear to students regardless of their
diverse learning styles. Then, the teacher is engaged in managing the classroom,
explaining, interacting with students, discussing and providing effective teaching.
This is the instruction stage in which they enact the observable performance
with appropriate practical teaching strategies. Following instruction is evalua-
tion which includes monitoring of learning during teaching, formal testing to
give feedback to students, and reconsidering materials, the lesson delivery of
the teacher, and the lesson, which leads to reflection at the same time. In the
reflection stage, the teacher reflects on his actions and recaptures the important
moments, emotions, strengths and/or weaknesses of the lesson to derive new
understandings regarding their preferences made in the planning and instruction
stages. As a result of the reflection, the teacher achieves new insights into their
teaching through experience.

The role of pedagogical reasoning and decision making in lesson plans has
captured the attention of various scholars in the teacher education field (Asghari
et al., 2021; Cheng et al., 2014; Nilsson, 2009). Liyanage and Bartlett (2010)
attempted to address the problem of STs’ lesson planning by establishing their
own model that included their deliberate metacognitive structuring of a lesson
both in planning and review phases. Their study confirmed positive shifts in STs’
holistic thinking and a student-centeredness in the critical perspectives they took
in both planning and review. Similarly, Cheng et al. (2014) focused on STs to
understand whether and how they developed their pedagogical understanding
and made development during the teacher education programme. The integration
of pedagogical understanding with the teaching contexts, integration of feedback
from educators and their focus of concern may be the causes for STs’ differences
in pedagogical understanding. Their study suggests teacher educators enhance
STs’ sense of agency with an awareness of individual beliefs and theories about
learning and teaching. Nilsson (2009) explored the critical incidents which influ-
ence STs’ pedagogical reasoning in learning to teach with their concerns and
needs. As a result, it was found that incidents which were related to classroom
management and students’ attitudes and learning were the mostly stated factors
which affected their pedagogical reasoning. Kavanagh et al. (2020) aimed to
understand to what extent and in what ways teacher educators mediated novice
teachers’ opportunities to engage in pedagogical reasoning. Their results indi-
cated that teacher educators supported novice teachers in representing, decom-
posing and approximating teaching in practice-based teacher education, which
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valued pedagogical reasoning. Novice teachers were also the focus of Asghari
et al.’s (2021) study in which they aimed to identify the novice English teachers’
decisions and the pedagogical reasons behind their decisions. They identified six
decisions teachers frequently made in implementing instructions and a list of
pedagogical reasons such as time management, COVID-19, students’ levels, using
L1, and so on. Basar (2021) also investigated the main reasons behind English
language instructors’ decision making skills when departing from pre-planned
lesson plans. Affective factors, academic needs, classroom management and
timing were found to be the main reasons behind the departure. Also, these
teachers’ beliefs in deviation from lesson plans were consistent with the deci-
sions they made during their teaching practice. It is advised for teacher educa-
tors to prepare STs not only for ideal lesson plans but also the realities of the
real teaching atmospheres by giving room for STs’ decision making skills against
unprecedented incidents.

As the literature shows, although pedagogical reasoning and lesson planning
were investigated from different perspectives in different contexts, there has been
a scarcity of research for STs’ pedagogical reasoning and decision making skills
in second language teacher education microteaching sessions. Therefore, this
study examines the decisions made by English language STs and the pedagogical
reasoning behind these decisions in a methodology course “Teaching English to
Young Learners” in a pre-service programme. Accordingly, this study addresses
the research questions below:

+  What decisions do STs make in TEYL microteaching courses?

+  What are the pedagogical reasons behind these decisions?

Methodology

The study utilised a case study method which was exploratory and descriptive
in nature in the data collection and analysis procedures (Mackey & Gass, 2015).
Case study research design was employed because it allows researchers to capture
and describe the complexity of real-life events.

Participants

Three third-year English language student-teachers participated in this
study. They were attending the TEYL course at the time of the study. Their
ages were 20. One of them was male while the rest were female. The courses
they had taken in the programme were advanced writing, listening, speaking,
reading, approaches and methods, special teaching methods, literature, linguis-
tics and language acquisition. Ali (the male ST) was interested in teaching very
young learners. He was teaching kindergarten students at the time of the study.
He is an affectionate, passionate and hardworking student-teacher. irem (one of
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the female participants) just started to tutor secondary school pupils during the
study. It was a new experience for her. Through this study, she became more
empowered to seek new ways of conceptualising her own teaching techniques
and practices. Leyla (the other participant) was new to the TEYL field. The course
was the first place for her to be introduced to the field. She had no teaching expe-
rience before. The participants were selected through purposive sampling from
the ELT programme of a large state university in Middle Anatolia in Tiirkiye.
They submitted consent forms before the study. The reason for preferring purpo-
sive sampling and case study design was to gain a rich and deeper understanding
of their decisions and pedagogical reasoning. For ethical reasons, participating
STs were given pseudonyms. The study was approved by the university ethics
committee.

Data Collection

Data came from three sources: STs’ lesson plans, reflection notes on these
performances and plans, and interviews with student-teachers in the TEYL course.
In this way, we aimed to achieve methodological triangulation in data collection.
In terms of the TEYL syllabus, STs were required to prepare two lesson plans:
one for preparing a song, an art and craft, and a game for very young learners,
and the other one for storytelling, and to perform these plans in microteaching
sessions. STs referred to their decisions and pedagogical reasoning in three stages
of the lesson plans: pre-stage, while-stage and post-stage of the lesson. In other
words, each ST developed at least three decisions and reasons per lesson plan.
According to the rules of the course, the topic/theme of the plans were assigned
by the teacher educator for each ST separately. These plans and microteaching
performances took place twice in an academic term, one for midterm and the
other one for final evaluation. In total, we collected six lesson plans and partici-
pated in six presentations.

Table 1. Data collection details

Data source Data collection timing Aim of the tools
Two lesson plans per ST one in Apriland one inJune  to help STs plan their teaching
presentations,
to evaluate STs’ techniques and
strategies in planning
Reflection notes per ST ~ onein Apriland onein June  to enable them to self-evaluate
their plans and performances
Interviews with STs one after midterm to deepen researchers’
presentation, the other one understanding of STs’ reasoning
after final presentation
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Next, the participants were asked to write their reflections on their plans
and performances. In the face-to-face interviews which were conducted after the
presentations, they were requested to verbalise their decisions and explain their
reasons behind in detail while they were revising their lesson plans step by step.
Their responses were audio-recorded and later transcribed for content analysis.
Their reflections were also analysed in content and themes.

Data Analysis

Shulman’s (1987) pedagogical reasoning model was used as the data analysis
framework in this study. Data analysis started with content analysis and thematic
categorization (Mackey & Gass, 2015). First, each researcher read each data set
repeatedly to identify recurring themes from the comprehension to the evalu-
ation stages of Shulman (1987). In this way, we focused on understanding the
decisions and reasons behind them which they preferred in simulated contexts.
Then, they came together and compared their analysis for inter-rater reliability
(Miles & Huberman, 1994). The agreement rate for each data set was found to
be 90% and above.

Results

Results were presented in order of the research questions. Both research ques-
tions were addressed in relation to Shulman’s cycle. So, as an answer to the first
research question, we identified the types of decisions each ST reported in their
plans and made in microteaching presentations from comprehension to evalua-
tion stages. To start with the first ST, irem prepared one lesson plan for teaching
English to young learners (ages 6-12) and one for very young learners (ages 3-6).
Her assigned topic for the first plan was Farm Animals for young learners and for
the second plan was Life Below Water for very young learners.

irem’s decisions came from the target age group learners’ characteristics,
learning styles and her pedagogical content knowledge. She tried to transform
the theoretical knowledge she gained in courses into practice in the plans and
presentations. Since it was quite a difficult transformation for her at the first
lesson plan, she gained self-confidence and got used to thinking and behaving
like a very young learner thanks to the in-class sample teaching activities in TEYL
courses. Below (Table 2) we present irem’s decisions and pedagogical reasoning
behind them.

Irem reflected on her overall plan and performance after her micro-teaching.
On her performance, she stated: “I recognized the fact that I love preparing
materials for young learners”. She discovered herself and the target group. She
developed herself in terms of body language use, using her voice effectively, and
full teaching potential to very young learners.
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Table 2. irem’s decisions and reasons

Pedagogical STs’ decisions STs’ pedagogical reasoning behind these

reasoning cycle decisions

comprehension  using simple past tense for to enable them to be familiar with the
6-year-old learners for a “World Oceans Day”, to learn about
series of actions sea animals actions for saving the ocean, and to make
did below water sentences with the target vocabulary items

transformation choosing elicitation to raise curiosity of learners,
technique, to help them imagine the ocean and
decorating the class like familiarise themselves with target words
ocean about ocean

instruction using storybook, to take their attention,
guided listening activity, to engage them in the story actively,
story-reading technique to raise their awareness about saving the
trash collection game ocean

evaluation story sequencing activity, to check their memory about the story,
controlled writing activity to improve their visual literacy

She also mentioned: “TEYL lesson plans taught me the fact that each and
every method has a meaning and a purpose to be used according to learners’
needs and interests.”

For example, comprehension, in Shulman’s (1987) definition, means that
teachers should first understand the subject matter themselves and then under-
stand how ideas are connected. From this aspect, irem said that she had a good
knowledge of subject matter in the topics of lesson plan (the use of simple past
tense for narration). As for her own self-confidence to teach it, she had some
hesitations due to learners’ age, mother tongue and characteristics. Hence, in
her midterm lesson plan, she did not prefer kinesthetic activities very much
for fear of losing the classroom management and students’ concentration. This
could have affected her evaluation and performance in the eyes of the teacher
educator. However, in her final presentation, she became more aware of the
teaching methods and techniques. She related this improvement to the in-class
short sample teaching activities in which the educator guided the whole class in
the TEYL sessions. She explained: “We planned everything so elaborately that we
could show what we aimed for in the plan explicitly and successfully.”

Second, Leyla’s first plan was for young learners on the topic of “fruits” while
her second plan was for very young learners and on the topic of “good health and
wellbeing”. She recycled healthy and unhealthy food she used in her first plan
and connected them to her new topic in the second presentation. Different from
frem, Leyla’s decisions emerged from her endeavour to relate her lesson plan
to real classroom context because she believed that language learning should
resemble daily life situations. In this way, she thought students could make sense
of what they were learning in the classroom. She searched for the daily context
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students communicated to each other on health and wellbeing, contacted class-
room teachers about this topic used in kindergartens, and learnt what kind of
activities they loved doing about it. As a result, she prepared a list of activities
and tasks based on her research and preparation. Then, she related these activ-
ities to a set of useful language items by checking some language course books.
Her aim was to engage students in a variety of real-like communicative activities
in which they could use the target language for real purposes. In the post-stage
of her plan, she considered students’ motor skills and oral language development.

Table 3. Leyla’s decisions and reasons

Pedagogical STs’ decisions STs’ pedagogical reasoning behind these

reasoning cycle decisions

comprehension using present simple tense for to make the classroom learning real life like
daily habits to create a real like context

transformation  participate in group work to practice the target language orally,
activities, to reinforce learners’ previous knowledge of
singing a song, colours and food (for recycling the words),
odd-one-out activity, to relate classroom tasks with daily life
preparing a healthy lunch box activities

instruction using a puppet to raise their curiosity,
choosing a Hippo as the to create interaction,
main character in the story to enhance classroom interaction
(characterisation) to develop their motor skills
letter recognition

evaluation drawing and telling to understand their comprehension of the

topic via motor skills and oral production

Third, Ali’s midterm presentation was for very young learners on the topic of
“clothes” while his final presentation was on “celebrations” for 8-year-old young
learners. Due to his target culture preference in the plan, he decided to choose
“Halloween” as the “celebrations” theme. In case students may fear from some
Halloween characters, he planned to choose some cute and age-appropriate char-
acters and emphasise that they are all fictional characters. He prioritised concrete
words and action verbs instead of abstract concepts. For this reason, he employed
a game, art and craft activity, and a song to verbalise the characters and verbs
through body language. He believed that students would better internalise the
concepts and new words through interaction with each other. Thus, he mainly
focused on speaking and listening skills in the design of his activities. Also, to
address all learning styles, he incorporated four language skill-based activities
in his plan. Unlike his peers, he preferred to check students’ comprehension and
give feedback in every stage of his lesson plan.
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Table 4. Ali’s decisions and reasons

Pedagogical STs’ decisions STs’ pedagogical reasoning behind

reasoning cycle these decisions

comprehension  to practice “have/has got...” through to show possession through the
Halloween characters for expressing materials of interesting characters

possession.
transformation  art and craft activity to verbalise characters in practice of
look and say approach “have/has got”
watching and singing a song to help them visualise Halloween
party and to give them an aim for
oral participation
instruction writing a letter to practice party invitation for a
friend
a Halloween text to practice reading for the main idea
for spoken interaction
a game for encouraging extroverted
students
sing along the song and find a for encouraging introverted students
partner
reading and letter writing activities
evaluation using puppets, asking for checking and feedback as a
comprehension questions, guest in the classroom,
ordering activities and “find your for reading correction,

partner” activity
using verbal positive reinforcement: for encouragement and positive
“well done, great job, so on.” reinforcement

Discussion and Conclusion

This study aimed to examine the decisions STs made and the pedagogical
reasons behind these decisions in TEYL lesson plans and microteaching presenta-
tions. Explored through lesson plans, observations of microteaching presentations,
and reflection notes over an academic semester, the study yielded a range of
decisions and reasons behind them across three STs. Rather than comparing these
STs to each other as in some other studies (Tsui, 2009), the study in this paper
provides a more descriptive and inclusive understanding of the STs’ decisions and
actions in a TEYL context. They prepared lesson plans individually as the course
requirement. While they were preparing their microteaching presentations with
materials and activities based on the lesson plans, they endeavoured to imagine
a typical very young or young learner classroom, their behaviours, reactions, feel-
ings and needs through British Council Kids videos, National Geographic videos,
and other young learner channels on YouTube. Then, they transferred, adapted,
and altered their decisions, plans and actions accordingly before the presenta-
tions. From this aspect, it may be criticised that STs did not observe a typical
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classroom in the Turkish context in which they are expected to teach after the
graduation, and so they did not internalise or understand the problems, situations
or affordances they could meet. Hence, we agree with Nilsson (2009) in that STs
should be provided with sample critical incidents to help them better foresee
and understand the student profile and classroom situations in such methodology
classes.

The first research question aimed to understand the decisions STs made in
TEYL lesson plans and microteaching presentations while the second question
was to identify the pedagogical reasons behind these decisions. Both decisions
and their reasoning appeared to be closely related and complementary in STs’
answers, so we preferred to present them in relation to each other here. Since
they were in a simulated practice context at a pre-service programme and most
of them had not been involved in a teaching practice before, they could not
imagine what the actual young learner classrooms would be like or require them
to react. Hence, their decisions mainly came from the techniques and principles
(the theory) they learnt in the TEYL course.

Mostly preferred techniques for the “transformation” stage appear to be art &
craft activities, using songs, and using visuals. This stage is defined to be the
stage in which teachers adapt their content knowledge (subject matter knowl-
edge) into forms and ways that are pedagogically powerful and responsive to
learner varieties for effective teaching. All STs reasoned that students would learn
best when they imagined the context which was the ocean in one example and
the Halloween party in another. For this reason, they preferred addressing their
visual learning style and imagination, which was parallel to students’ character-
istics as taught in the theoretical part of this course. For fear of losing classroom
management and students’ attention, however, they did not prefer kinesthetic
activities in midterm presentations and lesson plans. They felt incompetent about
learners’ age (3-6 years old and 6-12 years-old target groups) and characteristics
while they were preparing lesson plans for the first time. They believed that
they would not be able to manage the class properly in their first microteaching
attempt, so this became the deterring factor for them. Another reason for this
was the teacher educator’s evaluation criteria. In other words, they thought their
lessons may not continue as they planned or expected in the lesson plan and
this could cause lower grades for the TEYL course at the programme. Unlike the
participants in Asghari et al.’s study (2018), the participants in this study did not
prefer to use the native language of the students. A possible reason for this is the
importance of English mediated instruction as suggested in TEYL theory and the
teacher educator’s limitations of STs about this issue. To better understand these
STs’ tendency, consistency and preference to keep teaching in the target language,
future studies as also conducted by Giingor et al. (2019) may involve tracing,
observing and interviewing novice teachers in terms of pedagogical reasons and
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decisions they made in their own teaching contexts when they become novice
teachers. One limitation of this study might be the fact that although they learnt
in the theoretical part of the course, they could not identify the learner varie-
ties in its exact sense for making their teaching effective and responsive. They
assumed, imagined and contextualised their micro teachings only through videos
and classroom descriptions as defined by the educator.

We are also aware that STs’ decisions appeared mostly in the “transformation”
and “instruction” stages of Shulman’s (1987) cycle. To continue with the “instruc-
tion” stage, STs preferred using a puppet and a storybook about the target theme
because they believed that students at these ages would learn best if their atten-
tion was taken and their curiosity aroused through their favourite materials they
used in their daily lives (Pang, 2016). This finding is in line with that of Nilsson
(2009) in which the participants emphasised the importance of connecting
concepts to the pupils’ everyday world to make it concrete for them. They also
reasoned that if they were engaged in the story which was the learning context
for them, they could achieve interaction, keep their attention, and encourage all
students to speak authentically. Particularly, STs developed more self-confidence
after the midterm presentations as the theoretical knowledge was transferred
into practical knowledge more through sample art and craft, song, game, story-
telling, simple listening, speaking, and limited reading and writing activities in
the TEYL courses. Such a wide range of application of techniques in the class
encouraged STs and deterred them from feeling ashamed of being ridiculous in
front of their classmates. Clearly, as also acknowledged by Nilsson (2009), the
teacher educators must understand the STs’ emotions and reasons which could
limit or enhance their decisions in preparing lesson plans and microteaching
presentations. Accordingly, they may shape their methodology course content by
taking these concerns, limitations or enhancements into consideration at pre-ser-
vice programmes.

Another stage in which STs expressed their decisions and reasons was the
“evaluation” although not varied as in two previous stages. STs decided to check
students’ comprehension by keeping their motor skills active (asking them to
draw and tell), checking their memory (story sequencing activity), and giving
feedback to them (verbal positive reinforcement through “well done, great, so
on). They preferred to evaluate the students’ learning or comprehension at the
end of the lesson which was also the post-stage of the lesson plan (Pang, 2016).
The simulated context made it difficult for STs to understand if and to what
extent students in the real context would understand and learn or not in this
stage. This, inevitably, shows us another limitation of the study resulting from
simulated contexts. For this reason, they only referred to their peers’ comments,
feedback and questions to understand how much a real very young or young
learner would understand or learn in the classroom.
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An important finding in this study is that STs felt confident about the subject
matter knowledge due to the order and content of target topics to be taught to
very young and young learners. The appropriate topics for this age group were
seen as simple and mastery to any language user. For this reason, STs did not
experience any anxiety or lack of self-confidence in the transformation, instruc-
tion or evaluation stages related to the target content. In that sense, the findings
of this study should not be generalised over other methodology courses which
were, for example, aimed for adult learners, but be compared and contrasted
with other studies conducted in the TEYL context at pre-service programmes.
However, their stress emerged from the age, characteristics and learning styles
of this age group of students and the need to simplify the content to the char-
acteristics of these students. As an overcoming strategy, they found it useful to
observe and take notes of the comments and feedback provided by the educator
on plans and performances of their peers throughout the term as also found out
in Cheng et al.’s (2014) study.

In general, STs found the lesson planning and pedagogical reasoning prac-
tices in the TEYL course cognitively demanding but at the same time useful and
awareness-raising. They could figure out the actual reasons and actions behind
their decisions thanks to the pedagogical reasoning oriented lesson plans instead
of trying to obey the course evaluation criteria or the educator’s syllabus only.
Through the pedagogical reasoning oriented lesson plans and interviews on pres-
entations enabled them to reflective reasoning, STs could confirm or change their
emerging beliefs about TEYL and gained multiple perspectives of their peers and
the educator on the teaching and learning that took place in the presentations.
Nevertheless, in order to better understand what STs think, know, believe and do,
there is a need for more in-depth awareness raising studies which explore their
pedagogical reasoning through longitudinal studies in language teacher cognition
research as also suggested by Borg (2003) and Freeman (2002).
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ABSTRACT

Teachers’ scientific knowledge and understanding of science are prominent in determining how
teaching scientific literacy will be integrated in the curriculum. However, in previous literature
in-service teachers’ understanding of scientific literacy has not been studied sufficiently. This
qualitative study aims to close this gap and explore how Latvian secondary school teachers
(N = 23) understand the concept of scientific literacy. In our study, we distinguished three
dimensions of scientific literacy: procedural, affective, and conceptual. Our results indicate that
teachers associate scientific literacy mainly with the aspects related to procedural dimension:
having knowledge about conducting a scientific study, applying scientific methods, and having
an understanding about scientific concepts and processes. Teachers do not perceive themselves
as highly scientifically literate for a variety of reasons. For the teachers interviewed, features of
scientific literacy overlap with media and information literacy and critical thinking. We conclude
that the teachers’ understanding only partly covers the depth and breadth of the concept of
scientific literacy, and differs depending on teachers’ previous education and school subject
thought. The importance of teachers’ (further) education in developing their understanding of
the concept of scientific literacy is discussed.

Keywords: scientific literacy, media literacy, critical thinking, scientifically literate person,
secondary school teachers

Introduction

Schools undoubtedly are among the main developers of appreciation of
science in society and the main providers of science literacy during one’s school
years (Solomon, Scott & Duveen, 1996). However, since the emergence of the
scientific literacy concept in late 1950s, the teaching of science at schools and the
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varied notions of scientific literacy have been an object of heated discussions for
researchers and policy makers. Educational goals or constructs, as said by Wilson
(1986, p. 27), often “take on a life of their own ... before we know, literally,
what we are talking about.” Wilson (1986) has proposed that, before we uncrit-
ically accept (or reject) any educational goal, first we should attempt to answer
the question of meaning, i.e., what is meant by the construct or educational goal?
While on a macro level, the meaning of scientific literacy can change depending
on the context such as the constraints of the curriculum or institution (Miller,
1998; Laugksch, 2000), on a micro level, it solely depends on teachers’ scientific
knowledge, their own understanding of science, as well as their ability to assess
students’ conception of science (Schwartz & Lederman, 2002). Surprisingly, in
this long-standing discussion, the voices of educators and in-service teachers and
analysis of their interpretations of what it means to be scientifically literate and
how such an educational goal can be achieved are understudied (e.g., Choi et al.,
2011). Hence, in the present study, our aim is to examine teachers’ own inter-
pretations of the concept of scientific literacy. The premise of this study is that
by understanding teachers’ conceptualizations, it is possible to propose a vision
on teacher education and further education and to design new curriculum and
professional development frameworks.

In the present study, we also problematize the immoderate focus on science as
belonging to natural (“hard”) subjects that does not equally include social sciences
and humanities (Charlton, 2006). This creates a risk of these disciplines being
marginalized in the debate about school science. Moreover, the long-standing
split between sub-cultures of humanistic/social and “hard” sciences (Snow, 1990)
has never truly been removed from the discussions about scientific literacy in
schools. Besides that, we add this specific layer of analysis to our study because
in the Latvian context, it is intriguing to discuss teachers’ interpretations of
scientific literacy from the school subject perspective due to the current changes
in the educational paradigm. Since the late 1990s, in Latvian school system the
pressure on educators has been mainly to increase the number of students who
pursue education and careers in STEM (science, technology, engineering, and
mathematics) fields (Kiselova & Gravite, 2017; Karaseva, 2017), thus marking
a clear line between the STEM subjects and the rest of the disciplines taught.
However, the current school reform, labeled as “School 20307, is grounded in
competence-oriented and interdisciplinary teaching framework that prepares
students to creatively master the various economic, political, social and cultural
challenges in a rapidly changing world (Birzina, Pigozne & Cedere, 2021). Such
an approach calls for curricula implementation that is based on the principles
of inter- or trans-disciplinarity and the development of students’ inquiry skills
that breaks the long-standing boundaries between school subjects (Goodson &
Mangan, 1995).
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Conceptualizations of scientific literacy

There is no single agreed definition of the term “scientific literacy.” Rather,
a number of conceptualizations exist that stress the varying elements of content
knowledge, attitudes, and skills (for extensive reviews see DeBoer, 2000;
Laugksch, 2000; Roberts, 2007), leading actually to a conclusion that the concept
has become “ill-defined and diffuse” (Laugksch, 2000, as cited in Dillon, 2009,
p. 201). Reportedly first used in 1952, the term “scientific literacy,” states, in
a very condensed manner, that being scientifically literate means “being educated
and possessing knowledge in and about science” (Norris & Phillips, 2016, p. 947).
Norris and Phillips (2003) note that the term is often used to refer to the
following aspects: understanding the nature of science and its relationships with
socio-cultural issues, understanding of science and its applicability, appreciation
of and comfort with science, including its wonder and curiosity, distinguishing
what is and what is not science, ability to use scientific knowledge in everyday
life, appreciation of science, its benefits, and understanding the risks of science,
ability to think critically about science, and deal with scientific expertise. In an
attempt to consolidate the rather scattered aspects of scientific literacy, Miller
(1983) proposed a three-dimensional conceptualization consisting of

a) an understanding of the norms and methods of science;

b) an understanding of key scientific terms and concepts; and

¢) an awareness and understanding of the impact of science and technology
on society.

Similarly, Kemp (2004) has suggested a three-dimensional model of scientific

literacy that entails the following:

a) procedural dimension (learning about science, using science in everyday
life, applying science for social purposes, being able to decode and encode
scientific communication, think scientifically, engage in inquiry, and use
the tools of science);

b) affective dimension (having appreciation for science, interest in science,
inclination to stay up to date with science development and science related
social problems, having objective and open mind, and having self-confi-
dence to use science); and

c) the conceptual dimension (knowledge of science history, science concepts,
science vocabulary, principles of science, and limitations of science, as well
as the understanding of the interrelations between science, society, and
technology, and the understanding of science as a social activity).

Based on an extensive literature review, Chadwick (2018) proposed that
scientific literacy can be defined as consisting of various individual and soci-
etal aspects. She argued that various combinations of competencies and skills of
science, knowledge of the content of science, knowledge of nature of science, and
knowledge of scientific processes (all being individual aspects of scientific literacy)
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impact our interactions with society. For example, knowledge of the nature of
science and understanding about the scientific process supports the development
of sympathetic and critical attitude towards science (a societal aspect of scientific
literacy); while knowledge of scientific content together with competencies and
skills of science enables us to actively participate in scientific society (Chadwick,
2018). A scientifically literate individual also can have a sympathetic and crit-
ical view of science that benefits them in their daily lives (AAAS, 1989; DeBoer,
2000). For example, they can carry out basic critical evaluation and participate in
a discussion about reports of science in the media (DeBoer, 2000).

Advancing the idea of scientific literacy as a multi-dimensional concept, Choi
et al. (2011) have outlined a scientific literacy definition for the 21st century. It
consists of five dimensions:

a) scientific contents;

b) mental habits—communication, systematic thinking, information manage-

ment, and the use of evidence;

c) character and values to act responsibly;

d) science epistemology and the relations of science with society;

e) metacognition and self-direction.

For them, scientifically literate individuals are global citizens who “are active
agents who take responsibility to resolve global issues with moral and social
compassion and ecological worldview” (Choi et al., 2011, p. 682).

In academic literature, quite prominent also are the conceptualizations of
scientific literacy as a continuum. Among the most well-known such frame-
works are those developed by Shamos (1995) and Bybee (1997). As proposed
by Shamos, a continuum consists of the degrees of “sophistication as well as
the chronological development of the science-oriented mind” (Shamos, 1995,
p. 87). For him, the first degree, “cultural scientific literacy,” is the simplest, and
in Shamos’ view, it represents the level of scientific literacy possessed by most
educated adults who know science-related terms and their definitions, and thus
are able to “recognize many of the science-based terms (the jargon) used by the
media, which is generally their only exposure to science” (Shamos, 1995, p. 88).
The second form, “functional scientific literacy,” entails some level of command
of a scientific vocabulary—a “science lexicon” (p. 88)—but it also means that the
individual is able to discuss, read, and write using science terms in a nontech-
nical but meaningful context. A functionally scientifically literate individual
would thus not only be able to read and comprehend a science-based newspaper
article, but would also be able to communicate the content of the article to some-
body else. The third form and level of scientific literacy, “true scientific literacy,”
according to Shamos (ibid.), is the most difficult to attain, because in addition
to the previous forms, also involves, knowledge about the scientific enterprise,
science epistemology, and analytical and deductive reasoning skills.
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Conceptualizations of scientific literacy as a continuum has led to questioning
of whether deep sophisticated knowledge about science is necessary for/is attain-
able to everyone (for “pro” arguments of such a proposition see Shamos (1995);
for a critique of it, see, e.g., Fensham, 2002). As a response, two main views
on teaching science at schools (called Vision I and Vision II) have emerged,
namely the “focus-on-sciences-and-scientists” (Vision I) and the “focus-on-situa-
tions” approaches (Vision II) (Roberts, 2007). Vision I is linked to Shamos’ (1995)
proposed dimension of “true scientific literacy” that is claimed by him not to
be necessary for or attainable by everyone. In the school context, Aikenhead
(2006) has described it as learning or teaching science with an aim to prepare
future scientists. It emphasizes science as a discipline that demands procedural
and propositional knowledge (Liu, 2013), and its subsequent application in
a lab-based environment (Bybee, 1997; 2016).

Vision II (and its extension into Vision III—see, e.g., Roth & Barton, 2004,
Santos, 2009) on the contrary, draws on a socio-cultural perspective of teaching
and learning science, and, as noted by Aikenhead (2006), recognizes that science
is not isolated content, but involves rich cultural connotations (values, attitudes,
power relations), where both the products and processes of science are embedded
in social situations that we face as citizens. Valladares (2021) describes science
teaching at schools as a slowly progressing journey from teaching that is focused
on the memorization of scientific concepts and laws (Vision I), toward a scientific
teaching focused on the study of science risks and impacts on society and, more
recently, on the role of science as a tool for social change (Vision II). Hence,
often the ways of promoting scientific literacy at schools have been criticized for
placing too much focus on a mere body of concepts or indisputable facts (Leden,
Hansson & Redfors, 2017), shaped by the image of laboratory science (Roth &
Lee, 2002). It is said that while striving to achieve the educational goals related
to scientific literacy, schools are missing the sociocultural context of science and
insufficiently covering the epistemology of science (Lederman, 2007; Lederman,
Lederman & Antik, 2013). It is also said that the competing Visions I and II
manifest themselves in current evaluative designs and strategies for teaching and
learning. For example, while PISA evaluations are characterized by contextual-
izing the survey items making it clearly linked to Vision II, at the same time,
TIMSS assessments, through its textbook questions without context, reflect the
spirit of Vision I (Bybee, 2016; Liu, 2013).

Vision II also tries to tackle the long-standing problem of “two cultures”
coined by C. P. Snow in his famous Rede Lecture at Cambridge University in
1959 (Snow, 1990), in which he highlights the sharp division between humani-
ties, social sciences, and natural sciences caused by the narrowing of the notion
of “science” to only include natural sciences and using the term “scientist” to
only refer to a person who works in or studies an area of natural science.
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The Table 1 provides an overview of the various conceptualizations on
scientific literacy summarized above. In this summary, we indicate that most of
the previous proposals distinguish mainly among three dimensions of scientific
literacy: knowledge (cognitive dimension), skills (procedural dimension), and

attitudes (affective dimension).

Table 1. Overview of the various conceptualizations of scientific literacy

in previous literature

Author Knowledge Skills Attitudes

Miller, 1983 an understanding of an awareness and
the norms and methods understanding of the
of science (i.e., the impact of science and
nature of science); technology on society
an understanding of
key scientific terms and
concepts (i.e., science
content knowledge);

National content of science; science process scientific attitude

context of science
Subject competence;
Epistemological
competence

Academy, 1996
Graberet al.,
2001

Norris &
Phillips, 2003

Understanding the
nature of science and
its relationships with
socio-cultural issues;
understanding of
science and its
applicability

ability to think critically
about science and deal
with scientific expertise
Conceptual (e.g. science
concepts; science
vocabulary; broad
principles of science
etc.)

Kemp, 2004

Learning competence;
Social competence;
Procedural competence;
Communicative
competence

Ability to use scientific
knowledge in everyday
life

Procedural (e.g. use
science everyday

life; apply science for
social purposes; think
scientifically; reason
and argues; judge the
validity of claims; solve
problems; integrate
knowledge; engage
inquiry; use some of the
tools of science etc.)

Ethical competence

Appreciation of

and comfort with
science, including its
wonder and curiosity,
distinguishing what is
and what is not science;
appreciation of science,
its benefits, and
understanding the risks
of science

appreciation for
science; interestin
science; objective, open
mind and skepticism;
ethical values; self-
confidence to use
science
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Table 1. Continued

Author Knowledge Skills Attitudes
Chadwick, Knowledge of nature of Competences and skills
2018 science; of science
knowledge of scientific
content;
knowledge of scientific
processes
PISA, 2018 Scientific Science inquiry skills:
understanding: their ability to apply
an individual’s this knowledge to new
understanding of and, at times, non-
scientific concepts, scientific situations
phenomena and
processes

Parallels with media and information literacy and critical thinking

The various conceptualizations of scientific literacy entail understanding of
science communication or abilities to evaluate trusted sources of scientific infor-
mation, hence tapping the domains that are typically attributed to media literacy
(Rosenthal, 2020). The same can be said about critical thinking. Such a trend has
intensified itself due to the growing amounts of science related disinformation,
especially during the current COVID-19 pandemic, and the need to grasp the
complex role that the digital media play in informing audiences about science-re-
lated issues and the cognitive challenges that we experience as media audiences
(Singh & Banga, 2022). For the purposes of this study, we conceptualize scientific
literacy, media literacy, information literacy, and critical thinking as related but
still distinct concepts, and propose that it is fruitful to explore the relationships
between them.

The popular descriptions of media literacy refer to the abilities to access,
analyze, evaluate and create messages in a wide variety of media modes and
formats, and recognize the role and influence of media in society (Aufderheide &
Firestone, 1993; Livingstone, 2004). It is generally believed that there are links
between scientific literacy, how individuals generally use media, and people’s
media consumption habits. For example, proficiency in media consumption posi-
tively correlates with scientific literacy (e.g., see Takahashi & Tandoc, 2016).
Information literacy is often defined as the ability to search for, select, critically
evaluate, and use information for solving problems in various contexts (Bawden,
2001).

As for critical thinking, it refers to disciplined and structured intellectual
process in which an individual engages when he or she conceptualizes, applies,
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analyzes, and/or assesses information obtained from different sources. An indi-
vidual exercises his or her critical thinking by considering the various alternatives
when judging (Ennis, 1987; Hatcher & Spencer, 2000). Previous studies indicate
that skills to critically evaluate the accuracy of scientific information online are
related to practices of information consumption and sharing (Vosoughi, Roy &
Aral, 2018; for a review see Madathil et al., 2015).

The aim of the present study and research questions

To date, few studies have focused on in-service teachers’ understanding of the
concept of scientific literacy (Choi et al., 2011). Moreover, there is a dearth of
studies on the views on scientific literacy of different subject teachers. Hence, in
the present study, we explore how Latvian secondary school teachers understand
the concept of scientific literacy.

In our study, we aim to capture the views of teachers of STEM, humanities,
and social sciences. We examine teachers’ understanding from three different
angles. First, the “meaning” of scientific literacy is clarified by asking our study
participants “How do you describe scientific literacy?”, second, we identify what
are the participants’ views on the “elements” of the concept of scientific literacy
by asking “What characterizes a scientifically literate (or illiterate) person?”,
and third, we apply the lens of reflectivity (Roth & Barton, 2004) by asking how
scientifically literate the study participants feel and why.

Method

Participants. Participants were recruited by using purposive sampling.
Participation in this study was voluntary. Twenty-three individual interviews
were conducted among 25-67 year old secondary school teachers (seven men,
16 women, length of service at the school from one to forty-four years). Teachers
represented the following subjects: nine STEM teachers (Mathematics, Biology,
Chemistry, Physics, Geography, ICT), seven social sciences teachers (Economics,
Psychology, Political science), five humanities teachers (Latvian language, English
as foreign language), one sports and one design teacher. When quoted, study
participants were identified by code number, area of teaching subject (STEM,
SS - social sciences, HS — humanities, other) and age (for example, Al, HS, 28).

Data collection. Semi-structured interviews (40-60 min) were used as a data
collection method. Interview questions were formulated in such a way that it
would be possible to find out teachers’ understanding of science literacy, as well
as to examine the following topics: science literacy, scientific literacy, charac-
teristics of a scientifically literate person. Participants were informed about the
confidentiality of the information collected.

Data analysis. Inductive thematic analysis was used. First, repeated examina-
tions of each interview took place. Then, the search and definition of topics and
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sub-topics was performed. As a result of the thematic analysis, we defined, for
example, the following themes: scientific literacy (knowledge, skills, attitudes),
scientifically (ill)literate person (see Table 2 for topics, sub-topics and examples).

Table 2. Topics, sub-topics, and examples

Topic Sub-topic Example

Scientific literacy Knowledge “l understand that it is knowledge, understanding
of different scientific concepts, processes that are
necessary for everyday life.” (A2, STEM, 39)

Skills “I think that scientific literacy could be related to the
methods of scientific research, its design.” (A1, HS, 28)
Attitudes “Scientific literacy is when we trust scientific
discoveries.” (A11, other, 44)
Information literacy “Literacy is the way they (students) know how to find
information.” (A18, HS, SS, 37)
Critical thinking “I think it is the ability to deal with facts, to argue your

point. Critical thinking — either | accept the facts as true
or false.” (A13, SS, 46)

Scientifically Others “A scientifically literate person goes about his daily
literate person life in a way that is accepted or scientifically proven
throughout the world.” (A10, STEM, 67)
Self | feel more scientifically literate than the average

member of the public because | have written scientific
papers, and | know what to do if you have to gather a lot
of information. (A16, SS, 37)

Results

1. The teachers’ views on the concept of scientific literacy

Following the structural distinction that we established in reviewing the theo-
retical conceptualizations of scientific literacy, we coded the results on teachers’
views on the concept of scientific literacy by looking at three dimensions: concep-
tual dimension (knowledge), procedural dimension (skills), and affective dimen-
sion (attitudes).

On the conceptual dimension, most of the teachers who participated in our
study mainly emphasized that scientific literacy means understanding the general
concepts of science, understanding what a scientific theory is, and knowing
different scientific terms (science vocabulary). Several teachers also noted that
scientific literacy is achieved by developing abilities to think in the ways scien-
tists think. Notion of scientific literacy was explained by comparing them to
media and information literacy and critical thinking, for example, in the words
of one of our study participants:
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The way I understand it [scientific literacy], well, let’s say, I read some text
about what is happening in the world, I immediately think: “The way it was
presented, is it the opinion of one person? Or is it based on some research?”
I think of the human ability to think critically, understanding of which sources
is scientific literature, but which is a gossip page. (A3, STEM, 48)

Our study participants also mentioned that scientific literacy means making
decisions, based on scientific information. However, one teacher insisted that
a “general scientific” literacy does not exist, for her scientific literacy meant deep
knowledge in a specific discipline (A9, HS, 49).

On the procedural dimension, several teachers noted that science is
a process, hence also scientific literacy can be associated with its procedural
properties: application of various research methods, being able to measure, make
conclusions, and compare your findings with the previous literature. During the
interviews, the skills for collecting data were emphasized. One of our study
participants said that “scientific literacy is related to scientific research methods,
their creation, study designs” (A1, HS, 28). When asked to explain more in detail
which research methods teachers have in mind, most of them referred to scien-
tific observations that are typical in natural sciences. As one teacher explained,
scientific literacy manifests through

some issue that people are deeply interested in. In biology and such fields people
can experiment in a laboratory, they experiment with it [the issue] in a lab
environment. (...) Then it is proved, described. This cannot be done without
research. (A12, SS, 53).

On the affective dimension, we coded only two items and found two types
of trust in our data: trust in scientists and trust in scientific discoveries. Both
types of trust were associated with features that overlap with some elements of
media and information literacy, such as being able to critically evaluate informa-
tion sources. As one of the teachers interviewed said:

I haven’t heard such a term [scientific literacy], but I think what it might mean
is trusting scientists who have dedicated their time to researching a problem, not
trusting your neighbor posting on Facebook some rubbish. (A16, SS, 37)

An interview participant who was speaking about the affective dimension
of scientific literacy emphasized the role of science communication that, in his
opinion, could be improved in order to increase the public’s trust in scientific
discoveries and raise the overall level of scientific literacy in the society. He said
that
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scientific literacy is when we trust scientific discoveries when we read about
them in the media. Scientific literacy is that we know how to check resources,
facts, it is similar to media literacy. (...) As nowadays everything we know
comes mainly from the media, including scientific discoveries, therefore in
general, scientists should communicate more with society, then scientific literacy
will also be greater. (Al1, other, 44)

2. The teachers’ views on what characterizes a scientifically literate

person.

When coding our data related to the second research question “What char-
acterizes a scientifically literate (or illiterate) person?”, we initially applied the
same three-dimensional coding scheme focusing on the conceptual, procedural,
and affective dimensions of scientific literacy, however, after reviewing all codes,
we created a fourth—occupational—dimension.

On the cognitive dimension, the views on what characterizes a scientifi-
cally literate/illiterate person overlapped with the descriptions that teachers used
when explaining their understanding of the concept of scientific literacy. For
our study participants, a scientifically literate person was knowledgeable about
scientific theories, about scientific processes, and is able to discuss issues related
to science. Most of the teachers insisted that a truly scientifically literate person
has deep expert knowledge in only one or, in rare occasions, in several fields.
One the teachers explained:

A scientifically literate person is one who understands and has delved into
one field of science, who can explain like an expert. From my point of view,
if I know, if I have studied history, then I can explain something about it, but if
don’t have clarity, then I can’t explain anything. (A7, HS, 51)

For this interviewee, “clarity” meant knowledge of the general paradigms
dominant in the specific discipline. Formal studies finalized with a degree in
one specific discipline was the key to ensure that the dominant paradigms are
learned. She said: “If I hadn’t studied [the field], I could misunderstand things or
understand them not in the right way.”

On the cognitive dimension, we also found that data codes overlap with the
notions of media literacy and critical thinking: several of the study participants
equated scientific literacy with information and media literacy. In the words of
one of our study participants: “Most likely, a scientifically literate person will be
a smart person, an informed person, a person who consumes information care-
fully, and who has skills of logical thinking and critical thinking.” (A9, HS, 49).
On cognitive dimension our participants also emphasized the need to develop
a habit of constantly improving one’s knowledge about science-related matters.
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When describing a scientifically illiterate person, teachers most often said that
such a person does not know scientific terminology (in the words of one teacher,
“does not speak the language of science”), and has limited understanding about
science. Parallels were drawn with information illiteracy and potential conse-
quences associated with the lack of this skill, for example, by saying that such
a erson is an easy target for manipulation.

On the procedural dimension, the abilities to use technologies, different
equipment for engaging in scientific activity, knowing and applying the prin-
ciples of academic ethics, and, more generally, demonstrating evidence-based
behavior in everyday life were mentioned as the characteristics of a scientifically
literate person. In this dimension, we noticed overlaps with information literacy,
when the study participants compared scientific literacy with doing research by
using various information sources before making decisions.

Scientific illiteracy on the procedural dimension, according to our study
participants, manifests itself through arguing against science, refusing to act
according to scientists’ advice, engaging in discussions on science topics without
understanding them, and again, overlapping with information literacy, not eval-
uating information, and not doing proper information analysis before shaping
one’s opinion.

On the affective dimension of a scientifically literate person, participants
noted that such a person trusts science, appreciates science and its discoveries,
is enthusiastic and supportive toward science, is motivated to study, learn about
science, and is self-motivated to increase one’s level of knowledge about science.
On the contrary, a scientifically illiterate person was characterized as distrusting
scientists, believing in pseudoscience, and, as several of our study participants
emphasized, not having interest in the world, and being indifferent to the impor-
tant issues and challenges that we face as societies. It was discussed in the
context of the School 2030 reform, and posed as a challenge that teachers face.
One teacher explained:

If a student has the will and desire to understand science, then they also are
scientifically literate. You can immediately feel that a student wants to do some-
thing, discover something, and check how things work. (A20, STEM, 54)

We established a fourth layer of analysis, the occupational dimension, to
highlight the participants’ views where the professional engagement in science
as the core criterion for being a scientifically literate person was expressed.
Several of our interviewees pictured such a person, in the words of one of the
participants: “He/she is a scientist — creative, passionate, open minded and with
a broad horizon.” (A19, STEM, 46). The views on an illiterate person justified
the creation of this fourth—occupational—dimension, because several teachers
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noted that a scientifically illiterate person is the one who is not professionally
involved in science.

3. The teachers’ views on their own levels of scientific literacy

When asked about their own self-perceived levels of scientific literacy, teachers
were quite modest and in most cases—critical towards themselves. When asked
to assess their scientific literacy on the scale from 1 to 10 (where 1 is “very low”
and10 is “very high”), only three teachers said that they are able to assess their
scientific literacy in numerical terms. The answers that they gave were “between
4 and 5”7, “7” and “between 7 and 8”, indicating that they do not evaluate their
scientific literacy as being high. Instead of assessing their scientific literacy with
a number, several teachers provided reasoning about what makes them feel scien-
tifically literate. One quite often used explanation was that they feel to some
extent scientifically literate because of their knowledge in specific fields — the
school subject that they are teaching or a discipline that they personally are
interested in (e.g., medicine, biology) due to some health issues or some other
reasons. Several teachers responded that they feel to some extent scientifically
literate because they have interest in the subject that they teach at school and
an urge to update knowledge and follow the developments in this one specific
science field. For others, the indicator that they are scientifically literate was
skills in carrying out scientific studies, supervising student research.

Explanations for self-perceived scientific illiteracy. Several reasons can be
identified why the teachers assessed their own scientific literacy as being rather
moderate and actually quite low. In a number of interviews, links between scien-
tific literacy and information literacy can be identified: these were manifested
through, first, self-perceived inability to find, read and understand scientific arti-
cles, and second, self-perceived insufficient information processing habits:- the
lack of skills to evaluate the credibility of information source and find trusted
sources. One teacher explained: “I am moderately scientifically literate, my
problem is that I tend to trust people and information uncritically” (A1, HS, 28).

In one instance, the self-perceived low levels of scientific literacy were related
to the lack of computer handling skills (“I ‘cannot do’ ICT”), and in one instance
were related to lack of foreign language skills that was the main obstacle why
the teacher cannot read scientific studies in their original language of publishing.

We coded two items under the occupational dimension: one teacher said
that she cannot assess her scientific literacy because “only scientists are scientif-
ically literate, and I am not a scientist.” Another teacher explained that “scien-
tific literacy is not for everybody,” indicating later during the interview that the
presence of scientific literacy is related to one’s occupation as a scientist (A23,
STEM, 44).
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Discussion and Conclusions

In this study, we aimed to explore how Latvian secondary school teachers
understand the concept of scientific literacy. We examined teachers’ under-
standing from three different angles. First, the “meaning” of scientific literacy
was clarified by asking our study participants “How do you describe scien-
tific literacy?,” second, we identified what are the participants’ views on the
“elements” of the concept of scientific literacy by asking “What characterizes
a scientifically literate (or illiterate) person?,” and third, we applied the lens
of reflectivity (Roth & Barton, 2004) by asking how scientifically literate the
study participants feel and why. In this section we will discuss, first, the main
findings from the study, and second, provide recommendations for the educators
of teachers and teachers’ (further) education to develop teachers’ understanding
of the concept of scientific literacy.

The thematic analysis of the interviews allowed us to assess the link between
the expectations placed on teachers and their perceptions of scientific literacy,
i.e., teachers are not expected to educate students based on the latest scientific
findings. One of the main themes that emerged from the analysis of the results
is that most teachers don’t see their work as related to science and consequently
teachers do not think that they have a role in introducing students to scien-
tific discoveries and establishing links between the school science and students’
daily life. Most of our study participants said that they follow the prescribed
curriculum and use ready-made teaching materials and textbooks that do not
tell how to use science to explain everyday phenomena. It indicates the domi-
nance of Vision I (Roberts, 2007) approach where the school science means “lab
science”, while the current educational reform in Latvia “School 2030” requires
the opposite by postulating that every student should be scientifically literate,
understand the process and challenges of science in order to be able to build
one’s own opinions based on facts (Skola 2030, n.d.). We conclude by arguing
that there seems to be a gap between the core ideas of the new curriculum and
the fact that teachers who are now implementing it have difficulty in seeing the
links between their subjects taught and science, and understanding that science
is an interdisciplinary effort, and is heavily theory-laden (Choi et al., 2011).
Paradoxically, teachers teach science-based knowledge and scientific discoveries,
but their perceptions lack this link between the subject and science, i.e., they do
not see themselves as promoters of science.

Another important finding was the realization that teachers align scientific
literacy with deep knowledge in one field or discipline. It became most evident
when teachers were speaking about their own levels of scientific literacy and
compared this with disciplinary knowledge in the subjects that they teach. In
their utterances, teachers highlighted that one universal scientific literacy and
general understanding of the nature of science does not exist, but it is tied to
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the expertise in a specific discipline. Moreover, teachers’ understanding about
scientific literacy referred mainly to the procedural dimension or one’s abil-
ities to carry out a scientific study, collect and analyze data, etc. Much less
attention was paid to the epistemology of science as well as the conceptual
dimension, especially the social aspects, relations between science and society.
In previous literature, it is documented as a disciplinary literacy that is devel-
oped by teachers as representatives of different academic disciplines and used
to produce and construct knowledge within one specific disciplinary community
(e.g., Zygouris-Coe, 2015; Rainey et al., 2017). As a conclusion, we agree with
previous literature that there are risks with such an approach, as warned by
Holbrook (2010). He notes that scientific literacy must by all means be developed
in a meaningful social context—the real world outside the walls of the school,
where the everyday challenges require interdisciplinary thinking and solutions
that do not derive from one specific discipline. If there is too much emphasis
on preserving the subject boundaries and focusing on the disciplinary content
without links to a larger picture, the true purpose of teaching scientific literacy
becomes hidden (Lederman, Lederman & Antik, 2013).

During the data analysis, it became obvious that scientific literacy is not inte-
grated into the professional identity of teachers. Many of them did not assess
their own scientific literacy as being high, and generally proposed that scientific
literacy is possessed by those people who can be called as scientists because of
their occupation and workplace—an academic institution or a scientific institute.
For teachers it is much easier to identify themselves as being information literate,
data literate, and media literate than science literate. These former literacies
were familiar to teachers and these encompass skills that many teachers reported
as being trained to use in their daily work. Our conclusion here is that this
finding once again highlights the gap between everyday school life and science:
teachers are familiar with the basic facts of science they trust science and use its
results, but are not always aware that the knowledge of scientific methods and
the understanding of the nature and process of science is necessary for everyone,
not just scientists. Here again we established parallels with the Vision I on scien-
tific literacy (Shamos, 1995). It is something to consider in the light of the recent
educational reform School 2030 that is drawn on cross-disciplinarity.

Speaking about teacher (further) education, in the context of School 2030 and
also within the post-pandemic context, we suggest adding additional emphasis on
two issues. First, the broadness of the concept of scientific literacy is not covered
sufficiently in teacher training programs. Our analysis shows that teachers are
mostly directed toward learning the procedural aspects of scientific literacy,
while the conceptual and affective domains lay untouched. Also, the conceptual
clarity must be established, distinguishing between various literacies—scientific
literacy, media literacy, information literacy, and other literacies, of course, also
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indicating the overlaps between these similar but still distinct concepts. And
second, teacher educators should pay more attention to the cross-curricularity
aspects of scientific literacy development of student teachers and also in-service
teachers. Our results indicate that the subject boundaries influence the teachers’
views on the concept of science and inevitably also their teaching of science.
It would be preferable also for helping students to establish a coherence between
different school subjects (McClune, Alexander & Jarman, 2012) which a highly
appreciated path to take for implementing the Vison II approach in teaching
science in schools (Valladares, 2021). Here we can refer to recent studies
conducted in Latvia that highlight the necessary changes for teacher educators
and teacher education curriculum in Latvia (Pipere et al., 2022; Odina, Mikelsone
& Grigule, 2021), e.g., to include in all subject teaching more topics related to
scientific literacy such as research ethics, presentation of scientific results, and
others (Davidova & Zarina, 2021; Jurgena, Cédere & Kevisa, 2015).

Our suggestion for future studies is related to the teachers’ views on the struc-
ture of the concept of scientific literacy. In teachers’ views, it was overlapping
with various other literacies, especially media literacy and information literacy.
Critical thinking was seen by our study participants as a fundamental aspect
of scientific literacy, too. Of course, previous literature outlines that informa-
tion literacy and critical thinking are necessary for the development of scientific
literacy (e.g., Rosenthal, 2020; Takahashi & Tandoc, 2016), but they are not the
same concept. Our small sample and qualitative approach allowed us to catch
a glimpse here on the given problem, but our findings indicate that there is
a need to study this further and capture the teachers’ perceptions of science and
scientific literacy knowing that the ways how teachers integrate scientific literacy
promotion in their teaching solely depends on their scientific knowledge and
their own understanding of science (Schwartz & Lederman, 2002).

Limitations of the study are related to the small size of our sample and the
qualitative approach that does not let us generalize our findings.
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ABSTRACT

Stress is a typical reaction to internal or external factors that are disrupting equilibrium in
one’s life or daily routine. In this study stress in considered as a multifaceted factor resulting
either in good or bad outcomes depending on one’s mindset and context. The context of the
study is the second wave of the COVID-19 pandemic when University students were forced to
continue to pursue a remote learning experience and had to adapt to new learning norms and
circumstances. The focus of the study is on how the pandemic and the remote learning have
influenced students’ stress resilience and how it correlates with their coping strategies. As for the
theoretical framework authors have chosen a biopsychosocial (BPS) model where a challenge or
a threat is related to the way we think about situational demands and find coping resources that
are available to interact with the stressful situation. Stress resilience in this article is discussed
as an effective comping mechanism in order to regain the equilibrium. The aim of the study is to
explore the factors causing stress of bachelor level students in one of the regional universities
of Latvia and their coping mechanisms with stress during the 2" wave of pandemics. The design
of the study is a complementary use of quantitative and qualitative methodology that allows in-
depth exploration of students’ experience during the second wave of pandemic. The methods or
instruments: The authors chose students’ diary as a means of reporting events that are causing
stress in students’ life as well as a questionnaire with the students who are engaged in diverse
programmes during the second wave of the pandemic (n=196 students) and factors determining
their stress resilience.

Keywords: stress resilience, coping mechanisms, pandemic, digitalization, higher education
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Introduction

The pandemic has started in year 2019 in China, in the city of Wuhann at
the end of 2019 and expanded all over the world. The pandemic took place
throughout year 2020 and this study was carried out in the 2nd wave of
pandemic when universities have already made a transition to a remote teaching
and students have already adjusted to a New Normal. Universities of Latvia have
successfully adapted the model of remote learning in the 2nd wave of pandemic.
Major social, political, and economic changes that took place worldwide due to
COVID-19 pandemic have caused changes in everyday reality, work routine, life
style, job structures and interaction patterns. Pandemic caused social distancing,
lockdowns, thus leaving negative long-term effects on majority of people. The
new situation caused stress among people resulting in a long term health and
social implications. Uncertainty about the future made it difficult to plan the
future and generated psychosocial stress among people. The current study focuses
on students’ stress resilience during the 2nd wave of pandemic and their coping
strategies.

Anxiety and stress became normal responses in new circumstances. Anxiety
can be considered as a normal reaction to a situation that is new and unpredict-
able, causing changes in concentration, irritability, anxiety, reduced productivity
and interpersonal conflicts (Vinkers et al., 2020). Pandemic also has caused feel-
ings of loneliness, the fear of being infected, and not receiving adequate infor-
mation (Brooks et al., 2020). Stress impacted sleep, memory, and attention (Goff,
2011). Academically stress affected performance and students’ ability to cope
with tasks. Finally, it affected their ability to learn. The New Normal influenced
peoples’ feelings, thoughts and actions in new circumstances and affected almost
all spheres of life.

The circumstances of a New Normal were perceived by students as loss,
threat, or challenge. Some students were not able to follow remote classes due
to a low internet connection or work obligations. Some students had a diffi-
culty in attending online classes due to work obligations. This all was causing
anxiety and stress. Adaptation to a new circumstances affected psychosocial
and emotional development of undergraduates. Undergraduate students usually
experience stress related to academic pressures and a lack of socialization with
classmates and difficulty in adapting to changes in University’s life and e-environ-
ment. A systemic literature review indicates that undergraduates are undergoing
anxiety and stress and other mental health disorders (Auerbach et al., 2018;
Jiao, & Zhang, 2007).

Uncertainty of the situation has caused problems with sleep and made some
students to adopt sedentary lifestyles (Alzahrani et al., 2021). Some students
perceived a new situation as a challenge, assessed their resources how they
can do to adapt to new circumstances and were quite successful to adjusting to
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new circumstances. They assessed a new situation rationally if they can solve
it, removed the threat, based on available sources and personal capacity and
available strategies, while others complained and did nothing.

The perceptions of people depend on many personal and environmental
factors. Coping is highly subjective and may lead to either homeostatic func-
tion or it might be a transformational experience leading to positive or nega-
tive change. Person’s reaction to stressful situation is influenced by individual’s
profile, intellectual ability, and a willingness to take risks. The aim of the study
is to explore the factors causing stress of bachelor level students in one of the
regional universities and their coping mechanisms with stress during the 2nd
wave of pandemics. A biopsychosocial (BPS) model serves as a good theoretical
framework to relate stress and anxiety to a multiple factors, such as biological,
psychological and social factors. This is a transdisciplinary and holistic approach
indicating to the existence of interrelatedness of multiple factors. A dynamic
interplay to all those components provides a comprehensive understanding of
person’s reaction to stressful events. Psychological events address thoughts,
emotions and behaviour, as well as coping strategies and one’s temperament.
Psychological issues such as anxiety, low self-esteem, negative thinking can influ-
ence a well-being of an individual both directly and indirectly. Social aspect
includes peer relationships, availability of support, socioeconomic status and situ-
ation at work. One of the criticisms of this model was its complexity and holistic
nature and difficulty to apply it in a resource poor settings since it requires
training and availability of multidisciplinary teams consisting of psychiatrists,
mental health specialists, social welfare workers to allow a holistic understanding
of the biological, psychological and social factors of an individual (Babalola,
Noel & White, 2017). Still, biopsychosocial model holds a promise for team work
of professionals for increasing of a well-being of an individual.

Coping Strategies in Dealing with a New Normal

New norms in social life and education made students to reflect on their inner
strength that might elevate their resilience (Cosmas, 2020). Every individual has
his/her own strategies for dealing with new circumstances.

Coping involves cognitive and behavioural efforts of students to manage
stressful situations (Lazarus & Folkman, 1884). Ben-Zur et al. (2002) point to
problem-focused and emotion-focused modes on reacting to a new stressful situ-
ation. Problem-focused coping is aimed at managing future threats and involves
efforts of an individual to change his/her interaction with a new situation.
Emotion-focused coping is aimed at reducing, preventing or tolerating emotional
reactions to a new stressful situation. When a new situation can be controlled,
problem-focused coping strategies dominate, while when new situation is consid-
ered as unchangeable, a person applies emotionally-focused coping (Lazarus &
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Folkman, 1987). Carver, Scheier & Weintrab (1989) pointed to limitations of
problem and emotion-driven approaches by adding active coping and planning
strategies.

There are several studies that are focusing on the use of problem focused
coping strategies and indicate to a positive correlation with high achievement in
examinations while dealing with stressful events in one’s life (Ben-Zur, 2002). In
some studies it was discovered that emotion-focused coping strategies correlate
positively with psychological distress (Ben-Zur, 2002). The study carried out by
Norlander, von Schedvin and Archer (2005) indicates, that self-actualized affec-
tive students’ score was highest while the self-destructive personalities show lowest
scores on coping with a new stressful situation. Self-actualized group of students
had the lowest levels of stress, highest receptivity to change and active coping
strategies, while the self-destructive group of students displayed the highest level
of stress, lowest receptivity to change, and passive coping strategies. Among the
coping strategies they have mentioned ‘emotional support’ and ‘growth.” Self-
actualized personality type of students displayed high positive transformational
coping and growth in a new situation (Norlander, et al., 2005).

Self-destructive personadlity types of students have experienced high levels of
stress. They were lacking receptivity to change, flexibility and were not capable
to take a control over a new situation (Norlander, et al., 2005).

There are number of tools that were developed for assessing one’s coping
strategies in a new situation. Among them is SVF120 scale implying 20 coping
strategies: positive coping strategies: minimization, denial, distraction, relaxation,
situation control, positive self-instruction; and negative coping strategies: rumina-
tion, resignation, self-blame. Emotional and behavioural withdrawal, and the
use of alcohol are classical examples of avoidant coping behaviour (Lawler et al.,
2005). Passive coping strategies are correlate with psychological distress and
depression (Snow-Turel et al., 1996). Among the active coping strategies one
can mention one’s cognitive ability to use behavioural or psychological strate-
gies to change stressor or view on how the stressor is perceived by developing
higher adaptability to a new situation and psychological resilience. Resilience
among young adults positively relates to extraversion and conscientiousness.
Resilience among sportsman in competitive situations is higher for those who
apply active coping strategies. Humour is also seen as active coping mechanism
with a new and stressful situation in the face of acculturative stress (Cheung &
Yue, 2012).

Numerous studies indicate to faith, religion and spirituality as significant factors
that enhance greater resilience among the students (Cornah, 2006). Students
engagement in religious activities, payers may help students to search for
a meaning in the face of difficult circumstances. They are healthier and happier
as compared with those for whom religion and spirituality is less important
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(Ellison & Fan, 2008). This study is focusing on stress resilience of students
during the 2nd wave of COVID-19 pandemic resulting in anxiety, depression,
health problems and the disruptions of everyday life patterns, as well as perva-
sive and lasting consequences for the mental health for many people.

Stress Resilience During the 2" Wave of Pandemic

American Psychological Association (2019) defines psychological resilience
as a process of good adaptation in the face of adversity, trauma, tragedy, threats
and in the face of other significant stressors such as family, relationship prob-
lems or other problems. Resilience can be defined as one’s capacity to adaptively
overcome stress and to maintain normal psychological functioning (Southwick &
Charney, 2012). Precker (2020) refines resilience as person’s capability to bounce
back in any stressful situation. There is no single definition of resilience. Still,
Staroverky (2012) points to a set of characteristics contributing to development
of resilience, such as optimism, altruism, moral compass, faith and spirituality,
humour, good role models, social support from peers and family, ability to leave
a comfort zone, and having a purpose in one’s life, aim that helps to overcome
failures and any difficulties, and resilience training. Rampe (2010) suggests ten
pillars of resilience that are based in positive psychology: optimism leading to
take positive action, acceptance of situation, focusing on potential solution,
taking responsibility about one’s life, overcoming the role of victim of new
circumstances, building a network of support and planning a flexible strategy for
dealing with challenges.

Latest research in the field have identified mechanisms encompassing genetic,
developmental, psychological factors that determine development of resilience
(Wu et al., 2013). From the developmental perspective, severe events in child-
hood affect negatively the development of stress response system, causing long
lasting damage. Such factors as positive family relationships, peer relationships,
supportive adults, and self-discipline that contribute to resilient functioning
(Burt & Paysnick, 2012). Resilience has been widely studied among students
and its effect on their well-being in alleviating depressive symptoms (Smith and
Yong, 2017). Numerous studies indicate that resilient individuals have strong
coping abilities and have a positive view on themselves (Szanton & Gill, 2010).
Resilient people display confidence and determination that is critical for studies
in the higher institution to endure adversity. Resilient individuals have behav-
ioural, cognitive and emotional abilities to manage changes and crises (Alvord
et al., 2016). Resilient people have more positive look on life, they see the bright
side in every situation. Higher education students experience a number of prob-
lems, to begin with micro stressors such as academic requirements, financial
issues to macro lever stressors, such as a new environment and new require-
ments (Kummaraswamy, 2013). As Carver et al., (2010) reported, optimists have
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low hopelessness and helplessness and less use of avoidance coping strategies in
stressful situations.

Among the supportive measures one can mention social support from adults,
peers, and a shared sense of values, health, supportive environment and religious
beliefs, as well as help in developing mastery over life stressors (Werner, 2012;
Southwick & Charney, 2012). Among the psychological factors that influenced
one’s resilience and stress tolerance are cognitive processes, personality traits, opti-
mism, as well as active coping mechanisms. Optimism is seen as the expectation for
good outcomes and the use of active coping strategies, larger social networks and
connectiveness (Colby & Shiften, 2013). Friends and family members also play
a critical role in building students’ resilience (Kozina, 2020).

Among the other factors of resilience to be mentioned are cognitive reap-
praisals: ability to monitor negative thoughts by replacing them with positive
ones (McRae et al., 2012). One’s ability to cognitively reassess traumatic or
stressful events in one’s life can help in developing higher resilience. As Victor
Frankl wrote, finding meaning even in the most devastating circumstances, is
the most powerful motivation and a diving force (Frankl, 2006). People with
a cognitive reappraisal ability exhibit higher resilience. Moral compass or value
system is typical for resilient people. Religion or spirituality is seen as a facet of
one’s moral compass (Southwick & Charney, 2005).

In the circumstances of current crises this is essential to learn to take control
over a situation as much as possible. As Vinkers et al. (2020) assert that resil-
ience exists not only at the individual but also at the community level. There is
some kind of communal resilience that helps to cope with a new situation. In
Latvia, local Municipalities supported schools with technologies for the disadvan-
taged families, Universities have offered training for the staff members to work
online. The first outbreak of pandemic equipped universities and students with
the resources to handle a new situation in case of its reoccurrence. Interventions
carried out during the first wave of pandemic, like ensuring access to studies in
an online environment and taking initiatives locally, helped all agents involved to
deal with the situation more efficiently. Numerous studies have been conducted
on stress resilience among the students from nursing programs who experienced
the highest level of stress (Liang et al., 2019). Fostering students’ resilience is
particularly important to be successful at the university and in building inner
strength. Such training fosters students’ positivity, problem solving ability
and resourcefulness. Among the factors that foster resilience are peer support,
mentoring and networking (in whats up groups or other media).

Resilience Scales

There are numerous tools available to measure resilience. Among the popular
ones are Connor-Davidson Resilience Scale (CD-RISC) that measured resilience in
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stressful conditions and contains such aspects of resilience as personal compe-
tence to deal with stressful events, acceptance of a need for a change, tolerance
of stress, control over a stressful situation and spiritual strength to overcome all
the difficulties. Academic Resilience Scale (ARS-30) helps to preserve even in the
midst of any difficulty and to gain achievement. It focuses on preservice, adap-
tive self-seeking, negative affect and emotional self-response. Scale of Protective
Factors (SPF) developed by Ponce-Garcia et al (2015) focuses on resilience for the
individuals who have experienced trauma. Predictive 6-Factor Resilience Scale
(PR6) focuses on self-efficacy, emotional regulation, preservice and hardness,
reasoning and collaboration. The Ego Resilience scale (RS-14) developed by Block
and Kremen in 1996 measures one’s adaptability to new circumstances.

Coping Strategies Among University Students

There are numerous qualitative studies that have been carried out on coping
strategies among the university students. For example, qualitative semi-structured
interviews were carried out with eight academically successful Latino students
(Borjian, 2018), indicating to a high motivation as a main driver for an academic
success and survival in any difficult situation. Individual interviews were carried
out with ten at risk students (Bowen, 2016) that indicated to supportive strate-
gies, strong peer group support, adult mentoring and intrinsic motivation as the
main coping strategies in the university setting. Another qualitative phenome-
nological study carried out was focusing on the experience of Latino students
(Cavazos et al., 2010) and revealed that goal setting, interpersonal relations,
intrinsic motivation, internal locus of control are the main factors of resilience
in the educational process. Another qualitative study involved interviews with
twelve academically successful Latino students (Welsh, 2012) and pointed out to
the importance of family and social support in the process of remote learning.
Numerous studies have proved that by improving students’ stress resilience,
Universities contribute to students’ success in academic performance and enable
them to deal with stressful events.

Coping strategies relate to cognitive and behavioural changes and manage-
ment of internal and external stressors. Several studies have singled out three
main coping strategies: 1) problem-focused coping that is task-oriented coping, 2)
emotion-focused coping that help with diminishing stress via emotional responses,
like anger and self-preoccupation; and 3) avoidance coping strategies like avoiding
stressful events rather than actively dealing with them (Chen, 2016). Positive
coping strategies are leading towards positive adjustments in stressful events and
decreased a level of anxiety, and students who were more optimistic and used
positive coping strategies could manage stress more easily. The research confirms
that female students use help-seeking behaviours and emotion focused coping
strategies more as compared to males (Liu et al., 2017). There is higher use of
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positive coping strategies among medical students in comparison with non-med-
ical students. This can be explained that medical students have more knowledge
of coping strategies and mental health than non-medical students (Wu et al.,
2020).

Research Methodology and Participants

For the purpose of this study a questionnaire was carried out among the
regional university students on their main stressors, stress resilience and coping
mechanisms. In total, n = 196 students took part in a questionnaire. The ques-
tionnaire was offered to fill in to all students of education and nursing program
in an online format. Students were asked to fill in a questionnaire on voluntarily
bases. Among the participants were the students of education, management,
nursing and IT. The majority of participants who comprised the sample were
bachelor level nursing and sport students. According numerous international
studies this group of students experienced stressful situations more often than
other students since they were having huge workload during the pandemic, they
were working under a constant threat and fear of getting infected.

To ensure the validity of data, the authors have used students’ diaries and
their self-monitored data about their everyday stressors and coping strategies.
In depth qualitative meta-ethnographic approach on students’ perspectives
contributed to building an overall picture on students’ stress resilience. The
other research method used for the purpose of this study were students’ elec-
tronic diaries. They were asked to monitor stressors and coping strategies weekly
on a voluntarily bases. The researchers have guaranteed the anonymity of the
research participants.

All data was gathered, carefully categorized and analysed. Among the limi-
tations of the study is a single regional university therefore findings cannot be
generalized to other Universities. Another limitation is a low response rate due
to electronic survey distribution. Despite of a low response rate, the sample was
substantiated of (n = 196) participants, which is sufficient enough to examine
statistical data. The authors also considered selection bias of students who took
part in this study as an additional potential limitation, since majority of respond-
ents were from nursing training programs. But, gathering students’ perspectives
on resilience is essential for filling up the gap and informing training practice.
This study has limitations in a sense that sample is comprised of a small sample
of regional University and can not be related to international settings.

Research Findings

The survey data indicated that among the most frequent problems during the
pandemic the students have mentioned sedentary way of life (Mean = 2.08), and
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a feeling of being tired (Mean = 3.50), as well as difficulty in getting up in the
morning (Mean = 2.62), anxiety (Mean = 2.25), and a difficulty with concen-
tration (Mean = 2.35). Among the main worries/stressors the students have
mentioned was not having enough time for rest (Mean = 2.16), doing thing in
a hasty way (Mean = 2.27) without a deeper engagement and understanding of
an issue; not having enough time for hobbies (Mean = 2.10) and not being able
to cope with personal problems (Mean = 2.75). The main stressors were related
to students studies rather than to their everyday life. Students have developed a
good balance between their personal life and studies, therefore not all stressful
situations are related to their studies.

Data derived from students’ diaries indicate that among the most often
mentioned stressors in students’ diaries are factors related to their family life, like
illness or a death of a family member, care of elderly family members, financial
difficulties, and everyday issues, like, forgetting a pin code, health issues, the
noise of drilling behind the wall that irritates the students; physiological issues,
like, insufficient sleep, back pain from a lack of movements while studying at
home office. Since many students combine their studies with work, they have
mentioned a number of work related stressors: conflicts with the colleagues at
work, intensive workload, fear of getting infected at work, not being able to
attend classes because of a heavy workload at work. Majority of respondents
(n = 123) were students who are engaged in nursing, therefore, they have
mentioned their workload as one of the stressors along with e fear of being
infected, lack of time, stress caused by a fear of vaccination, fear of increasing
accommodation fees, health issues of family members, positive COVID-19 test
result. Among the main stressors related to their studies they have mentioned diffi-
culty to combine work and studies, to attend classes, to complete all the assign-
ment in time, back pain because of long hours spent in zoom. Since the research
was carried out during the 2nd wave of pandemic, students partly adapted to a
new situation in the university and related stressors mainly to their private and
family life. Since majority of students are having their families they have devel-
oped a good study-work—family life balance, therefore studies in the university
was not their main stressor.

Among the coping strategies during the 2nd wave of pandemic as mentioned
by Carver (1998) and Norlander et al. (2002) as the most highly effective were
social support that was received from the family members and friends, among the
low effective strategies in a long run were the use of alcohol and sweets.

Among the cognitive and transformational strategies were one’s ability to change
ones destructive and negative thoughts about one’s future, but among the growth
strategies the students have mentioned ability to accept the situation philosophi-
cally, not being worried about things that cannot be changed or controlled and
taking control over the things that can be controlled or changed.
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Among the healthy coping strategies, students have mentioned: a healthy diet,
sport, listening to music, expressing one’s emotions, time management, aroma
therapy, crying while watching a sentimental movie, walks in the nature, time
spent with the family members, cleaning the room, swimming, humour, fishing
and gardening.

Table 1. Students Responses in Their Diaries

Response to a Description Example from students’ diaries

stressful situation

Minimization Devaluate intensity, ‘This situation will end one day, it cannot
duration orimportance of  last forever’
stress

Distraction Distraction from stress ‘In order not to think about the future | take
related activities/ a bigger workload at work and study and do
situations both have time to be depressed or stressed’

Substitute Turn to positive activities ‘I try to find positive emotions in small

Gratification everyday things: | am listening a good

music, going for a walk,

Situation control  Analyses of situation, “if something is unclear, | contact my mentor

planning actions, and clarify the situation’

controlling solving problem ‘Every evening | discuss things with my
husband, we share some worries and think
how to solve them’

Control of Keeping ones reactions ‘When | cannot cope with a situation, | go for

Response under control a walk, hug the tree and get more positive
energy out of it. ¢

Positive Self- Encouraging one to control “l try my best to adjust to a changing daily

instruction situation routine, changing regulations’

‘1 go and plant flowers, meet friends and
discuss our concerns and worries’
Social Support Looking out for somebody  “In case of some unresolved problems | talk
to talk, for social support to with my family members, | go for regular
resolve stressful situation ~ weekend trips with them or to suburbs.’

Avoidance Avoiding stressful situation “I prefer not thinking about pandemic at all
as if it does not exist at all”
Escape Tendency to escape a “In order not to spoil my mood and not let
stressful situation the situation in, | simply was focusing on

my hobbies, | was listening to music and
pretending that the situation with Covid is a
fiction, it is only artificially created reality by

somebody”
Rumination Breaking off from ones “I have learned to switch my attention to
destructive thoughts other things, restarted redecorating my
apartment, started jogging.”
Resignation Giving up feelings of “Even in helpless situation | try to find a

helplessness solution”
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As one of the students wrote: ‘I am listening Beethoven’s sonata and it always
improves my mood.” While the other wrote: ‘I have learned to accept the situation
as it is.” or ‘I look at things philosophically and do what I can and what I can change.’
Some students have mentioned cognitive reasoning what they have practiced in
stressful situations: ‘In stressful situation I stay calm for a while and try to analyse
things, until the picture gets clearer and the solution comes into my mind.’

Majority of students in their diaries have mentioned social support as a coping
strategy that they have received from different sources: family members and
friends, as well as from their peers. As one of the students wrote: ‘Even a short
message received in my smart phone from my friend is worth more than ten thousand
words in time of pandemic.’

Among unhealthy or low effective coping strategies in a long run students have
mentioned an overuse of sweets, coffee and alcohol. Among the self-destructive
strategies, students have mentioned fearful thinking, depressive thoughts about
the future, one’s health.

Among the most frequently mentioned coping strategies, students have
mentioned physical exercises, listening to a preferred music, better time manage-
ment, waking, time spent with their family and friends, yoga, meditation, sweets
and alcohol.

Table 2. Pearson Correlation Between Different Aspects of Students’ Self-Care and Stress
Resilience

Correlations

Indicators of Self-Care

Self-care — Physical aspect Pearson Correlation 364
Sig. (2-tailed) .000
N 198
Self-care — Psychological aspect Pearson Correlation 146
Sig. (2-tailed) .040
N 198
Self-care — Emotionally Pearson Correlation 234
Sig. (2-tailed) .001
N 198
Self-care — Spiritually Pearson Correlation .075
Sig. (2-tailed) .296
N 198
Self-care — Social-Relational Pearson Correlation .161
Sig. (2-tailed) .024
N 198
Self-care in educational process Pearson Correlation .192
Sig. (2-tailed) .007

N 198
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The qualitative part of the study indicate to quite good level of emotional
and physical self-care among the students, as well as a spiritual care. The higher
is self-care for oneself in adverse situation, the higher is students’ resilience in
adverse circumstances. Students have managed to establish good relationships
with peers and families as well as found ways of emotional coping as strong
factors of resilience.

The highest level of care among students was in the physical (Mean = 1.69)
and emotional (Mean = 1.95) dimension of self-care, the lowest indicator was for
a spiritual self-care (Mean = 1.56). The higher was students’ emotional sphere,
the higher is stress resilience (r = .234). Emotional sphere relates to students’
ability to maintain good relationships with people who are important in their life,
receiving from them support and understand, allowing to express emotions (anger,
sadness), finding things that make them laugh, re-reading favourite books, and
watched movies. The indicator of psychological self-care (Mean = 1.53) include
care about themselves, taking into account one’s inner experience by listening
to beliefs, feelings, practicing strategies how to reduce stress in life, being open
to receive psychological support from others. This means that during the first
wave of pandemic students have developed mechanisms of emotional self-care
(management of emotions, walking, doing exercises) so that during the 2nd wave
of pandemic these indicators were quite high and increased higher stress resil-
ience. The better they were able to cope with their emotions, the higher was
there stress resilience.

Conclusions

The coronavirus pandemic has caused a long term impact on students’
everyday life and affected their life style and communication patterns. Anxiety
and stress were normal responses in these extreme circumstances. Some students
responded to a new situation highly adaptively, dealing with emerging challenges,
while some students were unable to cope with a new situation. Therefore, the
impact of the pandemic is very heterogeneous. Coping is highly subjective and
may lead to either homeostatic function or it might be transformational and
lead to positive or negative change. Students’ reaction to stressful situation is
influenced by individual’s profile, intellectual ability, and willingness to take
risks.

Recourses and coping strategies during pandemic affected the whole commu-
nity. Among the most widely adapted coping strategies University students used
cognitive problem coping strategies and a social support (keeping ties with friends and
families, networking). Promoting social connectiveness is of the most importance,
since loneliness and social isolation made more difficult to overcome pandemic.
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Among the most efficient strategies as mentioned by the students were plan-
ning a daily routine and promoting self-care. Physical exercises and a healthy
diet are among efficient means to promote stress resilience as mentioned by the
students. One of the factors that can facilitate coping with a new situation, is
efficient leadership in the organizations that helps students and staff members
with the clarification of a new situation at work.

The upcoming pandemics will continue to affect students therefore govern-
ments and educational institutions need to be ready to provide efficient means
for building resilience. Resilience training can mitigate the effects of the diverse
events and will build stress resilience of students during any upcoming global
pandemics. Gathering students’ perspectives on resilience is essential for filling
the gap in the current research and informing training practice.
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ABSTRACT

Personalized learning as a new trend in inclusive education is undoubtedly influenced by
teachers’ reflections before and after its implementation. The carried-out reflection allows each
teacher to change previously established positions for the implementation of the educational
activity, to reach the ability to change his points of view according to the strengths and potential
of the students, and thus achieve greater efficiency in the learning process. Through realized
reflection, each teacher creates creative attitudes towards and for the learning process and
undoubtedly a more complete unity between consciousness and responsibility for the learning
process and behavior.

A focused study was conducted with three groups of teacher-respondents. The groups are
structured accordingly: the first group of 15 primary teachers, the second group of 15 high
school teachers, and the third group of 15 resource teachers. The reflective activity of the three
groups of teacher-respondents at different levels of reflection towards personalized learning
is investigated: intellectual reflection in learning, personal reflection, reflection as dialogue,
reflection in problem situations, and undoubtedly praxeological reflection in the two variants of
manifestation: professional and technological reflection. The results demonstrate higher levels
of reflection as dialogue and praxeological reflection in primary and resource teachers compared
to primary teachers, and higher levels of reflection in problem situations and intellectual
reflection in primary teachers compared to primary teachers. It turns out that the reflection of
the teacher-respondents on personalized learning is strongly influenced by the cultural and
existential reflection in the three groups of respondents. With all the teacher-respondents,
the critical reflection towards personalized learning is very vividly demonstrated, which finds
expression in the presentation of one‘s own pedagogical experience and one‘s own pedagogical
intuition. There is a dynamic from a-reflection to reflection to personalized learning with the
A-effectiveness of both respondents and students.

Keywords: inclusive education, personalized learning, reflection, self-efficacy, teachers
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Introduction

Inclusive education develops in the direction of developing an approach to iden-
tifying the strengths and potential of each student and each teacher. Personalized
learning makes it possible to implement this approach, in which the teacher,
according to his own strengths, teaches the whole class in a way that each student
can perceive, understand, make sense of and learn the learning content according
to his strengths and the capabilities he possesses. The implementation of person-
alized learning is unthinkable without teachers‘ reflection on it. The carried out
reflection allows each teacher to realize more and more creative attitudes towards
and for the learning process, and more complete unity between consciousness and
responsibility for the learning process and behavior according to the student's
potential. By applying the personalized learning model, each teacher can and does
achieve greater effectiveness in the learning process for each student.

Main Text

As a relatively new learning model, personalized learning does not present
a uniformly accepted definition of personalized learning. According to Bray
and McClaskey (2015), personalization is learner-centered and learner-driven.
According to them, there is a difference between personalization, differentiation,
and individualization. The definition they derived is multi-layered and aimed at
favoring in leadership “learners who:

» know how they learn best, and participate in the design of the curriculum

and the learning environment.

+ have flexible learning anytime and anywhere;

+ have the right to vote and choose about their studies;

« have quality teachers who are partners in learning;

+ use a competency-based model to demonstrate mastery;

+ independently direct their studies;

» design their academic path for college and career.” (Bray & McClaskey,

2015).

The stated leadership favoring of learners is actually essential in personalized
learning and is associated with the active participation of each learner in the
learning process and becoming an expert in their own learning. The teacher in
personalized learning is transformed from a teacher from the department, from
a sole and undisputed provider of knowledge into a facilitator and partner in the
learning process. In personalized learning, each learner has perceptual, cognitive,
and emotional-social access to learning content and has the right and freedom
to choose his own most effective learning style, to learn at his own pace, and
achieve academic success that he can easily transfer to live outside of school and
throughout life.
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At the same time, as noted by Schmid and Petko (Schmid & Petko, 2019),
“a clearly defined concept of personalized learning is still missing. Rather, it serves
as an umbrella term for educational approaches that attempt to meet the indi-
vidual abilities, knowledge, and learning needs of each student.” In this aspect,
phenomenological profiles of personalized learning are more common, in which
personalized learning is considered to be an optimizing process of school learning
with the achievement of synchronicity between the educational context and the
active participation of each student according to his characteristics and abilities.

Undoubtedly, personalized learning does not offer ready-made recipes for

application in the learning process, and even as a general term for educational
approaches, suitable and corresponding to the needs and strengths of learners
already has its specificity. The most essential feature of personalized learning is
targeting the strengths of the learners and the strengths of the trainers. In this
apparent shift from the medical model that has long dominated education to an
inclusive model of education lies the power and values of personalized learning.
Identifying, understanding, and matching students‘ strengths is possible through
the structuring of individual student profiles, which are sometimes formalized
to the questionnaires used. In a qualitative aspect, the individual manifestations
of teachers’ reflection are much more valuable for outlining the trajectories of
students’ strengths and for the realization of personalized learning.

“Reflection is a complex concept subject to many interpretations with subtle

variations” (Dahlberg et al., 2002). Reflection is defined as:

+ “a process, an intellectual procedure that requires active engagement on
the part of the individual,

+ aphenomenon that occurs when an individual finds himself in a confusing,
difficult-to-solve situation (dilemma) or experience;

+ a process that involves examining one‘s own cognitive activity or one‘s
personality traits, one‘s responses, beliefs, and assumptions in the context
of one‘s situation and available means of action;

+ the result of complete integration of new concepts (understandings) about
the performed cognitive actions and personal qualities.” (Hadjiali, 2011).

+ “socio-culturally determined, instrumental integral procedure (process, set
of conscious and controlled mental actions), directed and meaningful to
self-knowledge;

+  knowledge of one‘s own cognitive activity and one‘s own personality.

+ mental dialogue with the other, in which the logic and content of the part-
ner‘s thinking is reproduced, and the subject becomes self-aware through
the control and awareness of the impact of his own behavior on the partner.

» mental tracking, and control over the realization of the subject‘s knowledge and
qualities in his practical activity (reflexive control over the objectification and
technologization of his own knowledge and qualities)” (Vasilev et al., 2005).
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It could be synthesized that reflection is a multidimensional construct of mental
activity for self-knowledge, self-acceptance, self-evaluation, and self-development.

In this context, each teacher carries out personalized intellectual reflection
in its two main manifestations: retrospective reflection (interpretation of own
professional competencies with a view to past learning situations — conventional
and extreme) and prospective reflection (creating a predictive cognitive scheme
for solving a possible learning situation in the future). The two spaces of intel-
lectual reflection can function as a critical reflection that establishes an already
implemented or constructs a new pattern of learning activities. Critical reflection
is realized through the freedom each teacher has as a leader in the classroom and
through which they can implement personalized learning at different speeds in
each individual class and with each student.

In both manifestations of intellectual reflection, the teacher considers his own
self-efficacy. Undoubtedly, intellectual reflection is impossible without personal
reflection.

Personal reflection bases the self-determination of professional self-efficacy
and focuses both on the outcome of one‘s own teaching style and personal quali-
ties. Personalized reflection is not a personal reflection. Personalized reflection is
an umbrella term that covers the intellectual, personal, and praxeological (profes-
sional and technological) reflection of the teacher. The teachers‘ reflection on
personalized learning presents the crossing of the barrier from misunderstanding
or incomplete understanding of inclusive education to a full understanding and
rationalization of inclusive processes through personalized learning. The reflec-
tion is “the practice of a rigorous self-examination, through which to investigate
the processes of meaning-origination” (Moran, 2000).

Thanks to personalized reflection, each teacher realizes and interprets not
only cognitive information about his own professional activity in the direction
of educational inclusion. Moreover, each teacher in the personalized reflection
realizes and makes sense of his social professional acceptance, i.e. how others
perceive and interpret his demonstrated professional competencies in relation to
inclusive education.

For the implementation of personalized learning, Watson and Watson (2016)
derive universal principles: personalized instructional goals, personalized task
environment, personalized scaffolding of instruction, personalized assessment of
performance and learning, and personalized reflection. The principle of person-
alized reflection stands out quite clearly.

Personalized reflection is a foundation for realizing the universal principles
of personalized learning because they cannot be realized without reflection on
their application, reflection on the results of the application, and reflection on
the manifested personal qualities. In the modern pragmatic world, there is little
time left for reflection, evaluation of results and experiences, consideration, and
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overall judgment of behavior i.e. activities as required by reflection, including
reflection on personalized learning. Teacher reflection is not only awareness,
evaluation, and rethinking of one‘s own behavior in a school environment. The
teacher‘s reflection is a significant psychological resource for the implementation
of educational activities and for the expression of creative thinking and the crea-
tive potential of the teacher.

Methodology

The research was conducted using the focus group method.

In July 2021, a training session on “Personalized Learning in the Classroom”
was held. Teachers implemented personalized learning with one class during
the 2021-2022 school year, which went through learning models: distance in
an electronic environment, face-to-face learning, and blended learning. In June
2022, training with additional information on the topic “Personalized learning in
the classroom” was conducted again, after which research was conducted using
the focus group method.

Participants in the study

Participants in the research are 45 teachers, who are structured into three
groups:

« first group of 15 primary teachers,

« second group of 15 high school teachers

+ third group of 15 resource teachers.

In the selection of the participants in the study, two criteria are followed:
voluntary participation and results of traditional interview. When conducting the
research, each group was differentiated into three sub-groups of 5 teachers. There
are a total of 9 focus sub-groups in the study.

Procedure

Each sub-group is assigned 2 tasks.

The first task is to identify five strengths and five weaknesses of personalized
learning through experiential learning and expertise. There is a requirement to
arrange the answers in order of importance.

The second task is carried out by a whole group and asks the respondents
to determine the type of reflection that is brought out when conducting person-
alized learning in a percentage ratio: intellectual reflection in learning, personal
reflection, reflection as dialogue, reflection in problem situations, and undoubt-
edly praxeological reflection in the two variants of manifestation: professional
and technological reflection.

The execution time is limited to 30 minutes for each task.
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Results

The results show aggregated responses ranked first, second and third in order
of importance from the three sub-groups of the primary teacher group. The
responses that the group of primary teachers considered to be most significant is
listed first, the responses of lower importance are listed second, and the responses
that the group of primary teachers considers least significant are listed third.
The responses from the three subgroups are summarized for the whole group of
primary teachers and are presented in Table 1.

Table 1. Frequency-ranked responses from the primary teacher group

Primary teachers

Strengts Problematic side

1 Unleashing the potential of every student ~ More time for teacher preparation
Greater teacher commitment A large number of students in a class
A more accessible and interesting way of  Difficult application in distance learning
learning

Figure 1 presents the correlations between the individual types of reflec-
tion from the group of primary teachers. The results are summarized from the
responses of the three sub-groups of the primary teacher group.

Figure 1. Reflection in the group of primary teachers

The results show aggregated responses ranked as first, second and third in
order of importance from the three sub-groups of the high school teacher group.
The answers that the group of high school teachers considered to be most signif-
icant is listed first, the answers of lower importance are listed second, and the
answers that the group of high school teachers considers least significant are
listed third. The responses from the three subgroups are summarized for the
entire group of high school teachers and are presented in Table 2.
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Table 2. Frequency-ranked responses from the high school teacher group

High school teachers

Strengths Problematic side

1 Learning at different speeds It cannot be applied to all subjects
Peers work with peers Teacher overload
An opportunity for self-expression and to  Lack of criteria for evaluating student
reveal potential achievements

Figure 2 presents the correlations between the individual types of reflection
from the group of junior high school teachers. The results are summarized from
the responses of the three sub-groups of the high school teacher group.

13.33% 13.33%

= personal reflection
= reflection as dialogue
reflection in problem situations

professional reflection

= technological reflection

= intellectual reflection in learning

Figure 2. Reflection on the group of high school teachers

Only responses ranked first, second, and third in importance by the respective
sub-group of the resource teacher pool are displayed in the results. The responses
that the resource teacher group considered to be most significant are listed first,
the responses of less importance are listed second, and the responses that the
resource teacher group considers least significant are listed third.

Table 3. Frequency-ranked responses from the resource teacher group

Resource teachers

Strengths Problematic side
1 Unlocking the potential of every student Teacher overload
2 Implementation of project-based learning A difficult application in distance learning
3 Teamwork It cannot be applied to all students with

SEN (special educational needs

Figure 3 presents the correlations between the individual types of reflec-
tion from the group of resource teachers. The results are summarized from the
responses of the three sub-groups of the resource teacher group.
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. 6.67% = personal reflection

2

reflection as dialogue

reflection in problem
situations

20% 40% professional reflection
= technological reflection
‘ = intellectual reflection in

learning

Figure 3. Reflection in the group of resource teachers

Discussion

The presented results (Table 1, Table 2, and Table 3) demonstrate a reflexive
delineation of the strengths and problematic aspects of personalized learning. It
is noteworthy that there is a dynamic in the realized reflexive potential regarding
personalized education both in the individual subgroups and in the entire groups.
In two of the subgroups of primary teachers, “greater teacher commitment” and
“More time for teacher preparation “were perceived as both a strength and a
problem. This, at first sight, the contradiction in the two separate sub-groups
is related to a reflection of the primary teachers‘ own professional behavior as
independent subjects of pedagogical activity. Primary teachers work with the
individual class more time, almost throughout the school day. In the educational
process, they can and do manage the reflective space of the class more holisti-
cally than high school and resource teachers. “Reflective space” can be under-
stood as a space constituted by socially established arrangements that enable
and hold reflecting practices in place. In this sense, creating a “reflective space”
means creating arrangements to support such practices (Thelin, 2020). High
school teachers teach more than one class and many more students and spend
much less time with the individual class than primary teachers. In addition to
having more minimized opportunities to manage the reflective space of the class,
they also have significantly more limited time resources for reflection on learning
activities with individual students. At the same time, high school teachers have
much more methodological resources for innovative learning activities due to the
older age of the students. Resource teachers have the opportunity to manage the
reflective space of students with SEN in two trajectories: in the classroom (with
joint teaching) and in the resource office (with individual work), i.e. reflective
dimensions of a different model of learning activities are present. The triggering
of praxeological reflection (knowing oneself through and in one‘s actions and
the results obtained) in the three groups is based on different kinds of social
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interactions with students, and reflection as a dialogue demonstrates differences
that influence praxeological reflection. Another interpretation of the obtained
differences could be given in the direction of the personal and existential reflec-
tion of the teachers from the three groups, which find expression in self-determi-
nation, self-efficacy, and possibly in motives for self-affirmation. In the case of
primary teachers, due to the nature of their professional activity and due to their
acceptance as the Significant Other of the students in this age period, the reflexive
responsibility (expressed in personal and existential reflection) for self-knowledge
in the context of “greater commitment of the teacher” is activated and “more
preparation time” that “may or may not” take place. While a similar existential
reflexive dilemma is not manifested in high school and resource teachers. But,
the appearance of the two statements in dichotomous positions gives reason to
argue that primary teachers bring socio-professional acceptance of personalized
learning and realize it by continuing to look for strong and problematic aspects of
“greater self-engagement”. Personal and praxeological reflection raises questions
about ways to reduce engagement, about optimizing the personalized learning
process, and about specifying which engagement is high: cognitive, emotional, or
social. An analogous reflection is also manifested regarding “more time for prepa-
ration” with self-analysis and self-knowledge of personal and professional quali-
ties. Obviously, self-efficacy provokes further reflexive dilemmas. A spiral effect
occurs: the acceptance and implementation of personalized learning by primary
teachers provoke personal reflection, which leads to an increase in self-efficacy
manifested in the implementation of personalized learning, which in turn again
gives rise to personal and individual reflection, etc. It manifests itself as “reflec-
tion as learning about the self” (Frick et al., 2010).

“Teacher overload” appears to be a favored problematic aspect of a reflective
position among high school and resource teachers. Obviously, the respondents
demonstrate personal reflection at a relatively lower level, where cognitive and
emotional engagement with regard to personalized learning is not brought to the
level of independence and activity. Answers about problematic aspects such as
“a large number of students in a class”, “cannot be applied to all subjects”, and
“cannot be applied to all students with SEN” speak in favor of this argument. The
pedagogical arsenal of the respondents still shows resistance to a holistic appli-
cation of personalized learning. The location of this resistance can be sought in
personal reflection and in the reflection on problem situations. The explanatory
models differed for the two groups of teachers. While for high school teachers,
the large number of students and the different classes can cause difficulties in the
reflection in dialogue and in praxeological reflection, it is likely that for resource
teachers the difficulties in these two types of reflection are related to the different
types and the different degree of disabilities that provoked SEN. The interpre-
tation of the reflexive answers to the problem aspect of “difficult application in
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distance learning in an electronic environment” is analogous. Existential reflec-
tion is not strongly manifested and rather tends to non-acceptance of personal-
ized learning among high school teachers.

In the nine subgroups, “unfolding the potential of each child/student” by
primary and resource teachers and “opportunity for self-expression and revealing
potential” by high school teachers are reported as strengths. On the one hand,
interpretation can be brought in the direction of mastered knowledge about
personalized learning, but on the other hand, interpretation can be brought in
the direction of socially relevant motivation or momentary self-actualization. The
reflexive consideration of the statements: “more accessible and more interesting
way of learning”, “learning at a different speed” among primary teachers; as
well as the statements: “peers work with peers” among high school teachers, and
the statements: “applying project-based learning”, “teamwork” among resource
teachers testify that as the sovereign implementation of personalized learning
increases, a personal and professional reflection of the respondents.

It can be seen from the results of the second task (Figure 1, Figure 2, and
Figure 3) that personal reflection is shown to be the highest among primary
teachers — 26.66%, while among high school teachers it is 13.33% and among
resource teachers, it is 6.67%. These diverging results are interesting because
there is a decreasing dynamic in terms of increasing educational attainment and
the use of special learning support methods engaged in by the three groups of
respondents. In an explanatory model, the manifestation of a reflexive thinking
strategy with the search for new knowledge and skills, new goals, and tasks
based on mastered information about personalized learning can be indicated.
The highest result obtained among the respondents from the group of primary
teachers can be explained by realized professional pragmatics for personalized
training. While for the respondents from the groups of high school and resource
teachers, the results are lower probably because for the respondents there is
no categorical evidence of self-actualization in the direction of personalized
learning, and new questions and new hypotheses about the process of personal-
ized learning are provoked.

Professional reflection is the same for all three groups — 20%. The result
obtained is surprising, but not entirely unexpected. Reflection is a demonstration
of an objective self-assessment of subjectively possessed capabilities. Apparently,
the respondents consider that the implementation of personalized training is not
yet carried out by themselves at the expected level of their professional compe-
tencies. It is possible to show metacognitive reflection on one‘s own knowledge
and skills in taxonomized levels: acquired and mastered, missing and necessary
professional knowledge and skills. Respondents “know and are able to recog-
nize the gaps and advantages of their level of knowledge and skills” (Levterova,
2018). Realized professional engagement with personalized learning processes
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elicits a higher order of reflective metacognitive regulation. Reflection, in fact, is
a process of preparation for ever higher self-efficacy, including the implementa-
tion of personalized training by teachers.

The low score obtained for technological reflection (6.67%) among resource
teachers is surprising because they use the most assistive and adaptive technolo-
gies in the process of supporting learning. At the same time, the obtained result
has its logic of explanation related to reflection as making sense of the experi-
ences of the present, and reflection as making sense of the goals of the future.
For respondents from the group of primary teachers, “technological reflection”
is 6.67%, and for respondents from the group of high school teachers, it is 20%.
The latter, in turn, have to make most often technologically based decisions in
the educational process, and reflection on already achieved goals increases the
optimistic disposition for the future. The so-called reflection towards the past and
the present with the “future self-continuity” hypothesis is observed. “Individuals
who felt more similar to their future selves may have made more prudent deci-
sions because of their perceived connectedness to a future self ... Although it is
turned to the past ..., this reflection does not remain chained to the past ..., but
continues in the future” (Ersner-Hershfield et al., 2009).

The result obtained for “reflection as dialogue” was definitely a surprise with
results for the respondents from the group of resource teachers (6.67%), high
school teachers (13.33%), and primary teachers (20%). Expectations for high
“reflection as dialogue” among resource teachers are not justified. For “reflec-
tion as a dialogue”, the lower values of the result for the respondents from the
group of resource teachers can be linked to the more limited contact with the
student community, individual contacts are more frequent, mainly with students
with SEN. Obviously, the high “reflection in problem situations” (40%) weighs
more than the low “personal reflection” (6.67%) and the low “reflection as
dialogue” (6.67%) among the resource teachers. This burden of a formed strong
space of “reflection in problem situations” can be explained by the fact that
resource teachers encounter in their work very often problem situations of a
different nature when working with students with SEN. The fact that “reflection
as a dialogue” includes external and internal dialogue should not be overlooked,
i.e. both with others and with oneself. With resource teachers, the socio-temporal
dimension of external dialogue is narrower, i.e. social interactions with students
are more minimized at school, and accordingly, reflection as dialogue presents
a low result. Reflection as dialogue is usually closely related to and cultivates
“intellectual reflection”, and this theoretical postulate is also observed in the
respondents from the group of primary teachers, who are most often in a wide
dialogic space with high temporality with their students.

“Intellectual reflection in learning” (personalized learning) manifested results
of 6.67% in the group of primary teachers and in the group of resource teachers,
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while high school teachers provided a result of 13.33%. The higher score of
the high school teacher respondents can be attributed to an awareness of the
knowledge bases and practice-proven teaching methods related to the acqui-
sition of knowledge by their students. Overall, the “intellectual reflection” on
personalized learning among respondents from all three groups is imbued with
critical intentionality. Apparently, the reflective self is not yet fully ready for the
implementation of personalized learning, despite the knowledge and experience
it possesses.

Regarding “reflection in problem situations”, the result of the respondents
from the group of primary teachers was 6.67%, that of high school teachers was
20%, and that of resource teachers was 40%. Obviously, the respondents from
the group of resource teachers were most often in effective reflective situations
towards personalized learning, and the reflection was shaped as norm-deter-
mining and resulted in acceptable subjective self-efficacy.

It would not be possible to study reflection as a whole, but only in its differen-
tiated manifestations. The results obtained for the individual taxonomic units of
reflection in the study were variable among respondents from the three groups,
and this fact provides an optimistic perspective for personalized learning.

Conclusion

It turns out that the reflection of the teacher-respondents on personalized
learning is strongly influenced by the knowledge, skills, and practical experience
of the three groups of respondents. With all the teacher-respondents, the crit-
ical reflection towards personalized learning is very vividly demonstrated, which
finds expression in the presentation of one‘s own pedagogical experience and
one‘s own pedagogical intuition. There is a dynamic from a-reflection to reflec-
tion to personalized learning with the A-effectiveness of both respondents and
students. “Reflection is a core quality of effective teachers” (Frick et al., 2010).
In this context, any study of reflection, even in general, provides facts, concepts,
and ideas for the development of innovative methods and models of learning.
Teachers’ reflection on personalized learning follows the explainable path of any
educational reform. At first, there is resistance, followed by gradual acceptance
until the innovative reform becomes current and traditional. When teachers
personal reflection on personalized learning is synchronized with teachers‘ profes-
sional reflection, then personalized learning will be the natural educational model.
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ABSTRACT

One after another, European educational systems are applying reforms to transform primary
and secondary schools to fit continuously changing and dynamic environments. Reforms require
schools to serve as lifelong learning centres for various learners’ groups, including school
leaders, teachers and school staff, making them more flexible, collaborative and innovative in
what comes to the teaching approaches. Simultaneously, gradual transformations in education
are contextualised by the decrease in teaching staff and low motivation to remain in the
profession due to a variety of reasons.

‘School as a learning organisation’ concept is introduced to define a school that continuously
changes and adapts to new environments and circumstances through individual and collective
learning of its staff. This paper aims to review the main impediments to implementations of the
‘school as a learning organisation’ concept, considering its functioning in Latvia and abroad.
Literature and document analysis was done to assess the characteristics of learning organisations
in the European context. With special focus on Latvia, several focus group interviews were
conducted with the education managers and stakeholders to verify the implementation
impediments in Latvia and define main risks of schools as learning organisations. Content
analysis was applied to draw conclusions.

The results have shown that institutional autonomy and leadership are the keys to positive
changes in educational staff perceptions and motivation to take on risks and obtain new
knowledge, skills and competence for the individual and organisational growth. However, there
are other impediments, such as lack of time, financial resources and insufficient communication
and understanding of the whole idea of the school as a learning organisation, that stops schools
from being the agents of change. The obtained results will be further applied in the design of the
‘School as a learning organisation’ model and a tool for its measurement in Latvia.

Keywords: autonomy, collaboration, leadership, learning organisation, schools in Latvia, team
learning
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Introduction

The concept of the ‘learning organisation’ was first introduced by Peter Senge
(1990) as a result of systems thinking, shared vision, development of mental
models, collaborative and individual mastery, which altogether lead to organisa-
tional growth. Years later, the concept started to be discussed by the experts in
education, focusing on the need to transform educational institutions, including
their staff, leaders and external stakeholders, into lifelong learners willing to
positively impact students’ learning outcomes. Kools and Stoll (2016) have
conceptualised a school as a learning organisation (SLO) as the school with the
capacity to change and adapt routinely to new environments and circumstances
as its members, individually and together, learn their way to realising their goals.
It is determined by the combination of 7 action-oriented dimensions, which are
currently used by the OECD experts to define schools as learning organisations.
These are:

1) a shared vision centred on the learning of all students,

2) continuous learning opportunities for all staff,

3) team learning and collaboration,

4) a culture of enquiry, innovation and exploration,

5) systems for collecting and exchanging knowledge and learning,

6) learning with and from the external environment, and

7) modelling learning leadership. Later, for greater precision, the 8th

dimension,

8) partners contributing to the vision of the school, was proposed (Kools etal.,

2020).

The theory has been translated into a functional instrument to measure
schools’ compliance with the concept of a learning organisation.

Despite theoretical conceptualization and wide dissemination of the concept by
the OECD experts, practical implementation is not easy. So far only few European
countries, such as Greece and Wales (United Kingdom), have researched in detail
and reported on SLO implementation internationally (Kools and Stoll, 2016;
Papazoglou and Koutouzis, 2020). These experiences are extremely diverse. Even
in Wales, which is considered as a flagman of SLO implementation in Europe,
schools demonstrate diverse results as 58% of primary and secondary schools
managed to work on 5-7 SLO dimensions and only 30% out of these schools
worked on all 7 dimensions, but the rest of 42% of schools have to improve their
performance according to SLO quality criteria, as almost a third part of schools in
Wales was only able to report 1 or 2 SLO dimensions in practice (OECD, 2018).
The best results were demonstrated in terms of team learning and collabora-
tion among all school staff, but the weakest point seemed to be the creation of
acommon school vision for all learners that is a student-centred learning at its
core (OECD, 2018).
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In Latvia, SLO concept is included in the recommendations of the National
Centre for Education and is defined by four main elements —

1) vision that promotes learning for every student,

2) culture of inquiry and innovation,

3) teamwork and mutual learning, and

4) management support for development (Skola2030, 2019).

Several large municipalities have already defined SLO as a concept to develop
regionally and locally. Although the concept of SLO is not widely known among
the school staff across Latvia, characteristics of SLO have been identified by the
interviewed representatives of education policy-making institutions. This paper
aims to identify the main impediments to the implementation of SLO in Latvia
and abroad.

Methodology

Content analysis was carried out by reviewing scientific literature and docu-
ments describing schools as learning organisations in theory and practice. The
OECD reports and scientific papers composed by Marco Kools and colleagues
(Kools and Stoll, 2016; Kools et al., 2020) were analysed as a primary reference
to international practice. The theoretical model of schools as learning organi-
sations composed of 7 main dimensions (also called as the Wales’ model) was
applied for further analysis of organisational learning practices in education
applied in Latvia and other European countries. Snowball sampling method for
further literature selection and analysis was applied to conclude on the main
impediments to ‘school as a learning organisation’ concept implementation in
Europe.

The situation in Latvia was specifically analysed based on 7 focus groups
interviews, where discussions with representatives from school management
and education boards, municipalities, the State Education Quality Service, the
National Centre for Education, the Association of Education Managers, the
Ministry of Education and Science and the Employers’ Confederation of Latvia
took place. Interviews with the total of 30 respondents (groups of 2-7) were
carried out by the Professor Inese Liiséna-Ezera and Associate Professor Gunta
Silina-Jasjukevic¢a in the period from August 19, 2022 to August 26, 2022 in
the MS Teams platform (online) and took no longer than 2 hours each. Semi-
structured interviews were recorded, transcribed and subjected to content anal-
ysis. Apart from the topic of impediments to SLO implementation, the questions
also focused on general understanding of the SLO concept, it’s dimensions and
practical examples of implementing SLO practices in Latvia. The main goal of
the interview analysis was to identify the most important impediments to SLO
implementation nationally. All interviews were conducted in accordance with
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the ethical standards of the institutional and national research committee and
with the 1964 Helsinki declaration and its later amendments or comparable
ethical standards.

Results

Despite gradual educational reforms carried out across Europe and coun-
try-specific recommendations of OECD experts on how to support schools in
becoming learning organisations (OECD, 2018; Liebowitz et al., 2018; Kools and
Stoll, 2016), the understanding of SLO in Europe is generally low at several
levels — among policy makers (national and municipal), school leaders, school staff
and the larger stakeholder groups. The basic impediment to designing a proper
perception of SLO in educational institutions and among the decision makers
themselves, is the lack of framework and clear vision on the SLO implementa-
tion nationally, as there is no universal formula for SLO implementation across
countries. The design of the SLO framework includes participation of a variety
of stakeholders to make it functional, data-based and adjusted to specific needs.

Even when the SLO framework is well designed, it needs to reach main stake-
holders. Respondents in Latvia particularly highlight the lack of SLO guidelines
and proper communication with educational institutions (teachers and school
leaders) as a serious risk for SLO implementation. First of all, policy makers and
researchers are often operating with complex academic terms that are simply not
accessible for non-academic school staff. As pointed out by the representatives of
the Employers’ Confederation of Latvia, ‘it is very important to turn each of their
beautiful phrases into very concrete actions’. School staff need brief and practical
guidelines answering specific questions of ‘what exactly is expected?’ and ‘how
can I accomplish it?’. According to the respondents, the enormous amount of stra-
tegic documents and incompatibility of languages makes it difficult to translate
abstract terms into specific outcomes, creating confusion. As stated by one of the
interviewees in Latvia, ‘schools are already tired and extremely overloaded with
all new reforms, all novelties, therefore, we have to be very careful about how
we build this whole story from their perspective’.

In general, several interviewees have pointed out the constant reforms as
a burden for implementing SLO, as dynamic changes hinder mindful develop-
ments in previously defined directions. According to one interviewee, ‘stability is
a need for us to implement the best quality. We will get used to this now and then
we will move on.” On the other hand, SLO as a concept itself stands for dynamics.

According to respondents, insufficiency of the municipal and state support for
schools, especially in the employment matters, is listed as one of the impediments
for SLO implementation in Latvia. The lack of trust and communication among the
stakeholders, as well as perceiving them as ‘controllers’ rather than ‘supporters’
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and the ones that share responsibilities for SLO development, hinders fruitful
growth of SLOs. The support has to be systemic, responsibilities well defined
and coordinated collaboratively in between several institutions: the Ministry of
Education and Science, the State Education Quality Service, the National Centre
for Education and the State Education Development Agency. More targeted
support is a necessity, as stated by the representatives of the National Centre for
Education and the Ministry of Education and Science.

Developing a shared vision means creating the basis for a purposeful school
development plan that is defined jointly by all staff and stakeholders, so it is
not set ‘from above’. Research shows that those who have contributed to the
creation of a shared vision are better equipped to deal with its implementation
and the associated challenges (Schlechty, 2009). However, respondents admit
that one of the most challenging dimensions of SLO to implement is creating
a shared vision involving all students in the learning process. Special concerns
are expressed towards the abilities of school leaders to manage transformations
and participation of parties that are supposed to support schools, but do not
engage sufficiently. ‘The most difficult thing is creating a common vision where
other partners are involved. For two years, I have not been able to get the munic-
ipality engaged in defining the purpose of the school together with me. How does
the municipality see my school’s place in the county?’. Moreover, this vision is
not complete without the involvement of students (Smyth and Fasoli, 2007) and
external stakeholders, such as parents, local community, other educational insti-
tutions or companies (Kools and Stoll, 2016).

The requirements towards schools as learning organisations need to provide
adequate resources to develop as SLOs. This means developing specific compe-
tences of school leaders, teaching and non-teaching staff, providing time for
individual learning, collaboration, interaction with education stakeholders and
ensuring its financial coverage.

One of the impediments to the SLO development is characterised by insuf-
ficiency of skills and competencies which hinder inquiry, innovation, proper
use of data, collaboration and team learning, etc. As a ‘continuously changing
and adapting’ structure (Kools and Stoll, 2016), learning organisation requires
teachers to be inquisitive and proactive. However, as stated by the respondents,
not all educators have enough initiative to learn new things — ‘it is easier for
them to work with what has been [learn] in the past’. As stressed by multiple
respondents in Latvia and SLO researchers from abroad, collaboration and team
learning are specifically important, as these support pedagogical competence
development, open dialogue, trust and feeling of safety, improve organisational
processes, including learning, as well as eliminate fear of failure, which in result
might decrease the number of mistakes (Higgins et al., 2012; Kools and Stoll,
2016). What is more, certain skills can be hardly developed in students by the
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teachers not having them. The same applies to school management as school
leaders who do not facilitate and participate in learning cannot convince other
school staff to do it.

School leadership is one of the main components of ensuring development of
SLO (Kools and Stoll, 2016; OECD, 2018) and the role of the leader should not
be underestimated. The learning leadership responsibility usually lays on the
principal or senior management team; however, as stated by the OECD experts,
the concept of leadership is often misunderstood (Liebowitz et al., 2018). For
instance, interviewees have recognized that good management of educational
institutions is mainly achieved by skilful ‘managers’, but less often by leaders.
Learning leadership, in turn, remains one of the most challenging dimensions of
the SLO model’. As stated by the respondent, ‘everything depends on the head of
the institution, whether they are leaders in their institutions, whether they have
this vision, (...) how they engage their team, their organisation and community’.
As pointed out by another interviewee, ‘A principal must be a strategist. He has
to see all sequenced things that need to be evaluated in order to achieve the goal
set. And if there is no strategic vision, there will be no followers. And there will
be no way at all.’

The lack of skills among school leaders (principals, management teams) is
a problem for schools to develop as SLOs. School leaders, who are most often
associated with learning leadership, must be able to challenge their own and
school staff’s thinking, be brave, willing to take risks and strive for positive
transformation (Kools and Stoll, 2016; MacBeath, 2013). A learning leader is
a person that promotes and reminds about shared goals, challenges, stimulates
the development of their own knowledge, leads achievement of goals, as well as
learns together with the team of the school staff, instead of coordinating learning
processes of others (Leithwood and Reihl, 2003; Kools and Stoll, 2016). As stated
by the interviewees, it requires ‘strategic vision, great communication skills and
being able to demonstrate a personal example of a learner’.

The interviewed education stakeholders agree that the task of the leaders
of the schools in is extremely difficult as it requires resistance to stress and
strong mental health. As stated by the practitioner, ‘a lot of principals experience
burnout; we have a lot of vacancies and no one is running to become a school
principal’. School leaders are often overburdened with employing teaching staff,
taking part in evaluations and fulfilling loads of administrative functions, so there
is little room for learning process leadership. According to one of the repre-
sentatives of local municipalities, ‘... so that the school’s leadership team could
start to speak about SLO, basic needs of schools must be met first. Basic needs
include having teaching staff, time and no work overload, so the focus can be
put on developing a culture of research and innovation (...) it simply cannot be
done in the 25th hour of a day!’. Systemic investments are required from the
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leader in both school management and pedagogic practices, which requires being
extremely social and engaging in constant interaction with the team.

TALIS research has revealed that about a third (32%) of teachers report lack
of support from their employer as a barrier to professional development (OECD,
2014). Therefore, modern educational systems emphasise leadership training, and
Latvia is not an exception. Variety of meetings and training sessions are organ-
ised for school principals as systemic support actions; however, as respondents
point out, a lot depends on personality traits, for instance, openness, empathy,
ability to communicate and share. The lack of professional training and expe-
rience exchange for school leaders, weak mechanisms of responsibility sharing
(e.g. delegation) and insufficient autonomy of schools are a serious burden for
SLO development.

The lack of time is among the most common impediments to SLO implemen-
tation stressed by the practitioners and experts of SLO. Even if there are highly
qualified school leaders, it does not necessarily mean that they have real time
to dedicate to leadership functions, that is, to communicate regularly with staff,
collect necessary information and learn new things. Similar challenges are expe-
rienced by the teaching staff. The teaching staff often lacks time for learning, as
apart from lesson preparation, a large number of reports and assessments are to
be done on a regular basis, and besides that, tasks associated with communica-
tion with parents are often overwhelming (especially based on the experience
of pandemic). More than half of the teachers participating in TALIS research
report ‘that their own schedule conflicts with professional development’ (OECD,
2014). In Latvia (similarly as in other countries) there is a serious shortage of
teaching staff, as teachers often feel undervalued, exhausted and burned out, as
a result, they leave the profession. To ensure purposeful development as a SLO,
an atmosphere of trust, communication and paid time for collaborative activi-
ties of school staff is necessary, otherwise teaching staff already have a load of
individual professional training to implement as a standard professional require-
ment (Lielvards, 2021). Another problem is caused by the mobility of teachers as
a number of teaching staff in Latvia work in several schools, therefore, regular
communication and involvement of all staff is problematic.

In Latvia, more attention should be paid to creation of such a support frame-
work that promotes greater interaction and cooperation between the schools (as
opposed to a competition between them). Closer cooperation with other schools
can provide the exchange of professional experience, cooperation with parents
can lead to greater support for teachers and greater involvement of students, and
cooperation with higher educational institutions can increase professional devel-
opment opportunities for all staff. Universities, for instance, can also benefit
from such collaboration, as schools provide an insight into practical challenges
to be researched (Kools and Stoll, 2016). For professional schools, collaboration
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with employers is particularly important, as it adds to the knowledge of the
teaching staff about the industry and ensures that students are well prepared
for working life.

Parental involvement in SLOs has been particularly emphasised by the
Association of Education Managers, local education authorities and represent-
atives of municipalities as an essential element of SLO activities. According to
them, parents have the opportunity to improve the educational process with
their participation, belonging and accountability for students’ learning outcomes.
What is necessary, according to an interviewee, is ‘Understanding and engage-
ment. Participation is a benefit for every institution, but for every pedagogue it
would definitely be the support that is received from the colleagues, from the
management, from wider collaborative work between educational institutions.
This support would benefit everyone.” Without collaboration with a larger audi-
ence of stakeholders, the opportunities for innovation development in schools
are limited.

Modern schools and education systems all around Europe tend to develop
functional systems to gather, store, exchange and process data to be applied in
decision making. However, even in the systems where multiple level evaluations
of teachers, principals and schools take place, the data is not always properly
analysed and applied for improvement. SLO in turn emphasises the importance
of data gathering, specifically paying attention to qualitative data that provide
in-depth insight into daily challenges for more efficient solution search. It includes
processing data on teachers and students, as well as a larger stakeholder pool,
such as parents, non-teaching staff, other schools etc. (OECD, 2018). Latvia is one
of the countries where multiple evaluations of schools take place; however, data
management is still considered as one of the weakest points from the perspective
of SLO implementation. In addition, respondents admit that qualitative data (for
example, student grades and satisfaction surveys) do not provide sufficient infor-
mation. In order to engage deeply in the research of SLO implementation, the
processing of qualitative data needs to be present at all levels.

What hinders creation of such data management and exchange systems is the
lack of time, skilful management, methodologies and tools, inability to involve
all staff and ensure proper technological solutions for fast and convenient data
management. The lack of the abovementioned hinders effective monitoring and
using school data to make informed decisions.

While the funding is not the main determinant of being a SLO, insuffi-
ciency of financial resources is a serious impediment to SLO development in all
European education systems. The education budget cuts in Greece (Papazoglou
and Koutouzis, 2022) and schools’ consolidation into school networks in Portugal
(Liebowitz et al., 2018), Latvia (OECD, 2020) and other countries demonstrate
the constant optimisation efforts and their consequences. Financial resources
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determine the workload of school staff and motivation to engage in extra learning
activities, as it allows school leaders to employ a sufficient number of employees
to avoid teaching staff’'s work overload so that teachers can spend more time
on inquiry and experimentation. Moreover, finances and their fair distribution
allow for increased efficiency of collection, exchange and analysis of data, where
modern ICT tools can be applied to support decision making. Obviously, the finan-
cial capacity of schools has an impact on the technological equipment of class-
rooms, and consequently on innovation and creativity in the learning process;
therefore, the lack of cooperation with other schools and industry in order to
exchange resources and knowledge might be another risk for developing as a SLO.

Discussion

According to Systems Theory, isolation significantly limits the learning oppor-
tunities of the parties involved (Portfelt, 2006). The isolation of schools nowadays
is associated with limited opportunities to launch creative projects, benefit from
funding programmes and cooperate with other stakeholders to observe and adopt
practices, and implement social learning. SLO, on the other hand, is positioning
schools as highly social structures that understand the benefits of cooperation
between teaching and non-teaching staff, local and national authorities, local
organisations, businesses, parents, students, researchers and other stakeholders
and practices collaborative learning.

There is no universal formula for SLO implementation in different countries.
However, the literature emphasises shared leadership and autonomy of schools as
important prerequisites for developing as SLOs in accordance with the real needs
of stakeholders (OECD, 2018). Autonomy of schools has not been highlighted
as a problem in the interviews with education stakeholders in Latvia; however,
the OECD experts point out this condition for successful SLO implementation in
other countries. Centralization of educational systems, where a large proportion
of decisions is taken at ministerial level, are assessed as less efficient and hinder
SLO development. For instance, educational systems in Greece or Portugal are
gradually moving towards decentralisation of schools, however, hindering factors
are the lack of skilful school leaders, easy trackable financial schemes, support of
municipalities and other schools and other lacking elements. Similar impediments
have been observed in Latvia.

Therefore, effective leadership is emphasised by the experts across the globe.
Leadership has a huge impact on school autonomy in practice (Briggs and
Wohlstetter, 2003), as it can sustain high quality of education with the collabo-
rative practices and avoid relying on centralised decisions and centrally distrib-
uted financial resources as the only resources needed to improve the quality
of learning, for both staff and students. However, leadership skills of school
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management and the time and motivation to practise learning leadership activ-
ities are one of the main concerns of education stakeholders internationally. To
be effective, regular communication between the school leader and staff is essen-
tial. The lack of proper leadership hinders development of an inclusive working
environment, trust and support between its staff in schools, which is important
for promoting common learning, experience sharing, information exchange and
collaboration. The research shows that the working environment focused on
mutual trust and collaboration positively impacts student learning outcomes, and
their engagement and participation in school life (Silins et al., 2002).

Leadership can be developed through acting as a facilitator, coach or mentor,
by regularly collaborating with other school leaders, by organising weekly
meetings, consultations, networking, conferences, inductions of new teachers,
sharing knowledge, experiences and resources, shadowing other school leaders,
and networking and collaborating in other ways (Matthews et al., 2011; Somech
and Drach-Zahavy, 2007; Kools and Stoll, 2016). Researchers acknowledge that
mentoring as a regular practice has a positive impact on the learning process and
the cultivation of common values (Kools and Stoll, 2016; Thompson et al., 2004;
OECD, 2014). As a task of the learning leader, mentorship requires certain knowl-
edge and mentorship skills, ability to create trustful and supportive atmosphere,
as well as time to conduct it regularly. The lack of proper mentorship skills
can create additional pressure, hinder self-confidence and readiness to exper-
iment and innovate among school staff. Variety of practices of acquiring and
implementing school leadership (including induction periods, setting the physical
space, peer learning activities etc.) are demonstrated across the globe and need
to be analysed and described to be practically applicable in schools.

Interestingly, the research has revealed an opinion, that smaller schools
(referred to rural schools) are considered as having better potential for developing
as learning organisations, as they are naturally developed as local community
centres with closer interaction and common learning habits of their stakeholders.
The research carried out in Greece confirms the assumption about smaller schools
(<50 pupils) having better conditions to develop as SLOs, however, there is no
valid proof stating that rural schools have better disposition towards SLOs than
urban ones (Papazoglou and Koutouzis, 2020). Moreover, the research on SLO
in Wales shows that secondary level schools were less successful in developing
as learning organisations (OECD,2018). A similar assumption about professional
schools is also shared by the respondents. Further research is necessary to vali-
date these hypotheses in more countries by applying one of the SLO evaluation
tools to identify risks and potential solutions to support SLOs.

The limitation of this research on impediments to the development of SLOs
in Latvia is that it focuses mainly on the stakeholders not directly involved
in the learning process, but rather acting as experts at the national and local



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 248

B.LAVRINOVICA,I.LINDE,G.SILINA-JASJUKEVI&A,I.LUSENA-EZERA.Schoolasa LearningOrganisation:..

levels. Bigger picture might be drawn by developing in-depth interviews with the
teachers and school principals that are aware of the meaning of the SLO concept.
More impediments and risks to SLO implementation, that were not specifically
mentioned in the interviews, can be found in the extensive report on ‘Developing
Schools as Learning Organisations in Wales’ (2018) prepared by the OECD.

Conclusions

Four main stakeholder groups involved in the development of SLO were
detected during the analysis of data on main impediments to SLO, such as,

1) policy support system,

2) school leadership,

3) organisational learners (school staff), and

4) learning partners, and each of them has its own function and barriers to its

implementation.

At the education policy level, SLO is promoted, first of all, by collaboration
with researchers, developing the nationally relevant SLO model and communi-
cating it to schools and education stakeholders. At this point, the main risks
are related to the translation of theoretical, academic concepts into practical
guidelines that can be directly applied to organisational learning at school level.

Another serious impediment to SLO development is the lack of human and
financial resources to enable teachers and non-teaching staff to devote more paid
time to learning activities. As a large part of the responsibility for autonomous
SLO lies on the school leader (principal or management team), it is significant
that the school leader is well prepared for this role, has a clear understanding of
the concept of SLO, is future-oriented and has appropriate competencies to engage
in the learning process, facilitate learning of others, provide support to the staff,
involve school staff and other stakeholders in the creation and further implemen-
tation of the shared vision for student development. School leader is both the
learner and facilitator of team learning within the educational institution.

What hinders development of SLO and partly depends on the capacity of the
school leaders are: insufficient support for school staff, including the inability to
provide individual mentoring or proper feedback to individual staff members, the
lack of trustful and encouraging atmosphere in the school, the lack of a system for
collecting and sharing information, the lack of time or mainly administrative role
of the ‘leader’, which generally means the lack of leadership as a potential agent
of change. The impediments to the development of SLO are highly dependent
on the skills, such as, ability to take risks, experiment, innovate, communicate,
collaborate and work out a shared vision, of both school leadership and school
staff, as well as the lack of paid time to practice them in an individual and team
learning.
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Another aspect hindering organisational learning is detachment of learning
from the real work environment, meaning that learning is mainly facilitated
outside the school, with others rather than within the school team. However,
the presence and involvement of larger stakeholder groups is a part of successful
SLO development. Weak networks with parents, other educational institutions,
such as schools and higher educational institutions, and even students, is a risk,
because isolation of school significantly decreases the access to resources and
opportunities for learning.

The situation in Latvia demonstrates similar challenges for SLO implementa-
tion. The main impediments stated by the education stakeholders are: the lack of
communication between different level policy makers and implementers, inap-
propriate languages of communication, low shared responsibility in schools and
insufficiency of time and financial resources to implement common learning and
collaboration. The lack of necessary skills and the actual shortage of teaching
staff, are caused by high workload and low financial remuneration, lack of
instructional and financial support from school leaders and municipalities, and
low prestige of the profession in society.
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ABSTRACT

The idea of the school as a learning organisation (SLO) has become a topical issue in many
countries due to the rapid changes in curricula and the management of educational institutions.
The process of purposeful implementation of SLO has started in the Latvian education system
too. Within the framework of the project “Competence Approach to Curriculum” (School2030)
implemented by the National Centre for Education (Republic of Latvia), not only the current
curriculum documents are reviewed and improved, but also the introduction of SLO in general
and vocational education in Latvia is realised — a school where each student’s deep learning
is supported, students, teachers, school management and other staff learn individually and
together, a school that is constantly changing and ready to meet the new challenges. SLO
is also important for ensuring the assessment and monitoring of the quality of education.
Consequently, the issue of SLO is also relevant for the Latvian State Education Quality Service
in the accreditation and self-evaluation of educational institutions and the improvement of
their principals’ professional competence. The aim of the research is to evaluate the mutual
coherence and interaction of different levels of policy (education level, municipal level) in the
successful implementation of SLO in general education in Latvia. In order to indicate the extent
to which the approaches implemented at different levels of educational policy are consistent
with the conceptual model of SLO, the theoretical concept of SLO is analysed in the study — key
components, operating principles and preconditions for successful school transformation. The
study also describes the international experience in the implementation of the SLO model, thus
revealing the possible transfer of the experience of other countries to the Latvian educational
context.

Keywords: learning organisation, a model of school as a learning organisation, education quality
assessment, general and vocational education, education policy in Latvia
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Introduction

In many countries around the world, national governments have launched
education reforms aimed at transforming and streamlining school governance. As
a result of these reforms, schools are expected to develop inclusive collaborative
structures, improve communication channels, organise targeted staff professional
development and implement learning-centered leadership (Lo, 2004). Although
schools aim to prepare students to live and work in a changing world, schools
do not always keep pace with societal changes. This is attributed to the fact that
teachers too often do not develop the professional skills and practices that would
enable them to support students’ diverse learning needs. Therefore, the reforms
that are implemented in the education sector are often implemented without
continuity, without creating significant and lasting changes in teachers’ beliefs
and convictions (Fullan, 2015).

The school as a learning organisation is proposed as an alternative strategy
to achieve school-wide change, to facilitate the transformation of the school
governance model, to influence different aspects of the internal culture of the
school organisation and to promote innovation in school governance (Stoll &
Kools, 2017). Building schools into effective learning organisations or using their
characteristics in school governance is also at the core of several recommenda-
tions made by international organisations such as the Organisation for Economic
Co-operation and Development (OECD) and the United Nations Educational,
Scientific and Cultural Organisation (UNESCO) to national education policy
makers (OECD, 2016; UNESCO, 2022).

Since 2016, Latvia has been working on the introduction of a new general
education standard, envisaging a gradual transition to a competence-based
approach to learning. This change involves not only new learning outcomes for
students, but also a new approach to school governance. “A school that supports
the learning of every pupil and implements a learning-by-doing approach oper-
ates as a learning organisation that changes and adapts independently to new
circumstances. It is where pupils, teachers, school leaders and other staff learn
individually and collectively to achieve their own and shared goals.” (National
Centre for Education, 2017) This means that Latvia, too, has set the national
education policy goal of gradually transforming schools into effective learning
organisations.

The aim of the study is to find out which professional practices characterise
schools as learning organisations and how these practices are reflected in docu-
ments. In order to achieve this goal, the authors have analysed the scientific
literature on the school as a learning organisation, paying particular attention
to the dimensions of this model and the prerequisites for its implementation
in school management, studied the experience of other countries and regions —
Wales (UK) and Singapore — in implementing the principles of the school as
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a learning organisation, and analysed Latvian education policy documents such as
the Education Law, Education Development Guidelines 2021-2027, etc, assessing
the relevance of the provisions contained therein to the principles of the learning
organisation.

School as a learning organisation: literature review

There is no single, all-encompassing definition of a learning organisation in the
academic literature, as each definition highlights and emphasises those elements
of a learning organisation that are relevant to the context in which the research
is being conducted. However, researchers have concluded that what learning
organisations have in common is that they need to be created in the context
of a rapidly changing external environment, where the learning organisation is
seen as a way in which the organisation learns to cope with challenges and solve
problems by using the potential of collective learning. A learning organisation is
an organisation that has the capacity to change and continuously adapt to new
external environmental conditions as its members individually and collectively
learn and develop their own unique way of implementing the organisation’s
vision (Kools & Stoll, 2016).

At the heart of a learning organisation is the learning of all the participants
involved, which is acknowledged as the main reason for the organisation’s exist-
ence. It is an organisation that supports both individual and collective learning
and encourages its employees to share with their colleagues their vision of
their individual goals and how they relate to the organisation’s common goals
(Marquardt, 2002). This implies that learning organisations share a number of
common elements — strategic leadership and management, a highly developed
internal organisational culture, effective communication systems, information and
knowledge sharing systems, and multiple levels of learning (Birdthistle, 2009).

A learning organisation is characterised by the ability to create, acquire,
interpret, transfer and retain knowledge, and to purposefully redesign its activi-
ties to reflect new knowledge and insights gained through the learning process.
Moreover, it is important that the collective knowledge acquired during the organ-
isation’s activities is retained in the organisation’s memory and reflected in the
activities, norms and procedures implemented by the organisation (Garvin, 2000).

The development of a learning organisation is determined by 4 interrelated
elements: organisational learning, learning at work, the learning climate and the
learning structure of the organisation. Organisational learning focuses on different
levels of learning, the creation and accumulation of knowledge and its use in the
organisation. Workplace learning means that employees have the opportunity
to learn on site in the organisation because knowledge is contextual (Marsick &
Watkins, 1990, 2020). A learning climate implies that the management of the
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organisation creates a positive atmosphere in the workplace that is supportive,
open and helps to develop new and critical thinking patterns in employees.
A learning structure requires that the organisation develops a management that
is flexible and decentralised and encourages the formation of teams of employees
(Ortenblad, 2004).

Dimensions of the learning organisation

Senge (1990) proposes 5 dimensions of a learning organisation:

1) personal mastery, in which the members of the organisation create their
personal vision, care for their professional development and use their
knowledge for the benefit of the organisation;

2) mental models, which involve an ongoing dialogue between employees
that allows them to evaluate existing and develop new values, opinions
and beliefs;

3) shared vision, which is created through collective agreement and is under-
stood and accepted by all employees;

4) team learning, which is characterised by thinking collectively and learning
from each other’s past experiences;

5) systems thinking, which is related to understanding the processes within
and outside the organisation and their impact on the organisation’s
performance.

In the context of implementing the principles of learning organisations in
schools, researchers propose the concept of a “learning school”. This is a school
in which learning is central, and everyone learns — students, teachers and school
management (Ng, 2005b). A learning school is a school that is transformed and
made sustainable not through edicts, rules or instructions, but through an explicit
orientation towards learning. All school-related actors are encouraged to express
their vision of the direction of the school’s development and contribute to the
realisation of this vision (Senge et al., 2000).

Johnston & Caldwell (2001) point out that the school as a learning organisa-
tion is characterised by 4 dimensions:

1) effective communication channels between stakeholders;

2) inclusive collaborative structures within the school, and between the

school and the local community;

3) integrated and inclusive professional development for staff; and

4) learning-focused leadership. The school as a learning organisation is char-
acterised by a climate of trust and collaboration within the school; the
capacity and willingness of staff to take initiative and risks; a shared and
monitored school mission and professional development of staff (Silins
et al., 2002).


https://www.emerald.com/insight/search?q=Anders%20%C3%96rtenblad
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Referring to the ideas of Peter Senge, Lo (2004) points out that a school as
a learning organisation is characterised by:

1) personal mastery, which is linked to staff understanding of their personal
goals, critical evaluation of current practices and purposeful professional
development;

2) mental models, characterised by staff openness to change, willingness to
experiment and regular reflection;

3) shared vision, involving a wide range of people in the formulation of the
school’s mission and goals;

4) team learning, which involves building such systems that foster collabora-
tion among staff, harnessing the potential of informal learning;

5) systems thinking, characterised by the use of multiple communication
channels, sharing decision-making and responsibility among school staff
and understanding the changes taking place in the broader educational
context.

The school as a learning organisation is characterised by continuous learning
opportunities, exploration of professional practice and dialogue, collaboration
and team learning, systems for knowledge accumulation and dissemination,
encouragement to pursue a collective vision, alignment of action with the collec-
tive vision, strategic leadership with a focus on learning and alignment of action
with the external environment (Marsick & Watkins, 2003).

Whereas OECD researchers in the context of the school as a learning organi-
sation propose a 7-dimension model:

1) a shared vision of learning for all students;

2) creating and providing continuous learning opportunities for all staff;

3) fostering team learning and collaboration among staff;

4) culture of inquiry, innovation and exploration within the school;

5) systems for acquiring, storing and sharing new knowledge within the

school;

6) learning from the external environment and other systems;

7) modelling and growth of learning management (OECD, 2016; Stoll &
Kools, 2017; Kools et al., 2020).

Prerequisites for developing a school into a learning organisation

To develop a school as a learning organisation, it is necessary to achieve
the formation of such internal culture of the organisation, that is based on trust
among employees (Stoll & Kools, 2017). In schools characterised by high levels of
trust, teachers can talk more openly about the challenges they face in their daily
work and learn more effectively from mistakes (Vaessen, van den Beemt & de
Laat, 2014). It involves a shift in mindset and a commitment by all school staff
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to self-reflect and evaluate their professional performance. Without collective
commitment, collaboration and risk-taking, it is not possible to establish a school
as an authentic learning organisation (Harris & Jones, 2018).

The microclimate of relationships in the school and the dynamics of teachers’
interpersonal relationships are important for the implementation of the principles
of a learning organisation (Carney, 2000). It will be possible to implement the
principles of the learning organisation if school staff are open to new experiences,
willing to support other colleagues in their change efforts, and willing to share
the knowledge and good practice accumulated in the school. It is also important
to develop the skills of providing and using reflection and feedback of all parties
involved (Kelchterman, 2004; Timperley et al., 2008).

The implementation of the learning organisation model in schools is linked to
a change in the role of school leaders. Despite the fact that learning leadership
is often shared in schools, employees are not always able to take responsibility
and change the way processes are implemented unless they are supported by
the school leadership. Consequently, the leadership team has a responsibility to
provide a safe environment in which people can develop new behaviours and be
aware that they are not expected to maintain the status quo, but to challenge
established practices (Marsick & Watkins, 1999).

Another prerequisite for the implementation of a school as a learning organ-
isation is how well the school administration implements a policy of shared
leadership and responsibility in the school and how teachers are involved in
issues related to school governance (Harris & Jones, 2010). The participation of
school employees in the decision-making processes can increase the responsibility
of teachers and other stakeholders for the achievement of organisational goals
(Thoonen et al., 2011).

Research methodology

The qualitative data and information required for the study were obtained
using the monographic method, by identifying, selecting and systematically
analysing professional and scientific literature in English in the international
databases such as EBSCO, Taylor & Francis, EMERALD, WEB of Science, etc. The
aim of the literature analysis is to answer 2 research questions:

1) What is “school as a learning organisation” and what are the dimensions

of this concept?

2) What are the international examples of national or regional transformation
of schools into learning organisations and what can other countries learn
from this experience?

To analyse the international experience of implementing the “School as

a learning organisation” model, 2 examples are examined - Singapore and
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Wales (UK). Singapore has been selected for the case study analysis because its
education system has been ranked as one of the best in the world according to the
OECD’s 2018 PISA survey, with students demonstrating high academic achieve-
ment in mathematics, science and literacy (OECD, 2019). This has been attributed
as one of the outcomes of the nationwide ‘School Excellence Model’, which has
transformed schools into learning organisations (Ng, 2003). In contrast, Wales
(UK) is selected for the case study because, according to the OECD’s PISA 2009
survey, Welsh pupils have shown mediocre learning outcomes in mathematics,
science and literacy (OECD, 2018). As a result, an education reform “Education
in Wales: Our national mission, Action plan 2017-2021” (Welsh Government,
2017), was launched and implemented in Wales with the aim of transforming
schools into effective learning organisations.

The authors have conducted a qualitative content analysis of Latvian educa-
tion policy documents in order to answer the research question on how the prin-
ciples of school as a learning organisation are reflected in the framework of the
documents of the Latvian education system and what is their mutual coherence
in the context of the implementation of the “School as a Learning Organisation”
model. The 7 dimensions of the OECD’s School as a Learning Organisation model
have been selected as the research categories for the analysis of the documents
(OECD, 2016; Stoll & Kools, 2017; Kools et al., 2020). This model has been
selected because the relevance of it has been scientifically proven in practice in
Wales (UK), Singapore and other countries and regions.

The following Latvian education policy documents have been analysed as part
of the qualitative content analysis:

1) National Development Plan 2021-2027 (2020);

2) The Law on Education (1998);

3) Education Development Guidelines 2021-2027 (2021);

4) The Standard of the Teaching Profession (2020);

5) Guidelines for Quality Assurance in General and Vocational Education and

their annexes (2022);
6) Recommendations of the National Centre for Education project “Competence
Approach in Curriculum” (National Centre for Education, 2021).

Research results

Singapore’s experience in implementing the “School as a Learning
Organisation” model

According to the OECD’s implemented research “Programme for International
Student Assessment” (PISA) in 2018, Singapore’s education system is consid-
ered one of the best in the world, with students demonstrating high learning
achievements in areas such as mathematics, science and literacy (OECD, 2019).
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This performance has been attributed to long-term education policy reforms that
have aimed to integrate the teaching of 21st century skills into the curriculum,
cultivate a culture of lifelong learning, foster students’ innovative, creative and
critical thinking skills, broaden their learning experiences and prepare civically
active learners for life in the global world (Gopinathan & Lee, 2018).

Singapore’s education system is based on decentralised decision-making,
which is a delegation of responsibility from the central government to the local
school level and an agreement on decision-making between the school principal,
teachers, parents, local community and students at the school level (Levacic,
1998; Raab, 2000). Within this paradigm, school leaders, teachers, students and
parents are delegated greater freedom and autonomy in making decisions related
to the use of school budget, personnel management and curriculum design to
promote a learning environment that is appropriate for all students (Ng & Chan,
2008).

In 2000, in all schools in Singapore, the implementation of “The School
Excellence Model” was launched, under which schools were guided to develop
towards excellence through increasing their autonomy, strengthening the lead-
ership and management skills of school principals, promoting educational
innovation in schools, and increasing parental and community involvement in
educational processes (Goh & Richards, 1997). This model emphasises the role
of school leadership and teachers in promoting students’ academic achievement,
and according to it, excellence in education is defined as holistic education that
ensures sustained academic outcomes rather than one-off events (Ng, 2017).

The School Excellence Model includes 9 quality criteria or dimensions:

1) leadership: what management systems are implemented in the school to
promote student learning and excellence in academic achievement and to
meet the school’s responsibilities to society;

2) strategic planning: how the school sets relevant development goals for its
stakeholders, develops an action plan and monitors progress in achieving
these goals;

3) staff management: how the school develops and uses the potential of its
staff to become an outstanding school;

4) resources: how the school manages its internal and external human
resources to achieve its goals;

5) student-centred process: how the school designs, implements, manages and
improves processes to ensure holistic education and student well-being;

6) administrative and operational outcomes: how the school achieves opera-
tional efficiency and provides a meaningful education for its students;

7) staff outcomes: how the school contributes to staff professional develop-
ment and job satisfaction;
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8) partnership and community outcomes: how the school works with partners

and the wider local community;

9) key performance outcomes: how the school ensures the holistic develop-

ment of students and the set educational goals (Ng, 2003).

A study published in 2019 concludes that decentralisation in Singapore’s
education system has encouraged flexibility and innovation in schools, while
retaining government oversight has ensured that schools are held accountable for
improving learning outcomes for all students. Factors such as the measures taken
in schools to support the growth of every student, the professional development of
teachers, and the extracurricular activities offered to students have contributed to
the implementation of Singapore’s “School Excellence Model” (Huang et al., 2019).

In the context of the implementation of the School Excellence Model, it is
concluded that Singapore’s education system is characterised by sound human
resource management policies, coherence between action policies at different
levels of the education system and a culturally embedded respect for the teacher
as a leader. These are factors that play a pivotal role in building a sustainable,
coherent and high-performing education system. Similarly, innovation and entre-
preneurship have been given a significant place in Singapore’s education system
and are defined as a mandatory strategic focus for every school (Ng, 2005a).

Despite the positive changes brought about by the implementation of
Singapore’s “School Excellence Model”, Singapore’s education policy has been crit-
icised for its strong focus on students’ academic achievement. While Singaporean
students perform very well in international studies, these achievements are often
achieved through traditional teaching and learning methods. This is due to the
fact that society in Singapore is still focused on examinations, which are used to
select students for the later stages of education. As a result, the education system
has become a source of socio-economic inequality (Gopinathan & Lee, 2018).

The experience of Wales (UK) in implementing the “School as a Learning
Organisation” model

According to data obtained from the implemented study by the OECD,
Programme for International Student Assessment (PISA) in 2009, Welsh pupils
were performing mediocrely, which led to the launch of a reform project in 2011
with the aim of reorganising the education system and implementing quality
and inclusive education that meets the requirements of the 21st century (OECD,
2018). The reforms were based on an action plan, “Education in Wales: Our
national mission 2017-21”, which aimed to achieve 4 education goals between
2017 and 2021, helping to create:

1) purposeful and skilled learners who are ready for lifelong learning;

2) enterprising, creative people who are ready to engage fully in life and

work;
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3) ethical and informed citizens of the Welsh region and the world,
4) healthy and confident individuals who are ready to lead fulfilling lives in
contemporary society (Donaldson, 2015, p. 29).

In parallel with the development of the policy documents, it was agreed
between policy decision makers and schools that the successful implementation
of the Action Plan requires the continuous collaboration and development of
teachers, support staff, school management and all stakeholders, thus contrib-
uting to the development of a culture of learning in every school. Following the
example of other countries, such as Norway, the Netherlands and Singapore, the
Welsh education system defined a common goal: to transform all schools into
effective learning organisations. To achieve this goal, in cooperation with the
OECD, a 7-dimension model of a learning organisation was developed (Kools &
Stoll, 2016; OECD, 2018; Kools et al., 2019).

To assess the impact of the changes, OECD researchers conducted interviews
with school staff, education policy makers and other stakeholders in the Wales
region; researched education planning documents; and developed a 69-question
survey to assess a school as a learning organisation (Kools et al., 2020). In 2018,
an OECD report was published which concluded that the majority of schools in
Wales are on their way to implementing the school as a learning organisation
model, as 58% of schools have worked with 5-7 dimensions of the learning
organisation and 30% out of these schools have worked with all 7 dimensions,
however, 42% of schools need to improve their implementation of the principles
of the learning organisation (OECD, 2018).

OECD research data show that schools do best when it comes to team learning
and fostering collaboration among staff and building systems for collecting and
exchanging knowledge, while the biggest challenges are building a shared vision
of learning for all students, creating a culture of inquiry, exploration and inno-
vation, and collaborating and learning from the external environment and other
systems (OECD, 2018). Although Wales is in the process of implementing educa-
tion reforms that will last until September 2022, the Welsh Government already
acknowledges that additional investment and contributions will be necessary for
school staff to broaden their skills and vision on how school as a learning organ-
isation functions (OECD, 2018).

Latvian experience in implementing the “School as a Learning Organisation”
model

Dimension “A shared vision of learning for all students”. Latvian policy
documents consider the vision of education in the context of the achievable
outcomes in other fields of economic activity. For example, in the National
Development Plan 2021-2027 (hereafter: NDP) and the Guidelines for the
Development of Education 2021-2027 (hereafter: GDE), the vision of education
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is viewed in the context of the country’s economic growth, development of civil
society and the issues of cultural sustainability (National Development Plan,
2020; Education Development Guidlines, 2021). However, it is not stated that
every school in Latvia should develop a clear vision for student learning in the
context of nationally defined education policy priorities.

Whereas the Guidelines for Quality Assurance in General and Vocational
Education (hereafter referred to as the Education Quality Guidelines) state that
every educational institution should have a mission, vision and values, which are
defined through the involvement of all target groups, such as students, teachers,
parents, etc. (Guidelines for Quality Assurance in General and Vocational
Education, 2022). A similar concept is also found in the recommendations of
the National Centre for Education (NCE) project “Competence Approach in
Curriculum” (hereafter: NCE recommendations), which calls on every school to
define and put into practice a school vision that promotes and enhances learning
for every student and in which all stakeholders are involved (National Centre for
Education, 2021).

The above-mentioned evidence suggests that the dimension “A shared vision
of learning for all students” of the “School as a learning organisation” model
is integrated in Latvian policy documents, but its reflection is not consistent
and coherent. For example, Education Policy Framework documents such as the
NDP and GDE refer to the vision of learning not in the context of schools as
individual organisations, but in a broader context. In contrast, the Education
Quality Guidelines and the NCE recommendations refer specifically to the need
for schools to develop a particular vision to support the learning of all learners.

Dimension “Creating and providing continuous learning opportunities
for all employees”. The Law on Education of the Republic of Latvia defines
the local municipality as the implementer of teachers’ professional development,
which is also the founder of the school (The Law on Education, 1998). This means
that there is also a requirement at the local level to plan and organise teacher
professional development in line with the goals set by the education policy. The
NDP and GDE also include a requirement for teachers to undertake continuous
professional development to support students’ learning (National Development
Plan, 2020; Education Development Guidelines, 2021). However, these docu-
ments refer specifically to teachers’ learning, without including other school staff
such as support staff and technical staff, even though the ‘School as a Learning
Organisation’ model emphasises professional development of all employees.

The Standard of the Teaching Profession states that, in order to perform
professional duties, teachers need to be skilled to regularly evaluate their own
performance and to plan and implement professional development to support
pupils’ learning and development. Teachers are also expected to apply the latest
pedagogical knowledge and innovations in their practice, which can be acquired
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through continuous professional development (The Standard of the Teaching
Profession, 2020). On the other hand, the Education Quality Guidelines emphasise
that it is the responsibility of the school principal to provide learning opportuni-
ties for teachers, implemented both through formal learning (attending lectures,
seminars, workshops, etc.) and informal professional development (teacher
collaboration groups, networking with other organisations, etc.) (Guidelines for
Quality Assurance in General and Vocational Education, 2022).

Therefore, it can be concluded that the dimension “Creating and providing
continuous learning opportunities for all employees” of the model “School as
a learning organisation” is included in the reviewed Latvian education policy
documents. However, the related normative framework emphasises only the role
of teachers and school management in planning and implementing professional
development, without mentioning other staff whose actions and professional
performance may have an impact on pupils’ learning and well-being at school.

Dimension “Fostering team learning and cooperation among employees”.
The Education Quality Guidelines indicate that schools need cooperation between
teachers, jointly planning and evaluating student learning, so that teachers have
the opportunity to learn from each other’s experiences. The policy document also
emphasizes the importance of collaboration between the head teacher, teachers,
support staff and pupils in ensuring the quality of education, innovation and the
well-being of everyone involved in the education process (Guidelines for Quality
Assurance in General and Vocational Education, 2022). This leads to the conclu-
sion that team learning and collaboration is extended to a wider range of actors
than the dimension discussed above, which focuses on the learning of teachers
rather than all staff.

The Standard of the Teaching Profession states that teachers are obliged to
evaluate their professional competence in cooperation with other colleagues,
share experience and provide feedback to improve performance (The Standard
of the Teaching Profession, 2020). This means that the need for informal learning
to build a collaborative school internal organisational culture is emphasised,
which is a prerequisite for building a learning organisation. Whereas the NCE
recommendations indicate that teachers need to cooperate in order to monitor
and follow the progress of all students in the learning process and ensure better
learning opportunities, which is possible to implement if teachers regularly and
purposefully cooperate and learn together. It also emphasises that collaboration
is a way for teachers to improve their professional performance by learning from
each other and from examples of good practice within the organisation (National
Centre for Education, 2021).

The above-mentioned results lead to the conclusion that the dimension
“Fostering team learning and cooperation among employees” of the “School as
a learning organisation” model is included in the reviewed Latvian education
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policy documents. Furthermore, it can be concluded that the understanding of
why teacher collaboration and shared learning is necessary is similar across
them, that is, it is a way for teachers to improve their professional performance
and more successfully support the learning of every student.

Dimension “A culture of inquiry, exploration and innovation at school”.
In the Standard of the Teaching Profession, although the use of the term “innova-
tion” does not appear directly, it is emphasised that the teachers are professionals
who explore and study the learning needs of their students. Therefore, the teacher
is expected to carry out research activities that allow the learning process to be
adapted to students with different learning needs (The Standard of the Teaching
Profession, 2020). The GDE, on the other hand, contains an indication that it is
important for teachers to experiment in order to improve the quality of education
at school (Education Development Guidelines, 2021), but similar references are
not found in other Latvian education policy documents.

The Education Quality Guidelines state that it is important for teachers to
use the knowledge and skills acquired through professional development activi-
ties, thus implementing innovations in their performance. It is also important for
teachers to use the results and findings of current research in the field of educa-
tion and to use information communication technologies to enhance student
learning. Whereas at the school level, it is discussed that schools need to gather
a variety of data in order to conclude what changes should be made and how to
implement them in the organisation (Guidelines for Quality Assurance in General
and Vocational Education, 2022).

Therefore, it can be concluded that the dimension “A culture of inquiry,
exploration and innovation at school” of the “School as a learning organisation”
model is indirectly integrated into the Latvian policy documents, as some of its
elements, such as the study of professional practice and the collection of diverse
data, are mentioned in them. However, the policy documents currently lack a
direct indication on which innovations and in what way teachers should imple-
ment in their daily practice, therefore, the implementation of innovations is left
entirely to the schools and not regulated at the national level.

Dimension “Systems for collecting and exchanging knowledge and
learning”. All of the reviewed Latvian education policy documents describe in
detail what data a school needs to collect in order to define development goals and
priorities, and to set qualitative and quantitative outcomes for ensuring the quality
of education. They also specify what data collection methods should be used to
enable teachers and the school to self-evaluate their performance, for example,
questionnaires, lesson observations, focus group discussions, document analysis,
etc. The Education Quality Guidelines state that education quality monitoring is
carried out by the educational institution and its head, the municipality as the
school founder and the National Service for Quality in Education (Guidelines for
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Quality Assurance in General and Vocational Education, 2022). This means that
the quality of education offered at a school is determined by diagnosing and eval-
uating both the performance of the individual pupil and the professional activities
of the teacher, as well as the professional activities of the school head.

In turn, the NCE recommendations indicate that the task of the school staff
is to introduce innovations in their work, perceiving problems and mistakes
as a learning opportunity, and to involve students in researching and learning
about the school as an organisation, thus creating a common understanding of
the meaning and essence of change in the school. Schools are also expected to
monitor and evaluate the quality of the education offered in the school, defining
measurable outcomes and self-assessing their progress in relation to the goals set
(National Centre for Education, 2021).

The above mentioned findings suggest that the dimension “Systems for
collecting and exchanging knowledge and learning” of the “School as a learning
organisation” model is included in the Latvian policy documents, but it is too
general. For example, the policy documents specify which data collection methods
a school should use to evaluate its performance and plan the changes to be made,
but do not explicitly indicate how the obtained data should be analysed in order
to draw conclusions about the need for a change in the organisation.

Dimension “Learning with and from the external environment and larger
systems”. In the Latvian policy documents examined in the framework of the
study, learning from the external environment is understood as the school’s coop-
eration with various partners, such as businesses, local government, professional
communities and higher education institutions, with the aim of improving the
quality of education. The Standard of the Teaching Profession states that the
teacher’s task is to organise a learning process in which pupils have the opportu-
nity to act in real-life situations (The Standard of the Teaching Profession, 2020).
However, this is attributed to student learning, not teacher learning, narrowing
the understanding of teacher professional development as taking place in the
school environment rather than outside it, learning from the experience of other
organisations.

The Education Quality Guidelines state that it is the school principal’s respon-
sibility to encourage and organise cooperation with the local community and
businesses to learn from their experiences. “The [school] head ... initiates cooper-
ation with other institutions to ensure high quality learning achievements and the
qualitative implementation of educational programmes.” (Guidelines for Quality
Assurance in General and Vocational Education, 2022). This means that the prin-
cipal has a responsibility to build purposeful cooperation networks with other
organisations, and as a result of this cooperation to improve both the school’s
governance model and the quality of teaching, as well as broaden the learning
experience of students and teachers.
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Therefore, it can be concluded that the dimension “Learning with and from
the external environment and larger systems” of the “School as a learning organ-
isation” model is included in Latvian education policy documents. However, its
elements as a specific field of professional activities of a school are described
in more detail in documents that have a recommendatory character, such as
NCE recommendations, rather than in the Law on Education (Law on Education,
1998), where the norms are mandatory for schools to comply with. This means
that learning from the external environment and larger systems in the Latvian
case is more associated with desirable and encouraged behaviour, but it is not
seen as a mandatory prerequisite for improving school’s performance and trans-
forming it into a learning organisation.

Dimension “Modelling and growing learning leadership”. The Standard of
the Teaching Profession states that teachers are active participants in the school
governance, proposing their own ideas and solutions to problems (The Standard
of the Teaching Profession, 2020). This means that a teacher is a professional
who takes the lead in initiating the necessary changes and improvements in an
organisation to promote student learning. In contrast, the NCE recommendations
regarding the modelling of learning management refer to self-regulated learning,
which is attributed to the learning of students rather than teachers and other
school staff (National Centre for Education, 2021).

The Education Quality Guidelines include the indication that the school prin-
cipal “leads mutual learning and teamwork, which enables the opportunity to
collect, accumulate and publicise knowledge creation and learning experiences,
provides the support functions of the methodological centre for other educa-
tional institutions” (Guidelines for Quality Assurance in General and Vocational
Education, 2022). This means that the school principal, in a school as a learning
organisation, not only takes responsibility for managing the administrative and
economic processes, but also provides methodological support to teachers. In
this way, the understanding of the role of the school principal is significantly
expanded, with a focus on their own learning and that of other professionals.
“The head of the school knows how to provide professional and growth-ori-
ented feedback to his employees” (Guidelines for Quality Assurance in General
and Vocational Education, 2022), thereby demonstrating the ability to manage
learning.

This means that the dimension “Modelling and growing of learning leader-
ship” of the “School as a Learning Organisation” model can be found in Latvian
education policy documents. However, it is primarily understood as the leader-
ship implemented by students in organising self-regulated learning, and the role
of the school leaders in guiding their own and other staff members’ learning.
As for teachers, the focus is on their involvement in solving school-level chal-
lenges and proposing ideas, with less emphasis on the teachers as professionals
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who purposefully guide not only their students’ learning, but also their learning,
which means defining their individual learning needs and demonstrating an
example of lifelong learning.

Conclusions

All 7 dimensions of the “School as a learning organisation” model can be
found in the Latvian educational policy documents, which shows that in the
case of Latvia, similarly to the foreign examples discussed in the study, there is
a gradual progress towards the transformation of schools into learning organisa-
tions. However, the planning of Latvia’s education policy in the context of the
learning organisation does not take place in a single, unified system, as there is
no direct consistency and coherence between the different policy documents. This
refers both to the interpretation of the concepts used in the policy documents
and to the priorities set for the implementation of changes in school governance
and ensuring the quality of education. Therefore, it would be recommended to
harmonise the norms contained in policy documents and agree on a collective
understanding of what is meant by a learning organisation and its functioning
dimensions in the Latvian context.

The authors’ analysis of Latvian education policy documents shows that there
are elements of the “School as a learning organisation” model that are included
and explained in a broad and comprehensive way, such as teacher professional
development and team learning and cooperation. This could be explained by the
fact that the implementation of these dimensions has been a priority of educa-
tion policy for a long time and is equally applied to both teacher and student
learning. Therefore, professional practices included in these dimensions are
easier to understand and teachers have personal experience of participating in
the implementation of these dimensions.

However, there are also dimensions of the “School as a learning organisation”
model that are only superficially addressed in Latvian education policy docu-
ments or are only included in a few policy documents, such as modelling and
growing learning leadership and a culture of inquiry, exploration and innovation
in schools. This could be explained by the fact that the understanding of these
dimensions is related to professional practices that have been less frequently
implemented in Latvian schools, and more education of educational staff and
society is required in order to realise the importance of these dimensions in
improving the quality of education.

Moreover, the concepts used in these dimensions, such as “innovation”,
provide wide interpretation possibilities, which prevents the possibility of
reaching a consensus on how their implementation could look like in the practice
of Latvian schools. Therefore, it would be recommendable to develop a model of
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a learning organisation that would be tailored specifically to the Latvian educa-
tion context, reaching as much consensus as possible on the importance of each
dimension for improving the quality of education and the practical manifesta-
tions of teachers, students, parents and other stakeholders.
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ABSTRACT

Teachers’ beliefs influence their classroom activities and students’ involvement in learning more
than knowledge or curriculum, beliefs can slow down the implementation of educational reforms,
the introduction of new practices, or support it. Exploring beliefs is difficult, teachers may not
be open in expressing existing beliefs, or they may be unsure of their own beliefs, replacing
them with slogans that are socially acceptable narratives. The purpose of this study is to identify
teachers’ beliefs that characterize student teaching, additionally evaluating how these beliefs
affect teacher agency. The answers to these questions were obtained by implementing a case
analysis — studying the narrative identity of all mathematics teachers of one school, while the
research process is like ethnographic research, data is obtained by interviewing respondents
and observing them in practical work. The belief identified as a result of the research is that
the teacher’'s main task is to prepare students for sufficiently high results in the mathematics
exam, describing how the identity of a “good teacher” is formed, which brings with it agency —
an active contribution to make it happen. The second identified belief — some students cannot
study in the classroom together with the others, this demonstrates the absence of teacher
agency, teachers’ responsibility for children whose learning is a challenge, these children are
handed over to other agents — parents and private tutors.

Keywords: agency, beliefs, identity, school, teachers

Introduction

Belief system is like a filter that influences teachers’ decision-making more
than pedagogical knowledge or curricula (Clark & Peterson, 1986). However,
identifying beliefs and evaluating their impact on teaching and learning is a diffi-
cult task. Beliefs are in a kind of grey area — we don’t have a common practice
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of talking about beliefs, teachers talk about the program, methods, challenges,
claims, but not about the beliefs behind it all.

In the cognition process of beliefs it is not easy to decide whether what the
teacher said is a socially desirable answer or a true description of the situation
and one’s own disposition. Despite these obstacles, we will show how to find out
teachers’ beliefs, thereby understanding the individual and collective discourse
that affects teachers’ perceptions, judgements and decisions by directing future
actions.

To implement this, we will use the concepts of narrative identity and agency,
which will allow us to understand existing beliefs through teachers’ stories about
themselves and others, analyzing how they affect the set of teachers’ actions and
active participation in teaching different students.

The research of beliefs is especially important in the context of the curric-
ulum reform that is currently being implemented in our country. It is the belief
system that can become a serious obstacle to implementing changes in education
(Smelkova, 2013). On the other hand, by finding out and critically reflecting on
their identity as a teacher, it is possible to promote both changes in beliefs and
teacher agency.

Teacher’s beliefs as a complex phenomena

Teacher’s beliefs are visible in the teacher’s actions and setting, they influ-
ence the decisions made and the implemented actions — instructional decisions,
classroom climate (Hill et al., 2019, Chong et al., 2010), acceptance of diversity
(Kiely et al., 2015), motivation to cooperate with other teachers (Kolleck, 2019;
Drossel et al.,, 2018), while teachers’ self-efficacy beliefs influence resilience
(Yada et al., 2021) and can reduce the risk of burnout (Skaalvik and Skaalvik,
2007).

The research of teachers’ beliefs has grown significantly in the last 20 years
(Ashton, 2015), focusing research mainly in three directions — the biographical
and historical origins of beliefs, development, evolution, and change in beliefs
over time and in context, and connections between teachers’ beliefs and class-
room practice (Bullough, 2015: p.165).

The influence of experience and biography on the formation of beliefs is
looked at by describing the experiences gained at school and in the family,
which further influence the teacher’s beliefs. For example, mathematics teachers’
beliefs about themselves as teachers of mathematics are often related to their
past experiences as students who have learned mathematics — relationships with
mathematics teachers/parents’ relationships with mathematics (John, 2022).
Beliefs are formed by accumulating experience, and a teacher who has formed
beliefs about himself as an effective professional does not change these beliefs so
easily (Rezaeian & Abdollahzadeh, 2020; Wolters & Daugherty, 2007, Klassen &
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Chiu, 2010) Several authors point out that changing beliefs is complex, an intense
and long-term process, and some studies even raise doubts about the feasibility of
this direction because there is no certainty that this type of change will lead to
better outcomes (Ashton, 2015; Fives & Gill, 2015), while others point out that
it is possible to overcome or change the influence of the past (Bosica, 2022) by
using a reflexive analysis of one’s own beliefs (Grootenboer, 2008)

The broad research trend also determines the differences in the definitions
of beliefs. Many authors emphasize the role of emotions in the formation and
maintenance of beliefs.

Other authors emphasize the relationship between beliefs and practices. For
example, — Beliefs are the driving force of human goals, emotions, decisions, and
actions (Bandura, 1997). Beliefs are lenses which affect the view of the world
and the disposition that directs action (Philipp, 2007, quoted by Goldin et al.,
2016). The dialectical relationship between the beliefs and practice are signifi-
cant because they allow us to identify what the teacher does, not what he/she
says (Goldin et al., 2016). Teachers’ beliefs allow us to understand what consti-
tutes good teaching in a specific place, distinguishing two possible directions —
whether it is focused on students and knowledge construction, or the teacher who
implements the transfer of knowledge to students (Fives et al., 2015).

Looking at it this way, it can be said that beliefs affect the possibilities of
implementing educational reforms because if teachers are convinced of the
transfer of knowledge to students as the most effective teaching, the implemen-
tation of the constructivist approach requires significant changes in beliefs.

Another way of defining beliefs is related to the context in which they are
formed and from which they are inseparable (Tschannen-Moran et al. 2015;
Biesta et al., 2015; Fives et al., 2015). The impact of the context can be viewed
more broadly — teachers’ beliefs can be considered part of the culture that is
formed - both at the school and at the level of the district, state and its poli-
cies, it contributes to the implementation of the established curricula (Fives &
Buehl, 2012). Or more narrowly — the teacher’s beliefs are situational — context
dependent and subject specific — so it changes in different situations (Tschannen-
Moran & Hoy, 2007; Dellinger et al., 2008), and there are no general teacher’s
beliefs, the teacher’s beliefs are about specific topics or constructs; and they are
important in certain circumstances/context (for example, beliefs about teaching,
assessment, specific academic field, etc.) (Pajares, 1992).

By studying beliefs, it is possible to see contradictions that may exist between
the individual beliefs and values of the teacher and the wider institutional
discourse and culture (Biesta et al., 2015) therefore the teacher’s beliefs can be
described as a characteristic of the individual and collective discourse which
further affects the teachers’ perception, judgments, decision-making, motivating
and guiding the teacher’s actions (Biesta et al., 2015). In this way, the influence
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of the individual and the wider context on the established habitual actions or
practices are combined, pointing out that beliefs allow us to identify the direction
of the action by explaining its reasons.

Identity for the cognition of beliefs

Beliefs like attitudes, values are difficult to study, so it is necessary to find
a way to do it in a research-correct manner, and this can be done with the study
of identity without pretending in this way to an in-depth study of human behavior
(Sfard & Prusak, 2005). Identity is like an analytical lens for educational research
(Gee, 2000, it allows to understand the interaction of individual and collective
influence (Holland et al., 1998; Aoyama, 2021) explaining how a person learns
(Sfard & Prusak, 2005; Lave & Wenger, 1991). Identity is created and trans-
formed by people in a constant process of interaction, contrary to personality and
character, which is biologically determined (Sfard & Prusak, 2005), it “creates
new activities, new words, find new ways of being (Holland et al., 1998, p. 5),
also allowing to see “personal and collective responsibilities for individual lives.”
(Sfard & Prusak, 2005, p.15)

Next, let’s look at different characteristics of identity, choosing the most suit-
able one for the cognition of teacher’s beliefs.

Gee defines identity as “a kind of person, in a given context” (Gee, 2000,
p- 99). He describes four perspectives on how to look at identity, pointing out
that one of them was in the foreground in historical development. Nature identity
was formed as a result of genes or early social experiences, determining human
behavior; institutional identity is formed under the influence of the norms, tradi-
tions, and principles established in the institution; it can be imposed or it can
be as a professional calling. Discourse identity is formed through discourse and
dialogue, recognizing and owning this identity in the institution. Affinity identity
describes belonging to a group with common interests expressed as participation
in common practices.

Menon (2020) combines two constructs in one model, pointing out that the
sources of beliefs forming self-efficacy — mastery experiences, vicarious experi-
ences, verbal persuasion, physiological and affective states (after Bandura, 1997)
contribute to the formation of the various dimensions of identity, as described
by Gee. For example, mastery experience, which can be seen in discourse with
classroom stunts, success with engaging students, hands on investigations, etc.,
creates discourse identity and affinity identity (p. 476). Such an approach can be
called an attempt to explain the ways of identity emergence, but this approach
does not answer the question — what beliefs exist in the community and why they
have formed.

Another approach in defining identity is related to the communities of prac-
tice in which a person learns. Thus, Lave and Wenger (1991) believe that identity
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is created in the learning process which includes the construction of identity,
as a person becomes a different person. Being an active member of a commu-
nity, people create identities that relate to that community, creating a personal
“history of becoming” (Wenger, 2009) in this way, identity is a person’s sense
of who he is /she is, it is like a lens through which he/she creates his/her expe-
rience, positioning himself/herself in the social environment. In the process of
learning identities emerge and these identities contribute to learning, acquiring
new knowledge and skills, forms of participation, creating new identities that
correspond to their community (Nasir, 2002), influencing how teachers think and
act (Ayoma et al., 2016).

In the framework of this work the narrative definition of identity by Sfard and
Prusak (2005) is most appropriate, covering individual and collective influences,
the dynamic nature of identity, but also practices that characterize the existing
identities and the beliefs behind them, can be used to identify them and charac-
terize the beliefs.

Summarizing what was written above, it can be said that beliefs are a way of
expressing identity, which can be seen in individual and collective narratives, in
contradictions, they have been formed in communities in social interaction, influ-
encing the teacher’s actions. In addition, the narrative approach makes it possible
to learn about everyone’s individual beliefs, as well as to identify differences in
beliefs and practices, which can also exist in the field of education (Goldin et al.,
2016).

Essential role of the Agency

Agency is the third essential concept in this study, as it describes a person’s
active actions, not passive acceptance of the situation and participation.
Luehmann (2007) writes that the implementation of educational reforms requires
new teacher identities, but when trying something new, there is a risk of not
being recognized and the usual order will be disrupted, so many teachers are not
motivated, afraid and resist. Thus, a tension is created between past experiences
and the existing discourse, and past experiences have a stronger impact on iden-
tity (ibid). Understanding and learning about the agency allows you to see and
solve this dilemma.

Two different perspectives on the interaction of agency and identity are
discussed below. In the first approach, identity formation is already interpreted as
a form of agency, adopting an identity, creating an identity (Hsieh, 2010). It begins
with the choice of repeating practices, reactions, conversations over time, further
understanding oneself in these practices, taking into account the experienced
social interaction and feedback as a response to the newly adopted identity (ibid.).
Although the authors emphasize the presence of agency, it does not significantly
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affect the existing order, so in this case we choose another approach that clearly
describes the influence of agency on changes, including beliefs and actions.

Agency, viewed at the individual level, is not just a hope or a prediction of
future actions, it is an active commitment that is converted into action, subor-
dinating priorities to it, regulating one’s behavior, cognitive processes, and
the influence of the environment (Bandura, 2001). This is the teacher’s active
contribution in his/her work, taking responsibility for the quality of one’s own
provided education, for example, by critically reacting to problem situations,
creating conditions to reduce them in the future (Biesta & Tedder, 2006).

The influence of structures is essential in the existence of the agency. It can be
weak in an environment where a person has limited power (Holland et al., 1998),
so at the level of education policy one should think about how to empower
teachers by promoting Teacher agency, rather than imposing oppressive power
relations (Aoyama, 2021). It is equally important to look at education more
broadly. Assuming that education is only the achievement of certain standards,
moving away from content, goals, relationships, it is demanded that the teacher
should become an evidence-based professional (Biesta, 2015). In an effort to
reduce teachers’ opportunities to make decisions and control their own work,
teacher agency is replaced by a data-driven approach, but an externally deter-
mined vision of good education limits Teacher agency, while a healthy discussion
about teaching and education in general promotes it (Biesta et al., 2015).

Summing up, it can be said that the concept of teacher agency allows the
teacher’s identity and beliefs to be combined with active action aimed at teaching
different students.

The interaction of beliefs, identity and agency as a theoretical framework

We have previously described three concepts — beliefs, identity and agency,
briefly sketching their mutual interaction. The concepts are chosen to identify
the beliefs that exist in the field of education and how beliefs characterize and
influence teaching. Beliefs in this work mean the discourses existing at the indi-
vidual and collective level, which, having formed and strengthened, influence the
decisions, motivation and actions of teachers.

However, as already mentioned, cognition of beliefs is a complex process,
therefore, the identification of narrative identity was additionally chosen for char-
acterizing the discourse, the teacher can understand the beliefs that stand behind
them through stories that describe themselves and others, assigning meanings,
creating images. In our case, the identities expressed in the narrative are like the
glue that binds the discourse to the person, allowing to reveal beliefs that can be
contradictory, ambiguous and different at individual or collective levels.

On the other hand, the concept of agency allows one to see and explain how
beliefs and identity influence the teacher’s active actions, to take responsibility,
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making efforts and influencing processes so that students learn. Agency may also
not be present, the teacher and teachers may have beliefs that influence not taking
responsibility, beliefs may also reduce agency (Biesta et al., 2015), so it is impor-
tant to reveal, understand and explain this interaction. Research questions also
follow from this theoretical framework: what collective and individual beliefs
characterize student teaching? How do conscious beliefs affect teacher agency?

Methodology

In order to find answers to the research questions, case analysis was chosen
which can help clarify the significant influence of the context on both causes
and consequences (Cohen et al., 2008). On the other hand, the research process
itself is similar to ethnographic research because it describes and analyzes beliefs
(Freebody, 2003).

The selected school as a case meets the following criteria: the school is located
in a city and is attended by students of all age groups and different levels of
academic achievement (winners of olympiads and individuals who are exempt
from exams), has participated in the education reform project as a pilot school,
the management team recognizes education reforms as a challenge, the school is
eager to participate in the research and is open to sharing of data.

If the goal is to obtain as much information as possible about a problem or
phenomenon, it is necessary to analyze extreme cases because they provide more
information (Flyvbierg, 2006). In this case, a group of teachers teaching one
subject was studied, and the extreme status was assigned to this group by the
school management team, saying that mathematicians who work with students
from grades 5-12, unlike other teachers, are not united in their beliefs and
communicate relatively little with each other, requests from parents are received
about some of the teachers to introduce changes. This study is part of a larger
study focused on the study of teachers’ beliefs and practices, which is ongoing.
Therefore, this article will not describe all the data obtained and neither all the
findings be reflected.

Three methods were used to collect information — partly-structured interviews,
observation and unstructured interviews. Data related to this article (study) have
been obtained during the period of March-May 2022.

Interviews were conducted with all 8 teachers, covering the following topics —
a good teacher, practices where it can be seen, teacher’s growth and what influ-
enced it, interaction with colleagues, what it gives/takes away; challenges and
satisfaction.

A total of 8 academic lessons and 5 extracurricular teacher-student communi-
cation situations were observed. Which lessons to observe was the teachers own
choice, this was done to reduce the anxiety that can arise when a person not
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belonging to school observes a lesson. In the process of data organization and
analysis mainly grounded theory (Glaser & Strauss, 1967) was used, taking into
account the criticism of other sources and additions to the theory, because, as
Thomas & James, (2006) emphasize, the success of this theory is the introduced
reliability test, but the researcher who uses the whole theory of justification risks
to lose the essential meaning of interpretation. In the process of data analysis, the
main steps should be noted: acquaintance with the data, categorizing them by
separating groups of topics, cutting the data by placing a topic or problem in the
center (for example, contradictions that characterize certain beliefs), comparing
and interpreting.

Prior to interviews the teachers were informed about the use of the acquired
data in research and security of anonymity of respondents. Teachers were asked
to give the interviews by phone at the time convenient for them. Information was
presented after classes or in the days when the teachers were preparing for the
work with their students. On the average an interview lasted 60 minutes. One
of the teachers refused to record the conversation, the rest were recorded and
transcripted.

Results

This study examines the perspectives of mathematics teachers on the main
task of their profession. Through analysis of teachers’ stories and reflections on
their teaching practice, the research finds a tension between the belief that math-
ematics is a tool for stimulating thinking and the reality of classroom practices
that may not always be thought-provoking for all students. The study also high-
lights non-participatory power relations and the recognition of innate abilities
in students’ thinking as factors that contribute to this dilemma. Additionally,
the focus on state-mandated exams as a measure of success in the teaching of
mathematics is discussed as a potential hindrance to the development of crit-
ical thinking skills in students. The study ultimately highlights the need for a
re-examination of the purpose and methods of mathematics teaching in order to
promote the development of critical thinking in students.

Dilemma: The Dual Purpose of Mathematics Teaching

Dilemma — what is the main task of a mathematics teacher? In the teachers’
stories about themselves and teaching mathematics, two different directions
describing the meaning of their work appear. Primary teachers describe their
subject as a tool that is essential for a person, stimulating thinking, but at the
same time, in other episodes of the stories, they reveal contradictions that make
you doubt about the existence of such a belief:
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1) the learning methods implemented in the classroom cannot always be
called thought-stimulating for all students, for example, some students may
be quiet and little involved,

2) teachers describe and demonstrate non-participatory power relations,
a truly immersive disposition;

3) teachers recognize that students’ thinking is related to innate abilities;

4) teachers say that the results of their work can be seen in state-mandated
exams, and there are no stories describing how students have improved
their thinking.

Talking about exams, teachers no longer mention development of thinking.
The broad perspective is lost, the stories reveal the gamut of teachers’ emotions —
pride, shame, fear, anger, acknowledging that the quality of their work is deter-
mined by what the students achieve. All teachers develop this topic by mentioning
the exam in 14 different episodes in one interview. Therefore, it can rather be
said that teachers believe that their task is to prepare students for exams.

Next, we will look at and analyze the teachers’ narrative in more detail, which
will further explain and justify the above-mentioned conclusions.

At the beginning of the interview, when talking about themselves as teachers
of the particular subject, the interviewees emphasize that the task of the mathe-
matics subject and teachers is to teach thinking and solve problems. For example,
one teacher says:

those math tasks, (...) they give something to the character, (...), (my task)
is not to grow you in length, width, but to wrinkle your brain”. Another says
seeing regularities, another says that the task of mathematics is to teach a
person to think by explaining it: “Know what the problem is, don’t throw your
hands in the air (...), divide it into smaller parts, which in turn (...) maybe you
don’t understand something, then you can ask.

The existence of the belief could be confirmed by the situations observed in
the lessons — the techniques taught by the teachers, which promote students’
active participation, independence and (possibly) thinking, for example, working
in groups, testing their knowledge and skills; reminders about independent ways
of looking for help, the option to work extra, explaining the solution to others,
etc., but not all students follow the course of the lesson, only part of the students
ask questions, there are children who sit quietly, write something down (later it
turns out — some of them imitate writing down or transcribing what others have
written). Therefore, the first contradiction that appears in the data is — teachers’
beliefs on the role of mathematics cannot always be seen in practical work in
the classroom.

The other contradiction — activities described by teachers, which “teach to
think” cannot be interpreted unambiguously. For example, the most frequently
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mentioned thinking-stimulating strategy described in the interviews and observed
in the lessons is teachers’ deliberate mistakes. This is how the teacher retells the
information about herself given to the students in the interview:

Don’t trust me, I am going to deceive you (...) I will make mistakes, I will make
mistakes very often. Sometimes they will be careless mistakes, but sometimes
they will be on purpose, simply so that you (pause) think along all the time,
so that it is not that we write down and shake our heads, but the main thing is
that it is felt in the brain.

This example clearly shows a power relationship that could be formulated
as “I will force you to think”. Similar situations, when the teacher uses power
hoping for more active involvement of the students, have also been observed in
several lessons (the teacher shouting, punishing with extra work, changing the
student’s seat to the far corner of the classroom), although it must be recognized
that the use of power strategies is not characteristic of all teachers, or the teacher
uses them against some students.

When learning mathematics, it is important that classes are formed as mathe-
matics learning communities, when learning together, students acquire not only
new knowledge and skills, but also forms of participation, further encouraging
the emergence of new forms of participation while setting new and more complex
goals (Nasir, 2002). On the other hand, power relations do not contribute to the
formation of communities where there is equal participation, power relations can
distance students from learning. In addition, in such conditions students are not
given opportunities to exercise agency in various ways (Nasir & Hand, 2006).
Therefore, it can be said that teachers, on the one hand, say that they teach
thinking, but on the other hand, they take away this opportunity.

The third contradiction which calls into question the belief of mathematics
as a tool for developing thinking, is the characterization of the so-called good
students. The thought process of these students is interpreted as a “genetically
determined” reward that is used in the lesson, rather than a process and outcome
influenced by the teacher. That one teacher describing his/her excellent student,
says: “Others still beat:

Why do I need this and I won’t need this” and something else, she never beat
about it (...) And that’s what I see that she was used to the fact that when there
are problems, (her) brain immediately solves the problem, instead of looking for
excuses (...) just like in math problems.

A final contradiction that calls into question the belief that a math teacher
develops thinking is the glorification of student test scores, pointing out that it is
a measure of the teacher’s quality. In these stories, there is no connection with
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mathematics as a tool for developing thinking. The emotions expressed by the
teachers, the pauses in the stories. The significant preponderance of the stories
allow us to conclude that the teacher believes that his/her task is to prepare the
students for the exam. Let’s look at some examples.

The teacher who started working at the school recently, talks about his/her
students and concerns:

I hope it will be better than the average in the country (laughs). This is already
a high-ranking school, if, and in general, the results should be much better than
the average in the country.

Next, naming 5 reasons that would justify an insufficiently high assessment
of students, therefore “There should not be very high expectations, it’s just that”.

Another teacher tells about the betrayal she experienced - a colleague who
works in a parallel class, had copied and forwarded the mock exam papers to the
students. There are pauses in the teacher’s narration at this moment, she doesn’t
say everything, and the interviewer asks: “It doesn’t sound fair...” she answers —
“Yes!” and pauses with the interviewer. Another teacher tells how important it
is not to help students in the exam “because I'm interested in what I've taught
them, well, how much I've taught them — well, how much I've done and how
much I haven’t done. Yes. It’s for me, the report”.

One teacher describes the emotions he experienced:

There was one kid who was always calculating with the application at the begin-
ning, in the end I posted a mark 4, (...) he barely got it. He did not study more
and passed the exam with 18%. Horrible!! What a shame, I can’t ....

Many stories are devoted to how teachers find a way to stimulate students
to prepare for an exam, for example, by posting a failing grade in the semester,
which, with active work, can be corrected in the coming weeks. Some students
are advised to get medical statements which exempt them from taking the exam.
There is an impression that students would be satisfied with low results in exams,
as long as they are allowed to finish school, but teachers are not satisfied with this.

In the described situations the teacher’s agency can be seen — an activity
aimed at achieving a goal that is important to her/him - high results. It is also
supported at the collective level, for example, by emphasizing the importance
of exams to all respondents, describing their actions, interpreting the actions of
others. However, in this case teachers’ identities and agency maintain unchanged
beliefs about their role as a teacher.

It can be said that the main task of the mathematics teacher mentioned in the
interviews is to teach to think, but it does not characterize the teacher’s beliefs
which are visible in practical work, it is more like a slogan. It is possible to agree
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with KaSa (2009) that the culture of exam results as a priority prevails in the
education system in Latvia.

Similar findings are expressed by Biesta and colleagues (2015), describing
the work of teachers in Scotland. According to them, narrow goals determine
limited activities in the classroom. It can be said that in our situation, teachers
who prepare exam takers direct their agency towards achieving a limited goal,
without even trying to see other possibilities to promote mathematics teaching,
for example, creating a mathematics learning community in the classroom.

Some students are not able to study in the classroom together with others

Teachers’ narratives describing students and the learning process can be
divided into two large groups. The first group consists of teachers who recognize
that teaching all students is a challenge, they cannot cope with it. The other
group of teachers express the opinion that they are able to involve and support
different students in the learning process, but the data does not support this.
Therefore, it can be concluded that the individual and collective narrative in the
school confirms the belief that some students cannot acquire the content intended
for learning in the classroom well enough, together with the rest of the students.
This belief limits the teacher’s agency, the responsibility for students for whom
learning is a challenge, by handing them over to other people — parents, private
tutor. In the described interaction, the collective sense of academic emphasis and
academic optimism is not formed, which would allow to accumulate positive
experiences and develop inclusive practices for all students.

Stories about students that teachers have difficulties to teach appear in the
narratives of all teachers. Only one teacher, who started work at the secondary
school level relatively recently, emphasizes that the students of this school have
passed the selection and compared to the students of other schools, all of them are
able to study well enough because “the basics have been mastered”. All the stories
of the other teachers are individually different, but they are united by one theme -
it is difficult to teach some children, and it is impossible to do it during the lesson.

One teacher expresses her thoughts that some of her students are not able to
learn mathematics at all:

how can I say it... so that it doesn’t sound wrong, I mean that the teacher
cannot teach everything.

Later in the interview, talking about the students for whom learning is a chal-
lenge, the teacher emotionally continues:

In the classroom I do everything. when they don’t do it, I poke, poke, poke,
poke, poke, they sometimes know that I am especially strict to them, and I will
ask him while he will be able to answer the same kind of questions.
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Later in the interview, anger is replaced by apathy:

I do have those. I say one, two who I don’t care about at all, the main thing is
that he doesn’t make any noise, that he doesn’t disturb the lessons, and then do
what you want, I don’t care anymore, I'm already tired.

Another teacher says:

“In the class they may not be able to think in their slow pace, but the problem
is, because there are also smart children in my class, I can’t slow down those
clever ones all the time, well, then I mostly choose the middle level and those
bastards have a ... hard time, um, they have to catch up and those who are
smart kids, um, well, you understand, yes?

This narrative characterizes “bell-curve thinking”, which marginalizes those
students who are at the ends of the curve and characterizes the teacher’s approach
to learning the curriculum instead of teaching all children (Florian, 2015).

In the described situations the teachers openly admit difficulties to work
with all children in the classroom, but the other teachers are confident that
they support all their students in the learning process, but the data indicate
discrepancies.

The teacher who works with students up to the 6th grade, emphasizes diver-
sity in the stories as a part of the school’s everyday life, accepting it: “I have
a painter here, a reader over there (...) Those children are very different. That
boy (points to the empty bench) is having a hard time. Benevolent, ready to do
anything, he has confidence that everything is fine”, but as a result, there are
rarely solutions without mistakes. “There are silencers from whom it is diffi-
cult to get anything at all.” The teacher admits that she does not really under-
stand some children: “children are different. They are teenagers in space. In
the 4th grade they press buttons, but they can’t understand the clock!”. Greater
contradictions appear in the teacher’s story about providing support to students,
comparing it with what was observed. In the interview the teacher explains that
she supports students by working individually and facilitating tests. However,
while observing the lessons, the teacher did not pay attention to these children,
saying that they should come to study after the lessons. What’s more, the teacher
used frontal knowledge transfer, telling her stories and having the students to
complete tasks. For example, when solving tasks about time, the clock was not
available as a support.

In the senior classes one of the teachers said in the interview that she accepted
all kinds of students. In her previous work she had been able to integrate children
with mental disabilities in the class. As the teacher explains, a very detailed
preparation for the lessons helped her, to which the teacher devoted a whole day
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every week. However, the observed situation in the classroom is different — one
of the students cannot keep up with the processes taking place in the class. He
is late, makes mistakes, so he doesn’t keep up with the pace of the class again,
starts behaving inappropriately — walks around the class, tries to start a conver-
sation with the boys in the next row who answer him. The teacher scolds, calls
the student to order and turns her head. After the lesson the interviewer asks
the teacher why she doesn’t adapt the task to the boy’s learning needs, receiving
back a blunt, angry answer “Where can I find time for this? And the materials are
not available either”. The data collector gets the impression that he has crossed
the boundaries, with this question indicating a lack of professionalism that has
offended the teacher. This student is not included in the teacher’s story about the
day dedicated to preparing for work with students.

The contradictions identified in both described narratives, supplemented by
observations, can be interpreted as giving socially desirable answers, creating a
slogan — “I support the learning of different children in the classroom”, as the
teacher herself believes that this is the case, rather than existing beliefs. What
is said is not followed by decisions and active actions, so it should rather be
concluded that teachers at the collective and individual level do not see the
opportunity to work in the classroom with all students, although not everyone
sees and admits it. A similar conclusion is described by Biesta and colleagues
(2015) - some teachers in Scotland admit that including less able pupils in the
classroom is not useful, as teachers interpret the pupils’ abilities as fixed.

This data can be interpreted as the absence of sense of academic emphasis
(Woolfolk Hoy, 2012) in the mathematics community because teachers are not
focused on the learning of all students and the formation of appropriate behaviour
in the classroom. Teachers’ beliefs about the sense of academic emphasis can be
seen in the behaviour demonstrated by the teacher, the thoughts expressed, and
the actions taken, which increase the active participation of students in lessons,
which further affects their learning (Woolfolk Hoy, 2012; Hoy et al., 2008; Smith &
Hoy, 2007). This type of discourse and practice cannot be observed in school yet.

This interpretation is also confirmed by the theme developed by five teachers —
there are children who are unable to learn without additional support imple-
mented outside of class, parents should provide it themselves or by hiring private
tutors. In the interviews teachers openly say that children study with private
tutors who are their colleagues, and this is recognized and appreciated. On the
other hand, not looking for a private tutor is a sign of insufficient investment:

Others have parents who don’t care at all. That parent has shown no interest,
nothing, absolutely nothing. And there are children who are not good at it and,
for example, if I write a letter or I communicate on the phone or something like
that with parents... and then you can feel that little work has been done there,
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or there, for example, a private tutor has already been found in time, that
parent is quick (...) has responded to everything quickly with that child. Not
that he has been doing nothing for 4 years.

At school there is also an opportunity to receive individual counselling within
the framework of a state-funded project, but some students do not value it.
“Students don’t have time. (...) They come irregularly, if the parents pay, then
they appreciate it.” Another teacher: “But those who come to (the project) are
the ones who want it. Those who don’t want to, they don’t come there at all, they
miss the lessons there”, the project does not reach those students who need it.

Discussion

The teachers’ beliefs revealed in the study, by which we understand the indi-
vidual and collective discourse that affects teachers’ decisions, actions, motivation
or agency, which can be seen in identity narratives when teachers describe them-
selves and others, gave the opportunity to understand that the beliefs existing
in the field of education can be hidden, not always consciously for the teacher
himself/herself.

Some teachers primarily express a socially desirable vision (“the task of a
mathematics teacher is to develop thinking”, “I am able to teach and support
different children”), which we call slogans; they were seen in practice only in
individual cases. Instead, it can be said that teachers are convinced that their
main task is to ensure high academic achievement in exams but reaching and
teaching students who are not sufficiently engaged in learning is the responsi-
bility of parents and private tutors — this does not interfere with the identity
of a “good mathematician”. Therefore, we can agree with the conclusions of
Biesta and colleagues (2015) that teachers’ narrow interpretation of the purpose
of teaching mathematics determines a limited choice of activities. On the other
hand, other people are responsible for students who cannot achieve this goal.
In addition, individual and collective views demonstrate the unequal access to
education, the essential role of parental capital in learning. This creates a risk
that students, having experienced the tension associated with the orientation
towards the highest possible performance, may not engage in lifelong learning
(Harlen & Crick, 2003).

Teachers’ beliefs expressed through identity and practices allow us to see
teacher agency. Teachers make an active contribution to achieve the highest
possible results in a mathematics exam, while agency cannot be identified when
teachers describe teaching children with learning challenges. Therefore, it can be
said that beliefs directly affect the existence of teacher agency.
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Our study is an ethnographic case study, the examples discussed represent
only one community of mathematics teachers in one school, and although the
findings are compared with those found by other authors, they are not general-
izable. However, we agree with Flyvbierg (2006) that the power of the case is
not sufficiently appreciated because teachers’ stories, compared with what was
observed in the lessons, allow us to identify the grey zone, which is essential
to help realize the real situation, discuss it and further implement changes in
schools.

Conscious beliefs narrowly interpret the goals of education, the profession-
alism of teachers, limiting the availability of equal education for all. Therefore,
we can agree with Biesta and colleagues (2015), who ask questions to which we
also need to get answers — who should take responsibility for students’ learning
and how to protect students from the shortcomings of the education system? The
answers to these questions should be sought in future study.

Conclusions

Researching teachers’ beliefs is a challenging task, beliefs are not immediately
visible, not always what the teachers tell describes the beliefs, they can be hidden
and can only be seen by observing practices and comparing them with what is
told.

For finding out the beliefs we can use the concepts of narrative identity and
agency, it gives an opportunity not only to understand what kind of beliefs exist
at the individual and collective level, but also to explain how they affect the
teacher’s actions or passivity.

These concepts in mutual interaction made it possible to see the contradic-
tions existing in the field of education — a wide interpretation of the meaning of
the subject, which in practice manifests itself as preparing students for the exam,
or verbally expressing the acceptance and support of different students, which is
not related to practical actions. It is these findings that allow us to conclude that
learning and analyzing teachers’ beliefs can help to reveal and explain develop-
ments in the school.

Beliefs limit the opportunities to implement curriculum reform that has set
broad educational goals and is focused on expanding the learning opportunities
of every student, so it is necessary to think about how to talk to teachers about
beliefs, taking them out of the grey zone so that we could further look for oppor-
tunities to challenge them and change.
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ABSTRACT

Nowadays, the ideological focus of sustainable development is leading in all industries
worldwide. Sustainable education enriches the understanding of the link between social,
ecological, and economic needs; develops the ability to take responsibility for their own daily
choices and contribute to a fairer future for present and future generations. All levels and areas
of education invest in sustainable development, including higher education programs, which
play a crucial role in putting sustainability ideas into practice.

Therefore, in April 2022, the University of Latvia implemented the second round of the study,
“Assessment of Competences of Higher Education Students and Dynamics of Their Development
in the Study Period”, within which multidimensional research of students’ transversal compe-
tencies is continued.

The first round of the study identified that the theoretical approaches to the distinction and
consolidation of global and civic transversal competencies are contrasting. For that reason, this
study aims to analyze civic and global transversal competencies’ common, diverse, and unifying
aspects. The design of a cartographic review was chosen for conceptualization. The aim is to
structure the literature items included in the study, based on which a classification scheme was
created, and the field of aspect coverage was identified.

The study data were analyzed using the qualitative data processing program NVivo 12.0. As
a result, the various aspects of the two transversal competencies have been identified. The
theoretical framework of global civic competence is formulated based on the aspects identified
in the coverage field.

Keywords: Citizenship Competence, Civic Transversal Competence, Conceptualization, Higher
education, Global Civic Transversal Competence, Nvivo
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Introduction

Over the past 30 years, the concepts of global and civic transversal compe-
tences have established themselves at all levels of education worldwide. Global
and civic competence are regularly used in political, social, cultural, economic,
and educational contexts. However, the conceptual use of these competencies in
educational policy documents and research is inconsistent.

In April 2022, the implementation of the second round of the national-level
study “Assessment of the competencies of students in higher education and the
dynamics of their development during the study period” has been started, within
the framework of which the multidimensional research of the transversal compe-
tencies of the students is being continued.

Inside the first-round range, it has been identified that the theoretical
approaches to the distinctions and consolidation of global and civic competences
are different (Rubene et al., 2021, Medne et al., 2021). Therefore, one of the
tasks of the second round of the study is determined to identify the rationale
for the division or combination of global and civic transversal competences in
the framework of transversal competences in the context of sustainable higher
education. Global or civic transversal competence, together with the need to
give it meaning in the context of sustainable education for stakeholders, makes
these concepts attractive from an educational perspective, as they require shared
meaning-making and understanding.

This is because the content of all these concepts closely overlaps, as the
mentioned transversal competences and sustainability can be included in the
study process. On the other hand, sustainable higher education is the acquisition
of specific competencies and qualifications and the development of human talents,
emotional intelligence, and personality (Medne & Jansone-Ratinika, 2019). The
European higher education space’s quality assurance standards and guidelines
formulate the idea that higher education institutions are responsible for creating
a sustainable culture by developing certain principles focused on student-centered
learning, teaching, and assessment (Cirlan & Loukkola, 2021, ESG, 2015).

Therefore, all levels and fields of education invest resources in implementing
sustainable development, including higher education programs, which play a vital
role in the transition to implementing sustainability ideas in practice as one of the
solutions of valuable practice in the context of sustainability for ensuring quality
education in the long term, which allows universities to ensure the sustaina-
bility of education itself, remote learning opportunities and digitization of the
study process are emphasized (Baranova et al., 2021). In the context of distance
learning, the issue of learning global or civic competences at the level of practice
expands its boundaries: how to promote their learning in a remote format. As
another pedagogical solution for effective search, simulation is offered, one of
the teaching methods considered adequate because it best connects theory and
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practice and promotes the acquisition of specific professional and general skills
(Medne, 2022).

Additionally, conceptualizing notions of global competence or civic transversal
competence and their integration in the learning process becomes an intrinsic
part of the study. Research data show that the conceptual and practical issues
related to the concepts of civic and global transversal competence for students at
the higher education level are complex both conceptually and practically. On the
other hand, their contextual issues are: the position of higher education institu-
tions in the acquisition of these competencies, the ambiguity of terms, the issues
of values related to them, the position and ideas of the students themselves, the
interest of employers and the social and political situation (IEAA, 2014).

However, Global competence, less historically rooted in an educational
context than civic competence, has influenced the current focus in education on
educating for global competence (Evans et al., 2009). The formulated project
tasks and the analyzed problem settled the purpose of this study — to determine
the stability criteria of global competence in the identified literature units.

Methodology

A selection of studies, reports and international education policy documents
were initially carried out to implement the research. Overall, studies (n = 16),
reports (n = 2) and policy papers (n = 3) met the inclusion criteria. The study
included studies whose time frame is 2017-2022 and educational documents
from 2014-2022. Various studies were included - systemic literature reviews,
empirical studies, policy documents, scientific journal articles, and technical and
project final reports. The subject of research was defined as civic development
and global civic competence. Boolean search operators were used in the selec-
tion of literature units: “Citizenship Competence,” “Civic Competence,” “Global
Competence,” “Higher Education,” “Global Civic Competence,” and “Global
Citizenship Compet.”ce.”

A cartographic review strategy (mapping review) was chosen for the study,
the purpose of which is to structure the literature units included in the study,
create a classification scheme and structure the field of interest to identify the
coverage of criteria in the research field. By choosing mapping methodology,
topics, and the context in literature units, the study’s authors try to introduce
a new and productive way to analyze and discuss the concept of competence in
education, considering the diversity of competences.

Data analysis and synthesis — performed according to the narrative synthesis
type, which included three consecutive steps:

1) defined logical categories (codes),

2) analyzed data from each obtained category (the content of codes),
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3) synthesized questions about all included logical categories (Petticrew &
Roberts, 2006).

The SPIDER (Sample-Phenomenon) strategy was used for a structured qual-
itative systematic selection of publications (Cooke et al., 2012; Booth, 2016).
Inclusion criteria:

a) published between 2016 and 2022,

b) content and form analysis of civic and global civic cross-cutting compe-

tences conducted in the higher education space

c) published in English. Exclusion criteria: no access to the full text.

The research content was analyzed using qualitative and quantitative contex-
tual analysis in the qualitative data processing program QSR NVivo 12. Linguistic
processing and analysis of the literary units included in the analysis were carried
out in the following order:

The choice of data processing program NVivo in the study was determined by
the fact that it increases the validity of qualitative research (Siccama & Penna,
2008). The study was carried out from May 2022 to August 2022.

The research was carried out in four steps of group cooperation:

1) initially, research participants agreed on the criteria for inclusion of liter-

ature units and the research design,

2) identification of studies, which researchers carried out individually,

3) two participants performed double coding of the included publications, the

program showed 86% codes coincidence, which is considered high,

4) the research group discussed the obtained results and their possible

interpretations.

Results

The data search strategy was carried out using open-access databases:
PubMed, ResearchGate, SciELO, Cochrane Library, Campbell Collaboration,
EppiCentre, ScienceDirect, SpringerOpen, and Academia. The framework of
the structural concept of Arksey and O’Malley (Arksey & O’Malley, 2005) was
chosen for the design of the research protocol, which was further developed by
The Joanna Briggs Institute in five stages:

1) identification of research questions;

2) identification of scientific literature;

3) selection of scientific literature according to criteria;

4) data analysis and synthesis;

5) compilation of data into tables.

In the five-step framework, the second and third steps integrated the four-
step data selection scheme of PRISMA (Moher et al., 2009): identification-
screening-eligibility-inclusion.
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After identifying the primary studies, an initial assessment was conducted to
determine whether they met the inclusion criteria and the basic quality require-
ments: clear and precise statement of the objective, clear description of the study,
method, and sufficient amount of raw data). After duplicates were excluded,
eligible studies were included according to the inclusion/exclusion criteria for
evaluation. At this stage, most publications were excluded from inclusion in the
study because they did not meet any of the exclusion criteria for inclusion in the
study (Timulak, 2014). (Table 1)

Table 1. PRISMA selection scheme

Studies identified in databases PubMed, ResearchGate, SciELO, Cochrane Library,
Campbell Collaboration, EppiCentre, ScienceDirect, SpringerOpen,

and Academia (n=32)

Observation of Duplication of studies (n = 4)

Studies after initial evaluation (n = 28) Excluded studiesn=7

Studies included qualitative synthesis (n = 21)

The included literature units (n = 21) were sequentially entered into the table
created in .docx, the structural components of which were determined according
to the purpose of the study: publication title/availability; year of issue; insti-
tution/author; nature of the content/ context; identification of competence or
competence type (G, P, G/P); criteria and their indicators.

In the identified units of literature (n = 21), the following conceptual units of
the competence group were placed: global competence (n = 5), civic competence
(n = 5), global civic competence (n = 9), sustainability competence (n = 1), and
comprehensive global competence (n = 1). When initially selecting, structuring,
and reviewing the studies, it was concluded that a specific methodological choice
for the name of competence in the literature units was not justified. Therefore, in
the next step of the research, the full texts of the literature units in the original
language were uploaded into the Nvivo 12 program, and global aspects were
identified.

The global perspective in this study was determined by the fact that all
the mentioned competencies included the global dimension, and the aspect of
sustainability was revealed in their content. Thus, global competence expands the
boundaries of understanding the concept of civic competence and education for
sustainable development, simultaneously expanding the ambiguity in the use of
these concepts. Deductive coding was chosen as the coding method. The choice
is based on the basic idea of the deductive approach, which provides structure
and theoretical relevance from the outset. It is a top-down approach in which the
first step is to identify a set of codes, and the second step is to identify the codes
within the literature units.
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The set of codes for identifying the global dimension in literature units was
determined according to The OECD PISA global competence framework (PISA,
2018): the four dimensions of global competence and understanding of their
content:

1) knows issues of local, global and cultural importance,

2) understands and evaluates perspectives and worldviews of others,

3) engage in open, appropriate, and effective intercultural interactions, and

4) act for collective well-being and sustainable development.

This generation and application of criteria were chosen because it minimizes
the risks of a highly subjective selection of literature units.

To meaningfully understand the content of the identified literature units,
full texts in the original language (English) were imported into the Nvivo 12
program. The next step was deductive coding (identifying themes and contexts
by assigning a code to the relevant passage of text). During deductive coding, all
the codes determined by The OECD PISA global competence framework (PISA,
2018): global competence were identified following the purpose of the study. The
identified codes are summarized and visualized in Table 2.

Table 2. Matrix of frequency of use of codes identified in literature units

Code The number of Total number of
documents in which codes
the code is identified
Knows issues of local, global and cultural 21 65
importance
Understands and appreciates other people’s 20 71
perspectives and worldviews
Engages in open, appropriate, and effective 20 36
intercultural interactions
Acting for collective well-being and sustainable 20 41

development

The frequency of use of codes indicates how widely and elaborately a question
is presented in the literature units, also indirectly indicating the code’s relevance.
The frequency of codes obtained during coding shows that all four indicators
of global competence are sufficiently detailed and widely characterized in the
literature unit: knows local, global, and cultural issues identified in all literature
units, a total of 65 times (n = 65), understands and evaluates other people’s
perspectives and worldviews identified in 20 literary units 71 times (n = 71),
engages in open, appropriate and effective intercultural interaction identified in
19 literary units, as a code identified 36 times (n = 36), acting for collective
welfare and sustainable development identified in 16 literary units in total 41
times (n = 41).
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In the further course of the research, the content of the global competence
criteria is described in the publication according to the identified code frequen-
cies in the NVivo program in descending order.

The most significant number of codes in the identified publications is for
the criterion to understand and appreciates other people’s perspectives and
worldviews (n = 71). The second largest number of codes was identified for
the criterion: knows issues of local, global and cultural significance identified in
all literature units, a total of 65 times (n = 65). On the other hand, the crite-
rion acting for the benefit of collective well-being and sustainable development
was identified in 16 literature units 41 times (n = 41). The fewest identified
publications deal with the issue of engaging in open, appropriate, and effective
intercultural interaction (n = 36).

In implementing the research idea, the distinction of codes in the thematic
units of the competence group updated in the study was looked at. The following
tables present the distribution of codes by thematic units of competences.

Table 3. Frequency matrix of codes identified in literature units for global competence

Code The number of Total number
documents in which the of codes
code is identified
Knows issues of local, global and cultural 5 18
importance
Understands and appreciates other 5 21

people’s perspectives and worldviews

Engages in open, appropriate and effective 5 10
intercultural interactions

Acting for collective well-being and 5 10
sustainable development

Table 4. Matrix of frequency of use of codes identified in literature units for civic competence

Code The number of Total number
documents in which the of codes
code is identified
Knows issues of local, global and cultural 5 19
importance
Understands and appreciates other 4 19

people’s perspectives and worldviews

Engages in open, appropriate and effective 5 11
intercultural interactions

Acting for collective well-being and 5 12
sustainable development
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Table 5. Frequency matrix of codes identified in literature units for global citizenship
competence

Code The number of Total number
documents in which the of codes
code is identified
Knows issues of local, global and cultural 9 19
importance
Understands and appreciates other 9 24

people’s perspectives and worldviews

Engages in open, appropriate and effective 9 9
intercultural interactions

Acting for collective well-being and 8 11
sustainable development

Table 6. Matrix of frequency of use of codes identified in literature units for long-term
competence

Code The number of Total number
documents in which the of codes
code is identified
Knows issues of local, global and cultural 1 5
importance
Understands and appreciates other 1 4

people’s perspectives and worldviews
Engages in open, appropriate and effective 1 3
intercultural interactions

Acting for collective well-being and 1 4
sustainable development

Table 7. Matrix of frequency of use of codes identified in literature units for comprehensive
global competence Matrix of frequency of use of codes identified in literature units for
comprehensive global competence

Code The number of Total number
documents in which the of codes
code is identified
Knows issues of local, global and cultural 1 4
importance
Understands and appreciates other 1 4

people’s perspectives and worldviews

Engages in open, appropriate and effective 1 3
intercultural interactions

Acting for collective well-being and 1 4
sustainable development
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As a result of the coding, it can be concluded that the global competence
criteria determined by The OECD PISA global competence framework (PISA,
2018) can be identified in all the literature units included in the study. In the
next stage, a qualitative content analysis was carried out, which allowed the
authors to conclude that, regardless of the name of the competence (conceptual
unit), the content of all codes includes the constantly evolving social processes,
cultural context (local and global), people (behavior) and sustainability posi-
tioning in them.

Discussion and Conclusions

This study has several potential limitations:

1) limited scope of analysis, as only 21 literature units were found to be

relevant to the research idea

2) reviews, reflect the search for the current state of the art in a specific field,

but there is a subjective abstraction, misinterpretation, and risks of over-
simplification, so according to this review, a risk of this study could be that
the included literature units represent multiple fields (education, policy,
health care, etc.). This can be considered a limitation, but paradoxically, it
is also a convincing argument at the same time because it creates a wider
focus,

3) only English language units of literature were identified and analyzed,

4) the methodology of the literature units included in the review was not

analyzed and evaluated.

This review aimed to create a topography of the literature whose concep-
tual units are global competence, civic competence, global civic competence,
sustainability competence, and comprehensive global competence. To implement
it, 21 literary units were mapped. Mapping the research subject using the review
design allows authors to conclude the following:

The literature units included and analyzed in the study reveal a high level
of complexity in explaining this group of competences, both in theory and
practice.

Global citizenship competence (n = 9) is mentioned as the dominant compe-
tence in the selected studies and documents, while global competence (n = 5)
and civic competence (n = 5) follow in equal numbers. This conclusion reflects
that the evidence base for the conceptual use of competences is not clear-cut.
Authors interpret it as relatively open, unstable, and cross-sectoral. Thus, civic
and global competence in research reports is also linked to the industry and its
external and internal demands. Also, the interpretation differs in connection with
social and political actualities, and there is no single, coherent methodological
basis for their formation.
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Within the framework of this study, the research subject exhibits the domi-
nance of the English language, which probably reflects a certain decontextualized
narrowness, which in turn may affect the methodological narrowness of the ideas
of understanding competence, as well as the limitations of the development of
education policy, therefore, within the scope of this study, it is determined as
a research limitation.

Although the identified tension in the context of the explanation of the concept
of competence between generalization (transversal competence) and specializa-
tion (professional competence), taking into account contextual factors such as
national and cultural differences and differences in educational levels, shows
that such research is underutilized due to unsystematic review in the context of
sustainability. The identified units of literature also show the diversification of
competence definitions: sustainability competence (n = 1) (2022) and compre-
hensive global competence (n = 1) (2018). During the research, it was concluded
that they include the same content units, this suggests that the stability of the
content of these competences remains, but there is a tendency for the name
(conceptual unit) to change.

Analyzing the texts of literary units, it can be concluded that citizenship is
rarely associated with a specific territory. Today, in the context of globalization,
this concept has been expanded by emphasizing that citizenship simultaneously
means both status and social role. The first refers to the civil, political, and
social rights the state guarantees its citizens (objective dimension). The second
aspect includes the identity, values, and mental representations that each person
formulates in relation to social life and the political-economic situation (subjec-
tive dimension). This subjective dimension can be attached to a particular region
and nation but can also be an organization, a social network, or a supranational
entity (Europe, the World). Already Habermas (1995) formulates a similar idea,
calling this phenomenon institutional patriotism, which is a way of identifying
with democracy and its institutions, not with a certain geographical space.

The dynamics of the understanding of civic competence and global compe-
tence as multidimensional concepts show that their nature is related to constantly
evolving social processes and people’s actions in them, which determines that the
explanation of these categories is never final but can be qualitatively different
depending on the context. Contextual aspects define the global dimension in
understanding this set of competencies and present unique challenges in its
precise formulation.

Both sustainability competence and global citizenship competence are based
on solving world problems and developing the connection between the local and
the global (home - local community — global world) in the social, economic, and
environmental fields, thus essentially including/including the multidimensional
aspects of citizenship competence.
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Mapping global and civic competence reveals the theoretical possibility of
their conceptual combination — global - civic competence.

The analysis of the content of all identified competencies allows us to conclude
that all competencies, regardless of the name, include behavioral indicators
that ensure sustainable development and sustainability. To a certain extent,
the evolution of concepts can be identified: civic competence — global compe-
tence — global - civic competence — sustainability competence, determined by the
context of society and education policy, or the United Nations (UN) Sustainable
Development Goals (SDG).

The purpose of this review was not to conceptualize any of the conceptual
units of the research focus group of competencies, but to substantiate the breadth
and depth of the global dimension conceptually and objectively in the twenties
of the 21st century.
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ABSTRACT

From the school year 2020/2021 the implementation of a competence-based curriculum has
started in Latvia which determines new learning outcomes for students and at the same time
defines new professional development needs for teachers. There are changes in the content that
teachers need to learn and the learning approach that teachers need to use for their professional
development to ensure that they meet the new quality requirements of teaching. In order to
successfully implement new teaching and learning approaches and to promote the development
of a wider learning community, teachers’ formal professional development, such as attendance
at lectures, seminars etc., has to be supplemented with informal professional development
through sharing experiences, participation in learning groups, etc. The remote work experience
of the COVID-19 pandemic has provided additional opportunities for a variety of online in-service
teacher education activities based on principles of informal learning. The goal of the research
conducted by the authors is to find out what is the interest of teachers to get involved in the
teacher cooperation events “Emergency Methodological Assistance” organised by the Friendly
Appeal Cesis State Gymnasium and what are the professional benefits of teachers’ participation
in such informal learning activities. Within the framework of the research, a qualitative content
analysis of the teachers’ reflection bulletins has been performed, which teachers have submitted
at the end of events, evaluating their professional benefits from participation in the events.
The data of the research show that teachers appreciate the opportunity to get acquainted with
professionally tested and practical teaching methods and techniques for the implementation of
new curriculum, to receive encouragement from other colleagues in the conditions of constant
change and uncertainty, and to find professional partners among teachers for long-term planning
and cooperation activities.

Keywords: professional development, formal and informal learning, distance learning, remote
learning, learning community
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Introduction

Along with the changes taking place in society, characterised by rapid digi-
tization and globalisation (Kurer & Gallego, 2019), there are also changes in
society’s demand concerning the education sector, where new achievable results
for students and employees are defined. The nature of changes in education
is particularly evident in crisis situations, when the processes taking place on
a national or global scale affect the content and the approach towards organising
learning. Thus, for example, the global pandemic caused by COVID-19 deter-
mined the need to organise learning remotely, using various technological solu-
tions, such as the internet and television. This also meant that the teachers had
to learn new pedagogical concepts and teaching methods, the use of which they
were not specially trained for before (Schleicher, 2020). The COVID-19 pandemic
rapidly transformed learning by moving it online in many schools around the
world (Hodges et al., 2020; Laganovska, 2021).

Online learning has also directly affected teachers’ expectations, learning needs,
professional skills and roles (Darling-Hammond & Hyler, 2020), creating addi-
tional cognitive, subjective, physical and social challenges (Viac & Fraser, 2020).
In the context of the COVID-19 pandemic, new learning needs were defined for
teachers, for which innovative online professional development solutions were
sought. Moreover, this was done despite the findings of previous studies before
the COVID-19 pandemic showing that teachers prefer to participate in face-to-face
rather than online professional development activities (OECD, 2019).

Also, in the context of professional development of teachers, the pandemic
caused by COVID-19 raised the question of how further education activities can help
teachers become more effective leaders of their personal growth and learning, can
provide access to tools that support teachers’ specific learning needs, and promote
cooperation and interaction between teachers, to increase the impact on their
professional performance in work with students (OECD, 2020). As a result, more
emphasis was placed on informal online learning in teacher professional develop-
ment, thus creating innovative solutions for both how teachers work with students
and how they organise their own professional development (Yu et al., 2021).

The aim of this research was to determine whether teachers are interested
in participating in the online teachers’ cooperation and networking events
“Emergency Methodological Assistance” organised by the Friendly Appeal Cesis
State Gymnasium, as well as to investigate what are the main benefits for teachers
from participating in such online professional development events. A research of
the scientific literature on issues related to the informal professional development
of teachers and its implementation in distance learning was carried out. Also,
a qualitative content analysis of teachers’ reflection on these online events was
performed in order to determine the categories of professional benefits indicated
by teachers.
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Informal learning as teacher professional development

Informal learning is emphasised as a particularly important mechanism for
increasing the professional capacity of teachers (Rogoff et al., 2016), as it provides
the opportunity for teachers to choose the learning content and the most suitable
form of learning according to their personal interests and current learning needs.
Informal learning is not didactic because it does not identify a person whose role
and responsibility is to teach others. It is organised through meaningful activities
in which participants take part willingly, not forcibly; the learning process is based
on the personal initiative, interests and choices made by the participants, not on
externally defined achievable results, and does not involve external evaluation
of the results achieved. Informal learning occurs as a result of social interactions
where participants use their existing knowledge and skills to innovate and develop
new ideas and skills (Desimone, 2009; Rogoff et al., 2016).

Informal learning refers to acquiring new knowledge and developing skills
outside of a structured, institutionally organized learning environment. Such
professional development takes place in a process of voluntary cooperation and
exchange of experiences, where employees of one or more organizations interact
(Marsick et al., 2008). Informal learning is a type of professional development
that is not always purposefully organized, externally or internally guided, system-
atic and regular and does not have predetermined learning content. Informal
learning occurs unconsciously as participants engage in activities that provide
new learning experiences without pre-defined achievable outcomes, such as
socializing with others, participating in conversations and discussions, etc.
(Melnic & Botez, 2014).

Informal learning involves intensive use of previous professional experi-
ence and reflection on it. Learning in this format takes place as an exchange of
knowledge and experience among colleagues, trying out new teaching methods
and reflecting on the acquired experience, researching the professional envi-
ronment inside and outside of their own school in order to gain new ideas for
organising learning for their students (Lohman, 2006). Informal professional
development is the result of observing the professional performance of other
colleagues, conducting trials and analysing errors, asking for help in problem
situations, talking with other colleagues and reflecting on one’s previous experi-
ence (Dabbagh & Kitsantas, 2012, p. 4).

The purpose of informal learning is to provide teachers with continuous,
goal-oriented competence development in the workplace, taking into account
the real learning needs of the parties involved and using the knowledge, expe-
rience and available professional resources already accumulated in the organi-
sation (Tynj&ld, 2008). Therefore, unlike traditional professional development,
which takes the form of lectures, conferences, seminars, etc. in attending similar
events, informal learning enables teachers to meet specific learning needs and
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offer solutions to the challenges they face in their daily work with students. The
positive impact of informal learning on teacher performance and professional
competence is also determined by the fact that such learning is based on well
tried and immediately usable examples (Cheng, 2017).

Distance learning as teacher professional development

Researchers point to differences in the use of the terms distance learning
and remote learning when describing the teaching and learning process that
was implemented during the COVID-19 pandemic. So, for example, distance
learning has so far been considered as an opportunity for students to learn the
full curriculum or individual parts of it remotely and self-directedly. Using the
opportunities created by technology, such as TV, radio or the Internet, students
can participate in the learning process organised in this way both synchronously
and asynchronously (Anderson & Dron 2011). Remote learning, on the other
hand, is associated with attempts to create and implement in practice the same
organisational structure of the learning process that is implemented in face-to-
face setting, and technologies are used to communicate with students, conduct
lessons, check whether and at what level the set learning goals are achieved, and
provide feedback on learning outcomes (Daniela & Visvizi, 2021).

Effective distance learning involves several interrelated elements: effective
teachers, the use of appropriate technology, and engaged students. Teachers
with good content knowledge, technical skills for using technologies and support
resources, and appropriate pedagogical techniques are more effective than those
who lack such skills. On the other hand, the availability and use of technolo-
gies appropriate to the learning context and learning goals is a prerequisite for
distance learning to be possible at all (Mufioz-Najar et al., 2021). This allows us to
conclude that in the context of teachers’ professional development, it means that
effective informal learning of teachers remotely becomes possible if the learning
process is purposefully managed and organised, in this way, informal learning is
supplemented with elements of formal or traditional professional development,
for example, the person who organises the learning for others.

In the distance learning, the teacher’s role and direct control over students
and their learning decreases, while students’ individual responsibility for their
own learning increases, thus creating a demand for the implementation of a new
learning approach (Azorin, 2020; Dhawan, 2020; Reimer & Schleiche, 2020;
Digiuseppe et al. ., 2017; Bonde et al., 2014). This means that distance learning
provides an opportunity to individualise the learning experience, develop self-di-
rected learning and digital skills, and provides access to learning opportunities
in situations where this would not be possible otherwise (Bonde et al., 2014;
Dhawan 2020; Nolen & Koretsky, 2018). In the context of teachers’ professional
development, this means an opportunity for teachers to improve such important
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skills as defining their individual learning needs, setting professional develop-
ment goals, organising effective cooperation among colleagues, meaningful use
of technology in learning and other skills.

The professional development of teachers during distance learning can be
viewed as informal learning, since the teachers themselves choose which online
learning resources to use, which online learning activities to participate in, and
the teachers themselves take responsibility for their learning results. Such profes-
sional development can be considered as experiential learning, which includes
the creation of new online learning experiences and promotes the formation of
alternative learning behaviour, which is manifested in the analysis of the perfor-
mance of other colleagues and conversations about their professional practice
(Manuti et al., 2015; Wolfson et al., 2018). The main differences between face-
to-face and online informal learning are related to the fact that online informal
learning provides participants with a higher degree of individual autonomy and
a larger variety of learning opportunities, so it provides more advantages and
better reflects the nature of informal learning (Yu et al., 2021).

Online informal learning is in a way an action research, where learning
occurs to bridge the gap between teachers’ existing and desired knowledge and
skills needed to solve a particular problem or make a decision. As part of such
professional development, teachers also collect information from several involved
parties, try to understand and interpret it, as well as evaluate several prob-
lem-solving alternatives. Engaging in such learning activities is a social activity as
it involves collaboration with other colleagues within one or more organisations.
In addition, such learning is also influenced by several contextual factors, such
as the existing power relations between the participants, the distribution of roles
and responsibilities during learning, the access of all participants to the necessary
learning resources, etc. (Watkins & Marsick, 2020).

Methodology

The research is based on data collected during Friendly Appeal Cesis State
Gymnasium organised online events “Emergency Methodological Assistance”.
These are professional development events for teachers, where deputy principals or
teachers who teach a similar subject and student age group and have started imple-
menting the improved curriculum, meet. The purpose of these events is to provide
an opportunity for teachers and representatives of school management teams to
talk about the challenges they face in their daily work, and search for solutions to
solve common challenges in their work, to share experiences and teaching mate-
rials, as well as to plan the implementation of the improved curriculum.

From 2020 to 2022 13 “Emergency Methodological Assistance” events were
organised during the school year. These events took place online via Zoom
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meetings and were organised according to the principles of informal learning —
the participants themselves chose the content they wanted to discuss during
the meetings and chose what they wanted to learn from colleagues they met
during these events. Information about the possibility to apply for participation
in the “Emergency Methodological Assistance” events was distributed through
the Friendly Appeal Cesis State Gymnasium Facebook page and through local
municipality Education Departments sharing the information through official
emails and inviting to pass it on to interested schools. Participation in teachers’
cooperation events “Emergency Methodological Assistance” was voluntary, thus
the composition of participants in every event was variable.

At the end of each event, participants were asked to reflect on their
learning experiences and benefits from participation in the event. Participants
were informed that gathered data will be used in the research analysis of the
learning event and could submit their reflections publicly using the Zoom
chat feature or anonymously by sending a personal message in Zoom chat. As
a result, 714 participant responses were obtained, of which 458 were selected
for further analysis according to the purpose of the study. Responses that were
too general or provided information other than participants’ reflection on the
benefits of participating in these activities were not included in the analysis.
Before analysis for the purposes of this publication all data was anonymized.
Participant response citations used in the article were translated to English by
researchers, trying to preserve the opinions expressed by the participants as
much as possible.

The analysis of the selected answers was performed using the qualitative
content analysis method (Schreier, 2014) with the aim of defining the categories
for grouping the benefits mentioned by the participants. In order to maintain
objectivity in the analysis of the research data, researchers first grouped the
responses of individual participants individually and defined their own analysis
categories, then compared the obtained data and agreed on a common under-
standing for categorising data. As a result, 10 categories were defined, according
to which all participant responses obtained were grouped.

Results

One of the questions raised in this research is whether teachers are interested
in participating in informal professional development activities that are carried
out online. The data obtained in this study show that a total of 1153 participants
applied for participation in 13 “Emergency methodological assistance” events.
Although not all participants took part in the online conversations, it can be
concluded that the interest of teachers in this type of professional development
in the context of the COVID-19 pandemic is high.
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The obtained data show that the number of participant applications for each
event is different, where 59 was the smallest, while 110 was the largest number of
participant applications (Fig. 1). Such differences can be explained by of several
factors, such as the number of teachers who teach the specific subject in schools;
content issues that have been proposed for discussion during the participants’
meeting, as well as the period of time when the event has been organised - the
number of applications during the school year is higher than it is at the end of
the school year.

Figure 1. Amount of applications for each of the learning events

The second question raised in this research is what are the benefits for teachers
from participating in the professional development activities of “Emergency
Methodological Assistance”. According to the data obtained in the study, the
benefits mentioned by the participants can be classified into 10 categories:

1. professional conversations, sharing experiences, opinions, advice;
learning and work process organization;
learning materials, resources, ICT;
a sense of community;
belief that cooperation is a solution to common problems;
new valuable experience for professional development;
developing learning materials;
confidence in their work;
belief that professional development is needed;
inspiration for further work (Fig. 2).
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Figure 2. Participants’ benefits from attending learning events

The obtained data show that the most frequently mentioned benefit for partic-
ipants from participation in professional development events of this format is the
opportunity to participate in professional conversations with colleagues, to listen
to the experiences of other colleagues and to share their own experiences, as
well as to exchange opinions and advice. 182 participants have emphasised this
in their reflections (Fig. 2).

I liked the fact that I could talk with colleagues who teach “my” subject, share
experiences and insights.

During the conversations with colleagues, I gained confidence in the direction I
have chosen for teaching my subject. Also in these conversations new ideas arise
that can be implemented in my work.

The second most frequently mentioned benefit for the participants is related
to the acquisition of new ideas for organising learning. Reference to such benefits
can be found in the reflections of 123 participants.

(...) we all drive in the same direction, faster or slower, but we drive. I highly
appreciate this opportunity to learn together (...). We created a great lesson
plan on the Reformation in 40 minutes. Super teachers!

I learned how to work with the [subject] syllabus and create a thematic plan.
My benefit is really significant — I understood how to plan. I appreciate the
opportunity to hear the experiences of my colleagues, which I will be able to use
in my own work. Thank you!
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Almost half as many participants — 67 — indicate in their reflections that their
benefit is related to the acquisition of new learning materials and resources for
use in work with students. It is evident that these events have been beneficial
for teachers for obtaining information tested in practice and immediately usable
teaching methods and materials for organising learning.

The task created by [a colleague] about verbs in songs will be useful for me.
I will definitely use materials of the book publishing house “Liels und mazs” (...).

I found out about websites where I can look for information and ideas for my
lessons. (...) It was valuable to meet, surely such meetings should be organised
more. I found out the answers to some questions that were relevant to me.

An important benefit for the participants is also related to the fact that partic-
ipation in the “Emergency Methodological Assistance” events has given teachers
a sense of belonging to a wider professional community. This is clearly illustrated
by several participants’ comments.

My benefit today is supportive conversations with colleagues, support and feeling
of a safe shoulder.

(...) Although online, a colleague’s shoulder is, nevertheless, an important
support mechanism.

Considering the fact that the events were attended by participants from
different schools, belonging to a wider community of education professionals is
promoted in this way.

I appreciated the fact that today I had the opportunity to talk with colleagues
from other schools and share experiences, (...) and obtaining the feeling that
we are all searching for solutions.

Although such a benefit appears in the answers of only 50 participants, it
is important to emphasise that the participants of the event also indicate as
a benefit that they have strengthened their belief that the cooperation of teachers
is a solution to common challenges. This is especially important in the context of
Latvia, where teachers have started the implementation of the improved curric-
ulum in conditions where all teaching aids and methodological materials are
not available, thus there is also a greater risk of encountering various types of
professional challenges.

I appreciate that by putting our heads together we can achieve much more.
Thank you! Cooperation and optimism — my benefits from these events.
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In conversations with my colleagues, I found out that [our] problems are similar
and together [we] can solve a lot.

The different benefits from participating in these collaborative events can be
explained by the fact that the events were devoted to different topics and content
issues, and in each of them different formats of teacher collaboration were used.
Thus, for example, in one of the events, teachers jointly created thematic plans
for the implementation of the curriculum, while in another, they shared their
personal examples of good practice in connection with the implementation of
the improved curriculum. This means that teachers’ answers about the benefits
of participating in these activities could depend on what their individual goals
of the participation have been and whether they have met their learning needs
during the collaboration with other colleagues.

On the other hand, one of the main risks for the professional development
of teachers in this format was the learning interdependence of the teachers,
because the learning outcomes for individual teachers were directly dependent
on the involvement of other participants, their desire to cooperate and share
their experiences and materials. There was also a risk that not all the participants
have had relevant prior professional experience in the topics discussed during
these events, thereby limiting the learning opportunities and potential benefits
for other teachers.

Conclusions

The interest of teachers in participating in informal professional development
activities online is high, as evidenced by the number of applications received for
participation in the “Emergency Methodological Assistance” cooperation events
organised by the Friendly Appeal Cesis State Gymnasium. This could be explained
by the fact that, in the context of the pandemic caused by COVID-19 and the
introduction of the improved curriculum, teachers in Latvia require additional
support from other professionals who face similar challenges.

Specific ideas for their work as well as the possibility to share their own
professional experiences with colleagues are mentioned as main gains by partic-
ipants of the “Emergency Methodological Assistance” events. This indicates that
this form of learning is a way for education professionals to learn from their
own and others’ experiences, gain the ideas tested in the practice for improving
professional performance, and meet their individual learning needs. Furthermore,
the participants emphasise the importance of collaboration with other profes-
sionals in solving common problems and thus formation of a sense of community.

The results of this study show that informal professional development, imple-
mented online, can provide an opportunity for education professionals to get to
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know colleagues from other schools and learn from their experiences. As a result,
this format of professional development has the potential to influence not only
teacher performance, but also attitudes and beliefs because data of the research
shows that one of the benefits for teachers from participating in the “Emergency
Methodological Assistance” events have been a sense of belonging to the wider
professional community. Among other benefits of participation in the “Emergency
Methodological Assistance” events, participants mention a strengthened belief
that professional development is necessary, and cooperation is an effective solu-
tion towards solving the common challenges that teachers face when performing
their daily duties.
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ABSTRACT

Current challenges in the labor market associated with rapid globalization, digitalization, and
skills gaps, cause features such as a learning community, opportunities for collaboration,
student self-efficacy, social skills, coherent intercultural communication, and self-realization
to play a significant role in students’ professional development. Successful interpersonal and
social participation in society as well as skills such as independence, self-confidence, decision-
making, openness to change, and responsibility, which are emphasized in the definition of
professional autonomy, are also fundamental to their development.

To prepare university students for the labor market, it is necessary to consider the above and
develop students’ professional autonomy to close the gap between students’ theoretical learning
and the development of practical professional pursuits. Despite the importance of professional
autonomy, its concept in educational sciences is not sufficiently defined and described,
as it lacks a theoretical basis. For that reason, this research aims to study the etymology of
professional autonomy, the typology of professional autonomy, and how professional autonomy
is measured in higher education by conducting a systematic literature analysis.

The results of this study reveal divergent definitions of professional autonomy, the scope of its
concept, and explain the applicability of tools for measuring professional autonomy in higher
education. Additionally, it identifies three levels of professional autonomy: general, collegial,
and individual.

Keywords: Higher Education, Interpersonal Skills, Professional Autonomy, Social Skills,
Systematic Literature Analysis

Introduction

UNESCO'’s latest education policy document, Reimagining our Futures together
A new Social Contract for Education, among the proposals for the renewal of
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education, mentions the need to expand the professional aspects of learning,
seeing it as a common goal, recognizing the work done by teachers and recog-
nizing that they are creators and central figures of knowledge in educational and
social transformation. Teamwork and cooperation are the main characteristics
of teachers’ work. Reflection, inquiry, and the creation of knowledge and new
teaching methods must become integral aspects of teaching (UNESCO, 2021).
This means that teachers’ autonomy and freedom of action must be supported
and that educators must actively participate in public discussions and dialogue
about the future development of education.

Given current challenges in the labor market associated with rapid globali-
zation, digitalization, and skills gaps, features such as a learning community,
opportunities for collaboration, student self-efficacy, social skills, coherent inter-
cultural communication, and self-realization play a significant role in students’
professional development. To prepare university students for the labor market, it
is necessary to consider the above and develop students’ professional autonomy
to close the gap between students’ theoretical learning and the transfer to profes-
sional pursuits (Skills development and employability in Europe, 2016).

In Latvia, professional autonomy is one of the quality monitoring indicators
of the quality of higher education, and the implementation and evaluation of
professional autonomy as a result of study in the study process is considered
a serious and challenging task for further research to ensure the quality of higher
education (Rubene et al., 2021).

For that reason, this research aims to study the etymology of the concept of
professional autonomy, the typology of professional autonomy, and how profes-
sional autonomy is measured in higher education by conducting a systematic
literature analysis.

Methodology

A systematic review was conducted in five phases by Xu Xiao and Maria
Watson (Xiao, Watson, 2019). The first phase included searching the literature
in the University of Latvia database Primo. The keywords were selected by the
researchers based on their knowledge of the field and the results of the search
conducted. Originally, studies were selected using keywords: professional autonomy,
professional autonomy in higher education, and student professional autonomy.

All Searches were restricted to full-text articles that were published between
2017 and 2020 in English and Latvian . The search procedure was conducted
using the Primo database with the specified keywords. A total of 25 potential
articles were found.

Within the second phase, based on the analysis of abstracts, each article was
verified to determine if it should be included for data extraction and analysis.
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The criteria for inclusion and exclusion were established so that the research
units met the requirements and articles could be included or excluded from the
study (see Table 1).

Table 1. Inclusion and exclusion criteria

Inclusion criteria Exclusion criteria

Studies in the English and Latvian languages. Studies in other languages.

Education/higher education field Other fields

Definitions of measurement of professional No definition or measurement provided
autonomy

Scientific articles, reviews or books, Conference review, Conference paper.
monographs.

After careful review, a total of 5 studies were excluded for different reasons.
(For instance, if there was no definition provided, if the full text was not avail-
able, or only the abstract was available, and if the articles were in languages
other than English). In general, 15 studies from the initial search were included
in the next step of the full-text inquiry.

To obtain a complete list of literature, a backward search was conducted
to point out the articles’ most cited studies or research units using the list of
references (Webster, Watson 2002; Xiao, Watson, 2019). This search resulted in
the identification of 3 more articles, expanding the search criteria — the year of
publication of scientific articles (one article from 1987, a second from 2003 and
a third from 2011) and the field of articles (as the origin of the term “professional
autonomy” derives from the field of nursing (medicine)).

Results

In the third phase of the study, after screening for inclusion, the full texts
of of the studies were derived for quality assessment in order to refine the full-
text articles.This was the final step in preparing studies for data extraction and
analysis (Xiao, Watson, 2019). The research was conducted on articles published-
between 2003 and 2020 (and one article in 1987) from the following countries:
Portugal, Finland, India, Netherlands, Japan, Sweden, and Iran, which emerged
as a result of the data analysis of 18 research units.

In the fourth phase — data extraction or characterization of the studies was
carried out (Xiao, Watson, 2019). From each study, information was extracted
and divided into research areas or categories by an inductive method. After
careful reading of the literature units, four thematic categories were developed:
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Table 2. Thematic categories of systematic review

Thematic category Authors
Professional autonomy in medicine ~ WMA, 2017
Schutzenhofer, 1987
Hara, Asakura, K., Asakura, T., 2020
Delshad, Belkrouz, Masoumeh 2019;
Salvatore et al., 2018
Gobbi, Caunonen, 2018;
Seetoodegan et al., 2019
Professional autonomy in teacher Han, 2014;
education Puaca, 2020
Carvalho, Diogo, 2017
Wagenaar, 2018

Measuring professional autonomy Wagenaar, 2018
Schwimmer, Maxwell, 2017
Division of professional autonomy Lundstrom, Holm, 2011

Frostenson, 2015
Evetts, 2003
Svensson, 2008
Wermke, 2013

The main features of the thematic inductive analysis were applied to analyze
the content of the given articles, dividing them into four categories.

The first category looked at the definition of professional autonomy in the field
of medicine, where the concept of “professional autonomy” has been known in
theoretical discourse since 1987 when the Madrid Declaration on Professional
Autonomy and Self-Regulation of the World Medical Association was signed (WMA,
2017), which states that professional autonomy is a quality that confirms the ability
to be independent, self-determined, self-directed in decision-making, flexible,
endowed with life force (resilience) when performing one’s professional activity.

From analyzing the genesis of the concept, it can be concluded that profes-
sional autonomy has been studied in medicine most often, and that medical publi-
cations are the first to describe its assessment in the study process (Schutzenhofer,
1987). One of the definitions considers professional autonomy as the freedom of
professional participants to determine the nature of professional work in terms of
its formal content, quality criteria, formal education, control mechanisms, ethics,
etc. (Hara, Asakura, K., Asakura, T., 2020).

Another definition in the medical field emphasizes that professional autonomy,
as an integral part of the medical profession, refers to self-control, independ-
ence, and the ability to use clinical decision-making and clinical assessment of
patient care within the scope of the individual’s profession, while also taking into
account the relevant work rules and regulations (Hara, Asakura, K., Asakura, T.,
2020). Three dimensions of professional autonomy are identified in medical
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research: clinical or professional freedom of work (includes the doctor’s ability
to decide about patient care), social and economic independence of work (the
doctor determines, for example, the workload, which is largely influenced by
institutional arrangements) and influence on organizational decisions (the doctor
has the opportunity to affect the functioning of the hospital). The relationship
between professional cooperation and professional autonomy is emphasized, in
which decision-making and taking responsibility for decisions are essential. The
level of skills is highlighted as a determining factor in making these decisions
(Delshad, Belkrouz, Masoumeh, 2019; Salvatore et al., 2018).

One of the fields of medicine in which professional autonomy has been
studied more and more in recent years is nursing education (Gobbi, Caunonen,
2018; Seetoodegan et al., 2019), where it is called a complex concept and the
basis of professionalism, the professional right to act autonomously within the
framework of duties and working conditions (Seetoodegan et al., 2019). In addi-
tion, professional autonomy includes the right to make independent decisions.
Additional indicators of professional autonomy include critical thinking, clinical
decision-making, discretion and self-manage, specific personality traits, job satis-
faction, and teamwork. The degree of nurses’ autonomy is related to their level
of knowledge and education, as well as aspects of life experience, confidence, and
sociability (Seetoodegan et al., 2019).

In the second category, professional autonomy was also considered in studies
related to teacher education, and in this area, the need for interaction and
ensuring successful intercultural communication in the classroom is revealed,
creating a unique environment supporting self-realization and autonomy in
which the teacher assumes the role of coordinator, collaborator, advisor, medi-
ator, inspiring supporter — a role that stimulates the possibilities and creativity of
students and helps ensure quality education (Han, 2014; Fallah, Gholami, 2014).
Researchers emphasize that developing teachers’ professional autonomy requires
further education, including learning new skills for implementing innovative and
creative methods (Puaca, 2020).

The study of professional autonomy shows that it is a multidimensional
concept closely related to institutional autonomy. It determines the right of
professionals to act autonomously within the framework of specific duties or
work rights, which, of course, does not exclude opportunities for cooperation
with colleagues. The main characteristics of professional autonomy are the indi-
vidual’s ability to make independent and responsible decisions, the ability to
think critically, freedom of opinion, possession of knowledge, skills, and attitudes,
all of which are based on the individual’s education and personal characteris-
tics and affect their professionalism. Several studies describe the conditions for
promoting students’ professional autonomy. It is emphasized that teachers need
to be professionally autonomous before they teach it to students. Therefore, it is



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 324

A. OLESIKA, Z. RUBENE. Professional Autonomy as a Cornerstone for Effective Professional and ..

vital to provide lecturers with opportunities to conduct self-analysis and self-eval-
uation of their professional activities to reveal their personal and professional
potential, develop lecturers’ analytical and critical thinking skills, as well as the
skills to make choices in the context of uncertainty or incomplete information.
It is also necessary for lecturers to stimulate cooperation and collective action
both in the educational environment of the university and outside it, as well as to
promote their involvement in various innovative practices. It is emphasized that
it is necessary to formulate guidelines for developing the professional autonomy
of lecturers (Carvalho, Diogo, 2017).

On the other hand, in promoting the development of students’ professional
autonomy, the learning community, the opportunities for cooperation between
teaching staff and students, as well as the promotion of students’ self-efficacy,
it is possible to close the gap between students’ studies and the development of
professional activities, which is of great importance. Clearer cooperation between
educational institutions and internship centers is needed to help students identify
opportunities for professional development. To connect theory and practice, it is
necessary to create professional development centers for students, which would
help young professionals to reduce possible institutional and bureaucratic obsta-
cles (Carvalho, Diogo, 2017).

University of Groningen professor Robert Wagenaar emphasizes the need to
promote civic, social, and cultural participation to prepare students for active
social representation and involvement in the labor market. Therefore, it is
essential to improve students’ social competence by understanding the gener-
ally accepted codes of conduct and norms of behavior in different societies and
environments, for example, distinguishing between personal and professional
spheres at work and civic competence, which is related to the ability to function
effectively in public space with others and show solidarity and interest in solving
problems, which in turn affects local and broader society (Wagenaar, 2018).

It can be inferred therefore that the promotion of professional autonomy is
relevant for both students and teaching staff. However, to promote professional
autonomy, it is necessary to improve the social and civic competence of academic
communities.

The third category shows the assessment of professional autonomy in the
process of studying , where the Comparing Achievements of Learning Outcomes
in Higher Education in Europe (hereinafter CALOHEE) framework should be
mentioned. This includes areas of civic, social, and cultural involvement with
four dimensions:

1) society and culture,

2) information and communication processes,

3) management and decision-making processes,

4) ethics, norms, values, and professional standards.
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Each domain includes characteristics of knowledge, skills, autonomy, and
responsibility. The last part corresponds to the assessment of professional
autonomy, as it contains indicators describing professional autonomy. For example,
the CALOHEE Reference Framework for Civic, Social and Cultural Engagement
(which emphasizes a problem-solving learning approach, practical action, and
responsibility for promoting professional development (Wagenaar, 2018).

The CALOHEE framework was developed to conduct assessments, or tests,
to assess the quality and relevance of curricula. The comparative evaluations
are based on the CALOHEE multidimensional evaluation model, which distin-
guishes between knowledge (theory and methodology, use of knowledge and
skills), preparation for the labor market, civic, social, and cultural involvement,
and professional field evaluation system.

The framework offers a new tool for understanding, defining, and visualizing
curriculum requirements. They cover the fields of study in construction (engi-
neering), teacher education (social sciences), history (humanities), nursing (health
care), and physics (natural sciences). Assessment frameworks show in detail
which competencies are formulated as learning outcomes and providing valuable
indications about the respective fields of study — not only the content of basic
knowledge, including theory and methodology, but also the skills for developing
and using this content, as well as the level at which the graduate will be able to
function meaningfully in his profession and society as a whole . It differentiates
between first and second-cycle degrees (Bachelor’s and Master’s degrees) in the
professional field, showing the links between the levels of learning to be devel-
oped. The assessment framework includes tables containing indicators covering
the categories ’knowledge’, ’skills,” autonomy,” and ‘responsibility’ according to
the European Qualifications Framework for Lifelong Learning (Wagenaar, 2018).

CALOHEE’s highest level of study is characterized by the “autonomy and
responsibility” descriptor, which is based on knowledge and skills acquired and
practiced within the process of studying. The description of autonomy and respon-
sibility ("broader competence’) can be compared to the ’competency framework’
used by employers. Such a system describes which competencies are desirable
for an employee in a particular profession and which can be applied in practice.

Regarding the last category — the division of professional autonomy - it is
stated in research that it can be divided into at least three categories — General
professional autonomy, which refers to the frames of professional work with
regard to the organization of the school system, legislation, entry requirements,
teacher education, curricula and procedures, where professional autonomy
implies organization of teachers’ work.

Meanwhile, Collegial professional autonomy in the teaching profession
concerns the teachers’ collective freedom to influence and decide on practice
at the local level (Svensson, 2008; Wermke, 2013). Collegial autonomy may be



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 326

A. OLESIKA, Z. RUBENE. Professional Autonomy as a Cornerstone for Effective Professional and ..

generated through two different processes. It may be seen as the delegated and
preferred principle for organizing work from a managerial perspective, or it may
be seen as the collegial outcome of individual autonomy, where the preferences of
individual teachers result in collegial action and decisions. Individual autonomy
may be understood as the individual’s opportunity to influence the contents,
frames, and controls of teaching practice (Krejsler, 2005). This includes the
choice of teaching materials, methodological decisions on temporal and spatial
conditions of work, and the influence of the evaluation systems of professional
teaching practice (Frostenson, 2015).

The above-mentioned factors mean that employment can range from research
and analytically oriented positions to practical realization; the required skills
will change but will be related to general competencies concerning the structure
of the professional work (Lundstrom, Holm, 2011). Regarding the level of prac-
tice, which includes collegial and individual autonomy, the former reveals issues
related to professional knowledge, control, and organization of professional work
(Evetts, 2003). On the other hand, individual autonomy shows that the sphere
of activity and decision-making related to the professional practice of each indi-
vidual is essential (Frostenson, 2015).

Finally, when evaluating professional autonomy, it is necessary to take
into account the three levels of autonomy mentioned above (general profes-
sional autonomy, collegial professional autonomy, and individual professional
autonomy), showing that professionalism is influenced by the institution, manage-
ment, and colleagues, as well as by one’s professional practice as was described
in the fourth category of the thematic analysis.

Discussion and conclusions

In analyzing the genesis of the concept, it should be concluded that profes-
sional autonomy has been studied in medicine most often, and that publications
in medicine are the first to describe its assessment within the process of studying.

The study of professional autonomy shows that it is a multidimensional
concept closely related to institutional autonomy. It determines the right of
professionals to act autonomously within the framework of specific duties or
work rights, which, of course, does not exclude opportunities for cooperation
with colleagues.

The main characteristics of professional autonomy are the individual’s ability
to make independent and responsible decisions, the ability to think critically,
freedom of opinion, possession of knowledge, skills, and attitudes, which are
based on the education and personal characteristics of the individual — all of
which affect their professionalism.



TO BE ORNOT TO BE A GREAT EDUCATOR, 2022 327

A. OLESIKA, Z. RUBENE. Professional Autonomy as a Cornerstone for Effective Professional and ..

On the other hand, in promoting the development of students’ professional
autonomy,aspects such as the learning community, the opportunities for cooper-
ation between teaching staff and students, as well as the promotion of students’
self-efficacy, can close the gap between students’ theoretical studies and the
development of professional activities. To link theory and practice, it is necessary
to create professional development centers for students, which would help young
professionals to reduce possible institutional and bureaucratic obstacles.

In the assessment of students’ professional autonomy, it is possible to provide
opportunities for lecturers to conduct self-analysis and self-evaluation of their
professional activities by developing guidelines for the development of the
professional autonomy of lecturers and students, which means that the civic,
social, and cultural aspects of the field must be purposefully integrated into the
study programs.

The assessment of professional autonomy should take into account four
dimensions:

1) society and culture,

2) information and communication processes,

3) management and decision-making processes,

4) professional and research ethics, norms, values, professional standards
and its three degrees of professional autonomy: general, collegial and
individual.

Study program evaluation tools can be used to assess professional autonomy,
with professional autonomy being given the highest rank, as it proves that the
student can use the knowledge and competencies acquired at the university in his
professional activity. Professional autonomy can be measured using self-assess-
ment questionnaires, in which respondents have the opportunity to assess their
professional autonomy characteristics using a Likert scale.
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ABSTRACT

The outbreak of the COVID-19 infection has created unprecedented changes in the education
system. The emotional burnout of teachers increased during the pandemic, unfavourably
affecting their physical and mental health. In this context, teachers’ ability to psychologically
detach themselves from work to recharge is of special relevance. Research about the quality
of teachers’ professional life and emotional burnout during the pandemic is not sufficient.
Therefore, the aim of the current research is to investigate the relationship between teachers’
emotional burnout, their psychological detachment from work, and self-reported health during
the pandemic, involving teachers working both face-to-face and remotely.

The sample consisted of 506 teachers, with the majority aged from 2-64 years, of whom 472
were female and 34 were male. Of these, 269 teachers worked mainly face-to-face, whereas
237 worked in a hybrid form or mainly remotely. Data were collected from October to December
2021 during periods of varying restrictions due to the COVID-19 pandemic. The respondents
completed the Teachers’ Burnout and Teachers’ Self-Perceived Health scale, designed for the
Erasmus+ project “Teaching to Be: Supporting Teachers’ Professional Growth and Wellbeing in
the Field of Social and Emotional Learning”, and the Psychological Detachment from Work scale.
It was found that higher emotional burnout in teachers is related to a lower ability to detach
themselves psychologically from their work. Moreover, teachers with higher emotional burnout
reported lower health indicators. Comparing data from teachers who worked face-to-face and
those working mixed or remotely, differences were found in their levels of emotional burnout;
specifically, teachers who worked face-to-face reported higher burnout. These results have
practical implications supporting the necessity to promote teachers’ mental health and
wellbeing in their workplaces.

Keywords: burnout, COVID-19, pandemic, psychological detachment from work, self-reported
health, teachers
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Introduction

The outbreak of the coronavirus (COVID-19) pandemic in 2019 and its contin-
uation have created unprecedented challenges for the education system and the
work of teachers in general. It has been estimated that COVID-19-related diffi-
culties have affected 63 million teachers and 117 million students worldwide
(Giannini et al., 2021; UNESCO, 2020), and the pandemic is still continuing. The
social distancing practices that were introduced and the closing of schools signif-
icantly changed the organization of the learning process and the everyday lives
of educational institutions, teaching staff, students, and their parents (Ferri et al.,
2020; Herman et al., 2021; Sokal et al., 2021). The latest research highlights
the negative aspects of the pandemic crisis, such as fatigue from the protracted
situation and the continuation of uncertainty, as there is no point of reference
when and whether the situation in the field of education will return to that
of the pre-pandemic period. Uncertainty can create and/or maintain additional
work stress and adaptation disturbances and increase the burnout risks of those
involved in the situation (Chan et al., 2021; Kazlauskas & Quero, 2020; Reynolds
et al., 2021).

The teaching profession belongs to those areas of professional activity that
are associated with a high risk of emotional burnout (Mahoney et al., 2011;
Marcionetti al., 2018), and recent research suggests that teachers’ stress and
burnout may have increased significantly during the pandemic (Allen et al., 2020;
Chan et al., 2021; Reynolds et al., 2021). The pandemic is still continuing, and
there is simultaneous uncertainty regarding the future, causing chronic fatigue
from crisis management over a long period of time, which does not raise hopes
that work tension will decrease soon and that there will be an opportunity to
recover from the situation (DiStaso & Shoss, 2020; Kazlauskas & Quero, 2020).
Taking this into account, there is a significant need to focus on strengthening
teachers’ wellbeing and search for protective factors against emotional burnout
(Herman et al., 2021). Recent research has targeted teachers’ health issues as
a consequence of burnout (Collie, 2021; De Clercq et al., 2021), while their
ability to distance themselves psychologically from their work, thus balancing the
professional and personal aspects of their lives, has been recognized as a protec-
tive factor.

Studies have shown that creating psychological distance from work — the
ability to rest without performing work-related activities outside working hours
and without thinking about work — reduces work stress and burnout and acts
as a protective factor against burnout (Fritz et al., 2010). It provides employees
with opportunities to reduce the symptoms of work stress and recharge the
emotional and physical resources spent during working hours, thus increasing
their psycho-emotional wellbeing and work quality indicators in general (Gerber
et al., 2020; Ouyang et al., 2019; Sonnentag et al., 2017). Studies using samples
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of teachers have found that the experience of psychological distancing signifi-
cantly reduces the damage caused by emotional burnout (Klusmann et al., 2016;
Yang & Hayes, 2020).

Although many studies have been carried out on the emotional burnout of
teachers, less research has been done on the relationship of teachers’ burnout
with variables characteristic of the pandemic conditions (Yagil, 2020). The prac-
tical usefulness of research carried out in the context of the pandemic can be
attributed both to the assessment of the quality of teachers’ working life and to
the clarification of protective factors in order to reduce the risk of emotional
burnout.

The term “emotional burnout” is described in psychology as a condition in
which chronic work stress has reached a level at which an individual experiences
emotional exhaustion, depersonalization and a sense that his or her personal abil-
ities have decreased (Aluja et al., 2005; de Beer & Bianchi, 2019; Kim & Buri¢,
2020; Maslach et al., 1996; Yang & Hayes, 2020). Particular emphasis is placed
on emotional, physical and mental exhaustion (Petitta & Jiang, 2020), which is
characteristic mainly of those working in the social sphere and occurs in situations
of prolonged emotional overload (Maslach et al., 1996; Schonfeld et al., 2019).

Emotional burnout is facilitated by a working environment with a high inten-
sity and a low support system (Ogifiska-Bulik & Michalska, 2021). Dimensions of
burnout such as depersonalization and diminished personal accomplishment are
commonly used in psychological research to determine emotional burnout rates
in different samples (Guthier et al., 2020) because they are related to negative
effects on an individual’s psychological wellbeing and health, work achievements,
ability to distance themselves from work, absenteeism, and even their departure
from the profession (Burgess et al., 2020). Emotional exhaustion reduces produc-
tivity and effectiveness and is associated with interpersonal and family life prob-
lems, an inability to detach from work out of hours and insomnia (Cordes, 2021;
Estevez Cores et al., 2021; Klusmann et al., 2016; Warren et al., 2013).

Depersonalization is characterized by cynicism and a tendency to treat others
negatively, intolerantly and formally to protect one’s own internal resources
from the consequences of emotional exhaustion by being less involved in work
(de Beer & Bianchi, 2019; Schonfeld et al.,, 2019). The underestimation of
personal achievements is related to a sense of incompetence, a sense of gu