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Abstract: The central purpose of this paper is oriented toward determining the competence of preschool teachers in working
with children who show emotional and behavioural difficulties.” In the study, 82 teachers of preschool children participated. The
data on the assessment of competence and the efficacy of preschool teachers in their work with children with whom BED are implied
were acquired through a questionnaire that included modified versions of questionnaires on the self-assessment of competence
(Teacher’s Sense of Teacher Efficacy Scale, conducted by Tschannen-Moran & Woolfolk Hoy, 2001) and their expectations about
their own efficacy (Teacher Efficacy Scale, Gibson & Dembo, 1984). We have found that preschool teachers rate their efficacy at
the medium stage of agreement regarding the expectations of their own efficacy in working with children who show BED. We have
also found that higher levels of education coupled with less working experience result in higher self-assessment of competence.
Furthermore, the results of the study have shown that experience in working with children who show BED positively affects
one's feeling of competence in working with these children. Besides this, the preschool teachers who rank their competence with
children who show BED as higher also assess a higher level of competence in their efficacy of teaching children who show BED.
In conclusion, we have also found that preschool teachers gain little knowledge during their initial education and training and
more with independent work and additional training courses. The preschool teachers who rate the knowledge they have obtained
through independent work also feel that their competence in working with children who show BED has grown as a result.
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INTRODUCTION brings us to the question about preschool teachers’
. ) ) i competences for working with children who show
Emotlona-l and behavioural dlfﬁcultles (BED) BED. As Gebbie et al. (2012) say, the efficacy of
that appear in the preschool period are already applied approaches to working with children who

among the most ppwerful predictors of more seri- point to BED depends on the qualification of the
ous problems (delinquency, aggressiveness, abuse preschool teachers themselves. Part of this quali-

of substances, as.ocial behaviour) that the child fication, in turn, includes their belief in their own
could develop during their adolescence (McCabe & efficacy, that is, how they perceive their compe-
Frede, ,2007; Olson, etal., 1999; Rothbart & Bates, tence in positively influencing a child’s behaviour
1998, in: Kochanska & Knaack, 2003; Rothbart (Gebbie et al., 2012).

et al., 2004). Considering this, we can conclude
that preschool, or more precisely, the preschool
teacher, has an important function in preventing
and intervening with these difficulties. This in turn

Before defining the concept of competence and
teachers’ belief in their own efficacy, attention first
needs to be drawn to the concept of the hidden cur-

1 Hereafter the abbreviation BED will be used to denote difficulties in the area of emotions and behaviour.
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riculum and preschool teachers’ subjective theories.
The hidden curriculum, whose starting point is the
preschool teacher, is a set of intentions in preschool
that are not specified by any of the formal docu-
ments, which could be understood as those deeds of
the educator that are not planned activities (Krofli¢,
2005), but which affect the child more than pre-
scribed actions or any official curriculum (Batisti¢
Zorec, 2004). An important characteristic of the hid-
den curriculum is its implicitness. An implicit theo-
ry (subjective theory) or “theory in practice” reflects
the teachers’ values in relation to how they see the
child, what notions they have about childhood, and
which theories of child development they advocate.
An individual’s implicit theories are manifested in
their shaping of space, in their daily routine, and
how they distribute roles and communicate with
children (Pavic¢i¢ Vukicevi¢, 2013). These implicit
theories also reflect personal ideology and ideas or
stereotypes that are culturally conditioned and that
constitute social expectations regarding the teach-
er’s profession (preschool) (Krofli¢, 2005).

The national document for working in pub-
lic preschools in Slovenia, the Curriculum for
Preschools, is not (as opposed to the Education
Programme, which was in force before the present
Curriculum) strictly structured — with the support
of the principles of the curriculum’s openness, in
addition to the intended conduct it allows, it also
takes into account the teacher’s unintended conduct
(Batisti¢ Zorec, 2003), which means that, on the
basis of their ideas, expectations, ideology, and the
like, preschool teachers may arrange the living space
of the playroom, select the toys they believe are
appropriate for the children, link spontaneous and
structured activities, etc. (Krofli¢, 2005). The daily
routine (as a component of the hidden curriculum)
is then structured by the teachers’ knowledge about
the children’s development and by their value-lad-
en ideas about what is to the benefit of the child
(Kroflic, 2005). Attention should be called here also
to the implementation of the contemporary ideol-
ogy of inclusion, which, concluding on the basis
of the above statements, to a large extent depends
on the individual educator, or more precisely, on
their subjective theories. Several authors agree that
preschool teachers lack knowledge about including
children with special needs. They call attention to

the set of “tacit knowledge” or the preschool teach-
ers’ subjective theories (attitudes, prejudices and
stereotypes, expectations towards children, etc.),
which relate to the success/failure of inclusion of
children with special needs (Marenti¢ Pozarnik,
2003; Kay Manjack, 2013). Even a more detailed
study of literature reveals that, according to pre-
school and primary school teachers, those children
who show BED are exactly the group of children
who are the most difficult to include in mainstream
forms of education (OFSTED, 2004, in: Simon Ellis
et al., 2008; Avramidis et al., 2000). This in turn is
exactly what points to the importance of making
preschool teachers aware of subjective theories,
because teachers’ attitudes towards children who
show BED are related to their attitudes, values, and
beliefs (Remsak, 2004). Furthermore, subjective
theories have implications for educational, sociali-
sation, and learning effects that are unplanned side
products of the planned educational process, so it is
important that these factors are reflected and given
meaning within the profession (Jug, 2008).

The efficacy of individual teachers’ work thus
depends to a large extent on their subjective the-
ories about childhood and education. The knowl-
edge, beliefs, and attitudes of preschool teachers
also affect their sensitivity to various kinds of chil-
dren’s needs (including the needs of children with
BED), how they will respond to them, and wheth-
er they select an appropriate approach. As already
mentioned, teachers’ beliefs about their own com-
petence and efficacy, or about how they positive-
ly affect a child’s behaviour, is also an important
part of the preschool teacher’s subjective theories
(Gebbie et al., 2012), so below we describe this
concept in greater detail.

The concept of self-efficacy is derived from
Bandura’s social-cognitive theory. Bandura defines
self-efficacy as “the belief in an individual’s own
ability to organise and execute certain knowl-
edge needed for coping with a given situation.”
(Bandura, 1997, p. 2). The level of the individual’s
motivation, behaviour, and emotional states, how-
ever, are mostly shaped by subjective beliefs. Put
differently, individuals will be motivated to cope
with situations in which they personally feel com-
petent and tend to avoid those which they believe to
exceed their competence. Now, we can also tackle
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the concept of competence. The terms competence
and self-efficacy are not synonymous. The concept
of competence refers to professional knowledge
and abilities (Gavora, 2010) and as such means
preschool teachers’ preparedness to perform their
job (Basi¢, 2008). Gustovi¢-Ercegovac (1992, in:
Basi¢, 2003) says that the feeling of competence
leads to satisfaction and power, while the feeling
of incompetence arouses in preschool teachers
feelings of apathy, helplessness, and anxiety. Self-
efficacy, however, is what allows the successful
use of competence. Self-efficacy is thus strongly
regulated by each individual (Gavora, 2010) but
also by the environment (i.e., the different experi-
ences that the individual derives directly from the
environment) (Bandura, 1997).

If the concept of self-efficacy is projected even
further to the field of education, it can be defined as
preschool teachers’ belief about their efficiency in
education and about their ability to affect children’s
learning results (Tschannen-Moran & Woolfolk
Hoy, 2001) or their belief in efficient and success-
ful teaching (Gavora, 2010) that includes children
with a lower degree of motivation and those who
have lower abilities to learn (Tschannen-Moran &
Woolfolk Hoy, 2001).

Bandura (1977), too, calls attention to the
feeling of self-efficacy, saying this relates to the
preschool teacher’s belief that difficulties can be
overcome with an input of effort, while a lower
level of efficacy on their part correlates to uncer-
tainty about their own work (constantly inquiring
about disciplining children and taking recourse to
punitive methods of leading the group). Besides,
a preschool teacher’s lower assessment of their
own efficacy relates to their belief that very little
can be done with children who are not motivated
to work and that, as teachers, they are limited by
environmental factors which they cannot control.
Preschool teachers with a high assessment of their
own efficacy tend more toward creating a dynam-
ic, learner-centred learning environment, in which
they teach children how to assume responsibility
(Bandura, 1977).

Another question that should be posed is that
of how the feelings of competence and belief in
one’s own efficacy affect children’s development.
Indeed, preschool teachers’ competence, including

their knowledge, skills, and other personal char-
acteristics derived from the aforementioned, are
important for child’s developmental progress, as
well as for attaining the most important activities
and achievements leading to positive mental devel-
opment and the prevention of risky behaviour in
preschool children (Basi¢, 2008).

Preschool teachers’ subjective theories (how
they see the child and childhood, what expecta-
tions they have from children, what guides their
actions, etc.) bring us rather quickly to the question
of how competent preschool teachers feel in their
work with children who manifest BED or how they
understand their own efficacy and how this relates
to the behaviour of such a child in the group. In this
area, several studies have been carried out that in
general confirm the relationship between self-ef-
ficacy and preschool teachers’ successfulness in
their work. Research results indicate that not all
preschool teachers are equally motivated to try to
manage children’s behaviour, which is a direct fac-
tor of the teachers’ belief about their own efficacy
(Jordan & Stanovich, 2003, in Gibbs & Powell,
2012). The preschool teachers who believe more
in their own efficacy or their own success with
children are more motivated for leadership, they
will invest more effort into preparing and perform-
ing an activity, and they will persist in their work
for a longer time (Tschannen Moran & Woolfolk
Hoy, 2007). It has further been found that pre-
school teachers with a better feeling of self-effi-
cacy use more positive intervention methods such
as rewards or the improvement of behaviour, while
preschool teachers with a lower feeling of self-effi-
cacy use more authoritative and limiting methods
of intervention when coping with difficult child
behaviour (Brophy & McCaslin, 1992). In one of
the empirical studies where the correlation between
individual belief about efficacy and responses to
observed children’s behaviour was examined, a
positive correlation was found between teachers’
views of their own efficacy and their respons-
es to the actual behaviour of children. The pre-
school teachers who believed in their own effica-
cy more responded to authentic incidents, such as
social rejection, shyness, lower performance, and
aggressive behaviour, more appropriately (Almog
& Shechtman, 2007). It has further been found
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that teachers with a higher feeling of their own
efficacy plan and organise their work at a higher
level (Allinder, 1994, in: Tschhannen-Moran &
Woolfolk, Hoy, 2001), are more open to new ideas,
and apply new learning and teaching methods that
better suit the diverse needs of children (Berman
et al., 1977, in: Tschhannen-Moran & Woolfolk
Hoy, 2001). Educational professionals’ belief about
their own efficacy, moreover, affects their per-
sistence in solving the problems they come across
in their work (Tschhannen-Moran & Woolfolk Hoy,
2001), demonstrate less criticism towards children
who make mistakes (Ashton & Webb, 1986, in:
Tschhannen-Moran & Woolfolk Hoy, 2001), are
more keen to learn, and are more committed to
studying (Allinder, 1994, v Tschhannen-Moran &
Woolfolk Hoy, 2001). Preschool teachers with a
high feeling of their own efficacy tend less to ori-
ent the children who indicate BED toward special
education (Soodak & Podell, 1993) and persist lon-
ger with children who have difficulties progressing
(Gibson & Dembo, 1984, in: Tschhannen-Moran
& Woolfolk Hoy, 2001).

In short, the teachers who believe in their own
efficacy are more ready to assume responsibility
for the learning of all children, including those
with difficulties in development (Jerald, 2008),
and are more tolerant towards inappropriate types
of behaviour (Gibbs & Powell, 2012).

The purpose of the research and the research
problem

Considering the assertions listed above about
the early treatment of children who show BED in
the preschool period, the key role of the preschool
teacher in preventing these problems and in inter-
vention, and the fact that the efficacy of preschool
teachers’ work (in terms of quality and quantity)
depends to a large extent on their subjective theories
about childhood and education (self-assessment of
competence and beliefs about efficacy), the central
purpose of this study is oriented towards determin-
ing the competence of preschool teachers (to what
degree they feel competent or what their expecta-
tions are regarding the efficacy of their work) in
working with children who indicate BED. Based on

this, it is possible to anticipate in which areas teach-
ers believe themselves to be competent, and in which
areas more emphasis should be placed on working
toward changing teachers’ subjective theories.

Research goals

The goal of this study is to examine the self-ef-
ficacy of preschool teachers in their work with chil-
dren who show BED in terms of including them
in the group, leading groups in which a child with
BED has been included, and efficacy regarding
learning in these children and in teaching them. In
addition, the goal was also to examine preschool
teachers’ personal and overall effectiveness of
teaching. Furthermore, our goal was to exam-
ine the relationship between teachers’ feelings
of self-efficacy and the level of education, work
experience, acquired knowledge, and experience
of those children showing signs of BED. We also
reviewed teachers’ estimates of their skills and the
amount of knowledge they acquired during their
training, with individual work, and with supple-
mentary training.

METHOD

A descriptive and inferential method of empir-
ical educational research was applied. A quantita-
tive data gathering technique was applied to gather
empirical data. This consisted of a survey question-
naire for preschool teachers.

Participants

Eighty-two teachers of preschool children par-
ticipated in the study. Of these, 32 (39%) had com-
pleted secondary education, 37 (45.1%) were pro-
fessional college graduates, and 13 (15.9%) had a
first-level university degree or more. The preschool
teachers also varied in their work experience, 12
(14.6%) had 5 or less years of work experience, 15
(18.3%) had been at their current job for 5 to 10
years, 9 (11%) for 10 to 15 years, and 46 (56.1%) of
them had more than 15 years of experience at work.

Instruments

A questionnaire for preschool teachers was used
to gather empirical data. The first part of the ques-
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tionnaire consists of four closed-ended questions
(education level; work experience; whether they
have taught a child showing BED) and a five-point
assessment scale for the teachers to assess their
competence in working with children who show
BED and the quantity of knowledge acquired in
the course of schooling, independent work (reading
literature, etc.), and supplementary training.

The second part of the questionnaire was an
adapted version of the questionnaire on preschool
teachers’ feelings of efficacy (TSES — Teacher’s
Sense of Efficacy Scale — long version). This is
a scale dedicated to measuring the feeling of pre-
school teacher’s competence in educating children
(Tschannen-Moran & Woolfolk Hoy, 2001). For the
needs of our study, the scale was adapted to exam-
ine the teachers’ feeling of competence in educat-
ing children who show BED. The scale consists of
24 questions, against which the teachers assessed
their competence or expressed how much they can
do in a given case (e.g., How much can you do to
motivate children who in your opinion show BED
and who do not show interest in various activi-
ties?) This was expressed on a five-point scale 1
— nothing; 2 — little; 3 — medium; 4 — much; 5 —
very much (the original version Teacher’s Sense
of Efficacy Scale offered assessment on a 9-point
scale, which we lowered to 5 to reduce the disper-
sion of responses). The Cronbach coefficient o was
also computed (0=0.93), and the questionnaire was
determined to be highly reliable.

With the support of the questionnaire, the
preschool teachers assessed their competence in
three areas of educating children who show BED
(Tschannen-Moran & Woolfolk Hoy, 2001): effica-
cy of including the children, efficacy in leading the
group, and efficacy regarding childrens’ learning
and teaching them.

The third part of the questionnaire is an adapted
version of the Teacher Efficacy Scale (TES; Gibson
& Dembo, 1984) — designed to measure preschool
teachers’ self-efficacy in their work with children
(beliefs and relationships in connection with family
environment and their own attitude toward working
with children). For the purpose of the study, we
adapted our scale, adding an item on children who
show BED to the statements. The original version
of the questionnaire consists of 30 claims; later,

however, the number was reduced to 16 and then
9 claims, and thus its psychometric characteristics
improved. Preschool teachers express their beliefs
on a five-point scale, with the values represent-
ing: 1 — I do not agree at all; 2 — I do not agree;
3 — I cannot decide; 4 — I agree; 5 — I completely
agree. The calculation of the Cronbach coefficient
o (0=0.72) shows that the questionnaire is moder-
ately reliable. The structure of TES includes two
dimensions:

* Personal teaching efficacy represents pre-
school teachers’ belief that they possess the
skills and abilities that allow them to facil-
itate children’s learning (teachers’ overall
sense about their teaching efficacy) (Gibson
& Dembo, 1984; Gavora, 2010).

» General teaching efficacy represents pre-
school teachers’ belief that it is possible to
attain positive education and teaching effects
in spite of external factors (family environ-
ment) (Gibson & Dembo, 1984; Gavora,
2010).

2.3 Collecting and processing the data

The collected data were quantitatively pro-
cessed using descriptive and inference statistics.
The functions of the SPSS programme were applied
for the statistical analysis. As the sample was small,
for the statistical analysis we did not focus just on
the statistical significance of the obtained parame-
ters, but also carried out quantitative and effectual
analyses. For determining the differences between
the self-assessment of teachers’ competence and
teachers’ belief about their own efficacy in working
with children who show BED according to edu-
cation level and experience at work, a one-way
analysis of variance (ANOVA) was applied. The
size of the effect was examined with the square
of eta (n?). The t-test of the differences between
the arithmetic means for independent samples
was applied to examine the differences between
the self-assessment of preschool teachers’ compe-
tence and preschool teachers’ beliefs about their
own efficacy in working with children who show
BED according to their experience working with
children who show BED. The size of the effect
was measured with the Cohen’s d coefficient. The
correlation between the self-assessment of com-
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petence and preschool teachers’ beliefs about their
own efficacy in work with children who show BED
and the assessment of the knowledge obtained in
the course of initial study, with independent work,
and with supplementary education was tested with
Pearson’s correlation coefficient (r).

RESULTS

Descriptive statistics of the self-assessment of
preschool teachers’ competence in relation to
some areas of knowledge and skills in working
with children who show BED and preschool
teachers’ beliefs about their own efficacy in
working with children who show BED

Table 1. Descriptive statistics of preschool teachers’

self-assessment of their efficacy in including children
who show BED in a group, leading groups in which a
child showing BED is included, and children s learn-

ing and teaching them

Area od efficacy M SD
Including children in the group 3.34 0.62
Leading the group 343 0.54
Learning and teaching 3.47 0.60

Notes: M = arithmetic mean; SD = standard deviation

We have examined (see Table 1) how much in a
given case preschool teachers can do in their work
with children who show BED and found that pre-
school teachers define their efficacy in all three of
these areas (including children with BED in the
group [M=3.43]; leading the group [M=3.43]; and
efficacy in learning and teaching [M=3.47]) as
medium. Testing the degree of preschool teachers’

agreement regarding personal and overall efficacy
of teaching children who show BED (see Table
2), it turned out that preschool teachers in general
agree (M=3.75) with the claims referring to the
personal efficacy of teaching. They agree slightly
less (M=3.38) with the claims referring to overall
efficacy of teaching.

Table 2. Descriptive statistics of agreement with
claims referring to preschool teachers’ beliefs about
personal and overall efficacy of children who show
BED.

Area of efficacy M SD
Personal efficacy 3.75 0.51
Overall efficacy 3.38 0.68

Notes: M=arithmetic mean; SD=standard deviation

Furthermore, we also examined whether there are
differences in preschool teachers’ self-assessment of
their own efficacy according to the level of education.

Differences in the self-assessment of preschool
teachers’ competence in relation to certain
knowledge and skills in working with
children who show BED and teachers’ beliefs
about their own efficacy in working with
children who show BED, according to level of
education.

The result of a one-way analysis of variance (see
Table 3) did not show any statistically significant
differences in the self-assessment and beliefs of
preschool teachers about the efficacy of teaching
children who show BED according to the level of

Table 3. Results of a one-way analysis of differences in teachers’self-assessment of efficacy and the personal and
general efficacy of teaching children who show BED, according to level of education.

Area of efficacy Education level F* n2
S (N=32) P (N=37) U (N=13)
M (SD) M (SD) M (SD)
Self-assessment | Including children 3.31 (0.59) 3.45(0.61) 3.65 (0.73) 1.48 0.04
of competence | Leading the group 3.35(0.57) 3.5(0.51) 3.44 (0.51) 0.63 0.02
Learning and teaching 3.3 (0.66) 3.52 (0.52) 3.74 (0.56) 2.84 0.07
Belief about PET 3.76 (0.37) 3.78 (0.63) 3.67 (0.47) 0.02 0.01
efficacy GET 3.44 (0.69) 3.41 (0.66) 3.14 (0.66) 0.99 0.02

Notes: S=secondary education; P = professional higher education; U = university — first level or more; PET=Personal efficacy
of teaching; GET=general efficacy of teaching; F=results of one-way analysis of variance (ANOVA); 12 =the value of eta

squared. *If the assumption of homogeneity of variance was not justified, the Welch test (approximation test) was applied. * p
<.05; ** p<.01; *** p<.001.
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education attained. In spite of the statistical insig-
nificance of the result, the eta squared (n*) shows a
moderate effect in the area of self-assessment of the
competence of learning and teaching. We can read
from Table 3 that preschool teachers with a profes-
sional higher education degree (M=3.52) and those
with a university degree (M=3.74) estimate that they
can do more in the area of learning in children with
BED and in teaching them, than preschool teach-
ers with secondary technical education (M=3.30).
Furthermore, we were interested whether there are
differences in the self-assessment of competence
and beliefs of preschool teachers regarding personal
and general efficacy in teaching children who show
BED according to work experience (see Table 4).

Differences in preschool teachers’ self-
assessment of competence in relation to
certain knowledge and skills in their work
with children who show BED and preschool
teachers’ beliefs about their efficacy in their
work with children who show BED according
to work experience.

A one-way analysis of variance (see Table 4) did
not yield any statistically significant difference in
the self-assessment of competence and beliefs of
preschool teachers about the efficacy of teaching
children who show BED in relation to work experi-
ence. A low to moderate value of eta squared (12) in
the area of leading the group indicates that, in com-
parison to other preschool teachers (who estimate
their efficacy as moderate), preschool teachers with
5 or less years of experience say they can do a lot

(M=3.64). From Table 4 we can further read a mod-
erate effect of eta squared (2 =0,05) among pre-
school teachers with less work experience (up to 10
years), who more strongly agree (M=3.53; M=3.49)
that it is possible to achieve effects of teaching chil-
dren who show BED in spite of external factors.

We also examined (see Table 5) any differences
in preschool teachers’ self-assessment of compe-
tence and their beliefs about their own efficacy in
teaching children who show BED in relation to
whether they have had experience in working with
children who show BED.

Differences in preschool teachers’ self-
assessment of their competence in relation
to certain knowledge and skills in working
with children who show BED and preschool
teachers’ beliefs about their own efficacy in
working with children who show BED

The result of the t-test showed no statistically
significant differences in the self-assessment of
competence and in the belief of preschool teachers
about their own efficacy in working with children
who show BED. The value of Cohen’s d coefficient
nevertheless indicates a moderate effect in efficacy
in including children, as preschool teachers who
have experience in working with children who
show BED believe that they can do more (M=3.46)
than the preschool teachers with no such experi-
ence believe they can (M=3.09). Cohen’s d coef-
ficient also indicated a moderate effect in the area

Table 4. Results of a one-way analysis of the variance in the differences in the self-assessment of competence and
preschool teachers’ beliefs about their own efficacy in their work with children who show BED, according to work

experience
Area of efficacy Work experience (in years) F* n2
<5(N=12) 5to 10 10 to 15 >15
M (SD) (N=15) (N=9) (N=46)
M (SD) M (SD) M (SD)
Self-assessment | Including children 3.52(0.59) | 3.58(0.60) | 3.36 (0.44) | 3.37(0.68) 0.57 0.02
of competence | Leading the group 3.64 (0.47) | 3.40(0.54) | 3.54(0.46) | 3.37 (0.56) 0.63 0.04
Learning and teaching | 3.38 (0.71) | 3.51(0.64) | 3.72 (0.24) | 3.45(0.61) 0.65 0.02
Beliefs about PET 3.96 (0.49) | 3.87(0.35) | 3.75(0.31) | 3.66(0.58) 1.39 0.02
efficacy GET 3.53(0.75) | 3.49 (0.64) | 3.13(0.70) | 3.35(0.67) 0.78 0.05

Notes:. PET=Personal efficacy of teaching; GET=general efficacy of teaching; F=results of one-way analysis of variance
(ANOVA); n2 =the value of eta squared; *If the assumption of homogeneity of variance was not justified, the Welch test
(approximation test) was applied. * p <.05; ** p<.01; *** p<.001.
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Table 5. Results of t-test of differences between the arithmetic means in the self-assessment of competence and
preschool teachers’ beliefs about their own efficacy in the work with children who show BED, according to experi-

ence working with children who show BED

Area of efficacy Experience t-test* d
Yes (N=75) M (SD) | No (N=7) M (SD) t
Self-assessment | Including children 3.46 (0.62) 3.09 (0.62) 1.52 0.6
of competence | Leading the group 3.43 (0.55) 3.42 (0.44) 0.11 0.02
Learning and teaching 3.48 (0.61) 3.41 (0.40) 0.29 0.12
Beliefs about PET 3.75 (0.49) 3.82(0.73 -0.37 -0.11
efficacy GET 3,36 (0,69) 3,57 (0,48) -0.79 -0.35

Notes: PET=Personal efficacy of teaching; GET=general efficacy of teaching; d=value of Cohen’s coefficient. *If the
assumption of homogeneity of variance was not justified, the approximation t-value was used. * p <.05; ** p<.01; *** p<.001.

of general efficacy of teaching (d=-0.35); it can
namely be read in comparison to those preschool
teachers with experience in the work with children
who show BED (M=3.36), the preschool teachers
who have no such experience agree more strong-
ly (M=3.57) that the effects of teaching children
who show BED are obtainable in spite of external
factors. It can further be read from the table that a
majority of the preschool teachers have had experi-
ence with children who, in their belief, show BED.

Furthermore, the relation between preschool
teachers’ assessment of competence with the self-as-
sessment of competence and preschool teachers’
belief about their own efficacy in their work with
children who show BED (see Table 6) was examined.

The relation between preschool teachers’
self-assessment of competence concerning
certain knowledge and skills in their work
with children who show BED, and preschool
teachers’ beliefs about their own efficacy in
their work with children who show BED and
the qualitative assessment of the work with
children who show BED

In spite of the statistical insignificance of the
relationship, the value of Pearson’s correlation
coefficient indicates in the area of self-assessment
of competence for learning and teaching that there
is a moderate and positive (r=0.38) correlation,
which means with a preschool teacher’s higher
rating of the qualifcation, also the rating of the
efficacy of learning and teaching increases.

We were also interested in identifying any rela-
tions between the self-assessment of competence
and preschool teachers’ beliefs about their own effi-

Table 6. Result of Pearson s correlation coefficient of
the relationship between the assessment of the degree
of qualification and the self-assessment of competence
and preschool teachers’ beliefs about their own effi-
cacy in their work with children who show BED

Area of efficacy The degree of
qualification

(M=2.82;

SD=0.88)

r P

Self- Including children -0.02 0.85
assessment of | Leading of the group | -0.05 0.66
competence |1 earning and teaching | 0.38 0.74
Beliefs about | PET -0.04 0.72
efficacy GET -0.07 | 0.54

Notes. M=arithmetic mean; SD=Standard deviation;
PET=Personal efficacy of teaching; GET=general efficacy
of teaching;

cacy in their work with children who show BED and
the assessment of the knowledge obtained in the
course of the initial study, with independent work
and with supplementary education (see Table 7).

The relationship between preschool teachers’
self-assessment of competence concerning
certain knowledge and sKkills in their work
with children who show BED and preschool
teachers’ beliefs about their own efficacy in
their work with children who show BED, and
the assessment of the knowledge attained

in the course of initial studies, with the
support of literature and with supplementary
education

Pearson’s correlation factor has shown a statis-
tically significant positive correlation in assessing
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Table 7. Result of Pearson s correlation coefficient of the relation between preschool teachers’ self-assessment
of competence and preschool teachers’ belief about their own efficacy in working with children who show BED
and the assessment of knowledge acquired in the course of initial studies, with the support of literature, and with

supplementary education

Assessment of obtained knowledge
In the course of initial Independent work Supplementary
study (M=1.93; SD=0.81) (M=3.22; SD=0.90) education (M=3.27;
SD=3.50)

r P r P r P
Self-assessment | Including children 0.17 0.13 0.30%* 0.01 0.13 0.25
of competence | Leading the group 0 0.99 0.09 0.43 0.02 0.88
Learning and teaching -0.02 0.88 0.25* 0.02 0.2 0.08
Beliefs about PET 0.15 0.89 -0.03 0.8 0.03 0.81
efficacy GET 0.14 0.21 -0.06 0.61 0.05 0.65

Notes. M=arithmetic mean; SD=Standard deviation, PET=Personal efficacy of teaching; GET=general efficacy of teaching;

efficacy in including children in the group (P=0.01)
and the self-assessment of efficacy in the area of
learning and teaching (P=0.002) with the assess-
ment of the knowledge acquired through indepen-
dent work. Higher self-assessment of strength in
including children and in teaching them proved
to be connected with a higher assessment of the
knowledge obtained with the support of supple-
mentary education. From the table we can further
read that preschool teachers have obtained the
most knowledge with the support of supplementa-
ry education (M=3.27) and with independent work
(M=3.22), and the least in the course of their initial
studies (M=1.93).

DISCUSSION

We have found preschool teachers assess as
medium their competence in including children
who show BED, leading a group of children that
includes a child who shows BED, as well as their
competence regarding learning in these children
and teaching them. This can mean preschool teach-
ers are insufficiently equipped with knowledge and
skills needed for working with children who show
BED. In addition, preschool teachers agree with
the assertions about personal efficacy, and slightly
less with the assertions in the field of general effi-
cacy of teaching children who show BED. This too
points to an exceedingly low degree of agreement,
which can mean that preschool teachers do not
believe enough in their own skills and abilities that
facilitate children’s learning, and that they believe
less in the assertion that the effects of learning and

teaching can be attained in spite of external factors
(family environment). These findings can be linked
to the conclusions of the study that preschool teach-
ers are not sufficiently equipped with knowledge
about children who show BED, who for preschool
teachers are the most difficult group to include in
mainstream forms of education (OFSTED, 2004,
in: Simon Ellis et al., 2008; Avramidis et al., 2000).

We have further concluded that a higher level
of education attained affects a higher self-assess-
ment of competence and efficacy in learning and
teaching. Besides this, also preschool teachers
with less work experience rate their self-assessed
competence higher than preschool teachers with
more work experience and agree more that effects
in learning and teaching can be attained in spite of
external factors. We can conclude that preschool
teachers with a higher level of education are better
equipped with knowledge in the area of learning in
children who show BED and in teaching them. This
finding can be linked to the assertions of Pecek
Cuk (1997) and Schmidt (2001), who say that,
for improved qualifications of preschool teachers,
changes should already be made in undergradu-
ate studies, as students do not acquire a sufficient
amount of knowledge for working with children
with special needs.

We have found, moreover, that preschool teach-
ers who have experience working with children
rate their competence in the area of children who
show BED higher than preschool teachers who
have no such experience. This can be explained by
the fact that an assessment of preschool teachers’
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self-efficacy that allows for the successful use of
competences (Gavora, 2010) depends on the prior
experience that the individual acquires immedi-
ately from the environment (Bandura, 1997). The
following conclusion is also surprising, namely
that preschool teachers who have had experience
working with children who show BED agree less
with the assertions in the field of general effica-
cy of teaching, or that it is possible to attain the
effects of learning and teaching in spite of exter-
nal factors (family environment). This finding can
lead us to thinking that the family environment
of a child who shows BED can make the work
of preschool teachers more complicated and thus
hinder the success of the child’s progress. We were
also interested in finding out how preschool teach-
ers assess their qualification for their work with
children who show BED. On a five-point scale,
they rated their qualification as medium. We have
further found that preschool teachers who rate
their qualification in working with children who
show BED also rate higher their competence in
the area of efficiency of learning and teaching chil-
dren who show BED. Finally, we also examined
the estimate of the amount of knowledge attained
and found preschool teachers had assessed they
had attained the least knowledge (none or little)
in the course of their initial schooling/study; they
assessed as medium the knowledge they had gained
through independent work (reading literature) and
with supplementary education. Marenti¢ Pozarnik
(2003) also calls attention to this problem, saying
more content from the field of special pedagogies
should be built into the system of preschool-teacher
education. We have further found that preschool
teachers who rate higher their attained knowledge
about working with children who show BED also
better assess their efficacy in including children
who show BED, as well as their efficacy in the area
of learning and teaching. This means that preschool
teachers who attain knowledge through indepen-
dent work also feel more competent about their
work with children who show BED.

CONCLUSIONS

The obtained results must be interpreted con-
sidering that not a large sample of preschool
teachers was included. Beside this, the data were

gathered with the support of instruments that have
not been standardised for Slovenia. The results of
the self-assessment of competence and preschool
teachers’ beliefs about their efficacy in working
with children who show BED nevertheless confirm
that it is necessary to invest in preschool teach-
ers’ competences in such a way that they devel-
op toward supporting the mental development of
children who show BED. In this way, the effects
of these difficulties in the later lives of the children
would be prevented or at least mitigated, as diffi-
culties with behaviour and emotions of children in
the preschool period are among the most powerful
predictors of the child’s more serious problems in
the period of adolescence (delinquency, aggres-
siveness, abuse of substances, asocial behaviour)
(McCabe & Frede, 2007; Olson, et al., 1999;
Rothbart & Bates, 1998, in: Kochanska & Knaack,
2003; Rothbart et al., 2004). This exactly, howev-
er, points to the importance of awareness-raising
about the subjective theories of preschool teach-
ers, as relationships towards children who show
BED are influenced by the attitudes, values, and
beliefs of preschool teachers (Remsak, 2004).
Besides, the consequences of subjective theories
have unplanned effects on education, socialisation,
and learning, which are manifested as peripheral
products of planned educational and learning pro-
cesses; it is important that these factors are reflect-
ed upon and that they are given significance within
the profession (Jug, 2008). This points to the need
to change preschool teachers’ subjective theories
with the support of reflection upon their own work.
In addition, more content related to children with
special needs, including children who show BED,
should be integrated directly into the preschool
teachers’ syllabi. That is, several authors agree that
preschool teachers lack knowledge in the area of
including children with special needs. In addition,
they point to the influence of subjective theories
or preschool teachers’ “tacit knowledge” about the
effectiveness/ineffectiveness of implementing the
inclusion of children with special needs into main-
stream education forms (Marenti¢ Pozarnik, 2003;
Kay Manjack, 2013).
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VJEROVANJA ODGOJITELJA O VLASTITIM

KOMPETENCIJAMA ZA RAD S PREDSKOLSKOM DJECOM

KOJA POKAZUJU EMOCIONALNE TESKOCE I PROBLEME
U PONASANJU

SaZetak: Cilj ovog rada bila je analiza samoprocijenjenih kompetencija odgojitelja za rad s djecom koja pokazuju emocionalne
teskoce i probleme u ponasanju. U istraZivanju su sudjelovala 82 odgojitelja predskolske djece. Podaci o samoprocjenjenoj
kompetentnosti i samoefikasnosti odgojitelja u radu s djecom koja pokazuju emocionalne teskoce i probleme u ponasanju prikupljeni
su putem upitnika koji je ukljucivao modificirane verzije upitnika Teacher’s Sense of Efficacy Scale (Tschannen-Moran i Woolfolk
Hoy, 2001) i Teacher Efficacy Scale (Gibson i Dembo, 1984). Rezultati istrazivanja pokazuju da odgojitelji svoju samoefikasnost
u radu s djecom koja imaju emocionalne teskoce i probleme u ponasanju procjenjuju osrednjom te da su visa razina obrazovanja
i krace radno iskustvo povezani s viSom samoprocjenom kompetentnosti. Rezultati istraZivanja pokazuju takoder da su iskustva u
radu s ovom djecom pozitivno povezana s vec¢im osjec¢ajem kompetentnosti u odgojitelja. Nadalje, odgoyjitelji koji bolje procjenjuju
svoje kompetencije za rad s djecom koja pokazuju emocionalne teskoce i probleme u ponasanju, takoder bolje procjenjuju i svoju
samoefikasnost glede ucenja i poucavanja ove djece. Utvrdeno je takoder da odgojitelji malo znanja stjecu tijekom svog inicijalnog
obrazovanja, a vise kroz samostalan rad i dodatne edukacije. Odgoyjitelji koji svoje znanje steceno kroz samostalan rad procjenjuju
boljim, osjecaju se i kompetentnijima za rad s djecom koja pokazuju emocionalne teskoce i probleme u ponasanju.

Kljuéne rijeci: predskolsko dijete, emocionalne teskoce i problemi u ponasanju, osjecaj samoefikasnosti nastavnika,
kompetentnost odgojitelja
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