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Abstract: The aim of this study was to explore the possibility that the emergency education
during the Covid-19 pandemic served as a catalyst for teacher development. We investigated the
growth of teachers’ competences that were highlighted by the online teaching, and looked into per-
sonal and school factors that stimulated or restricted this growth. Four domains of expected teacher
growth were chosen: general digital competence, pedagogical-digital competence, competence for stu-
dent assessment, and competence for conducting inclusive practices. A total of 314 teachers filled out
an online questionnaire and rated their pre-pandemic and current levels of 18 items describing skills,
beliefs, and attitudes of the four selected domains. The instrument also included scales for measuring
school-related (leadership, teacher autonomy, collaboration) and teacher-related variables (teacher
self-efficacy, growth mindset, reflective practice). The results of the paired samples t-test showed that
improvements of the competences were significant in all four domains, and the highest in the domain
of pedagogical-digital competence. Partial correlations revealed that teacher-level variables were
more important factors of the growth than school-related variables. Differences between the class and
subject teachers were found. Recommendations are given in the direction of supporting the emerged
good practices and maintaining of the developed competences in the post-pandemic era.
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Extent and Correlates of the Class and Subject Teachers’ Growth of Competences

“Only a crisis — actual or perceived — produces real change.
When that crisis occurs, the actions that are taken

depend on the ideas that are lying around.”

Milton Friedman, 1982.

Introduction

The Covid-19 pandemic caused a crisis in ed-
ucation that was overwhelming for all stakehold-
ers (Bubb & Jones, 2020; Kovacs-Cerovié et al, 2021;
Mici¢ et al,, 2022), and negatively impacted equity
(Thorn & Vincent-Lancrin, 2021) and outcomes of
education (Schleicher, 2020) for the years to come.
This paper focuses on teachers and draws on the
stance of authors who consider this crisis as a catalyst
for educational change (Zhao, 2020; Azorin, 2020).
In that sense, we take an optimistic view on the chal-
lenge of the altered conditions of schooling and con-
sider them as an opportunity for teachers to further
develop their competences in certain domains. The
most salient example is the use of digital technologies
in teaching the introduction of which in education
started several decades ago (Selwyn, 2016), and was
an inevitable part of the remote education during the
pandemic. Also, the emergency education brought
up some systemic questions, such as different educa-
tional needs of students (e.g., Grewenig et al., 2021)
or the exams ethics (e.g., Stanci¢, 2021) while the ap-
proaches for dealing with these questions were based
on the seeds of reform that policymakers started sow-
ing decades ago. Hence, rather than restoring the sta-
tus quo after the pandemic is over, we advocate for
the idea that the crisis should be taken advantage of
for further shaping the teaching practices in desira-
ble directions (Zhao, 2020; Azorin, 2020). There are
already several studies confirming that, for example,
competences and motivation to use digital technol-
ogy have improved since the beginning of the pan-
demic both among the academic (Myyry et al., 2022)
and the schoolteachers (Beardsley et al., 2021). There-
fore, the goal of this study is to explore the growth of
the class and subject teachers’ competences that were
highlighted by the emergency education, and to look

into personal and school factors that enabled or in-
hibited this growth.

Conceptual framework
Selection of teacher change domains

The selection of the investigated domains of
teacher change is based on our findings from a year-
long narrative study during the pandemic (Kovac-
Cerovi¢ et al, 2020; Joki¢ Zorki¢ et al.,2021; Miéié
et al., 2021). The findings from one part of this re-
search (Mici¢ & Vracar, 2022) suggested that, ex-
pectedly, online teaching made teachers more com-
petent for using digital technologies both in a gen-
eral sense and for teaching. Here it is important to
make a distinction between digital competence and
pedagogical-digital competence. Pedagogical-digi-
tal competence is a more specific concept than gen-
eral digital competence as it assumes teachers’ will,
knowledge, and ability to use technology in peda-
gogically meaningful manner to support students’
learning, which includes proper epistemic knowl-
edge and attitudes towards digitalization in educa-
tion (Korhonen et al., 2021). General digital compe-
tence is for the purpose of this work conceptualized
as skills and knowledge for using computers and ap-
plication software for practical purposes (Martin &
Grudziecki, 2006).

Further, our findings showed that teachers’
work during the pandemic had to accommodate
for the fact that the altered conditions of schooling
increased the differences among the students (e.g.,
differences in the internet access). These differenc-
es became more visible to the teachers and made
them more willing to use individualized approach-
es in teaching, and consequently to further devel-
op their Inclusive practices competence. Finally, many
concerns about cheating in exams emerged in the
online environment, encouraging teachers to get
creative with the assessment techniques and made
them willing to try alternative assessment methods,
strengthening their Students assessment competence.
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Factors related to the development
of teachers’ competences

When approaching the question of teacher
development, theoretical models (e.g., Opfer & Ped-
der, 2011; McMillan et al., 2016) and studies (Gei-
jsel et al., 2009; Zhang et al., 2021; Tanci¢, 2022;
Lin et al., 2022) consider both teacher-related and
school-related factors. Generally, the studies find
that teacher-level factors are more contributing to
teachers’ professional development, but that school-
level factors are influential as well (Zhang et al,
2021; Tanci¢, 2022). Following this line of thought,
we opted for examining both teacher-related and
school-related factors that enabled or perhaps in-
hibited the development of teachers’ competences
during the emergency education. We selected three
teacher-level factors, and three school-level factors
based on their relevance for professional develop-
ment in the context of emergency education.

Teacher-related factors

Teacher self-efficacy refers to teachers’ per-
ceptions of their own ability to bring about desira-
ble outcomes of teaching by affecting their students’
learning, even when faced with obstacles (Tschan-
nen-Moran & Hoy, 2001). This construct is relevant
in the context of studying teacher change, as it is
linked to openness for adopting new teaching strat-
egies (Lin et al., 2022; Malmberg et al., 2014), the en-
thusiasm for learning (Geijsel et al., 2009), the fre-
quency of participation in professional development
programs (Tanci¢, 2022; Yoon & Kim, 2022) and to
teachers’ resilience in face of hardship (Daniilidou
etal., 2020).

Teacher reflective practice assumes teachers’
systemic inquiry into themselves and their practices
(Mathew et al., 2017) by carefully and persistently
rethinking their own actions with awareness of be-
liefs and knowledge they hold (Budevac et al., 2015)
ensuring a continuous learning (Habib, 2017). As

reflective practitioners, teachers are more aware of
their work and its effects, which consequently leads
to their professional growth and improves their
teaching performance (Zahid & Khanam, 2019).
Reflective practice is selected as one of the variables
in this study as it is a foundation and a tool for pro-
fessional development (Hrevnack, 2011).

Mindset refers to beliefs about the nature of
human abilities. People with a fixed mindset believe
that abilities are given at birth and fixed, while people
with a growth mindset believe that abilities could be
improved through work and learning (Dweck and
Yeager, 2019; Dweck & Leggett, 1988). In challeng-
ing circumstances, those with fixed mindsets tend
to feel helpless and avoid failure through focusing
on performance, while people with a growth mind-
set tend to be more persistent and mastery oriented
(Dweck & Leggett, 1988). Teachers’ mindset is im-
portant for both students’ (Dweck, 2014) and their
own development. Studies have shown that a growth
mindset is linked to adoption of desirable teaching
strategies (Lin et al., 2022), more constructive en-
gagement in professional learning activities (Lisch-
ka et al., 2015) and considering professional litera-
ture more frequently (Gero, 2013).

School-related factors

School leadership has been identified among
the most important features of effective schools
(Leithwood et al., 2008), as behaviours of principals
can create an ethos in which teachers can achieve
their full potential (Hallinger & Heck, 1996). For
this study, we selected the lens of instructional lead-
ership (Hallinger, 2003) which assumes that school
principals strive to improve educational outcomes
by being directly involved in the teaching process,
encouraging collaborations and teachers profes-
sional development. We included this variable be-
ing that such practices of a principal could provide
a systemic support for students and teachers faced
with the unknown of the emergency education.
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Teacher autonomy has been described as a
teacher’s sense of their independence from influ-
ence (Pitt, 2010), the freedom to manage both their
own behavior and the environment in which they
operate (Pearson & Hall, 1993). Teacher autonomy
has many positive effects, such as teaching self-ef-
ficacy (Skaalvik & Skaalvik, 2014) or teaching per-
formance (Blase & Kirby, 2009, according to Park-
er, 2015). Autonomy focuses on the duty of teachers
to be always ready to do their job and grow profes-
sionally (Smith, 2000), and is related to the account-
ability of teachers (Oberfield, 2016) - concepts that
were highly important in emergency education dur-
ing the pandemic.

Collaboration in a school collective includes
a shared task-related focus, joint work and joint re-
flection for job-related purposes (James et al., 2007).
This concept is selected as one of the school-level
variables since the evidence show that collaboration
also enhances teacher change and improvement by
means of minimizing resistance towards change
(Hargreaves, 2019), exchanging ideas, knowledge
and practices, and providing guidance and sup-
port in face of dilemmas and obstacles (Ostovar-
Nameghi & Sheikhahmadi, 2016).

Method

The aims of the study

The aim of this study is to investigate the de-
velopment of teachers’ competences in four domains:
general digital competence (GDC), pedagogical-dig-
ital competence (PDC), student assessment com-
petence (SAC), and inclusive practices competence
(IPC) - since the beginning of the pandemic. Consid-
ering the different initial education of class and sub-
ject teachers, the study also aims to investigate possi-
ble differences in the extent of the development of the
four competences between these two groups. Finally,
the study aims at exploring teacher-level and school-
level factors that supported or obstructed teacher
growth in the four selected domains.

Sample

A total of 314 teachers filled out an online in-
strument during Spring 2022. The sample resembles
the population of teachers in Serbia in terms of the
most important stratification variables, as shown in
Table 1. Average number of years of professional ex-
perience is 19.8 (Class teacher=22.97, Subject teach-
ers=18.32), which is somewhat below the average
for the population®. Since participants were recruit-
ed via social networks and mailing lists, the sample
most likely underrepresents the teachers who do not
regularly go online.

Table 1.Distributions of relevant groups within the

sample.
Variable Group N %
Male 28 8.9%
Gender  pemale 286 91.1%
Typeof  Urban 223 71.0%
settlement  Rural 91 29.0%
Level Elementary school 232 73.9%
Secondary school 82 26.1%
Role Class teacher 100 31.8%
Subject teacher 214 68.2%

Measures

Data was collected by an instrument designed
for the study. It consisted of four parts:

1. General questions were used to collect de-
mographic data shown in Table 1.

2. Levels of competences before the pandem-
ic and currently (in the moment of filling out the
questionnaire) were measured by 18 items describ-
ing skills, beliefs, and attitudes in the four select-
ed domains that were based on the relevant compe-
tences’ frameworks (Okvir digitalnih kompetencija
nastavnika, 2017; European agency for development
in special needs education, 2012; Anderson, 2013).

3 The information is obtained from the Ministry of Educa-
tion, Science, and Technological Development for the 2021/22.
school year.
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Teachers were asked to rate their levels of develop-
ment of listed items on a 7-point scale two times se-
quentially: first they retrospectively rated their initial,
pre-pandemic level of development on each item, and
then they rated their current level of development on
each item. From this scale we extracted 12 measures,
i.e., the following three measures were calculated for
each of the four domains: (1) initial level of develop-
ment of the competence — average of the initial scale
scores for the competence’s corresponding items; (2)
current level of development of competence — aver-
age of the current scale scores for the competence’s
corresponding items, and (3) improvement of com-
petence - difference between the current and the ini-
tial level of the competence. The overview of the 12
measures with items” examples and reliability coefhi-
cients is shown in Table 2.

3. School-related factors included three sub-
scales. Teachers were asked to rate the extent to which
each item described the school they work in on a
7-point scale (1 — does not describe my school at all,
7 — describes my school perfectly). Teachers working
in multiple schools were instructed to base their an-
swers on the experience of the school they had the
most scheduled hours in, i.e., the highest workload.
All subscales were expressed as regression score fac-
tors based on PCA. The three subscales, based on
TALIS questionnaire (OECD, 2020), are as follows.
Collaboration subscale was measured by 6 items

(item e.g., “In the school I work in I can go to a col-
league when I need help or advice regarding teach-
ing’, a=.819). Teacher autonomy subscale had 2 items
(item e.g., “The school I work in supports teachers’
initiatives”, a=.907). Leadership was measured with 4
items (item e.g., “The principal of the school I work
in encourages development of teachers”, a=.941). All
subscales were expressed as regression score factors
based on PCA.

4. Teacher-related factors comprised three sub-
scales with 19 items which were rated on a 5-point
scale. Teacher self-efficacy subscale was based on
the TALIS questionnaire (OECD, 2019) and had
10 items (E.g., “Maintaining discipline in the class-
room”; a=.940). Growth mindset subscale was based
on Dweck’s Self-form for adults (1999) and had 3
items (E.g., “No matter who you are, you can sig-
nificantly change your intelligence level” a=.791).
Reflective practice subscale was based on Larrivee’s
(2008) tool for assessing teachers’ level of reflective
practice, and had 5 items (e.g., “I take into consider-
ation students’ feedback and adjust my practice ac-
cordingly”, a=.890).

Data analyses

To answer our research questions, we ana-
lyzed data using paired samples t-test, independent
samples t-test, and partial correlations. The analyses
were conducted in IBM SPSS 23.

Table 2. Description of the measures of four domains of competences.

Initial

Current Improvement
. Number of level
Domain . Item example level scale scale
items scale o
a

GDC 5 “Using programmes for text editing” 918 922 831
“Using advantages of the digital environment

PDC 5 for achieving the goal of the class more 931 .942 .886
efficiently”

SAC 4 Using alternative .assessment.mithods 853 914 753
(student presentation, portfolio)

PC 4 Taking into account students’ interests while 951 958 861

teaching”
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Results

The improvement of teachers’
competences during the pandemic

Results of paired-samples t-test, shown in
Table 3, indicate that differences between the initial
and the current levels of the competences, i.e., the
improvements of the competences, were significant
in all four domains.

Table 3. Means and standard deviations of initial
and current levels of the four competences
and the improvement significance statistics.

Competence Mean S.D. t p
Initial 4.801 1.610

GDC 14.269 .000
Current 5.397 1.443
Initial 3.368 1.634

PDC 25.422  .000
Current 5.180 1.460
Initial 4.488 1.498

sac @ 16.645 000
Current  5.330 1.393
Initial 4.946 1.516

IPC 12.214 .000
Current 5.459 1.356

*Note. S.D. is standard deviation. The number of degrees of
freedom for all t tests in this table is 312.

Teachers’ average initial levels of GDC, SAC
and IPC were above the theoretical average of 4

6,00
5,00 0,60
4,00 i
3,00
2,00
1,00
0,00
GDC PDC

M Initial level

points, while their average initial level of PDC was
somewhat below the theoretical average. Descrip-
tive measures showed that the improvement was the
greatest in the domain of PDC (difference of 1.81).
The initial levels and improvements of competences
are visually depicted in Figure 1.

Comparison of class and subject teachers’
competences improvement

We compared class teachers’ and subject
teachers’ initial and current levels of the competenc-
es, as well as the improvements in all four domains.
Results of independent samples t-test in Table 4 show
no significant differences between the two groups in
the initial levels of SAC and IPC, while class teachers
rated their initial levels of GDC and PDC lower than
the subject teachers did. On the other hand, current
levels of competences showed no significant differ-
ences in all four domains.

The analyses of differences in the improve-
ment measures showed that class teachers’ improve-
ment was higher than subject teachers’ in GDC
(#(163.110)=3.751, p=.000) and PDC (#(312)=2.226,
p=.027) - the two domains where differences in ini-
tial levels were significant. The competences of the
two groups of teachers improved to a similar extent
in the domain of SAC (#(312)=1.559, p=.120) and
IPC (#(312)=-.310, p=.757). The class and subject
teachers’ average initial levels and improvements in
the four domains are depicted in Figure 2.

0,51
: I
SAC IPC

Improvement

Figure 1. Initial levels and improvements of competences in the four domains.
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Table 4. Comparisons of class teachers and subject teachers in initial and current levels in the four domains of

competences.
Initial level Current level
Competence Group
Mean  S.D. t p Mean S.D. t p

Class teachers 4.45 1.57 5.28 1.44

GDC -2.68 .008 -.95 344
Subject teachers 4.97 1.60 5.45 1.45
Class teachers 3.02 1.48 5.06 1.46

PDC -2.62 .009 -.99 322
Subject teachers 3.53 1.68 5.24 1.46
Class teachers 4.30 1.44 5.26 1.37

SAC -1.15 123 -.66 513
Subject teachers 4.58 1.52 5.37 1.41
Class teachers 5.05 1.53 5.54 1.37

IPC 81 418 -.87 .500
Subject teachers 4.90 1.51 5.42 1.35

*Note. S.D. is standard deviation. The number of degrees of freedom for all t tests in this table is 312.

6,00

5,00

4,00

3,00
5,05

2,00 4,31

1,00

0,00
Class Subject Class Subject Class Subject Class Subject
teachers  teachers @ teachers teachers teachers teachers @ teachers teachers

GDC PDC SAC IPC

M Initial level M Improvement

Figure 2. Initial levels and improvements of competences of class and subject teachers in the four domains.
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Teacher-level and school-level correlates
of the improvement of the competences

Finally, we conducted partial correlation anal-
yses to inspect the relationships of the improvement
measures with the school-related and teacher-relat-
ed factors. We opted for partial correlation analysis
in order to control for the initial levels of the com-
petences. Partial correlations and corresponding p
values are shown in Table 5.

Among the school-level factors, only collabo-
ration was an important correlate of the improve-
ment of PDC. Teacher-level factors had more and
higher correlations with the measures of improve-
ment. Growth mindset had significant moderate
correlations with the growth of PDC, and a rather
low correlation with the growth of IPC. However,
the growth mindset’s correlation with the growth of
GDC was marginally significant. Reflective practice
moderately correlated with the growth GDC, PDC,
and SAC, but was not related to IPC. And finally,
teacher self-efficacy was moderately correlated to
the growth of PDC, but unrelated to the growth in
the other three domains.

Discussion

Development in science, technology, and
society steer educational reforms, but the success of
the endeavors to change the education is dependent
on the success of endeavors to change the teachers
(Cheng & Huang, 2018). Therefore, aligning teach-
ers beliefs, feelings, and choices with the goals of
a reform is crucial for ensuring its effective imple-
mentation (Bridwell-Mitchell, 2015). And while the
implementation of a reform is often slow, with the
“grammar of schooling” being rather resilient to the
reformative efforts (Tyack & Tobin, 1994), these rig-
id routines and practices were powerless when faced
with the Covid-19 pandemic (Zhao, 2020). The un-
wanted change of educational processes introduced
by the pandemic forced teachers worldwide to rap-
idly shift to a different kind of teaching. This change
faced them with many obstacles that served as an
opportunity for growth.

The results of this study suggest that the
teachers in Serbia did take the opportunity to devel-
op their competences during the emergency educa-
tion in the four examined domains. Teachers rated
their initial levels of GDC, SAC, and IPC somewhat
above the theoretical average of the scale. However,
the pre-pandemic level of PDC had an average score

Table 5. Partial correlations (and p values) of the four domains of competences with school-related and teacher-
related factors after controlling for the initial levels of the competences.

Factor GDC PDC SAC IPC
Instructional leadership (21?) (.(3)2(7)) (.Zig) (_ .113087)
Teacher authonom .035 119 .022 -.093

Y (.627) (.098) (.763) (.197)
. .058 .178 .065 -.141
Collaboration (418) (013) (366) (.051)
.072 204 133 .065
Teacher self-efficacy (316) (.004) (.065) (:865)
Growth mindset 137 302 247 151
(.057) (.000) (.001) (.036)
Reflective practice 211 325 249 118
P (.003) (.000) (.000) (.103)
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below the theoretical average, but also the greatest
growth. Being that the PDC was the pillar of educa-
tion during the pandemic, it is expectable that this
domain had the highest growth. Also, the findings
show teachers’ awareness that their PDC was un-
derdeveloped for full online teaching at the begin-
ning of the pandemic. It also gives a notion of their
understanding that online teaching doesn’t only as-
sume transferring regular teaching practices to the
online environment (Korhonen et al., 2021). It is
worth noting that teachers’ ratings of their current
levels in all four domains of competences are below
the theoretical maximum (between 5.18 and 5.45 of
7), showing that teachers recognize the need for fur-
ther improvement.

Class teachers rated their initial levels of GDC
and DPC lower than the subject teachers did, while
the two groups didn’t differ in initial SAC and IPC.
The difference might be explained by the fact that
the group of class teachers consists of more teachers
who finished their initial education before the ex-
pansion of technology, as indicated by the difference
in the number of years of teaching experience of the
two groups. Another possible explanation could be
the fact that the subject teachers group includes nat-
ural and technical sciences’ teachers whose exposure
to technology is very high. Also, being that GDC is
a prerequisite for DPC, it seems that class teachers’
lower confidence in using technology posed an ob-
stacle for using it in teaching.

As in other studies, the teacher-level factors
were shown as better predictors of growth than the
school-related factors (Geijsel et al., 2009; Zhang et
al,, 2021; Tanci¢, 2022). On the school level, only
collaboration showed as an important factor of de-
velopment of PDC, suggesting that a horizontal
exchange of ideas and peer support in face of ob-
stacles was important for helping teachers to mas-
ter the new teaching medium and to maximize the
usage of its pedagogical potential, which is a pro-
cess of learning identified in other studies (Ostovar-
Nameghi & Sheikhahmadi, 2016). Regarding PDC,

all three teacher-level factors were linked to the in-
crease in the levels of the competence. Teacher self-
efficacy was a relevant factor only in this domain,
suggesting that teachers who were more confident
in the classroom more easily managed teaching in
the online world which enabled growth.

Beliefs that hard work leads to growth, i.e., the
growth mindset likely served as a motivating factor
that empowered teachers to try hard - which boost-
ed all competences” progress, although its correla-
tion with GDC was marginally significant. Reflec-
tive practice, a process through which learning hap-
pens (Hrevnack, 2011) could be considered as one
of the mechanisms through which teachers were
working on and fine adjusting their GDC, PDC, and
SAC. It is unexpected that this factor was not rele-
vant in the case of IPC, whose growth was probably
enhanced by some factors that were not included in
this study.

Apart from this causal interpretation of these
correlations, another conclusion from these find-
ings is that more enthusiastic and proficient teachers
used the opportunity for growth more as all three
teacher-level variables, aside from being growth
factors (Habib, 2017; Dweck & Leggett, 1988), are
characteristics of a good teacher (Zahid & Khanam,
2019; Dweck, 2014).

There are several limitations of this study. First,
the effects of the emergency education to the growth
of the competences cannot be separated from the ef-
fects of the naturally occurring development. How-
ever, being that this growth was so rapid, it could be
considered as the consequence of the exposure to a
different kind of working environment during emer-
gency education. Another shortcoming of this study
is that we used self-reported measures of the com-
petences and that initial levels of the competences
were retrospectively assessed. Also, the sample is
biased as it was selected online and thus excluded
teachers who are less prone to using technology -
which was one of the key aspects of this study.
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Conclusion

The results of this study indicate that the
emergency education enabled teacher change.
Teachers reported observed improvement in all four
selected domains of competences. The altered con-
ditions of teaching made them more skillful with
technology which empowered them to embark the
journey of digitally mediated teaching. Hardship
they faced when teaching their students whose dif-
ferences in schooling conditions suddenly drastical-
ly increased, made them more prone to embrace the
perks of the individualized approach in teaching to
answer each students educational needs. Absence
of the in-person interactions led to ethical issues in
assessment and motivated teachers to explore alter-
native ways of assessing their students’ knowledge.
Our findings suggest that this development was
steered by the teachers themselves and not by the
environments they work in. Growth mindset and re-
flective practice served as the most important fac-
tors that enabled the growth, the former - because it
empowered teachers to try hard, the latter — because
it served as a tool for guiding the development.
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Karapuna 3. Muhwuh
Cenena H. Bpauap

Yuusepsuret y beorpany, Punosodpcku paxynrer, beorpay Cpbuja

OBPA3OBAILE TOKOM ITAHIEMUJE KAO KATAJIM3ATOP ITPOMEHE HACTABHMKA:
MHTEH3UTET 1 KOPEJIATU PA3BOJA KOMIIETEHIIMJA
HACTABHUMKA PA3SPEJHE U ITPEIMETHE HACTABE

Y pagy ce cainegasajy tiosuitiuHu actieKiliu u3merveHol HAYUHA peanusayuje Haciia-
e Wiokom tangemuje, uciuiliyjyhu paszeoj HacimiasHuukux xomielieHyuja u gaxiiope Koju cy
My gotipuHenu unu ia cipe4asany, Kao u eseHiliyante pasnuxe usmehy HacllasHuka paspegHe u
upegmeitine Hacitiase. Ocnarvajyhu ce Ha ucilipaxcusare peanu3osano WOKOM daHgemuje, cesex-
08aHa cy Heiiupy gomeHa HACHIABHUYKUX KOMUeMleHyuja: olmilia guiuiianta KomieileHyuja,
ilegal ouKo-guiuillanna KomiemieHyuja, KomieimieHyuja 3a ouerousare U KomieileHyuja 3a gu-
pepernyujayujy Hacitiase. Kao nuunu gaxiiopu penesanitiny y tipouecy paseoja komileiieHyuja
Ha ocHoey Tipeinega nuitiepailiype 0gadpanii cy camoePuKacHoCli HACIA6HUKA, PedpIeKCUBHOCI Y
pagy u majHgceiti paciiia, Koju, OCUM wilio Upegciiaspajy ognuke eexitiueHol HACIABHUKA, YUHEe
u tipegycnose 3a yuerve u paseoj. Mehy gaxiiopuma Ha HUB0Y wiKOTe YBpuLitieHU Cy flegaiouiko
JUgepcilieo, ayiioHoMUja HACIABHUKA U capagrba y KOeKuey Kao ognuke WKoscke Kaume Koja
iogpxasa ycaspuiasare HacitiasHuxa. OHAAJH-YAUTHHUK pa3éujeH 3a totlipede Ucilipaxueara
ioitynuno je 314 HacmiasHuka, uuje gemoipagcke kapaxiiepuciiuke 0cAUKABA]Y OUUILY HoUya-
uujy nacimasnuxa y Cpduju. Ha cegmocitieiienoj ckanu uciuitiaHuyu Cy OueHuIU c60je UuHUUUjanHe
(apetiangemujcke) u wipeHyiline Hu6oe Komiieilienyuja Ha 18 ciilasku Kpo3 Koje ce oilepayuoHa-
nu3yjy weitiupu ogadpana gomena komietienyuja. Ocum mepa UHUUUATHUX U TUPEHYTUHUX HUB04,
y ucitipaxcusarvy je kopuuihena u mepa Hatipeiika, Koja je U3paxeHa Kao wUX06a PA3IUKA — 34 c6e
deilupu KomiietieHyuje. YauiliHux je cagpicao u ciiaske Koje kpo3 ckane JIuxepitiosoi wiuiia mepe
ogadpare nuuHe u wikoncke daxiiope. YauiHuk je iokazao godpe meilipujcke kapaxiiepuciiuxe.
Amnanusa fiogaitiaxa ilogpasymesana je wi-iiecitl 3a 3a6ucHe y3opxe, i-iiecitl 3a He3a8UCHe y30pKe
u pauyHnare dapyujanne kopenayuuje. Pesyniiaitiu cy ilokasanu ga cy HACIABHUYKe KOMeiieH-
yuje fopacye 3HAYAHO Y C6a YeTHUPU JOMEHA, a HAjeuULe Y JoMeHY guiuilanHo-liegaiouike Komiie-
menyuje. Haciiasnuyu paspegre HACiase OUEeHUNU CY HUBOE CE0jUX UHUUUJATHUX KOMILeTHeHUU]a
y gomeny ofiwiitie guiuitiante u flegaiowko-guiuitiante KomileileHyuje Huxe Helo HACTaBHUYU
ipegmeitine Hactiase. Mehyiium, ipema pe3yniiaitiuma, HACiA6HULY pa3pegHe HACITIA6e OCTLBA-
punu cy eehu Hatipegax Heio HacllasHUuyu tipegmeitine Haciiase. Kaga je peu o kopenaimiuma, us-
pauyHatiie cy napyujanHe Kopenayuje usmehy ueiliupu mepe Haupeiika KomieileHUuja u wecii
akitiopa y3 KOHIPONUCArbe UHULUJATIHOT HUB0A céake KomilellleHyuje. Pesynitiailiu cy iokasanu
ga HA HUBOY WKONCKUX PAKIopa jeguHo capagra y KoneKiiuey ociiéapyje 3HauajHy Kopenayujy
ca Hatipeiikom ilegaiowko-guiuiiante KomieiieHyuje. Y cknagy ca upetixogHum uciipaiusarou-
Ma, TU4HU PAKTHopuU cy ce HOKA3ANU KAO 8ULLe T108€3AHU Ca HATIPETiKOM Helo UKOICKU PaKiiopu.
CamoegukacHocii je duna 3nHauajan kopenaii ilegaiowko-guiutiiante KkomueitieHyuje, ykasyjyhu
ga ¢y HAclasHULU Koju cy Sunu camoysepeHuju y y4uoHuyu Sumu u CapemHuju ga c60jy HaciiasHy
apakcy mpancopmuuty 3a tompede guiuiianioi megujyma. MajHgceii paciiia ce #0Ka3ao Kao
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3HAa4aj Kopenaii HAUpeiika y c6a Yeliupu gomeHa, Maqga je 3Ha4ajHoCii teiose Kopenayuje ca
otwitiom guiuitianiom Komieimienyujom duna mapiunanua. Oeaj Hanas ykasyje ga je yseperve ga
je ciiocodnocitiu moiyhe passuiliu Kpo3 yuerve u tipyg duo MOMUBAUUOHU HAKTHOP KOjU je HACTHLAB-
Huke oxpadpuo ga ce yilyciie y oénagasarbe Hosum tipaxcama. Konauro, pedpnexcusna tipaxca y Ha-
ciflasu 1oKa3ana ce kAo Kopenail céux KomielleHyuja, ocum KomileilieHyuje 3a gugepeHyujayujy
Haciiase, 4uje je paseoj Hausineg duo HogcimiakHy i paximiopuma Koju Hucy Sunu geo ose citiyquje.
Osaj Hanas ykasyje ga je pedrexcusHa tpaxca cay#una kao tpouec Kpo3 Koju cy HACTAABHUUU
001uK08anU U H0geuasanu céoje tipakce WIOKOM peanusayuje Haciiase Ha gawputy, ode3dehyjyhu
iwaxo wuxos pas3eoj. Ocum kay3anHe unitiepiipeiiayuje 06uUx HAna3a, YuHU ce ga 08U pesynmiatiu
YKA3yjy u ga cy Upunuky 3a Haupegax euule UCKOPUCIAUNY K8ANUTHeTHY HaciasHuuu, 0ygyhu ga
cy cee wpu eapujadne, iopeq woia witio cy paximopu paciia, waxohe u ognuxe goSpoi HACTUABHU-
ka. CeeykyiiHo, 08U HANA3U UOKA3Yfy ga HACMABHUYU TIOKOM TiaHgemuje jecy UCKOPUCTAUNU Upu-
NIUKY ga yHatipege c60je KomuieileHyuje, anu u ga 08dj paciti Huje Suo ycmepasan cucitiemcku, eeh
Cy MOTUBUCAHU U eHILY3UJACTULUMHU T0jeqUHUU CAMU YUPAsbanu c60jum pa3eojem U UpomMeHOM.
Ionasehu og ugeje ga je xosug xpusa tipegciiiasnpand Upunuky 3a upomery y odpazosHum ipove-
cuma, pag usHocu ipeniopyke Koje cy ycmepere Ha Heiosare U gampu paseoj qodpux Upaxcu u Kom-
iettienyuja Koje je o0paszoearve wiokom uangemuje usnegpusno. Cyiepuuie ce odesdehusarve 0dyxa
dpunaioheHux pasnuduitium HUBOUMA HACTHABHUYKUX KOMUeTHeHYUja, anu U Upoipamu ciapyuHol
ycaspuiasarea Kpo3 Koje he ce cucilieMamicky Hogpiasamiu paseoj pedneKCUsHOCTU y HACTHABU U
MmajHgceitia paciiia, Koje 060 Ucilipajxcueare ugeHmuGuUKyje Kao HajéaxHuje enemeniie upogpecuo-
HAHOI PA360ja HACHIABHUKA.

Kmwyune peuu: paseoj naciliagHuukux komileillenyuja, Haciiaéa Ha gamuHy, Koeug-19,
WKONICKU PaKTOPU, HACTHABHUUKU PAKTTLOPU
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