Nastava i vaspitanje, 2025, 74(3), 299-319 ISSN 0547-3330
https://doi.org/10.5937/niv74-59966 elSSN 2560-3051
Originalni nau¢ni rad

Uloga pedagoga u rekoncipiranju pripravnicko-
mentorske prakse u predskolskoj ustanovi:
prikaz akcionog istrazivanja

Marija Malovi¢’
Fakultet pedagoskih nauka, Univerzitet u Kragujevcu, Jagodina, Srbija

—>0C==D0<=

U svetlu pokus$aja koncipiranja uloge pedagoga u predskolskoj ustanovi kao liderske
uloge u procesu uvodenja i odrzavanja promene, rad prikazuje delovanje pedagoga u
domenu podrske profesionalnom razvoju vaspitaca, i to kroz prikaz rekoncipiranja pripravni¢ko-men-
torske prakse u Predskolskoj ustanovi. Profesionalni razvoj vaspitaca, koji obuhvata i proces uvodenja u
posao, odvija se u zajednici i oblikovan je kulturom ustanove dok istovremeno moze uticati na promenu
kulture. Rad prikazuje akciono istraZivanje pokrenuto od strane prakticarke-pedagoskinje, sprovedeno
u Predskolskoj ustanovi ,Dr Sima Milosevi¢” u Zemunu, u periodu od septembra 2022. do maja 2025.
godine. Predmet istraZivanja jesu program i praksa uvodenja pripravnika vaspitaca u posao, kao okosni-
ca uspostavljanja i razvijanja refleksivne prakse u zajednici ucenja u ustanovi. IstraZivanje osvetljava
izazove uimplementaciji programa orijentisanog ka uspostavljanju refleksivne prakse u zajednici ucenja
i ukazuje na moguce strategije za prevazilaZenje izazova. Zakljucci pokazuju da postignute promene u
sistemu znanja, umenja i vrednosti, kako na nivou pojedinaca tako i na nivou zajednica ucenja i zajed-
nice prakse, doprinose unapredivanju kvaliteta realnog programa. Redefinisanje uloga prakti¢ara i
odnosa moci u Programu i u istrazivanju produbili su osecaj osnaZenosti kod vaspitaca, kao odnos po-
verenja i podrske izmedu strucnih saradnika i vaspitaca. Rekoncipiranje pripravnicko-mentorske prakse,
kao planski uvedena promena u obrazovnu praksu postavilo je temelje za dalje razvijanje refleksivne
prakse u zajednici ucenja u Predskolskoj ustanovi. Odrzivost pokrenute promene zavisic¢e od doslednosti
u razvoju prakse, ali i daljih teznji ka sistemskom utemeljenju kroz institucionalizaciju novih obrazaca
rada i kroz Sirenje u sistemu putem dalje diseminacije i umreZavanja sa drugim ustanovama i praksama.

Apstrakt

Kljucnereci:  predskolski pedagog, profesionalni razvoj, akciono istraZivanje, zajednica ucenja, refleksivni
prakticar.

1 m.malovic@outlook.com

299


https://orcid.org/0009-0009-3805-1202
mailto:m.malovic%40outlook.com?subject=

Marija Malovi¢ - Uloga pedagoga u rekoncipiranju pripravnicko-mentorske prakse u predskolskoj ...

Uvod

Uloga stru¢nog saradnika - pedagoga sagledana kroz prizmu savremenih program-
skih koncepcija, kakva je koncepcija na kojoj se temelje ,Godine uzleta” (Godine uzleta,
2019), prevazilazi prethodno uspostavljenu administrativno-evaluatorsku funkciju i moze
se razumeti kao liderska uloga u procesu uvodenja i odrzavanja promene (Krnjaja i sar.,
2023). Pedagog svojim profesionalnim delovanjem oblikuje obrazovnu paradigmu, odno-
sno doprinosi stvaranju (ne)koherentnog sistema znanja i znacenja u praksi predskolskog
vaspitanja. Kako bi se uspostavio koherentni sistem znanja i odnosa znacenja i razumeva-
nja, potrebno je kontinuirano preispitivanje vrednosti koje oblikuju profesionalno delova-
nje svih prakticara. Terminom ,prakti¢ar” podrazumevamo stru¢ne saradnike i vaspitace,
a termin vaspitac¢” odnosi se i na medicinske sestre-vaspitace (Godine uzleta, 2019:11).

Obrazovna paradigma obuhvata li¢na uverenja i vrednosti prakticara, koja direktno
usmeravaju njihovo ponasanje i nacin na koji razvijaju praksu (Camber Tambolas$ & Vujici¢,
2023), i ta licna uverenja mogu biti (ne)uskladena sa uverenjima i vrednostima na kojima
se temelji programska koncepcija. Promene u praksi i kulturi predskolske ustanove (u da-
liem tekstu ¢e se pod terminom ,ustanova” podrazumevati predskolska ustanova) stoga
ne mogu biti odrzZive bez preispitivanja i transformacije ovih uverenija, i filozofije obrazo-
vanja koju prakticari zastupaju (Fullan, 2007).

Pedagog ima vaznu ulogu u stvaranju uslova za profesionalno ucenje koje vaspita-
¢ima omogucava sticanje novih uvida i znanja, prilagodavanje i promenu stilova rada, ali
i modifikaciju temeljnih vrednosti i stavova (Camber Tambola & Vuji¢i¢, 2019). Ovaj pro-
ces ne moze biti individualan, ve¢ zahteva promenu na nivou cele obrazovne zajednice,
ukljucujuci i rukovodstvo, stru¢ne saradnike, roditelje i ostalo osoblje, budu¢i da upravo
meduljudski odnosi i svakodnevna komunikacija grade stvarnu kulturu ustanove (Vujici¢
& Camber Tambolas, 2019).

U ovom radu ¢e uloga pedagoga biti prikazana kroz njegovo delovanje u domenu po-
drske profesionalnom razvoju prakticara, i to kroz prikaz razvijanja i implementacije Progra-
ma uvodenja u posao pripravnika vaspitaca (u daljem tekstu,Program”). Pomenuti program,
razvijan u predskolskoj ustanovi, Dr Sima Milo3evi¢” u Zemunu (u daljem tekstu,Ustanova®),
moze se razumeti kao lokalizovani pokusaj promene pristupa obrazovanju, saglasno savre-
menim tumacenjima prema kojima se pomenuti pristup defini$e kao koherentan korpus
profesionalnih znanja, vrednosti i praksi, koji se kolektivno uspostavlja i institucionalno pre-
nosi (Krnjaja i sar., 2023). Ne samo da ovaj program tezi uvodenju novih sadrzaja i metoda
rada sa pripravnicima vec je osmisljen tako da uti¢e na sve tri dimenzije koje Fulan (Fullan,
2007) prepoznaje kao klju¢ne za sustinsku promenu obrazovne prakse: (1) primenu novog
programa, (2) upotrebu novih strategija i aktivnosti u okviru programa, i (3) promenu uvere-
nja i pedagoskih pretpostavki praktic¢ara. Polazeci od toga, uloga pedagoga u ovom procesu
bi¢e predstavljena kao ,liderstvo u procesu promene” (Krnjaja i sar., 2023).

Pomenuti Program razvijan je u toku 2.5 godine (9. 2022. - 5. 2025.) i ne moZemo ga
svesti na izolovanu inovaciju u praksi, ve¢ se moze razumeti i prikazati kao okosnica pro-
mene pristupa, odnosno, promene koja ukljucuje kolektivno preuzimanje odgovornosti
za razvijanje i odrZavanje nove profesionalne kulture u ustanovi.
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Kontekstualno-konceptualni okvir istrazivanja

Uvodenje Godina uzleta (2019) predstavlja klju¢nu tac¢ku u rekoncipiranju prakse
predskolskog vaspitanja i obrazovanja u Srbiji, pa time i u transformaciji uloga vaspitaca
i stru¢nih saradnika. Profesionalne uloge vaspitaca i stru¢nih saradnika u predskolskim
ustanovama jasno su odredene kroz vaZzece pravilnike (Pravilnik o standardima kompe-
tencija za profesiju vaspitaca i njegovog profesionalnog razvoja, 2018; Pravilnik o standar-
dima kompetencija za profesiju stru¢nog saradnika u predskolskoj ustanovi i njegovog
profesionalnog razvoja, 2021).

Ipak, usaglasavanje prakse sa postavljenim okvirima i dalje ostaje zahtevan pro-
ces, uprkos razli¢itim oblicima podrske koji su pruzani prakti¢arima. Nac¢in na koji se
program sprovodi u znacajnoj meri zavisi od profesionalne spremnosti i angazovanosti
prakti¢ara. Upravo je iz tog razloga sustinski znac¢ajno da podrska profesionalnom ra-
zvoju svakog prakticara bude osmisljena tako da podstice angaZovanje u slozenom i
promenljivom kontekstu, uz oslanjanje na savremena saznanja o deci i detinjstvu, kao
i na relevantne teorijske postavke koje prate vazece Osnove programa jedne zemlje
(Slunjski & Lanci¢, 2022).

Akciono istraZivanje zapoceto u septembru 2022. godine realizovano je u kon-
tekstu koji je u znacajnoj meri oblikovan realizacijom programa obuke SNOP - Struc-
ni saradnici kao nosioci promene (Pavlovi¢ Breneselovi¢ i Krnjaja, 2021, prema: Krnjaja
i sar., 2023), kojima je u periodu 2021-2022. bilo obuhvac¢eno 268 stru¢nih saradnika
iz predskolskih ustanova. Ovaj program, usmeren na osnazivanje stru¢nih saradnika za
iniciranje i vodenje promena u predskolskoj praksi, vodi preispitivanju uloge pedagoga
u ustanovi. Uvidi koji su ponudeni kroz tematske celine obuke, kao i putem prostora
za refleksiju o praksi, otvorili su mogucnost za iskorak ka promenama u razumevanju i
rekoncipiranju profesionalnog razvoja vaspitaca kao zajednickog procesa ucenja i pro-
mene kulture ustanove.

Stru¢no usavrsavanje (kao element profesionalnog razvoja vaspitaca) predstavlja
klju¢ni korak ka unapredenju kvaliteta vaspitno-obrazovnog rada i razvoja profesional-
ne kulture u okviru predskolske ustanove. Medutim, stru¢no usavrsavanje vaspitaca nije
samo njihova odgovornost, vec je potrebno da u tom domenu pedagog deli odgovornost
sa vaspitac¢ima. Kao 3to se od vaspitaca ocekuje da kreiraju podrzavajuce okruzenje u ko-
jem deca uce kroz odnose, igru i aktivno u¢esce u razli¢itim situacijama, isto tako je vazno
da strucni saradnici kreiraju slicnu atmosferu medu vaspitac¢ima, odnosno, da kreiraju pro-
stor u kojem ce oni imati priliku da uce kroz zajednicki rad, razmenu ideja i promisljanje o
sopstvenoj praksi (Vuji¢i¢ & Camber Tambolas, 2017a).

Uvodenje pripravnika vaspitaca u posao, odnosno pripravnicko-mentorska praksa,
zakonski je uredena pravilnikom (Pravilnik o dozvoli za rad nastavnika, vaspitaca i stru¢nih
saradnika, 2022) kojim se definiSu uloge pripravnika i mentora, kao i pitanje ispunjenosti
formalnih uslova za izlazak na ispit Cijim polaganjem prakticari dobijaju licencu za samo-
stalno obavljanje vaspitno-obrazovnog rada. Odgovornost za organizovanje pripravnic-
ko-mentorske prakse formalno ima direktor ustanove.
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Blize odredenje pripravni¢ko-mentorske prakse mozemo pronaci u dokumentu Vo-
di¢ za vaspitace u predskolskim ustanovama - Mentorstvo (Mentorstvo..., 2025), u kojem
se mentori-vaspitaci imenuju kao ,vazan resurs za ucenje pripravnika” (Mentorstvo...,
2025:5), dok se drugi akteri (posebno strucni saradnici i direktori) pominju kao oni koji bi
trebalo da budu ukljuceni u proces i dele odgovornost za realizaciju pripravni¢ko-mentor-
ske prakse u svojim ustanovama. Ovako formulisano, mentorstvo je u vrednosnom smislu
zasnovano na modelu prenosenja znanja sa ,resursa” ka ,korisniku”, $to ne korespondira
sa teorijskim polazistima Osnova programa (Godine uzleta, 2019), u kojima je naglasena
vaznost meduzavisnosti, refleksivnosti i participacije u zajednici u¢enja.

Pomenuti Vodi¢ (Mentorstvo..., 2025) predstavlja iskorak u domenu obrazovne po-
litike zato $to, za razliku od prethodnog Vodic¢a (Mentor i pripravnik..., 2009, 2012), kojim
se pripravnicko mentorska praksa definise kroz iste okvire za kontekst predskolske usta-
nove i Skole, pokusava da pripravni¢cko-mentorsku praksu ucini smislenom za kontekst
predskolskog vaspitanja i obrazovanja i profesiju vaspitaca, koji se razlikuje od Skolskog
konteksta i profesije ucitelja i nastavnika. Medutim, ono to jos uvek izostaje jeste ne samo
liderska uloga vec i jasno definisana profesionalna odgovornost stru¢nog saradnika u po-
slu stru¢nog usavrsavanja vaspitaca, kroz pripravni¢ko-mentorsku praksu, kao i potencijal
za razvijanje refleksivne prakse u zajednici ucenja, kroz sistemski pristup uvodenju pri-
pravnika vaspitaca u posao.

Metodologija istrazivanja

Ovo istrazivanje usmereno je na promenu u praksi koja je predmet istrazivanja (pro-
mena pristupa u programu i praksi uvodenja pripravnika vaspitaca u posao), $sto ga jasno
odreduje kao akciono istraZivanje. Akciono istraZivanje izranja iz prakse i podrazumeva
sprovodenje akcije sa ciljem postizanja promene, a od istraZivaca/prakti¢ara zahteva da
bude refleksivni proaktivni prakticar koji na temeljima svojih uvida preduzima dalje akcije
kako bi unapredio praksu (Pavlovski, 1989; Pesi¢, 1989; Kemmis & McTaggart, 2005; Muk-
herji & Albon, 2015).

Za potrebe prikaza faza ovog istrazivanja iskoristicemo $emu (Sema 1) koja sadrzi i
graficki prikaz, preuzet u prevedenom izdanju (Kemmis & McTaggart, 2005, prema: Malo-
vi¢ & Stojanovi¢, 2018).

Pored promene prakse, akciona istrazivanja zahtevaju i aktivno ukljuivanje prakti-
¢ara i promenu znacenja, kako na subjektivnom tako i na kolektivnom nivou (Pesi¢, 1989).
Ovo istrazivanje pokrenula je stru¢na saradnica-pedagoskinja, ali su u njemu aktivno uce-
stvovale druge stru¢ne saradnice i vaspitacice.

U prvoj godini implementacije Programa (prvom ciklusu) bilo je 26 pripravnica
(30 na pocetku programa, ali ih je 4 odustalo), dok je drugi ciklus okupio njih 35 (40 na
pocetku, ali ih je 5 odustalo). U prvom ciklusu je Program (od februara, 2023. do febru-
ara, 2024. godine) implementirao tim struc¢nih saradnica koji su ¢inile 4 pedagoskinje i
2 psiholoskinje, dok se timu u drugom mesecu implementacije u drugom ciklusu (od
septembra, 2024., do kraja istrazivanja) pridruzila jos jedna pedagoskinja. U toku pisanja
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ovog rada, implementacija drugog ciklusa i dalje traje za grupu od 35 pripravnica i njiho-
vih mentorki. U junu 2025. godine je istrazivacica i autorka rada napustila radno mesto
stru¢nog saradnika-pedagoga u Ustanovi u kojoj je Program implementiran, te rad sadrzi
uvide stecene do tada.

Sema 1
Prikaz faza akcionog istraZivanja

Faza Period Akcija
Analiza postojece prakse i definisanje

1. Faza — 9.2022. — g
Renaiaija 122022, prob}t?ma za ulazak u akciono
istrazivanje
2.Faza— 12.2022. Koncipiranje novog Programa
Planiranje —1.2023. uvodenja u posao pripravnika
3 Faza— 2.2023. — Implementacija Programa, prva
\\\j_:;fdé'i&&anié _i.;is;"a"anie Dekanlei 2.2024. godina — (prvi ciklus)
. / posmatranje 3.2024.— Eyalnacija Programa na osnovu prve
~ 6.2024. godine implementacije (prvog
ponovno planiranje e ciklusa) 1
e 4. Kaza 6.2024. — ) o
efleksijal” ||\ Ponovno 92024, dodatno rekoncipiranje Programa na
T e \\_ planiranje osnovu uvida
I'\\ v \ ,_--"/I i# 5.Faza— 10.2024. Druga godina implementacije
\\\\_t_:_i_e;_l_wa;'lje i posmatranje Refleksija —5.2024. Programa (drugi ciklus) uz refleksiju
C 6. Faza o 5.2024. — Pisanje izveitaja (nauéno —

Delovanje i

st vanis 6.2024.  istrazivackog rada)

Prikupljanje podataka podrazumevalo je dokumentovanje procesa (izvestavanje i
planiranje kroz dokumenta ustanove, salinjavanje izvestaja o realizaciji razlic¢itih koraka -
sastanaka, aktiva, fokus grupa belezenje uvida prakticara, sacinjavanje beleski istrazivaca).
Podaci do kojih smo dosli u ovom istrazivanju ne predstavljaju nalaze nasegq istrazivanja,
ve¢, u skladu sa prirodom akcionog istrazivanja (Pesi¢, 1989), ¢ine sistematski prikupljeni
materijal za sledecu fazu u istrazivackom ciklusu.

Prikaz akcionog istrazivanja kroz faze

Ulazak u akciono istrazivanje

Na pocetku radne 2022/2023. godine, Ustanova je brojala 252 vaspitne grupe u 33
objekta, a posao stru¢nih saradnika obavljalo je ukupno 8 stru¢nih saradnika razlicitih
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profila (Godisnji plan rada predskolske ustanove ,Dr Sima Milosevi¢” u radnoj 2021/2022).
Kada se uzmu u obzir zakonom predvideni uslovi u pogledu zaposlenih (Pravilnik o blizim
uslovima za osnivanje, pocetak rada i obavljanje delatnosti predskolske ustanove, 2023),
vidljivo je da je Ustanova funkcionisala sa 8 umesto 10 struc¢nih saradnika, te da je svaki
saradnik bio prose¢no opterecen 30% vise u odnosu na predvideni normativ usled nedo-
voljnog broja zaposlenih.

U opisanim uslovima je svaka stru¢na saradnica preuzela inicijativu i vodecu ulo-
gu za odredenu oblast delanja iako su se svi poslovi i zadaci radili timski, Sto govori o
odgovornosti i pokazuje postojanje kulture delotvornog i podrzavajuceg liderstva, u ko-
jem se podsti¢u zajednicko delovanje, razmena i saradnja. Odgovornost za osmisljavanje
Programa uvodenja u posao vaspitaca, kao i razvijanje pripravni¢ko-mentorske prakse,
preuzela je stru¢na saradnica-pedagoskinja, $to je bio i povod za pokretanje akcionog
istraZivanja, a kako posao pedagoga jeste i istrazivacki, autorka ovog rada preuzela je i
ulogu istrazivacice.

Ideja da se praksa uvodenja u posao rekoncipira u odnosu na raniju praksu nastala
je kao rezultat kontinuirane saradnje i zajednickih uvida struc¢nih saradnica, uzimajuci u
obzir: potrebe za podrskom vaspitaca u ulogama pripravnika i mentora; potrebu za una-
predivanjem kulture ustanove kroz jacanje zajednice ucenja; profesionalnu ulogu i odgo-
vornost pedagoga.

Za potrebe analize prethodne prakse uvodenja pripravnika u posao koris¢eni su
Izvestaj o radu (Izvestaj o radu i realizaciji godisnjeg plana rada predskolske ustanove
,Dr Sima MiloSevi¢” u radnoj 2021/2022) i uvidi steCeni u praksi u radnoj 2021/2022. go-
dini. Zakljuéci koji se mogu izvudi pokazuju da se Program koji se ranije realizovao u Usta-
novi zasnivao na razumevanjima uloga prakticara, kao i pripravni¢cko-mentorske prakse
delimi¢no utemeljene na postojecim legislativno-programskim okvirima, ¢iji delovi nisu
bili najbolje uskladeni.

Programski okvir i uvidi o implementaciji,,Godina uzleta” (2019) u praksi postavljali
su imperativ razvijanja refleksivne prakse u zajednici u¢enja, a profesionalna uloga peda-
goga vec je bila i odredena donetim pravilnikom (Pravilnik o standardima kompetencija
za profesiju stru¢nog saradnika u predskolskoj ustanovi i njegovog profesionalnog razvo-
ja, 2021) gde su razvijanje refleksivne prakse i negovanje kulture saradnje i zajednistva
(Sto je osnov za razvijanje zajednice ucenja) definisani kao profesionalna odgovornost
pedagoga. Medutim, u Izvestaju o radu Ustanove (2022), rad pedagoga na razvijanju Pro-
grama uvodenja u posao pripravnika nije prepoznat kao usmeren na razvijanje zajednice
ucenja u Ustanovi.

Program koji se ranije razvijao u Ustanovi zasnivao se na razumevanju pripravnicko
mentorske prakse kao dijadnog modela, u kom su klju¢ne uloge pripravnika i mentora
kao partnera u ovom procesu (Mentor i pripravnik..., 2009, 2012), ¢ime su definisane uloge
vaspitaca u poziciji pripravnika i mentora, ali i gde je definisanje uloge stru¢nog saradnika
izostalo, te se u praksi svelo na organizacione komponente razvijanja Programa (uskladi-
vanje formalnog plana programa sa krovnim dokumentima u ustanovi, formiranje grupe
pripravnika i mentora, posredovanje u komunikaciji i delegiranje zadataka).
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Pedagog je u procesu razvijanja Programa imao ulogu ,predavaca’, koji kroz neko-
liko susreta prenosi pripravnicima i mentorima uvide i daje im smernice za osmisljavanje
sopstvene prakse uvodenja u posao. Pripravnici su dobijali i realizovali zadatke, dok su
mentori bili u ulozi posmatraca i evaluatora. Ne samo da se u izvestaju ne govori o razvi-
janju zajednice ucenja vec¢ se o aktivnoj ulozi pripravnika govori kao o ulozi aktera koji
ucestvuju u,horizontalnim razmenama®“.

U tom pravcu su osmisljeni i aktivi u formi pauerpoint prezentacija, koje
su ilustrovale primere dobre prakse u razvijanju programa u skladu sa Osnova-
ma ,Godine uzleta” i sadrZale smernice i zadatke za unapredivanje sopstvene
prakse.

Pripravnici su zajedno sa mentorom korak po korak ovladavali strategija-
ma razvijanja tema/projekata, i primere sopstvene prakse uobli¢avali u prezen-
tacije sa kojima su upoznati strucni saradnici i koordinator Aktiva.

Mentori su kontinuirano tokom godine pratili rad pripravnika i u realizaciji
planiranih situacija ucenja iznoseci svoja zapaZanja o radu pripravnika.

Vecina evidentiranih pripravnika aktivno je ucestvovala u uvodenju pro-
mena u vaspitno—obrazovnu praksu u skladu sa novim Osnovama kroz ucesce
u horizontalnoj razmeni na nivou pojedinacnih jaslica i vrtica.

(Izvodi iz Izvestaja o radu i realizaciji godisnjeg plana rada
predskolske ustanove,Dr Sima Milo3evi¢” u radnoj 2021/2022)

Koncipiranje novog Programa uvodenja u posao
pripravnika vaspitaca

Novi Program uskladen je kako sa zvani¢nim dokumentima, koji odreduju obrazov-
nu politiku u oblasti predskolskog vaspitanja i obrazovanja, tako i sa internim dokumenti-
ma ustanove. Pravilnik o stalnom stru¢nom usavrsavanju i napredovanju u zvanja nastav-
nika, vaspitaca i stru¢nih saradnika, koji se odnosi i na vaspitace i na stru¢ne saradnike,
definiSe da se stru¢no usavriavanje zaposlenih u predskolskim ustanovama (u koje spada
pripravnicko mentorska praksa) ,planira u skladu sa potrebama i prioritetima obrazova-
nja i vaspitanja” (Pravilnik o stalnom stru¢nom usavrsavanju i napredovanju u zvanja na-
stavnika, vaspitaca i stru¢nih saradnika, 2021, ¢lan 3). Kao potreba i prioritet, prepoznato
je razvijanje refleksivne prakse u zajednici u¢enja, sto je trasiralo put koncipiranja novog
programa.

Program uvodenja pripravnika u posao zasniva se na savremenim teorijskim postav-
kama, koje profesiju vaspitaca definisu kao eticku i refleksivnu praksu zasnovanu na vred-
nostima, dijalogu i viseperspektivnosti (Pavlovi¢ Breneselovi¢, 2014). Utemeljen je u dis-
kursu kompetentnosti, koji kompetenciju ne vidi kao skup unapred datih znanja i vestina,
vec kao dinamicki proces gradenja u praksi. Program je osmisljen tako da se u velikoj meri
oslanja na Pravilnik, kojim se definise kompetentnost vaspitaca kroz odredenje znanja,
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umenija i vrednosti koje odreduju profesiju vaspitaca (Pravilnik o standardima kompeten-
cija za profesiju vaspitaca i njegovog profesionalnog razvoja, 2018).

Polazi se od sistemskog modela profesionalnog razvoja, u kojem se ucenje desava
unutar profesionalne zajednice, kroz saradnicke odnose i zajednicko delovanje svih aktera
u predskolskoj ustanovi (Pavlovi¢ Breneselovi¢ i Krnjaja, 2012; Vuji¢i¢ & Camber Tambolas,
2017a; Vujici¢ & Camber Tambola$, 2017b). Poseban akcenat stavljen je na zajednicu uce-
nja, koja se razvija kroz medusobno deljenje odgovornosti i izgradnju zajednickih znanja
prakticara, Sto doprinosi transformaciji same obrazovne prakse, a ne samo razvoju pojedi-
naca (Rogoff, 1994, prema: Pavlovi¢ Breneselovi¢ i Krnjaja, 2018).

U skladu s tim, Program je osmisljen kao pokusaj oblikovanja konteksta tako da
omogucava ucenje kroz akciju i (zajednicku) refleksiju, ¢ime se gradi profesionalni identi-
tet pripravnika u realnom okruzeniju, ali se istovremeno menjaju i uloga pedagoga i sama
kultura ustanove i tezZi se odrzivoj promeni obrazovne prakse, buduci da se profesionalni
razvoj razume kao kolektivni proces usmeren na unapredivanje zajednicke realnosti, od-
nosno realnog programa (Malovi¢, 2023).

Implementacija Programa (prvi ciklus)

Za potrebe realizacije Programa osmisljena su tri materijala, koja su odStampana i
podeljena svim pripravnicama i mentorkama na prvom sastanku (februar, 2023.): Program
uvodenja u posao; Dnevnik pripravnika i Dnevnik mentora. Grupu je inicijalno inilo 30
pripravnica (od kojih je nekoliko odustalo u toku godine, uglavnom iz zdravstvenih/poro-
di¢nih razloga). Pedagoskinja i autorka Programa i materijala upoznala je ceo tim stru¢nih
saradnica, kao i sve pripravnice i mentorke, sa novom koncepcijom programa i pozvala ih
da budu aktivni ucesnici u procesu ucenja, te da budu otvorene za sugestije usmerene na
unapredivanje procesa.

Vremenska dinamika bila je donekle uslovljena kalendarom rada i ve¢ postavljenim
Godisnjim planom rada ustanove.

Kako bi se postavila odrziva vremenska dinamika, koja uvazava predvidene obave-
ze i opterecenje svih prakti¢ara u ustanovi, u Program su uvrstena dva tematska aktiva
(termin ,aktiv” se interno u ustanovi koristi da oznadi planirane situacije (zajednic¢kog)
ucenja prakticara kroz predavanja ili radionicarski rad), definisana Godisnjim planom
(Godisniji plan rada predskolske ustanove ,Dr Sima Milo3evi¢” u radnoj 2022/2023). Ovo
preklapanje (istih tematskih aktiva predvidenih Programom za pripravnike i mentore i
predvidenih za sve prakti¢are kroz plan rada Tima za stru¢no usavrsavanje), pored gore
pomenutog cilja, imalo je za cilj i da se stvore uslovi za razmenu izmedu pripravnika i
prakti¢ara koji nisu u toj ulozi, kao i da se osnazi ideja zajednickih razmena, odnosno
uspostavljanje zajednickih znacenja.

Program (...) u trajanju od godinu dana predvida organizaciju 9 sastanaka akti-
va, kojima prisustvuju pripravnici, mentori i stru¢ni saradnici. Sedam sastanaka
organizovani su kao aktivi pripravnika i mentora namenjeni onima koji ucestvuju
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u Programu (...), dok su dva sastanka tematski aktivi koji se, prema Godisnjem
planu rada (...) realizuju u Ustanovi. (Izvod iz Programa)

Aktivi kao forma jesu zadrzani iz starog programa, ali je izmenjen pristup njihovoj or-
ganizaciji i redefinisane su uloge ucesnika. Ovaj vid ucenja u novoj koncepciji, osmisljen u
formi radionica, omogucavao je da se otvore nove teme koje ¢e nakon aktiva biti pracene
dodatnim zadacima, kao i da se pokrene razmena izmedu svih ucesnika.

...pripravnicivode Dnevnik pripravnika u kom je zadato 12 zadataka, koji ce se za-

jednicki analizirati na posebnim sastancima - bice realizovane 4 fokus grupe koje
organizuje strucni saradnik sa manjom grupom pripravnika i mentora. U dnevni-
cima pripravnika nalaze se i smernice za pripremu 3 zadatka za rad na aktivima.
Pored toga predvideno je i reSavanje 5 onlajn zadataka u Ciju ¢e evaluaciju biti
ukljuéeni svi pripravnici. (Izvod iz Programa)

Zadaci su bili osmisljeni tako da podrzavaju transformativno ucenje (double-loop
learning) (Argyris & Schon, 1978) i razmenu izmedu prakticara. TeZilo se prevazilazenju
oblika profesionalnog ucenja poznatog kao ucenje unutar postojecih okvira (single-loop
learning), koje podrazumeva uocavanje i ispravljanje gresaka. Kada dode do problema
ili odstupanja, prakticari najces¢e prvo pokusavaju da pronadu novu strategiju koja bi
omogudila reSavanje situacije unutar postojecih ciljeva, pravila i vrednosti bez dovodenja
u pitanje osnovnih pretpostavki, u pokusaju da se deluje efikasnije u okviru postojecih
obrazaca. Za razliku od toga, transformativno ucenje podrazumeva preispitivanje upravo
tih osnovnih vrednosti, ciljeva, normi i pravila na kojima se zasnivaju strategije delovanja.
Takvo ucenje vodi dubljim promenama u nacinu razmisljanja i postupanja jer ne ostaje
na korekciji ponasanja, ve¢ uklju¢uje i transformaciju samih temelja profesionalne prakse
(Argyris & Schon, 1978).

U kontekstu predskolske ustanove, u¢enje unutar postojecih okvira moze se prepo-
znati, na primer, kada pedagog uoci da prostor radne sobe nije adekvatno strukturisan,
pa sugerise vaspitacu da nacini promene ili ih pedagog nacini samostalno — pomeranjem
polica, premestanjem materijala i slicno — nakon ¢ega vaspita¢ nastavlja da radi bez du-
bljeg preispitivanja smisla unetih promena. U tom slucaju, ispravljanje ,greske” se deSava
u okviru postojecih profesionalnih normi, bez njihovog preispitivanja. Nasuprot tome,
transformativno ucenje se dogada kada pedagog ne nastupa iskljucivo kao korektivni au-
toritet, ve¢ kao inicijator i facilitator zajedni¢kog ucenja. On podstice vaspitace da kroz
kolektivne refleksivne aktivnosti — poput stru¢nih radionica, zajednicke analize prakse ili
profesionalnih dijaloga - kriti¢ki preispituju sopstvene vrednosti i uverenja na kojima te-
melje svoj rad. Takva praksa jaca zajednicu ucenja u kojoj vaspitaci ne samo da usavrsa-
vaju strategije, ve¢ oblikuju i redefinisu svoje profesionalne identitete. Transformativno
ucenje uklju¢uje dublju, refleksivnu praksu i promisljanje o tome zasto nesto radimo na
odredeni nacin, a ne samo kako to radimo. To ujedno predstavlja i temelj za dugoroc¢ne
promene u kvalitetu realnog programa.
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Kako bi se omogucila kvalitetnija razmena izmedu svih ucesnika u procesu, osmi-
Sljene su fokus grupe koje su podrazumevale da svaki stru¢ni saradnik (njih 6) koji uce-
stvuje u procesu odrzi po jednu tematski fokusiranu refleksivnu razmenu, koja ¢e okupiti
8-10 ucesnika (pripravnika i mentora) i koja e biti posvecena zajedni¢ckom osvrtu na
prethodni period i zadatke. Kako bi fokus grupe doprinele stvaranju koherentnog siste-
ma znacenja u Ustanovi, svaka je bila unapred osmisljena kroz fleksibilni protokol za vo-
denje fokus grupe i kroz formu za izvestavanje o radu fokus grupe (za stru¢ne saradnice)
i beleskama nakon vodenja fokus grupa (za pripravnice i mentorke), gde je trebalo sumi-
rati zakljucke i uvide do kojih se doslo.

Na kraju ¢emo 3ematski prikazati (Sema 2) nivoe razmene koji su podrzani kroz im-
plementaciju Programa, u teznji da se sa koncepta ,horizontalne razmene” u ucenju pri-
pravnika prede na koncept razvijanja zajednice ucenja.

Sema2
Prikaz dinamike Programa koncipiranog ka razvijanju zajednice ucenja

Kako gradimo zajednicu ucenja

'% Pripravnik * Mentor

* Struéni saradnik

* Iskusnije kolege
f\ Kontinuirana razmena i
ﬁ‘\_} zajedni¢ko planiranje

/" "\ Razmena i zajednicke akcije na
& nivou vrtica/jasli

/(&) "\ Fokusirane razmene na nivou
'/ manjih grupa (focus grupe)

Razmena i usavriavanje na
nivou ustanove

Osmisljavanje novog ciklusa Programa

Paralelno sa procesom implementacije prvog ciklusa Programa, tekla je i refleksija o
procesu razvijanja pripravni¢ko-mentorske prakse. Uvidi koji su se iskristalisali kroz zajed-
ni¢ko sagledavanje procesa implementacije Programa oslanjali su se na: dokumentovanje
rada aktiva i fokus grupa; kontinuirani dijalog unutar zajednice; analizu dnevnika priprav-
nika i mentora, kao i pra¢enje ucesc¢a prakticara u onlajn zadacima i zadacima sa aktiva;
uvide ste¢ene putem upitnika, sacinjenog sa ciljem boljeg razumevanja perspektive pri-
pravnika i mentora, i posluZili su kao osnov za izdvajanje nekoliko celina koje u nastavku
priblizavaju slozenost iskustva svih u¢esnika u procesu: mreze podrske, prihvaéenosti uve-
denih promena i uloge mentora.
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Mreza podrske

Izazovi uslovljeni sloZzenom organizacionom strukturom, koja u ustanovi postoji bez
jasno postavljenih procedura i sistema rukovodenja, dovodili su do razli¢itih poteskoca u
prvom ciklusu realizacije Programa, a jedan od izazova je ilustrovan u odgovoru priprav-
nice na upitniku:

...Cesto se pripravnik (kao nov radnik) $alje na ispomoc u druge objekte, i ne uspe
da odradi sve zadatke onako kako treba, ne moZe da isprati npr. projekat za koji je
on bio zaduZen od pocetka do kraja... (P10, O1)

Prevazilazenje ovakvih i sli¢nih izazova zahtevalo je razvijanje mreze podrske za sve
ucesnike u Programu. Ceo tim stru¢nih saradnica bio je uklju¢en u realizaciju Programa,
$to je podrazumevalo brojne sastanke sa ciljem uskladivanja znacenja i preuzimanja uloge
aktivnih uc¢esnika u realizaciji Programa. Takode je zahtevalo i da svaka stru¢na saradnica u
praksiima jasnu predstavu o zadacima na kojima rade pripravnice i mentorke, a koji neret-
ko podrazumevaju i ukljucivanje Sireg kolektiva i preduzimanje koraka ka promeni kulture
vrti¢a, odnosno ka boljem uskladivanju realnog programa sa,Godinama uzleta” (2019).

Pored toga, u proces su ukljuceni i rukovodioci vrtica i jasli, ali i drugi prakticari, koji
nisu bili u ulogama pripravnika, $to je podrazumevalo pisanu i usmenu komunikaciju
(obracanje putem zvani¢nih mejlova i sastanci prakticara na kojima se razgovaralo o ne-
kim delovima Programa) sa jasnim pojasnjenjem o zadacima kojima se bave pripravnice
i mentorke, kao i 0 znacaju koji ima za razvijanje kvaliteta realnog programa ukljucivanje
Sireg kolektiva u realizaciju zadatka (recimo, pripravnice su osnazivane da u svojim kolek-
tivima budu inicijatorke promene kroz aktivno uce$ce u razvijanju realnog programa). Cil;j
je bio da koncepcija Programa bude transparentna i jasna svima, ali i da se pripravnicama
i mentorkama olaksa pozicioniranje u zajednici kako bi lakSe prevazilazili sve izazove na
putu ucenja.

Prihvacenost uvedenih promena

Prvi ciklus implementacije Programa pratio je izazov u pogledu moguc¢nosti da prak-
ticari (najpre vaspitaci) prihvate uvedene promene u pogledu rekoncipiranja ustaljene
prakse, koje su bile pokrenute od strane pedagoskinje na temeljima njenih uvida, kao i
uvida drugih stru¢nih saradnica u ustanovi. Kako bi se stekao uvid o tome kako uvedene
promene dozivljavaju pripravnice i mentorke, prikaza¢emo kako su odgovarale na pitanje
u upitniku formulisano kao:,Opisite ukratko vase iskustvo iz prakse uvodenja u posao (Sta
biste istakli kao dobre, a Sta kao lo3e strane Programa, organizacije prakse uvodenja u
posao i angazovanja svih aktera u ovom procesu...)".

Na ovo pitanje dobili smo ukupno 24 odgovora (od 12 pripravnica i 12 mentorki).
Odgovori pripravnica u najvecoj meri pokazuju da su se u programu osetile podrzano,
osetile da pripadaju zajednici u¢enja i da su prihvaéene, da su zadovoljne na¢inom na koji
je praksa organizovana i da im je u¢e$ée u Programu pomoglo da bolje razumeju koncep-
ciju,Godina uzleta" (2019).
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U toku pripravnic¢kog rada sam dobila dosta podrske od strane svog mentora
i strucnog saradnika, svog sobnog kolege i ostalih koleginica, medu njima i pri-
pravnica takode, u vidu razmene iskustava i ideja, pomodi pri izradi zadataka ali
i boljeg razumevanja u istrazivackom radu, trudila sam se da deca kroz podrsku
njihovoj dobrobiti imaju jednake mogucnosti za ucenje i razvoj, da se povezujem
Sto vise sa roditeljima i koleginicama iz drugih objekata, da u¢im i radim na sebi
konstantno, da prosirujem svoja iskustva i znanja, da posmatram i osluskujem
decu i njihove potrebe. (P27, O1)

Mentorke su u svojim odgovorima uglavnom isticale da su zadovoljne na¢inom or-
ganizovanja prakse i podrskom koju su i same imale u Programu.

Program je osmisljen tako da se jacaju kompetencije u razli¢itim oblastima - zada-
ci konkretni, jasni - svi akteri angaZovani. (M13, O1)

Posebno znacajne uvide dale su mentorke koje su imale iskustvo mentorisanja u
prethodnim ciklusima realizacije pripravni¢ko-mentorske prakse (njih 7 je dalo odgovor
na pitanje: ,Kada se osvrnete na sopstveno iskustvo u procesu mentorstva po starom i
novom programu, da li mozete da istaknete najznacajnije promene u pogledu programa
uvodenja pripravnika u posao?”). Naves¢emo neke njihove odgovore koji jasno oslikavaju
promenu pristupa uvedenu kroz novi Program.

Na jedan vrlo koncizan nacin se oslikava rad pripravnika i mentora. Materijal i
smernice na aktivima jasno definisu put kojim treba i¢i, na cemu se bazirati i $ta je
cilj.... tj. Sta treba postici. (M18, 021)

Dnevnici dosta pomaZu i organizuju proces uvodenja pripravnika u posao. Zadaci

Vece angaZovanje stru¢nog saradnika da nama kao mentorima takode pruze po-
drsku u radu sa pripravnikom. Postojanje dnevnika za Pripravnike i mentore je ne-
Sto Sto nam je olaksalo rad. (M6, 021)

Novi program se tumaci vise kroz praksu i ima vise veze sa realnim programom.
Stari program je zahtevao pisanje priprema koje se nisu pisale u svakodnevnom
radu. Mi smo prakticari tako da sam se u mentorstvu ovog programa lakse snala-
zila kako da priblizim i objasnim ono sto pise u Osnovama programa. (M3, 021)

Ovi uvidi nam govore da je rekoncipiranje pripravni¢ko-mentorske prakse dovelo do
toga da se i pripravnice i mentorke osete podrzano i osnazeno, $to nas je navelo da i u na-
rednom ciklusu planiramo da Program koncipiramo oko ideje razvijanja zajednice ucenja.

Uloga mentora

Pocetak realizacije prvog ciklusa Programa pratili su izazovi u razumevanju uloge
mentorki. Kako bi se mentorkama olaksao proces refleksije o sopstvenoj ulozi, u prvom
ciklusu je bio osmisljen Dnevnik mentora.
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Mentori vode dnevnik mentora koji svedoci o ispunjenosti njihove uloge u Pro-
gramu i predstavlja: evidenciju o vidovima podrske koju su pruZili pripravniku u
razvijanju osnovnih znanja, umenja i vrednosti pripravnika neophodnih za kva-
litetan neposredan rad sa decom, saradnju u zajednici ucenja i razvijanje profesi-
onalne prakse; zapaZanja mentora o radu pripravnika u toku trajanja Programa
uvodenja u posao i procenu razvijenosti osnovnih znanja i umenja pripravnika
neophodnih za kvalitetan neposredan rad sa decom, saradnju u zajednici u¢enja
i razvijanje profesionalne prakse. (Izvod iz Programa)

Sistemski definisana uloga mentora, koja se mogla ucitati u tada postoje¢em Vodicu
(Mentor i pripravnik..., 2009, 2012), uspostavljeni sistem polaganja ispita za licencu, koji je
sledio Programu uvodenja u posao i iskustva mentorki iz prethodne pripravni¢cko-men-
torske prakse, prouzrokovali su neuskladenost ocekivanja mentorki sa idejom mentorstva
na kojoj se temelji Program. Program je mentorke stavljao u poziciju u¢esnica u zajednici
ucenja, uz uspostavljenu mrezu podrske na koju mogu da se oslone i pripravnice i men-
torke. Ranije definisana uloga mentora kao formalnih evaluatora (Cija se evaluacija u pret-
hodnim ciklusima bila svodena na formalnost) kocila je mentorke u preuzimanju uloge
koja im je Programom bila nudena.

Navedeni izazov je u implementaciji prvog ciklusa Programa zahtevao osmisljavanje
i organizovanje posebnog sastanka pedagoskinje, autorke sa celim timom mentorki. Na
sastanku smo se bavili preispitivanjem uloge mentora, pocevsi od razumevanja toga $ta
su odgovornosti mentora, sve do pojasnjavanja sistema podrske kreiranog za mentorke
u Programu.

Implementacija Programa (drugi ciklus)

Drugi ciklus implementacije Programa zapoceo je u septembru 2024. godine, sa-
stankom pedagoskinje (autorke) sa grupom mentorki. Tema je bila uloga mentora u Pro-
gramu, te je na sastanku zajednicki tumacen materijal ,Smernice za izradu izvestaja men-
tora”. Ovaj materijal sacinjen je na osnovu uvida iz prethodnog ciklusa o potesko¢ama
mentorki da razumeju i prihvate svoju ulogu. Na prvom zajednickom sastanku (aktivu)
svih pripravnica i mentorki sa stru¢nim saradnicama, cija je tema bila upoznavanje svih
vaspitaca sa programom u kojem ucestvuju, podeljeni su stampani materijali (Dnevnici
pripravnika i mentora i Smernice za izradu izvestaja mentora).

Kako bi se odgovorilo na izazov percipiranih odnosa moci izmedu struc¢nih saradnika
i vaspitaca u Programu (o kom ¢e vise reci biti prilikom obrazlaganja uloge pedagoga),
odnosno kako bi se odnosi mo¢i ucinili ravnopravnijim, novi ciklus realizacije u organiza-
cionom smislu podrazumevao je sledece:

1. Aktivi, radionice za sve pripravnice i mentorke, organizovani su u dve grupe (u
prvom ciklusu su na aktive dolazile sve pripravnice i mentorke u istom terminu
na istoj lokaciji) sa datom moguénos¢u svim ucesnicama da same izaberu ter-
min i lokaciju koja im viSe odgovara;

311



Marija Malovi¢ - Uloga pedagoga u rekoncipiranju pripravnicko-mentorske prakse u predskolskoj ...

2. Fokus grupe su organizovane u vise termina (izmedu 8 i 10 termina i na dve lo-
kacije), sa datom mogu¢énosc¢u da pripravnice i mentorke same odaberu termin
i lokaciju koja im najvise odgovara.

Vremenska dinamika, predvidene teme i tok implementacije Programa u drugom
ciklusu prikazani su $ematski (5ema 3) u nastavku.

Odgovornost za osmisljavanje i realizaciju svih aktiva i fokus grupa u drugom ciklusu
preuzela je pedagoskinja, autorka programa. Za razliku od prvog ciklusa, u kojem jedan
od planiranih aktiva nije bio realizovan i u kojem organizacija fokus grupa nije bila ujedna-
¢ena ni koordinisana, u drugom ciklusu su sve predvidene aktivnosti realizovane u skladu
sa vremenskim planom. Ova promena ne ukazuje na superiornost individualne u odnosu
na deljenu odgovornost, ve¢, pre svega, na znacaj jasne raspodele uloga i dogovorene ko-
ordinacije u procesima deljenog liderstva. Iskustvo iz prvog ciklusa pokazalo je da deljeno
liderstvo ne podrazumeva odsustvo strukture ili jednaku uklju¢enost u sve segmente, veé
da je neophodno vreme za uspostavljanje medusobnog poverenja, komunikacionih ka-
nala i precizne raspodele zadataka. Preuzimanje vodece uloge u organizacionom aspektu
od strane pedagoskinje u drugom ciklusu nije umanijilo doprinos ostalih stru¢nih sarad-
nica, vec je doprinelo tome da se zajednicke odluke doslednije sprovedu u praksi, ¢cime je
podrzan kontinuitet u procesu razvoja kulture saradnje.

Uvidi o poteskoc¢ama koje su pripravnice i mentorke imale u prethodnom ciklusu sa
zadacima kori$¢eni su u cilju unapredenja Dnevnika pripravnika i mentora (kao osnovnog
materijala), kao i svih pratecih materijala.

Na primer, u prethodnom ciklusu je bilo predvideno da pripravnice zabeleze svo-
je uvide nakon svake fokus grupe (kao refleksiju o procesu ucenja), medutim, u samom
dnevniku su izostala dodatna pojasnjenja o tome na Sta treba staviti fokus, pa se desavalo
da pripravnice navedu tehnicke informacije o odrzanom sastanku (gde je odrzan i ko je
prisustvovao), a ne navedu ni jedan bitan sopstveni uvid o temi, ¢ime beleSke gube svoju
funkciju. Stoga je u ovom ciklusu precizno navedeno $ta je fokus u pisanju beleski nakon
fokus grupe (nakon prve zadatak je bio sacinjavanje liste znanja i znacenja o koncepciji
»,Godina uzleta”; nakon druge bio je sacinjavanje liste smernica za uredivanje prostora u
vrti¢u kojih se pripravnik moze u svom radu pridrzavati...).

U cilju uspostavljanja zajednickih znacenja i izbegavanja ,Sumova“ koji su nastajali u
prvom ciklusu (recimo, zbog nedovoljno dobro uvremenjenog i medusobno uskladenog
realizovanja fokus grupa), ozbiljnije se pristupilo dogovaranju oko zadataka i davanju in-
strukcija i povratnih informacija na svakom koraku.

Na primer, nakon prve serije fokus grupa, koje su usledile nakon prvog aktiva i reali-
zacije prvih nekoliko zadataka (tema razumevanje koncepcije ,Godina uzleta”) koja je re-
alizovana u novembru, analizirane su beleske svih pripravnica. Uo¢eno je da u beleSkama
postoje pokazatelji pogre$nog razumevanja klju¢nih koncepata.

Preduzeto je sledece: putem mejla je svim pripravnicama poslat detaljan izvestaj o
beleskama nakon prve fokus grupe, koji je (bez imenovanja pojedinaca) sadrzao podatke
o kvalitetu beleski u odnosu na kriterijume koji su na pocetku svake fokus grupe bili do-
govoreni i nakon fokus grupa ponovo obrazloZeni u mejlu koji su sve pripravnice dobile.

312



Nastava i vaspitanje, 2025, 74(3),299-319

Sema3
Prikaz vremenske dinamike drugog ciklusa implementacije Programa

2024/2025 PRIKAZ VREMENSKE DINAMIKE REALIZACIJE

PROGRAM PRPRAUNIKAVASPITACAIMEDIGNSKH
UVOBENJAU
POSAO

SESTARA-VASPITACA
PRIPRAVNIKA
1.onlajn zadatak 10/2024.

Aktiv pripravnika i mentora na temu upoznavanja
sa Programom uvodenja u posao pripravnika
vaspita€a i medicinskih sestara - vaspitaca

1. Zadatak
2. Zadatak
3. Zadatak

1. Fokus grupa 11/2024
12/2024. &) 2.onlajn zadatak
Aldiv pripravnika i mentora na temu Sredine za
uenje

4. Zadatak
5. Zadatak

2. Fokus grupa 2/2025

3. onlajn zadatak @3 3/2025,

Aktiv pripravnika i mentora na temu Otvaranje
projekata, odabir teme projekta, razumevanje
konceparta povoda i provokacije, izranjajute
planiranje

6. Zadatak

7. Zadatak
okus grupa 20
| D@ [XOE S5 STIEILO)

3.F
RERI@D Y II\/IPLElIVIENTACIJ

Aktiv na nivou ustanove - Razvijanje i
dokumentovanje zajednickih projekata

4. onlajn zadatak @ 6/2025-

Aktiv  pripravnika i mentora  na  temu
Zajedicki/letnii projekti

8. Zadatak

9. Zadatak

4. Fokus grupa 9/2025

10/2025. &) 5. onlajn zadatak

Aktiv pripravnika i mentora na temu Refleksija na

Program i priprema za polaganje ispita

Sacinjeni su i dodatni materijali (1. evidentirane nejasnoce i pogre$na razumevanja sa po-
jasnjenjima; 2. zajednicka lista,ulaznih” znanja i znacenja izvedena na osnovu analize svih
beleski; 3. ,propeler” — graficki prikazani sadrzaj Godina uzleta sa obelezenim temama i
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brojem stranica u programu, za lakse snalazenje u dokumentu). Pripravnice su, na osnovu
materijala i pojasnjenja koje su dobile na narednom aktivu, analizirale svaka svoju belesku
i prepoznavale kojoj,,zoni” pripadaju (crvena - beleske koje ukazuju na postojanje neja-
snoce; zuta — beleske bez fokusa; zelena — dobre beleske) i u odnosu na to dopunjavale ili
korigovale beleske u skladu sa uo¢enim nedostacima.

Analiza beleski nakon druge serije fokus grupa pokazala je da u tim beleskama nema
pokazatelja pogreSnih razumevanja i nedoumica, odnosno da su sve pripravnice imale
dobre i fokusirane (u vecoj ili manjoj meri detaljne) beleske.

Pedagog u liderskoj ulozi u procesu uvodenja i odrzavanja promene

Profesionalna odgovornost u odnosu na to kako je kompetentnost predskolskog pe-
dagoga definisana vaze¢im Pravilnikom (Pravilnik o standardima kompetencija za profe-
siju stru¢nog saradnika u predskolskoj ustanovi i njegovog profesionalnog razvoja, 2021)
bila je vrednosni orijentir za repozicioniranje pedagoskinje u Programu i praksi uvodenja
U posao.

Ovaj program je javno prezentovan tri puta u 2023. godini sa razli¢itim fokusom u
izlaganjima i radovima (Malovi¢, 2023, 2023a, 2023b) koji su pratili izlaganja. Ovi prikazi
mogu se razumeti kao delanje pedagoskinje u podrudju vlastitog profesionalnog delova-
nja i razvoja, jer su imali za cilj da Siru profesionalnu zajednicu upoznaju sa mogucim dru-
gacijim pristupom u organizovanju pripravni¢ko-mentorske prakse u ustanovi, koji bi bio
uskladeniji sa programskom koncepcijom i koji bi predstavljao aktualizaciju profesionalne
uloge pedagoga sagledane kroz okvir kompetentnosti.

O tome kako je program koncipiran tako da polazi od definisane kompetentnosti
stru¢nog saradnika za stratesko (razvojno) planiranje svedodi rad (Malovi¢, 2023) ciji je
fokus stavljen na ulogu pedagoga kao stru¢nog saradnika koji, svojim kompetencijama
za stratesSko planiranje i pracenje prakse, doprinosi osmisljavanju, realizaciji i unaprediva-
nju Programa, podrzavajuci profesionalni razvoj vaspitaca i negujuci kulturu refleksivne
prakse u zajednici u¢enja u ustanovi. Druga dva rada fokusirana su na osvetljavanje kom-
petentnosti u domenu uspostavljanja saradnje i zajednistva, razvijanja refleksivne prakse
i kvaliteta realnog programa (Malovi¢, 20233, 2023b).

Znacaj uloge stru¢nog saradnika, kao organizatora i nekoga ko podrzava sve aktere
u pripravni¢cko mentorskoj praksi je bio prepoznat, o ¢emu takode svedoce i odgovori
pripravnica i mentorki na upitniku.

Od stru¢nog saradnika smo dobijali materijal, koji nam je uz aktive pripravnika i
mentora, olaksao Program uvodenja pripravnika u posao. Takode, zadaci su bili
tako koncipirani da je saradnja pripravnika i mentora bila ve¢a. (M6, O1)

Smatram da su dobre strane Programa aktivi, fokus grupe, razvijanje zajednice za
ucenje i podrska koju dobijamo od strucnih saradnika i mentora, ali i zadaci koji
podsticu pripravnika da saraduje sa svim akterima u vrti¢u. (P15, 01)
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Medutim, aktualizacija liderske uloge u procesu uvodenja i odrzavanja promene na-
ilazila je na brojne izazove. Kontinuirani izazov u toku prvog ciklusa realizacije Programa
predstavljalo je u blagovremenom i medusobno uskladenom realizovanju fokus grupa
zbog toga 5to je Program bio tako koncipiran da je podrazumevao uskladeno delovanje
tima strucnih saradnica na ovom zadatku. Ovaj izazov u praksi realizacije prvog ciklusa
Programa ostavljao je ,Sumove’, koji su se mogli uociti, recimo, analizom beleski sa fokus
grupa iz Dnevnika pripravnika. Iz tog razloga je u novom ciklusu Programa organizacija i
realizacija fokus grupa bila drugacije koncipirana sa preciznije definisanim fokusom za sve
ucesnike (stru¢nog saradnika, pripravnika i mentora).

Znacaj uloge stru¢nog saradnika u organizaciji i vodenju fokusiranih diskusija prepo-
znale su i same pripravnice.

Dobra strana su aktivi na kojima smo razmenjivali iskustva, misljenja, resavali
problemske situacije... ali je tu falilo malo vise primera iz prakse. Dopale su mi
se fokus grupe i smatram da bi bilo dobro i znacajno za pripravnike da ih je bilo
vise, jer smo tu sa stru¢nim saradnikom najlakse uspevali da odgovorimo na sva
pitanja. (P14, O1)

Preispitivanje odnosa modi izmedu vaspitaca i stru¢nih saradnika predstavljalo je jo$
jedan izazov. Uvidi vaspitaca o uspostavljenim odnosima moci zahtevali su preispitivanje
organizacije kako fokusiranih diskusija tako i aktiva.

Dobre strane su Cesti sastanci, razmena iskustva, saradnja sa kolegama... losa
strana je to sto se sastanci (+ fokus grupe) organizuju u vrti¢ima koji su blizu sarad-
nicima, a ne pripravnicima i ponekad imamo poteskoca sa organizacijom rada,
prevoza itd. (M7, O1)

Sumiranje zakljuc¢aka

Govoredi o akcionim istrazivanjima koja se sprovode u $kolama, Sevkusi¢ (2011)
isti¢e da akciona istrazivanja imaju potencijal popravljanja ,tradicionalno loSeg odnosa
izmedu nastavnika i istrazivaca” (Sevkusi¢, 2011:198). Ono 3to nakon sprovedenog istra-
Zivanja mozemo zakljuciti jeste da se odnos poverenja i podrike izmedu stru¢ne sarad-
nice-istrazivacice i vaspitaca u Ustanovi osnazio kroz istraZivanje. Pored toga, moZzemo
re¢i da je primetno ojacan duh zajednistva, odnosno da se kultura razmene i zajednic-
kog ucenja prenela i izvan Programa uvodenja u posao. Pripravnice i mentorke svedoce
o licnom osecaju osnazenosti i podrzanosti, dok stru¢ne saradnice i rukovodioci vrtica
i jasli ukazuju na to da su ¢itavi kolektivi osnazeni nakon razlicitih akcija pokrenutih u
okviru Programa.

Prikazano akciono istrazivanje moze se razumeti kao oblik intervencije u instituci-
onalnu praksu sa ciliem pokretanja i podrske promeni u pravcu zajedni¢kog ucenja, pro-
fesionalne refleksije i transformacije uloge prakticara. Ukoliko se, kako navodi Pavlovi¢
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Breneselovi¢ (2008), intervencija razume kao plansko uvodenje promene u obrazovnu
praksu, tada se pitanje odrzivosti te promene namece kao klju¢no i konstitutivho za samu
intervenciju.

Promena zapoceta ovim istraZivanjem jeste usmerena ka razvoju prakse i profesi-
onalnih kapaciteta zaposlenih, sto moze voditi ostvarivanju prve dimenzije odrzivosti,
odnosno odrzavanju kvaliteta, pod uslovom da postignuti put promene, u pogledu us-
postavljene prakse uvodenja pripravnika u posao, kontinuirano nastavi da se razvija na
postavljenim temeljima. Izazov predstavlja kultura ustanove koju gradi cela obrazovna
zajednica, a rukovodstvo ustanove do sada nije pokazalo zainteresovanost da pruzi dopri-
nos razvijanju refleksivne prakse u zajednici ucenja. Nezainteresovanost se, izmedu osta-
log, moze ucitati u nevoljnosti da se zaposli dovoljan broj stru¢nih saradnika, kao i da se
posao pedagoga uvazi kao znacajan za razvoj cele Ustanove.

Da bi pokrenute promene bile dugoro¢ne i imale sistemski znacaj, bilo bi neophod-
no da se daljim radom obuhvate i preostale dve dimenzije koje ¢ine odrzivost — sistemsko
utemeljenje kroz institucionalizaciju novih obrazaca rada i Sirenje u sistemu kroz disemi-
naciju i umrezavanje sa drugim ustanovama i praksama. Ovakav pristup podrazumeva
izgradnju i kori$¢enje socijalnog kapitala kroz umreZene odnose subjekata unutar i van
ustanove, kao i kontinuiranu izgradnju kapaciteta zaposlenih za refleksivno i smisaono
delovanje u sopstvenoj praksi (Pavlovi¢ Breneselovi¢, 2008).

Sistemsko utemeljenje se ne ¢ini kao izgledno u trenutno uspostavljenoj obrazov-
noj politici, u kojoj je primetna teznja da se teret osmisljavanja i realizovanja pripravni¢ko
mentorske prakse prebaci na mentore, te da se uloga stru¢nog saradnika odredi kao spo-
redna u toj praksi. Sa druge strane, ¢ini se da je, uprkos podrsci koju su stru¢ni saradnici
u predskolskim ustanovama dobili kroz obuke ,SNOP” i druge vidove podrske, smisaono
delovanje u sopstvenoj praksi otezano pod teretom uspostavljenih kultura u predskol-
skim ustanovama u kojima se rad pedagoga ne vrednuje dovoljno, niti se njegova uloga
pepoznaje kao znacajna. Takode, narativ o razvoju zajednice u¢enja ne moze se odrzi-
vo graditi u kontekstu u kom sistemski okviri i podrika kroz obuke ostaju neuskladeni sa
vrednosnim i teorijskim polazistima koje zajednica nastoji da utemelji, bududi da takva
nedoslednost razara mogucnost uspostavljanja zajednickih znacenja kao temelja kolek-
tivhog ucenja i razvoja.
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In an effort to conceptualize the role of a preschool pedagogue as the leadership role in ini-
tiating and sustaining change, this paper presents the pedagogue’s engagement in support-
ing the professional development of preschool teachers by reconstructing the induction and mentoring
practice within the institution. The professional development of preschool teachers, including the induc-
tion process, takes place within a community and is shaped by the institutional culture, while simultane-
ously influencing that culture. This paper presents an action research initiated by a practitioner-pedagogue,
conducted in the Preschool Institution “Dr Sima Milosevi¢” in Zemun from September 2022 to May 2025.
The research focuses on the induction program and practice as a foundation for building reflective prac-
tice within a learning community. The study highlights challenges in implementing a program aimed at
fostering reflection and identifies strategies for overcoming them. The findings suggest that shifts in
knowledge, skills, and values — both individually and collectively — contribute to improving the quality
of the real-life curriculum. Redefining practitioner roles and power dynamics within the Program and the
research itself deepened preschool teachers’ sense of empowerment, as well as the trust-based relationship
between them and professional associates. The reconstruction of the induction and mentoring practice,
as an intentionally introduced change, established the basis for developing a reflective culture of learning.
The sustainability of the change will depend on continuous support, institutional anchoring of new work
models, and broader dissemination through networking with other institutions and practices.

Abstract

Keywords: preschool pedagogue, induction and mentoring practice, action research, reflective practice,
learning community.
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Introduction

Viewed through the lens of contemporary curricular conceptions such as the frame-
work underpinning Years of Ascent (Godine uzleta, 2019), the role of the professional
associate - preschool pedagogue, extends beyond an administrative or evaluative
function and can be understood as a leadership role in initiating and sustaining change
(Krnjaja et al., 2023). Through their professional engagement, the pedagogue helps
shape the educational paradigm, that is, contributes to creating a (non-)coherent sys-
tem of knowledge and meanings in their preschool practice. Establishing coherence in
knowledge and shared understandings requires continuous re-examination of the val-
ues that shape everyone’s professional action. In this paper, the term “practitioner” re-
fers to both professional associates and preschool teachers, while “preschool teacher”
includes nursery nurses in the role of preschool teachers (Godine uzleta, 2019, p. 11).

The educational paradigm encompasses practitioners’ personal beliefs and values,
which directly guide their conduct and the ways in which they develop practice (Camber
Tambola$ & Vujici¢, 2023). These personal beliefs may, or may not, align with the values
and assumptions embedded in the program conception. Accordingly, changes in the
practice and in the culture of the preschool institution (In what follows, the term “institu-
tion"refers to a preschool institution) cannot be sustainable unless the beliefs and educa-
tional philosophies held by practitioners are questioned and transformed (Fullan, 2007).

The pedagogue plays a key role in creating conditions for professional learning that
enable preschool teachers to gain new insights and knowledge, adapt and shift their ways
of working, and, importantly, to reconsider and modify their core values and stances (Cam-
ber Tambolas & Vujici¢, 2019). Such learning cannot be an individual undertaking; it calls
for movement at the level of the whole educational community, including leadership, pro-
fessional associates, parents, and other staff, because everyday relationships and commu-
nication constitute the lived culture of the institution (Vuji¢i¢ & Camber Tambolas, 2019).

In this paper, the pedagogue’s role is presented through the support of the pro-
fessional development of practitioners by developing and implementing the Induction
Program for novice preschool teachers (hereafter: the Program). Developed in the Pre-
school Institution “Dr Sima Milo3evi¢” in Zemun (hereafter: the Institution), the Program
can be viewed as a localized attempt to shift the approach to education, in line with
contemporary understandings that define approach as a coherent corpus of professional
knowledge, values, and practices collectively established and institutionally transmitted
(Krnjaja et al., 2023). The Program does not aim merely to introduce new content or tech-
niques for novices; it is also designed to act across the three dimensions identified by
Fullan (2007) as key to substantial change in educational practice: (1) implementation
of a new program, (2) use of new strategies and activities within the program, and (3)
change in practitioners’ assumptions and beliefs. Accordingly, the pedagogue’s role in
this process is framed as “leadership in the process of change” (Krnjaja et al., 2023).

Developed for over two and a half years (9/2022-5/2025), the Program is not an isolated
innovation but a backbone for changing the approach, one that entails collectively taking re-
sponsibility for cultivating and maintaining a new professional culture within the institution.
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Contextual-Conceptual Framework of the Study

The introduction of Years of Ascent (2019) is a key turning point in re-conceptualiz-
ing preschool practice in Serbia, and, accordingly, in transforming the roles of preschool
teachers and professional associates. Professional roles are formally defined by current
regulations (Regulation on Competency Standards for the Profession of Preschool Teach-
er and Their Professional Development, 2018; Regulation on Competency Standards for
the Profession of Professional Associate in Preschool Institutions and Their Professional
Development, 2021). Nevertheless, aligning everyday practice with these frameworks
remains demanding, despite different forms of support offered to practitioners. The
manner in which a program is enacted depends greatly on practitioners’ professional
readiness and engagement. For that reason, any support for each practitioner’s pro-
fessional development must be designed to foster engagement in a complex, shifting
context, grounded in contemporary insights about children and childhood and in the
theoretical commitments that accompany the national preschool framework (Slunjski
& Lanci¢, 2022).

The action research begun in September 2022 unfolded in a context significantly
shaped by the professional learning program SNOP - Professional Associates as Agents
of Change (Pavlovi¢ Breneselovi¢ & Krnjaja, 2021, as cited in Krnjaja et al., 2023), which
involved 268 professional associates from preschool institutions during 2021-2022. Fo-
cused on empowering professional associates to initiate and lead change in preschool
practice, this program prompted re-examination of the pedagogue’s role within the in-
stitution. The themes explored and the space for reflection it opened supported a step
toward rethinking professional development for preschool teachers as a shared process
of learning and of cultural change within the institution.

Professional learning (as one dimension of preschool teachers’ professional devel-
opment) is a key pathway to enhancing the quality of educational work and nurturing a
professional culture in preschool institutions. At the same time, it is not solely a matter of
individual responsibility, but the pedagogue shares responsibility with preschool teach-
ers. Just as preschool teachers are expected to create supportive environments where
children learn through relationships, play, and active participation in varied situations,
professional associates are called to cultivate a similar atmosphere among preschool
teachers, spaces for collective work, exchange, and reflection on practice (Vuji¢i¢ & Cam-
ber Tambolas, 2017a).

The induction of novice preschool teachers, i.e., induction and mentoring practice,
is legally regulated (Regulation on the Teaching License for Teachers, Preschool Teachers,
and Professional Associates, 2022), which defines the roles of novices and mentors as well
as formal conditions for the licensing exam that confers independent practice. The direc-
tor of the institution bears formal responsibility for organizing induction.

Further guidance appears in the Guide for Preschool Teachers — Mentoring (Mentor-
ship..., 2025), which names mentors as a “key resource for novice teachers’ learning” (p.
5) and notes that other actors (especially professional associates and directors) should
participate and share responsibility. Conceptually, however, this resource-transfer framing
does not fully correspond to the values underpinning Years of Ascent, which emphasize
interdependence, reflexivity, and participation in a learning community.
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In spite of that, the 2025 Guide marks a policy step forward compared to previous
editions (Mentor and Novice Teacher..., 2009, 2012), which shaped the induction similarly
for both preschool and school contexts. It seeks to make induction and mentoring mean-
ingful for the preschool context and the preschool teaching profession, distinct from the
school context and the professions of teachers in primary and secondary education. Yet,
what is still missing is a clearly defined leadership role and professional responsibility of
the pedagogue in preschool teachers’ professional learning through induction and men-
toring, as well as a system-level opening for cultivating reflective practice in a learning
community through a systemic approach to induction.

Methodology

This study is oriented toward change in the very practice it examines, that is, shifting
the approach in the program and practice of inducting novice preschool teachers, which
positions it squarely as action research. Action research arises from practice, involves act-
ing with the intention to bring about change, and requires the researcher—practitioner to
be a reflective, proactive practitioner who, on the basis of emerging insights, undertakes
further action to develop practice (Pesi¢, 1989; Pavlovski, 1989; Kemmis & McTaggart,
2005; Mukherji & Albon, 2015). For the depiction of phases, we reference a schematic (Fig-
ure 1) from Kemmis & McTaggart (2005).

Scheme 1:
Overview of the Action Research Phases

Phase Period Action

Analysis of existing practice and
identification of entry issues for
action research

Phase 1 - 9.2022 -
Reflection 12.2022.

/—:m—f}\-\\ Phase 2 - 12.2022 - Conception of a new Induction
il PLAY Planning 1.2023. Program for novice preschool teachers
2.2023-  Program implementation,
Phase 3 - 2.2024.  Year 1 (first cycle)
Action and
Observation ~ 3.2024-
6.2024.
Phase 4 - 6.2024-  Program review and partial
Re-planning  9.2024.  reconception based on insights.
Phase 5 - 10.2024 - Second year of implementation
Reflection 5.2024.  (second cycle) with ongoing reflection
Phase 6 -
Action and 52024~ Writing up the study

6.2024.

Observation
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Action research entails not only changes in practice but also shifts in the meaning,
both at subjective and collective levels (Pesi¢, 1989). Although initiated by the pedagogue
as professional associate, the work engaged other professional associates and preschool
teachers.

In Year 1 (first cycle), 26 novices participated (30 at the start; 4 withdrew), and in
Year 2, 35 novices (40 at the start; 5 withdrew). The implementation team comprised
four pedagogues and two psychologists in the first cycle, with an additional pedagogue
joining the research in the second cycle. At the time of writing, implementation of the
second cycle was still in progress for the cohort of 35 novices and their mentors. The
author left the position of pedagogue in June 2025; the paper reports insights gathered
up to that point.

Data collection involved systematic documentation of the process (institutional
planning and reporting documents, reports from meetings, professional learning ses-
sions, and focus groups, practitioners’ notes, and the researcher’s field notes). In line with
the nature of action research, these materials are treated not as “findings,” but as systemat-
ically gathered resources that inform the next turn in the action-reflection cycle.

Overview of the Action Research Phases

Entering the Action Research

At the beginning of the 2022/2023 working year, the Institution comprised 252 pre-
school groups across 33 facilities, with a total of eight professional associates of various
profiles (according to the Annual Work Plan of the Preschool Institution “Dr Sima Milosevi¢”
for 2021/2022). Considering the legally prescribed staffing requirements (Regulation on
Detailed Conditions for the Establishment, Commencement of Work, and Performance of
Activities of Preschool Institutions, 2019, 2022, 2023), the Institution was operating with
eight instead of ten professional associates. As a result, each associate was, on average,
burdened with 30% more work than the prescribed standard.

Under these circumstances, each professional associate took the initiative and a
leading role in a specific area of work, while all tasks and activities were carried out as
a team effort —demonstrating responsibility and reflecting a culture of effective and
supportive leadership that encourages joint action, exchange, and collaboration. The re-
sponsibility for designing the Induction and Mentoring Program for Preschool Teachers and
developing the induction-mentoring practice was assumed by the preschool pedagogue,
which served as the basis for initiating the action research. Since the work of a pedagogue
isinherently also research-oriented, the author of this paper took on the role of researcher.

The idea to reconceptualize the induction practice, compared to previous approach-
es, emerged from continuous collaboration and shared insights among professional as-
sociates, taking into account: the need to provide support to preschool teachers in the
roles of novice teachers and mentors; the need to enhance institutional culture through
strengthening the learning community, and the professional role and responsibility of the
preschool pedagogue.
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To analyze the previous induction practice, the Annual Report (Annual Report and
Implementation of the Annual Work Plan of the Preschool Institution “Dr Sima Milosevic¢” for
2021/2022) was used, along with insights gained from practice during the 2021/2022
working year. The conclusions drawn indicate that the previously implemented Program
in the Institution was based on understandings of practitioner roles and induction-men-
toring practice that were only partially grounded in existing legislative and programmatic
frameworks, some of which were not fully aligned.

The programmatic framework and insights from the implementation of Years of As-
cent (2019) in practice established the imperative of developing reflective practice within
a learning community. Moreover, the professional role of the preschool pedagogue had
already been defined by the Rulebook on Standards of Competence (Regulation on Com-
petency Standards..., 2021), in which the development of reflective practice and the nur-
turing of a culture of cooperation and community, foundations for developing a learning
community, are identified as professional responsibilities of the pedagogue. However, in
the Institution’s 2022 Annual Report, the pedagogue’s work on developing the induction
program for novice preschool teachers was not recognized as being aimed at fostering a
learning community.

The previously developed program in the Institution was grounded in the under-
standing of induction—-mentoring practice as a dyadic model, in which the key roles are
those of the novice preschool teacher and the mentor as partners in the process (Mentor
and Novice Teacher..., 2009, 2012). This model defined the roles of preschool teachers as
novices and mentors, but left the role of the professional associate undefined, reducing
it to organizational aspects of program development in practice (aligning the formal pro-
gram plan with the institution’s core documents, forming novice-mentor groups, mediat-
ing communication, and delegating tasks).

The pedagogue’s role in program development was that of a“lecturer’, who, through
several meetings, conveyed insights and provided guidelines to novices and mentors for
designing their own induction practice. Novices received and carried out tasks, while
mentors acted as observers and evaluators. Not only did the report fail to mention the
development of a learning community but it referred to the active role of novices as par-
ticipants in “horizontal exchanges.”

In this approach, professional development meetings (Professional Council) took
the form of PowerPoint presentations illustrating examples of good practice in
program development aligned with the Years of Ascent framework and offering
guidelines and tasks for improving individual practice.

Novices, together with their mentors, gradually mastered strategies for developing
themes/projects, shaping examples of their own practice into presentations, which
were then shared with professional associates and the coordinator of the Profes-
sional Council.

Mentors continuously monitored the novices’ work throughout the year, provid-
ing observations on their performance during planned learning situations. Most
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documented novices actively participated in introducing changes to educational
practice in accordance with the new framework, through participation in horizon-
tal exchanges at the level of individual nurseries and preschools.

(Excerpts from the 2021/2022 Annual Report)

Designing the New Induction and Mentoring Program
for Preschool Teachers

The new Program is aligned both with official documents that define educational
policy in the field of preschool education and with the institution’s internal documents.
The Rulebook on Continuous Professional Development, applicable to both preschool teach-
ers and professional associates, stipulates that professional development of employees in
preschool institutions (including induction and mentoring practice) should be “planned
in accordance with the needs and priorities of education” (Regulation on Continuous Pro-
fessional Development and Advancement into Professional Titles for Teachers, Preschool
Teachers, and Professional Associates, 2021, Act 3). Developing reflective practice within a
learning community was recognized as both a need and a priority, which paved the way
for designing the new Program.

The induction and mentoring program is grounded in contemporary theoretical per-
spectives that define the preschool teaching profession as an ethical and reflective prac-
tice founded on values, dialogue, and multiperspectivity (Pavlovi¢ Breneselovi¢, 2014). It
is situated within the discourse of competence, which does not view a competence as a
fixed set of pre-given knowledge and skills, but rather as a dynamic process built through
practice. The Program is largely based on the Rulebook on Standards of Competence for the
Preschool Teacher Profession and Its Professional Development (2018), which defines a com-
petence through specific knowledge, skills, and values that shape the profession (Regula-
tion on Competency Standards..., 2018).

The design draws on a systemic model of professional development, where learning
occurs within a professional community through collaborative relationships and joint ac-
tion of all participants in the preschool institution (Pavlovi¢ Breneselovi¢ & Krnjaja, 2012;
Vuji¢i¢ & Camber Tambola$, 2017a, 2017b). Special emphasis is placed on the learning
community, which develops through shared responsibility and the co-construction of
practitioners’ professional knowledge, thus contributing not only to the transformation
of individual practice but also to the transformation of educational practice itself (Rogoff,
1994, as cited in Pavlovi¢ Breneselovi¢ & Krnjaja, 2018).

Accordingly, the Program was conceived as an effort to shape the context in ways
that enable learning through action and (shared) reflection, thereby building the pro-
fessional identity of novice preschool teachers in real-life settings, while simultaneously
transforming the role of the pedagogue and the institutional culture. This aims toward a
sustainable change in educational practice, understanding professional development as a
collective process focused on improving the shared reality, that is the real-life curriculum
(Malovi¢, 2023).
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Program Implementation (First Cycle)

For the purposes of implementing the Program, three different materials were de-
veloped, printed, and distributed to all novice preschool teachers and mentors at the
first meeting (February 2023): The Induction and Mentoring Program, Novice Teacher’s
Journal, and Mentor’s Journal. The initial group consisted of 30 novice preschool teach-
ers (several of whom withdrew during the year, mostly for health or family reasons). The
pedagogue (also the author of the Program and materials) introduced the entire team
of professional associates, as well as all novices and mentors, to the new program con-
cept and invited them to be active participants in the learning process, remaining open
to suggestions aimed at improving the process.

The timeline was partly determined by the institutional work calendar and the
already established Annual Work Plan.

In order to establish a sustainable timeline that takes into account the planned
obligations and workload of all practitioners in the institution, the Program included
two thematic professional meetings (the term aktiv - meeting - Professional Council -
used internally in the institution to denote planned situations of (collective) practitioner
learning through lectures or workshop-based work) as defined by the Annual Plan (An-
nual Work Plan of the Preschool Institution “Dr Sima Milosevi¢” for 2022/2023). This overlap,
where the same thematic meetings were foreseen both in the Induction Program for
interns and mentors and in the plan for all practitioners through the work plan of the
Professional Development Team, was, in addition to the aforementioned purpose, also
intended to create conditions for exchanges between the interns and the practitioners
who are not in that role, and to strengthen the idea of shared exchanges, i.e., the estab-
lishment of shared meanings.

The Program (...) lasting one year envisages the organization of nine meetings
attended by interns, mentors, and professional associates. Seven meetings were
organized as intern-and-mentor meetings intended for participants in the Pro-
gram (...), while two were thematic professional meetings, implemented in the
institution in line with the Annual Plan {(...). (Excerpt from the Program)

Professional meetings as a format were retained from the old program, but the ap-
proach to their organization was changed, and participant roles were redefined. In the
new concept, these meetings were designed as workshops that opened new topics to
be followed by additional tasks after the meeting, and that initiated exchanges among
all participants.

... Interns kept an Intern’s Journal with 12 tasks, which would be jointly analyz-
ed at dedicated meetings — four focus groups organized by the professional
associate with a smaller group of interns and mentors. The journals also includ-
ed guidelines for preparing three tasks for the meetings. In addition, five online
tasks were planned, whose evaluation would involve all interns. (Excerpt from
the Program)
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The tasks were designed to support transformative learning (double-loop learn-
ing) (Argyris & Schoén, 1978) and exchanges among practitioners. The aim was to move
beyond the form of professional learning known as single-loop learning, which involves
identifying and correcting errors. When problems or deviations occur, practitioners are
most often likely to initially attempt to find a new strategy to resolve the situation
within existing goals, rules, and values, without questioning the underlying assump-
tions, in an effort to act more efficiently within the existing framework. On the contrary,
transformative learning involves questioning those very values, goals, norms, and rules
on which strategies for action are based. Such learning leads to deeper changes in
thinking and acting because it does not remain at the level of correcting behavior, but
instead, it includes transforming the very foundations of professional practice (Argyris
& Schon, 1978).

In the context of a preschool institution, single-loop learning can be recognized, for
example, when a pedagogue notices that the room space is not adequately structured
and suggests that the preschool teacher make changes, or the pedagogue alone makes
changes, by rearranging shelves, moving materials, etc., after which the teacher contin-
ues working without deeper reflection on the meaning of these changes. In this case,
the “error” is corrected within existing professional norms, without questioning them.
By contrast, transformative learning occurs when the pedagogue does not act solely
as a corrective authority, but as an initiator and facilitator of collective learning. They
encourage teachers to critically examine, , joint practice analysis, or professional dia-
logues, the values and beliefs underlying their work through collective reflective activi-
ties such as professional workshops. Such practice strengthens the learning community,
where teachers not only refine strategies but also shape and redefine their professional
identities. Transformative learning involves deeper reflective practice and questioning
why something is done a certain way, not just how it is done. This forms the foundation
for long-term improvements in the quality of the real-life curriculum.

To enable richer exchanges among all participants in the process, focus groups
were designed so that each of the six professional associates involved in the process
would hold one thematically focused reflective session gathering 8-10 participants (in-
terns and mentors), dedicated to jointly reviewing the previous period and tasks. To
ensure focus groups contributed to building a coherent system of meaning in the in-
stitution, each was pre-designed through a flexible focus group protocol and accom-
panied by a reporting form for professional associates and a notes form for interns and
mentors, in which conclusions and insights reached during the discussion were to be
summarized.

Finally, we will schematically present (Scheme 2) the levels of exchange supported
through the Program’s implementation, aiming to shift from the concept of “horizontal
exchange”in intern learning to the concept of developing a learning community.
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Scheme 2:
Overview of the Dynamics of the Program Designed to Develop a Learning Community

Building a Learning Community.

’# Interns * Mentors
* professional associates
i senior colleagues

{3 Continuous Exchange and Joint

J Planning
Exchange and Joint Actions at

the Kindergarten Level
/ ' Focused Exchanges in Small

B Groups (Focus Groups)
Exchange and Alignment at the
Institutional Level

Designing the New Cycle of the Program

In parallel to the implementation of the first cycle of the Program, reflection on the
process of developing the induction and mentoring practice was also taking place. The in-
sights that emerged from the joint review of the Program’s implementation process, based
on the documentation of the work of meetings and focus groups; continuous dialogue
within the community; analysis of the interns’ and mentors’ journals; monitoring practi-
tioners’ participation in online tasks and tasks from the meetings; and insights gathered
through a questionnaire designed to better understand the perspectives of interns and
mentors, served as the foundation for identifying several thematic areas that, in what fol-
lows, shed light on the complexity of the experiences of all participants in the process: the
support network, the acceptance of the introduced changes, and the role of the mentor.

Support Network

Challenges arising from the complex organizational structure of the institution, lack-
ing clearly defined procedures and leadership systems, led to various difficulties in the
first cycle of the Program’s implementation. One such challenge was illustrated in a train-
ee’s response to the questionnaire:

...often a trainee (as a new employee) is sent to assist in other facilities and is una-
ble to complete all tasks as required, for example, they cannot follow through on a
project they were responsible for from start to finish... (T10, Al)

Overcoming these and similar challenges required the development of a support
network for all Program participants. The entire team of professional associates was in-
volved in the Program’s implementation, which entailed numerous meetings aimed at
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aligning understandings and assuming the role of active participants in the process. It
also required that each professional associate have a clear understanding, in practice, of
the tasks being carried out by trainees and mentors, tasks which often involved engaging
the wider staff collective and taking steps toward changing the preschool’s culture, align-
ing the real-life curriculum more closely with the Years of Ascent (2019).

In addition, preschool and nursery principals, as well as other practitioners that
were not in trainee roles, were included in the process. This involved both written and
verbal communication (via official emails and practitioner meetings where certain
Program elements were discussed) with clear explanations of the tasks assigned to
trainees and mentors, and the importance of involving the wider collective in their im-
plementation to enhance the quality of the real-life curriculum. For example, trainees
were encouraged to act as the initiators of change in their teams through active partic-
ipation in developing the real-life curriculum. The goal was to make the Program'’s con-
cept transparent and clear to all, while also making it easier for trainees and mentors
to position themselves within the community and overcome challenges along their
learning path.

Acceptance of Introduced Changes

Thefirst cycle of the Program’s implementation was accompanied by the challenge of
how practitioners (primarily preschool teachers) would respond to changes in established
practice initiated by the pedagogue, based on her insights and those of other professional
associates in the institution. To better understand how these changes were perceived by
trainees and mentors, we will present some of their responses to the questionnaire item:
“Briefly describe your experience with the induction practice (what would you highlight
as the strengths and weaknesses of the Program, the organization of the induction prac-
tice, and the engagement of all actors in the process...).

We received 24 responses in total (12 from trainees and 12 from mentors). The ma-
jority of trainee responses indicated that they felt supported in the Program, felt a sense of
belonging to the learning community, felt accepted, were satisfied with how the practice
was organized, and believed that participation helped them better understand the Years
of Ascent (2019) framework.

During my induction period, | received a great deal of support from my mentor
and professional associate, my classroom colleague, and other colleagues, in-
cluding fellow trainees, through the exchange of experiences and ideas, help
with completing tasks, as well as better understanding of research work. | strived
to ensure that children, through support for their well-being, had equal opportu-
nities for learning and development, to connect as much as possible with parents
and colleagues from other facilities, to constantly learn and work on myself, ex-
pand my experiences and knowledge, observe and listen to the children and their
needs. (T27, A1)

Mentors generally expressed satisfaction with the way the practice was organized
and with the support they themselves received in the Program.
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The Program is designed to strengthen competencies in different areas tasks are
concrete and clear all actors are engaged. (M13, A1)

Particularly valuable insights came from mentors who had prior experience with the
induction and mentoring practice in previous cycles (seven of them responded to the
question: “When you reflect on your own mentoring experience in the old and new pro-
grams, can you identify the most significant changes in the induction program?”). Here
are some of their responses that clearly illustrate the shift in approach introduced through
the new Program.

In a very concise way, it reflects the work of trainees and mentors. The materials
and guidelines from the meetings clearly define the path to take, what to base it on,
and what the goal is. .. i.e., what needs to be achieved. (M18, A21)

The diaries help a lot and organize the induction process. The tasks are more con-
crete and understandable. (M9, A21)

Greater involvement of the professional associate in providing us as mentors with
support in working with the trainee. The existence of diaries for trainees and men-
tors has made our work easier. (M6, A21)

The new program is interpreted more through practice and is more closely relat-
ed to the real-life curriculum. The old program required the preparation of lesson
plans that were not used in everyday work. We are practitioners, so | found it easier
in this mentoring program to convey and explain what is written in the Program
Foundations. (M3, A21)

These insights show that the reconceptualization of the induction and mentoring
practice led both trainees and mentors to feel supported and empowered, which guid-
ed our decision to again center the next Program cycle around the idea of developing a
learning community.

The Role of the Mentor

The start of the first cycle’s implementation was accompanied by challenges in un-
derstanding the mentors’ role. To facilitate mentors’ reflection on their role, a Mentor’s
Diary was introduced.

Mentors keep a Mentor’s Diary, which documents the fulfillment of their role in the
Program and serves as: a record of the types of support provided to the trainee in
developing the basic knowledge, skills, and values necessary for quality direct work
with children, collaboration in the learning community, and the development of
professional practice; the mentor’s observations of the trainee’s work during the
Program; and an assessment of the trainee’s development of the basic knowledge
and skills necessary for quality direct work with children, collaboration in the learn-
ing community, and the development of professional practice. (excerpt from the
Program)
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The systemically defined role of the mentor, as outlined in the then-existing Guide
(Mentor and Novice Teacher..., 2009, 2012), the established licensing exam system that fol-
lowed the induction program, and mentors’ experiences from previous cycles of induction
practice, created a mismatch between mentors’ expectations and the vision of mentorship
underpinning the new Program. The Program positioned the mentors as participants in a
learning community, supported by a network accessible to both trainees and mentors. The
previously defined role of the mentor as a formal evaluator (whose evaluation in previous
cycles was largely a formality) hindered mentors from embracing the role envisioned in the
new Program.

Addressing this challenge in the first cycle’s implementation required organizing a
dedicated meeting between the pedagogue-author and the full team of mentors. The
meeting focused on re-examining the mentor’s role, from understanding their responsi-
bilities to clarifying the support system created for the mentors within the Program.

Implementation of the Program (Second Cycle)

The second cycle of the Program’s implementation began in September 2024 with
a meeting between the pedagogue-author and the group of mentors. The topic was the
mentor’s role in the Program, during which the material Guidelines for Preparing the Men-
tor’s Report was jointly interpreted. This material was developed based on insights from
the previous cycle regarding mentors’ difficulties in understanding and accepting their
role. At the first joint meeting (workshop) of all trainees and mentors with the professional
associates, focused on introducing the Program, printed materials (Trainee and Mentor Di-
aries and the Guidelines for Preparing the Mentor’s Report) were distributed to all preschool
teachers participating in the Program.

To address the challenge of perceived power relations between professional as-
sociates and preschool teachers in the Program (which will be discussed in more detail
when elaborating on the pedagogue’s role), and to make these power relations more
balanced, the new cycle of implementation included the following organizational ad-
justments:

1. The workshops (for all trainees and mentors) were organized in two separate
groups (in the first cycle, all trainees and mentors attended the same session at
the same location), giving all participants the opportunity to choose the time
and location that suited them best;

2. The focus groups were scheduled across multiple sessions (between 8 and 10
sessions, at two different locations), again allowing trainees and mentors to se-
lect the time and location most convenient for them..

The timeline, planned topics, and flow of the Program’s implementation in the sec-
ond cycle are presented schematically (Scheme 3) below.
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Scheme 3:
Timeline of the Second (ycle of Program Implementation

2024/2025 TIMELINE OF THE IMPLEMENTATION OF THE
INDUCTION PROGRAM FOR PRESCHOOL

I’NRD&’GCJ AI?"NFOR TEACHER AND PRESCHOOL NURSE INTERNS

PRESCHOOL

TEACHER INTERNS

Online Task No.1 (@ 10/2024%.
Meeting of Interns and Mentors on the Topic of
Introducing the Induction Program for Preschool
Teacher Interns and Preschool Nurse Intems.

Task No.1
@ Task No. 2
Task No.3
1. Focus group 11/2024
12/2024. @ oOnline Task No.2

Meeting of Interns and Mentors on the Topic of

Leaming Environments

Task No. 4
TaskNo. 5 @
2. Focus group 2/2025
Online Task No. 3 &3 3[2025_
Meeting of Interns and Mentors on the Topic of
Project Initiation, Project Topic Selection,
Understanding the Concepts of Provocation and
Invitation, and Emergent Planning
Task No. 6
Task No.7

3.Focus g
PERIOD REACHI;I-D IN THE AC

Institution-Level Meeting - Developing and
Documenting Joint Projects
Online Task N, 4 §g) 512025.
Meeting of Interns and Mentors on the Topic of
Joint/Summer Projects
Task No. 8
Task No. 9

4. Focus group 9/2025

]0[2025_ &P Online Task No.5
Meeting of Interns and Mentors on the Topic of
Reflection on the Program and Preparation for the

roup 5/20
TION RESEARCH

Licensing Exam

The responsibility for designing and implementing all meetings and focus groups in
the second cycle was assumed by the preschool pedagogue, the program’s author. Unlike the
first cycle, in which one of the planned meetings was not held and the organization of focus
groups lacked consistency and coordination, in the second cycle all planned activities were
carried out according to the timeline. This change does not indicate the superiority of individ-
ual over shared responsibility but, above all, the importance of a clear distribution of roles and
agreed-upon coordination within shared leadership processes. Experience from the first cycle
showed that shared leadership does not imply the absence of structure or equal involvement
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in all segments: in fact, that time is needed to establish mutual trust, communication channels,
and precise task distribution. The preschool pedagogue’s assumption of a leading role in the or-
ganizational aspect during the second cycle did not diminish the contribution of other profes-
sional associates: in fact, it ensured that joint decisions were more consistently implemented in
practice, thereby supporting continuity in the process of developing a culture of collaboration.

Insights into the challenges interns and mentors faced in the previous cycle regard-
ing tasks were used to improve the Intern and Mentor Journal (as the main material) as well
as all accompanying resources.

For example, in the previous cycle, it was expected that after each focus group in-
terns would record their insights (as a reflection on the learning process), but the jour-
nal itself lacked additional clarification about what to focus on. As a result, interns often
provided only technical information about the meeting (e.g., where it was held and who
attended) without including any meaningful personal insight on the topic, thus losing
the intended function of the notes. Therefore, in this cycle, the journal explicitly stated
the focus for note-taking after each focus group (e.g., after the first group, the task was to
compile a list of knowledge and shared understandings about the Years of Ascent frame-
work; after the second, to create a list of guidelines for arranging preschool spaces that
the intern could follow in practice).

To establish shared meanings and avoid the “noise” that occurred in the first cycle (for
example, due to poorly timed and uncoordinated focus group implementation), greater care
was taken in jointly agreeing on tasks, providing instructions, and giving feedback at every step.

For instance, after the first series of focus groups that followed the first meeting and
the completion of the first few tasks (theme: understanding the Years of Ascent frame-
work), which was implemented in November, all interns’ notes were analyzed. It was ob-
served that the notes contained indicators of misunderstanding key concepts.

The following actions were taken: a detailed report on the focus group notes was
emailed to all interns, without naming individuals, outlining the quality of the notes in re-
lation to the criteria agreed upon at the start of each focus group and reiterated in the
follow-up email.; additional materials were created: 1) a record of ambiguities and misun-
derstandings with clarifications; 2) a shared list of “input” knowledge and understandings
derived from the analysis of all notes; 3) a“propeller”- a graphic representation of the Years
of Ascent content with marked topics and page numbers in the program to make naviga-
tion easier.

Using these materials and the clarifications given at the next meeting, interns ana-
lyzed their own notes, identified which “zone” they fell into (red - notes indicating mis-
understandings; yellow — unfocused notes; green — good notes), and supplemented or
corrected their records accordingly.

The Leadership Role of Pedagogue in the Process of Introducing
and Sustaining Change

Professional responsibility, as defined by the Rulebook on Standards of Competences
(Regulation on Competency Standards..., 2021), served as a value-based guide for reposi-
tioning the role of the preschool pedagogue within the Program and the induction practice.
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This Program was publicly presented three times in 2023, each time with a different
focus in the presentations and accompanying papers (Malovi¢, 2023, 2023a, 2023b). These
presentations can be understood as the pedagogue’s professional action in the field of
their own practice and development, aimed at acquainting the broader professional com-
munity with an alternative approach to organizing induction and mentoring practice in
the institution: one more closely aligned with the program concept and one that reaffirms
the professional role of the pedagogue through the lens of the competence framework..

The way the Program was designed, starting from the defined competence of the
professional associate for strategic (developmental) planning, is illustrated in paper (Mal-
ovi¢, 2023), where the focus is on the pedagogue’s role as a professional associate, whose
competence in strategic planning and practice evaluating contributes to the design, im-
plementation, and improvement of the Program, supports the professional development
of preschool teachers, and fosters a culture of reflective practice within the learning com-
munity. The other two papers focused on highlighting competences in the areas of estab-
lishing cooperation and collaboration, developing reflective practice, and improving the
quality of the real-life curriculum (Malovi¢, 2023a, 2023b).

The significance of the professional associate’s role as an organizer and supporter of
all actors in the induction and mentoring practice was also recognized in the responses of
the interns and the mentors to the questionnaire.

We received materials from the professional associate, which, along with the in-
terns’ and mentors’ meetings, made the Induction Program easier to follow. Also,
the tasks were designed so that collaboration between interns and mentors was
greater. (M6, O1)

| believe that the strengths of the Program are the meetings, focus groups, the de-
velopment of a learning community, and the support we receive from professional
associates and mentors, as well as the tasks that encourage the intern to collabo-
rate with all actors in the preschool. (P15, O1)

However, activating the leadership role in the process of introducing and sustaining
change came with numerous challenges. A continuous challenge during the first cycle
of Program implementation was the timely and coordinated execution of focus groups,
since the Program was designed to require synchronized work of the team of professional
associates on this task. In practice, this led to “noise” in the process, visible, for example, in
the analysis of focus group notes from the interns’journals. For this reason, in the new Pro-
gram cycle, the organization and execution of focus groups was redesigned with a more
precisely defined focus for all participants (professional associate, intern, and mentor).

The importance of the professional associate’s role in organizing and leading fo-
cused discussions was also recognized by the interns themselves.

The good part was the meetings where we exchanged experiences and opinions
and solved problem situations... but there could have been a few more practical
examples. | liked the focus groups and think it would be good and important for in-
terns to have more of them, because that’s where, with the professional associate,
we could most easily get answers to all our questions. (P14, O1)
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Re-examining the power dynamics between preschool teachers and professional
associates was yet another challenge. Insights from preschool teachers regarding the es-
tablished power relations required reconsideration of how both focused discussions and
meetings were organized.

The good parts are the frequent meetings, experience exchange, and cooperation
with colleagues... the bad part is that meetings (and focus groups) are organized
in preschools closer to the associates rather than to the interns, and sometimes we
have difficulties with organizing work, transportation, etc. (M7, O1)

Summary of Conclusions

When it comes to action research conducted in schools, Sevkusi¢ (2011) points out
that an action research has the potential to improve the “traditionally poor relationship
between teachers and researchers” (Sevkusi¢, 2011, p. 198). Based on the research con-
ducted, we can conclude that the relationship of trust and support between the profes-
sional associate-researcher and the preschool teachers in the institution was strength-
ened through the research process. In addition, it can be said that the spirit of community
was visibly reinforced, with the culture of exchange and joint learning extending beyond
the limits of Induction Program. Interns and mentors testify to their personal sense of
empowerment and support, while professional associates and heads of kindergartens
and nursery groups note that entire teams have been strengthened as a result of various
actions initiated within the Program.

The presented action research can be understood as a form of intervention in insti-
tutional practice aimed at initiating and supporting change toward joint learning, profes-
sional reflection, and the transformation of practitioners'roles. If, as Pavlovi¢ Breneselovi¢
(2008) states, intervention is understood as the planned introduction of change into ed-
ucational practice, then the question of the sustainability of that change emerges as key
and constitutive to the intervention itself.

The change initiated through this research is aimed at developing the practice and
professional capacities of employees, which could lead to achieving the first dimension
of sustainability — maintaining quality provided that the achieved trajectory of change in
the induction practice continues to develop on the established foundations. A challenge
remains in the institutional culture, which is built by the entire educational community,
as the leadership of the institution has so far shown no interest in contributing to the
development of reflective practice within the learning community. This lack of interest
can be seen, among other things, in the unwillingness to employ a sufficient number of
professional associates and to recognize the work of pedagogues as significant for the
development of the entire institution.

For the initiated changes to be long-term and have systemic significance, it would
be necessary to address the remaining two dimensions of sustainability: systemic em-
bedding through the institutionalization of new work patterns and expansion within the
system through dissemination and networking with other institutions and practices. This
approach requires building and utilizing social capital through networked relationships
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among actors within and outside the institution, as well as continuously building employ-
ees’ capacities for reflective and meaningful action in their own practice (Pavlovi¢ Brene-
selovi¢, 2008).

Systemic embedding does not seem likely under the current educational policy,
which shows a tendency to shift the burden of designing and implementing induction
and mentoring practice to mentors, while assigning the professional associate a second-
ary role in this process. On the other hand, despite the support provided to professional
associates in preschools through “SNOP” trainings and other forms of assistance, a mean-
ingful action in one’s own practice remains difficult due to established cultures in pre-
schools where the work of pedagogues is undervalued and their role is not recognized
as significant. Furthermore, the narrative of developing a learning community cannot be
sustainably built in a context where systemic frameworks and support through training
remain misaligned with the value-based and theoretical principles that the community
seeks to establish, since such inconsistency undermines the possibility of establishing
shared meanings as the foundation for collective learning and development.

References

Annual Work Plan of the Preschool Institution“Dr Sima Milosevi¢”for 2021/2022 (unpublished document).

Annual Report and Implementation of the Annual Work Plan of the Preschool Institution “Dr Sima
Milosevi¢” for 2021/2022 (unpublished document).

Argyris, C., & Schon, D. A. (1978). Organizational learning: A theory of action perspective. Addison-Wesley
Publishing Company.

Camber Tambolas, A., & Vujic¢i¢, L. (2019). Educational Paradigm and Professional Development:
Dimensions of the Culture of Educational Institution. In J. Lepi¢nik Vodopivec, L. Jan¢ec, &T. Stemberg
(Eds.), Implicit Pedagogy for Optimized Learning in Contemporary Education (pp. 77-103). |Gl Global.

CamberTambolas, A, & Vujici¢, L. (2023). Preschool Teachers' Educational Paradigm and the Structural.
InT. Devjak, L. Vujici¢, & P. Peji¢ Papak (Eds.), Modern Challenges (pp. 55-91). Centre for Childhood
Research, Faculty of Teacher Education, University of Rijeka, Croatia and Faculty of Education,
University of Ljubljana, Slovenia.

Fullan, M. (2007). The new meaning of educational change. Teachers College Press.

Godine uzleta: Osnove programa predskolskog vaspitanja i obrazovanja (2019). Ministarstvo prosvete,
nauke i tehnoloskog razvoja. Prosvetni pregled.

Kemmis, S. & McTaggart, R. (2005). Participatory action research communicative action and the
public sphere. In N.K. Denzin, & Y.S. Lincoln (Eds.), The sage handbook of Qualitative research (3rd
Ed.) (pp. 271-330). Sage

Krnjaja, Z., Pavlovi¢ Breneselovi¢, D., & Mitrani¢, N. (2023). Podrika stru¢nim saradnicima u promeni
pristupa obrazovanju. Susreti pedagoga: U potrazi za kvalitetnim obrazovanjem i vaspitanjem
(str. 145-149). Filozofski fakultet Univerziteta u Beogradu, Institut za pedagogiju i andragogiju i
Pedagosko drustvo Srbije.

Malovi¢, M. (2023). Program uvodenja u posao pripravnika iz prizme kompetentnosti stru¢nog saradnika
za strateiko (razvojno) planiranje i pracenje prakse predskolske ustanove. Sesnaesti stru¢ni susreti

466



Studies in Teaching and Education, 2025, 74(3), 449-468

strucnih saradnika i saradnika predskolskih ustanova Srbije «Profesionalne kompetencije strucnih
saradnika i saradnika: doprinos gradenju kvaliteta u predskolskoj ustanovi» (str. 14-19). USSSPUS.

Malovi¢, M. (2023a). Program uvodenja pripravnika u posao orijentisan na razvijanje zajednice
uc¢enja. Zbornik radova sa nacionalno - naucnog skupa Susreti pedagoga “U potrazi za kvalitetnim
obrazovanjem i vaspitanjem, izazovii moguca reSenja” (str. 195-199). Filozofski fakultet Univerziteta
u Beogradu, Institut za pedagogiju i andragogiju i Pedagosko drustvo Srbije.

Malovi¢, M. (2023b) Program uvodenja pripravnika u posao. U S. Radosavljevi¢ (ur.) Tre¢i kongres
stru¢nih radnika predskolskih ustanova Srbije, Zbornik radova i saZetaka, Podrska dobrobiti deteta -
odgovornost celokupnog drustva (str. 161-163). Newpress.

Malovi¢, M., & Stojanovi¢, A. (2018). Metodologija pedagoskih istraZivanja, priru¢nik za pripremu ispita
i samostalni rad studenata i prakticara. Visoka skola strukovnih studija za obrazovanje vaspitaca
“Mihailo Palov".

Mentor and Novice Teacher — A Guide for Teachers, Preschool Educators, and Professional Associates
(2009, 2012) [Mentor i pripravnik — vodi¢ za nastavnike, vaspitace i stru¢ne saradnike]. Zavod za
unapredivanje obrazovanja i vaspitanja. https://zuov.gov.rs/wp-content/uploads/2021/12/
Mentor-i-Pripravnik-2012.pdf

Mentorship - A Guide for Preschool Educators in Preschool Institutions (2025) [Mentorstvo — Vodi¢ za
vaspitacle u predskolski ustanovamal. Zavod za unapredivanje obrazovanja i vaspitanja. https://
zuov.gov.rs/mentorstvo-vodic-za-vaspitace/

Mukheriji, P, & Albon, D. (2015). Research Methods in Early Childhood. SAGE.

Pavlovi¢ Breneselovi¢, D. (2008). Odrzivost promena u vaspitnoj praksi. U Obrazovanje i u¢enje -
pretpostavke evropskih integracija (str. 193-205). Institut za pedagogiju i andragogiju Filozofskog
fakulteta Univerziteta u Beogradu.

Pavlovi¢ Breneselovi¢, D. (2014). Kompetencije ili kompetentnost: razliciti diskursi profesionalizma
vaspitaca. Vaspitanje i obrazovanje, 39(2), 57-69.

Pavlovi¢ Breneselovi¢, D., & Krnjaja, Z. (2012). Perspektiva vaspitaca o profesionalnom usavriavanju
sa stanovista sistemske promene profesionalnog razvoja. Andragoske studije 1, 143-161.

Pavlovi¢ Breneselovi¢, D., & Krnjaja, Z. (2018). Gradenje kvaliteta u praksi vrti¢a. Odgojno - obrazovne
teme, 25-47.

Pavlovski, T. (1989). Prikaz jednog akcionog istrazivanja. U M. Pesi¢, Pedagogija u akciji (str. 114-131).
Institut za pedagogiju i andragogiju Filozofskog fakulteta Univerziteta u Beogradu.

Pesi¢, M. (1989). Akciono istrazivanje i kriticka teorija vaspitanja. U M. Pesi¢, Pedagogija u akciji (str.
19-29). Institut za pedagogiju i andragogiju Filozofskog fakulteta Univerziteta u Beogradu.

Regulation on Detailed Conditions for the Establishment, Commencement of Work, and Performance of
Activities of Preschool Institutions (2023) [Pravilnik o blizim uslovima za osnivanje, pocetak rada i
obavljanje delatnosti predskolske ustanovel. Sl. glasnik RS-Prosvetni glasnik, br. 1/2019; 16/2022
i6/2023

Regulation on the Teaching License for Teachers, Preschool Teachers, and Professional Associates (2022)
[Pravilnik o dozvoli za rad nastavnika, vaspitala i strucnih saradnikal. Sl. glasnik RS-Prosvetni glasnik,
br. 22/05, 12/08, 88/15, 105/15, 48/2016 i 9/22.

Regulation on Continuous Professional Development and Advancement into Professional Titles for Teachers,
Preschool Teachers, and Professional Associates (2021) [Pravilnik o stalnom stru¢nom usavrsavanju i
napredovanju u zvanja nastavnika, vaspitaca i strucnih saradnikal. Sl. Glasnik RS - prosvetni glasnik
br. 109 od 2021.

467



Marija Malovic¢ - The Pedagogue’s Role in Reframing Induction and Mentoring Practice in a Preschool Institution...

Regulation on Competency Standards for the Profession of Professional Associate in Preschool Institutions
and Their Professional Development (2021) [Pravilnik o standardima kompetencija za profesiju stru¢nog
saradnika u predskolskoj ustanovi i njegovog profesionalnog razvojal. Sl. glasnik RS - Prosvetni
glasnik, br. 3/2021.

Regulation on Competency Standards for the Profession of Preschool Teacher and Their Professional
Development (2018) [Pravilnik o Standardima kompetencija za profesiju vaspitaca i njegovog
profesionalnog razvojal. Sl. glasnik RS-Prosvetni glasnik, br. 88/17 i 16/18.

Slunjski, E. i Lanci¢, M. (2022). Elements of the Transformation of Preschool Curriculum and Educational
Practices. European Journal of Education and Pedagogy, 3(6), 185-188.

Sevkusi¢, S. (2011). Kvalitativna istrazivanja u pedagogiji: doprinos razli¢itih metodoloskih pristupa.
Institut za pedagoska istrazivanja.

Vujic¢i¢, L., & Camber Tambolaz, A. (2017a). Profesionalni razvoj odgajatelja: izazov za pedagoga. U
M. Turk, S. Kusi¢, K. Mrnjaus, & J. Zlokovi¢, Savremeni izazovi u radu (Skolskog) pedagoga (str. 132-
156). Filozofski fakultet u Rijeci.

Vujici¢, L., & Camber Tambolas, A. (2017a). Profesionalni razvoj odgajatelja: izazov za pedagoga. U M.
Turk, S. Kusi¢, K. Mrnjaus, & J. Zlokovi¢, Savremeni izazovi u radu (Skolskog) pedagoga (str. 132-
156). Filozofski fakultet u Rijeci.

Vuji¢i¢, L., & Camber Tambolag, A. (2017b). Professional development of preschool teachers and
changing the culture of the institution . Early Child Development and care, 1583-1595.

Vujici¢, L., & Camber Tambolas, A. (2019). The Culture of Relations - a Challenge in the. In V. Orlovi¢
Lovren, J. Peeters, & N. Matovi¢, Quality of Education: Global Development Goals and Local Strategies
(pp. 137 - 153). Institute for Pedagogy and Andragogy Faculty of Philosophy of Belgrade, Serbia;
Department of Social Work and Social Pedagogy Centre for Innovation in the Early Years Ghent
University.

Article received: 05.07.2025.
Updated version received: 03.08.2025.
Accepted for publishing: 08.08.2025.

Marija Malovic¢
Faculty of Education, University of Kragujevac, Jagodina, Serbia
https://orcid.org/0009-0009-3805-1202

This work is published under the Creative Commons Attribution 4.0 International (CC BY 4.0). It is
permitted to copy and distribute the work in all media and formats, to remix, transform, and build
upon it for any purpose, including commercial purposes, provided that the original authors are
properly credited, a link to the original license is included and it is indicated whether the work has
been modified. Users are required to provide a full bibliographic citation of the article published
in this journal (authors, title of the work, journal title, volume, issue, pagination), as well as its DOI
identifier, and in the case of electronic publication, they are also required to provide an HTML link.

468


https://orcid.org/0009-0009-3805-1202
https://creativecommons.org/licenses/by/4.0/

	_GoBack

