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Abstract. The article provides an overview of carrying out the principles of the Bo-
logna reform in the education of subject teachers in the newly founded states in the
territory of the former Yugoslavia. Drawing upon official documents, particularly
laws and by-laws, study programmes and constituent documents of individual uni-
versities, the comparative analysis of the reform processes between 2004 and 2013 is
made within a relatively homogeneous area in teacher education that existed before
the break-up of the former joint state. Positive effects and weak points of the reform
activities are observed and detected. The analysis has shown that by implementing
the Bologna process the differences in the training of subject teachers among the
states and universities, and even among individual universities, increased signifi-
cantly compared to the previous state of education. This is evident not only in the
simultaneous implementation of different models (i.e., the duration of studies (3+2,
4+1, 5+0), but also in concurrent application of simultaneous and successive forms
of acquiring teacher competences, different academic titles, and particularly in the
greatest issue — different levels of education at which teachers acquire teaching com-
petences for the same teacher profile.

Key words: teacher education, subject teachers, Bologna process, former Yugoslavia,
comparative analysis.

The history of teacher training in the states of the former Yugoslavia reflects
developments over the centuries, which resulted in highly diverse system so-
lutions. This diversity was caused by great differences in the political, cul-
tural and economic situation of the nations that were in one way or the other
subordinated to the impact of the Habsburg (later Austrian-Hungarian) mon-
archy in the northwest and the Ottoman Empire in the southeast of the ter-
ritory. However, on the eve of the Bologna Process, teacher training in all
states founded in the territory of the former Yugoslavia was systematically



9 The Bologna reform of subject teacher education

and uniquely arranged. The essence of this uniqueness can be seen in the fact
that the same educational profiles for subject teachers at elementary and sec-
ondary levels were trained at the university level, based on the recognition of
the unique profile of teachers of general subjects in elementary and secondary
schools.

The arguments against these two profiles (i.e., for the unique profile)
came from different faculties, which traditionally organised university studies
for secondary school teachers, thereby particularly relying on the previously
commonly established practice that teachers educated at universities should
on a large scale teach in senior elementary school grades. These faculties re-
inforced the arguments against the dual profile of teachers by the fact that the
study programmes after the 1970s were expanded by appropriate pedagogi-
cal and psychological knowledge covering the overall developmental school
age, of both children and adolescents, then by special didactic knowledge for
teaching in elementary school, as well as by student teaching practice, sepa-
rately in training facilities for elementary and secondary schools (Medves,
2005).

The dilemma on the unique or dual profile of teachers for elementary
and secondary school was solved on the political level. However, it seems that
the decision was based more on financial reasons and the rationalisation of
the higher education network than content and conceptual reasons relying on
the belief that higher value was provided by the unique profile or a conscious
decision to remove historic dualism (Medves, 2005). In 1985, the Slovenian
Ministry of Education made a decision that training providers of the unique
profile of subject teachers for elementary and secondary school should be
those faculties that traditionally educated secondary school teachers (the fac-
ulties of Philosophy, Bio-technology, Natural and Mathematical Sciences,
Kinesiology, Art academies, etc.). At universities that included such faculties
(e.g., in Ljubljana), this decision significantly reduced the effect of the newly
established Pedagogical Faculty, since it came down to the training of class
teachers, special pedagogues and some profiles of two-subject teachers given
up by other faculties (Medves, 2005). Hence, pedagogical academies and later
pedagogical faculties experienced the most negative consequences as a result
of the unifying of profiles of subject teachers in elementary and secondary
schools, even though they were the ones who initiated this idea. The political
solution was not good for them in the end.

Such teacher training development approach was typical of other repub-
lics of the former Yugoslavia. The transition of subject teacher training to the
university level started in the 1970s — in Serbia in 1971 (Trnavac, 2004), in
Montenegro in 1977 (Delibasi¢, 2003), in Croatia in 1978 (Rosi¢, 2009), and
in Macedonia in 1982 (Kamberski, 2000). In Bosnia and Herzegovina, the
law had required higher education for all elementary school teachers since
1990, but this requirement was accomplished after 1996 (Smajkic¢, 2004). It
can be assumed that pedagogical academies or higher pedagogical schools in
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all states of the former Yugoslavia were the main driving forces of the devel-
opment of university training of all profiles of teachers in the process of their
transformation into pedagogical faculties.

In all states of the former Yugoslavia teacher education has been faced
with certain changes after the implementation of the Bologna reform. This
article provides an overview of carrying out the principles of the Bologna re-
form in the training of subject teachers in the former Yugoslav countries and
discusses some of the conceptual dilemmas brought by today’s solutions. The
analysis of the reform processes between 2004 and 2013 is primarily based
on official documents, particularly laws and by-laws, study programmes and
constituent documents of individual universities.

HOW SHOULD WE SEE THE BOLOGNA LEVELS?

Towards the end of the 1990s, on the eve of the setting up of the Bologna
declaration, inall newly founded states in the territory of the former Yugoslavia,
all profiles of teachers in primary and general education, and in academic
theoretical subjects at secondary schools were educated at the university level
(eight semesters of study) — the level ISCED 5A (ISCED 1997) (Medves,
2001, 2006). The implementation of the Bologna process in various states of
the former Yugoslavia took place differently and at different times. The first
years of study of the first university level in line with the Bologna Process were
introduced earliest in Montenegro and Macedonia in the 2003/04 academic
year. One year later, Slovenia started its Bologna reform. From the following
academic year, 2005/06, all studies in Croatia were aligned with the Bologna
declaration. The same year marked the beginning of the reform in Serbia.
Macedonia signed the Bologna declaration in 2003 and immediately after
that the European credit transfer system was introduced in undergraduate and
post-graduate studies. However, the changes were enacted by adopting the
new law on higher education only in 2008 (Zakon za visokoto obrazovanie,
2008). The University of Tuzla, followed by the University of Mostar, was the
first in the Federation of Bosnia and Herzegovina to start with these activities,
and in autumn 2004, they were joined by the University of Sarajevo and the
University “Dzemal Bijedi¢” from Mostar. From the 2005/06 academic year,
the Bologna system has been implemented at almost all universities in Bosnia
and Herzegovina (European Training Foundation, 2009).

Two approaches to the comparison of pre-Bologna
and Bologna levels

In the preparation of the legislation for the implementation of the Bologna
process in the states of the former Yugoslavia, two approaches were developed
to transform the pre-Bologna study levels to Bologna bachelor and master
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levels.! The first interpretation is based on the assumption that the “Bologna
master” is a post-graduate level, which is related, that is, equal to pre-Bologna
post-graduate studies in the system of qualification levels. The pre-Bologna
post-graduate studies were known throughout the territory of the former
Yugoslavia as the first post-graduate level. They were characterised as the
first level of studies on the path to a PhD. According to this interpretation,
the acquiring of academic titles in the Bologna system would be exclusive to
the first level (bachelor), either through college or university programmes. In
line with such an understanding, all of the academic vocational-professional
qualifications available at the higher and university level of education are
found at the first level (bachelor) (e.g., a graduate engineer, a university
degree engineer, as well as a professor) (Zgaga, 2003), except for the so-called
regulated occupations (Medicine, Architecture, etc.), for which education is
organised on the master level in a continuous duration of five years without
the first level. This interpretation could have potentially jeopardised the
level of achievement in teacher training over the last twenty years when it
was equivalent in the level of education to that of the regulated professions.
This is also the reason why it was perceived as a threat since the training of
all teachers from former university graduate levels would be transferred to
higher vocational or university levels of the first Bologna level.

In the beginning, this happened in all the states with the Yugoslav herit-
age, except in Croatia and Slovenia. In Serbia, the Bologna study system was
introduced in 2005. It is interesting that the Law of 2005 in Serbia (Zakon o
visokom obrazovanju, 2005) abolished the term “university” in its title and not
by accident, given that the intention of the legislator was to integrate all forms
of higher education as much as possible. The decisions on this were made by
experts involved in creating education policies with very little cooperation
within the academic community. It was also envisaged that the title “gradu-
ated” would be given only after the second study level (ibid.). However, under
the pressure of the scientific and professional public, the amendments to the
Law on Higher Education (Zakon o izmenama i dopunama Zakona o visokom
obrazovanju, 2010) were introduced in 2010, stating that the title “graduated”
be acquired after university study of the first level, lasting for 4 years and
with the scope of 240 ECTS. Given that until 2005 the title “graduated” was
granted after 4 years of study, as well as being in line with the currently valid
and still not changed rulebooks, this title was granted for teachers. In other

! Prior to the Bologna reforms, higher education in the territory of Yugoslavia was di-
vided into four levels: the first level = high or higher vocational school (2 to 3 years), the
second level = university (from 4 to 6 years), the third level = master of science as the first
post-graduate level (2 years), the fourth level = PhD as the second post-graduate level (2
years). Introducing the Bologna system envisaged the transfer from four to three levels. The
identification of the first and the last Bologna level (bachelor and doctorate) is simple, while
the second level (master) opened up the issue of whether it suits the pre-Bologna university
level or the pre-Bologna master of science.
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words, the master level was not needed for teacher profession. However, the
new education-related law adopted in 2009 (Zakon o osnovama sistema obra-
zovanja 1 vaspitanja, 2009) defined that from 2012 the second (master) level
studies would be the requirement for working in schools.

In Macedonia, the amendments to the law (Zakon za izmena i dopolnu-
vanje na Zakonot za osnovno obrazovanie, 2004) determined that elementary
school teachers should be selected among those who completed undergradu-
ate university studies and acquired the title bachelor. Croatia and Slovenia im-
plemented the Bologna reform based on different interpretations of the levels
of education; in these states, bachelor and master levels have the character of
training, which allows for the acquisition of academic and professional occu-
pations in a particular profession (Zakon o znanstvenoj djelatnosti i visokom
obrazovanju, 2003; Zakon o visokem Solstvu, 2006). The real bachelor diplo-
mas are thus equivalent to the requirements after three years of pre-Bologna
education, and the real master diplomas are equivalent to the requirements
(rights) of pre-Bologna university education. In line with such an interpreta-
tion, in Croatia (Zakon o akademskim i stru¢nim nazivima i akademskom
stupnju, 2007) and Slovenia (Zakon o organizaciji in financiranju vzgoje in
izobrazevanja, 2007), the training of all subject teachers was positioned on
the second Bologna (master) level. Only Croatia was consistent in defining
the levels as set by the law: the first level as undergraduate, the second level
as graduate and only the third as post-graduate (Zakon o znanstvenoj djelat-
nosti 1 visokom obrazovanju, 2003). Teachers are thus trained at the graduate
level — master diploma (Zakon o odgoju i obrazovanju u osnovnoj i srednjoj
skoli, 2008). In Slovenia there are two post-graduate levels: master and doc-
toral studies. Elementary and secondary school teachers are trained on the
(first) post-graduate level, so they have to have a master diploma (Zakon o
organizaciji in financiranju vzgoje in izobrazevanja, 2007). Thus, in Slovenia
in 2004, the training of all teachers for elementary and secondary schools
was, for the first time in history, at least formally, raised to the post-gradu-
ate level, while the actual training is comparable to the solutions in Croatia
and other European countries that require elementary and secondary school
teachers to have the second level diploma with an overall duration of 5 years
(300 ECTS).

In Montenegro, the Bologna study system is quite specific and is prob-
ably the most unique version of implementing the Bologna levels in the world.
Namely, for most study programmes (except, for example, pre-school class
teachers who have 4+1) the model of 3+1+1 is used, that is, the basic level (3
years), the post-graduate specialist level (1 year) and the post-graduate mas-
ter level (1 year) (Zakon o visokom obrazovanju, 2003). The level of teacher
training was thus raised to the post-graduate specialist level (the duration 3+1,
i.e., 240 ECTS), while the master level remains for teachers only as an op-
tion for further training, and not as a condition for finding employment at
schools.
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The education in Bosnia and Herzegovina is under the entity jurisdiction,
with a limited umbrella structure on the state level. Thus, on the entity level,
the Federal Ministry of Education and Science of the Federation of Bosnia
and Herzegovina and the Ministry of Education and Culture of the Republic
of Srpska are held responsible for training. As for the dominant model of the
duration of the first and second levels, Bosnia and Herzegovina belongs to the
group of states that accepted the combined model (3+2 and 4+1). As the Bolo-
gna Process was gradually introduced in practice, some faculties noticed that
the 3+2 model had certain advantages over the 4+1 model, and for some time
delivered teaching following both models, which has persisted until today
(Federalno ministarstvo obrazovanja i nauke, 2010). In principle, universi-
ties and their organisational units make decisions on the length of the first
and the second levels starting from the General Law on Higher Education
in Bosnia and Herzegovina (Okvirni zakon o visokom obrazovanju u Bosni
i Hercegovini, 2007), which sets a minimum of three years for the first level
and a maximum of five years for the second level. In the Republic of Srpska,
the system of public administration in the education sector is more central-
ised and therefore the implementation model is more coherent (EU CARDS,
2005).

It should be mentioned that in Bosnia and Herzegovina the key issue is
the validity of qualifications after three or four years on the first level. The
advocates of the 3+2 model agree that three-year studies are predominantly
introductory by character, and hence do not provide real competence for jobs
that were once dimensioned by the four-year non-cyclical studies (the quali-
fication of a university degree). On the other hand, the first level of three
years is not equal to the former college degree, either of two or three years
of studies. The current situation confuses potential employers and unfairly
underestimates graduated students from the first Bologna level (bachelor) in
relation to their former diplomas of the first level (a lawyer, a plant engineer,
etc.) (Federalno ministarstvo obrazovanja i nauke, 2010). There is a similar
situation regarding the differences in teacher education between parts of the
Republic of Srpska and the Federation of Bosnia and Herzegovina. In some
parts of the country, teacher employment is conditioned by four-year studies
at the first cycle, while in others the Master diploma is required.

Given the different interpretations and classifications of educational
levels, these levels are not adequate for the comparison of teacher training
among the states. It is more realistic to compare the solutions in different
states by contrasting the duration of training, i.e., the number of ECTS. Such a
comparison indicates that a master diploma (5 years of study, i.e., 300 ECTS)
is a requirement for teacher employment in elementary and secondary schools
in Croatia and Slovenia (and since 2012 in Serbia as well), while in Bosnia
and Herzegovina, Montenegro and Macedonia the requirement is a university
diploma on the first level (4 years of study, i.e., 240 ECTS). Different views
and solutions indicate that the implementation of the Bologna process has not
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been finished yet. Furthermore, in Macedonia, Montenegro and Bosnia and
Herzegovina, there are no signs pointing to changes.

COMPARATIVE ANALYSIS OF THE IMPLEMENTATION
OF THE BOLOGNA REFORM
IN SUBJECT TEACHER EDUCATION

Basic standard

In the process of introducing the Bologna reform all states preserved the pre-
Bologna structure of the training profiles of subject teachers. This is signifi-
cant since even after the implementation of the Bologna process the unique-
ness/sameness of the profile of the elementary and secondary school subject
teacher was preserved, which can be considered as a very valuable achieve-
ment. On the other hand, introducing the Bologna system caused major differ-
ences between the states already on the same level in terms of how the train-
ing of teachers of the same professions is organised. This illustrates our initial
hypothesis that the implementation of the Bologna ideas missed its target: the
harmonisation of higher education systems.

The differences between the states include the length of training and the
scope of ECTS. Croatia, Slovenia and some parts of Bosnia and Herzegovina,
as well as Serbia since 2012, require subject teachers in elementary and sec-
ondary schools to complete the second (master) level (300 ECTS), whereas all
other states in the territory of the former Yugoslavia require subject teachers
to obtain a university education at the first level (240 ECTS).

Other states developed master studies for teachers only as an option for
upgrading studies, and not as an obligation for employment. However, Serbia
deviates from this requirement, since the 2009 Law (Zakon o osnovama sis-
tema obrazovanja i vaspitanja, 2009) envisages that graduated students who
want to be subject teachers have to acquire by 2012 a diploma of the second
Bologna level and have a minimum of 30 ECTS of pedagogical, psychological
and didactic content and 6 ECTS of practice.

On the other hand, in Bosnia and Herzegovina there is, as an exception,
an option of acquiring a professional title “professor” in line with the study
programme with only 180 ECTS (e.g., in Banja Luka in the Republic of Srp-
ska at the Faculty of Philosophy for titles, such as the Professor of Philosophy)
(Faculty of Philosophy, University of Banja Luka, n. d.).

We can conclude that after the introduction of the Bologna reform the ba-
sic standard of training for the employment of subject teachers varies by 120
ECTS among the states in the territory of former Yugoslavia. Compared to
the required level of training, it is different for the two levels in the classifica-
tion of occupations and qualifications (from ISCED 6 to ISCED 7) (according
to ISCED 2011), and not only among the states, but also among universities
within the same state and among faculties within the same university. This
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provides evidence in favour of our hypothesis that the Bologna process, due
to different interpretations and comparisons of the pre-Bologna and Bologna
levels, had greater consequences in terms of the entropy of the system than
the harmonisation of higher education systems.

The organisation of studies

In the majority of the new Yugoslav states teacher training is organised main-
ly as a two-subject study programme. The organisation of the two-subject
study is based on the tradition according to which the study of both subjects is
equally valuable. In other words, there is no major or additional study subject,
but each profession makes up an equal part of the curriculum intended for the
professional part of the study. The same model of study of two equally valu-
able subjects for subject teachers is traditionally used in Croatia and Slovenia,
which is evident from the analysis of all 300 ECTS, implying both levels
of training (bachelor and master) together. The scope of each of the subject
professions within 300 ECTS is 120 ECTS, while the remaining 60 ECTS
comprise the pedagogical module, which allows for the acquiring of teacher
competences and consists of teaching methods for both subjects in addition to
pedagogical and psychological subjects (Faculty of Education University of
Ljubljana, n. d.; University of Zadar, n. d.; Faculty of Philosophy University
of Zagreb, n. d.).

Subject teacher training in all other states (except Croatia, Slovenia and
some parts of Bosnia and Herzegovina) in the territory of the former Yugosla-
via, requiring university education on the first level (240 ECTS) for teacher
employment, is based on simultaneous study. This means that professional-
subject and pedagogical-psychological-methodical knowledge is continu-
ously distributed during the studies. The layout of knowledge is set by the
study programmes, which are, as a rule, decided by universities. That is why
the solutions differ greatly and Serbia is a good example of such practice.
The training of subject teachers in Serbia takes place in different ways. Some
faculties provide the option of enrolment in the teaching section at the begin-
ning of the first level of study (Faculty of Chemistry University of Belgrade,
n. d.), whereas some organise pedagogical studies only at the second level,
and therefore offer a teaching module on the master level (Faculty of Biology
University of Belgrade, n. d.; Department for Mathematics and Informatics
University of Novi Sad, n. d.). On the other hand, some faculties treat subjects
from pedagogical-psychological and didactic-methodical fields as compul-
sory courses (e.g., Faculty of Physics University of Belgrade) and some as
elective courses (e.g., Faculty of Science and Mathematics University of Nis,
n. d.). In Montenegro, students master the pedagogical-psychological group of
subjects in different ways, and this issue is not systematically solved. Namely,
they almost always get this group of subjects at postgraduate specialist stud-
ies, and their part ranges from 14 to 24 ECTS. Teaching subjects from this
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field are obligatory, but they differ depending on the study programme and
the faculty.

The undergraduate training of subject teachers in Macedonia is also im-
plemented in different ways: some faculties offer the teaching section at the
beginning of the first cycle (Faculty of Science and Mathematics UKIM-Sko-
pje, n. d.), while others offer elective modules during the study period (Faculty
of Philology UKIM-Skopje, n. d.). There are also differences within the same
faculty: at the Faculty of Philosophy of the University of Skopje some institu-
tions allow for the selection of teaching professions via packages of elective
subjects (Institute of History) leading to the title “graduated professor” (e.g.,
of History), and at some institutes those subjects are integrated into the study
programme and directly lead all students to the title “graduated professor” (of
Philosophy, for example).

These examples have clearly shown how the introduction of the Bologna
reforms increased the differences among universities within states, and even
among professions within the same university. At the University of Ljubljana,
we can find the following implementation models in the call for enrolment
for the 2012/13 academic year (Ministrstvo za visoko Solstvo znanost in
tehnologijo, 2012):

e At the Faculty of Mathematics and Physics in the training of (one-
subject) Mathematics teachers, the pedagogical module is distrib-
uted simultaneously with the Mathematics profession, following the
model of a unique five-year master study (degree) (5+0);

* At the Faculty of Education in Ljubljana, a (two-subject) Mathemat-
ics teacher in combination with Physics or IT or Technical Stud-
ies is trained simultaneously by the 4+1 model, whereby the faculty
already on the first level awards the professional title “professor of
Mathematics and other profession”;

* At the majority of other faculties, as well as art academies, teacher
training is organised by the successive model (3+2), so that at the
first level the diploma of the profession is awarded, and on the sec-
ond the title “master professor”.

The models of organising teacher training among the states and among uni-
versities within the states are very diverse. Both of the most popular study
models — that is, 3+2 and 4+1 — are in use, in addition to the 5+0 model, which
is used by some schools as an exception, while in Montenegro the specific
model used is 3+1+1. There are cases in which the same university organises
pedagogical studies of different professions using both models. Moreover,
different models are even used at the same faculty, which leads to numerous
difficulties. For example, at the Faculty of Philosophy of the University of
Zagreb, the models 3+2 and 4+1 are used simultaneously. Given that teach-
ing competences for subject teachers in Croatia are acquired exclusively on
the graduate level, teaching studies comply with the 4+1 model, in which the
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entire graduate year of study is dedicated to the teaching module. It causes
big problems since the continuation of studies in more specialised professions
leads to student overload by exceeding the granted 60 ECTS.

In practice, among various models the 3+2 model dominates to a signifi-
cant percentage in all states (except Serbia), while the 4+1 model (dominant
in Serbia and Macedonia) is less present, and the model of the homogenous
five-year study for subject teachers is in the minority, or even an exception
(registered only for “master professors of Mathematics” in Slovenia).

Pedagogical module

It is interesting that among states and universities there is a high conform-
ity of content in the pedagogical module for subject teacher training. Every-
where the module covers pedagogical and psychological disciplines, general
and specific didactics and practice in elementary and secondary schools. In
most examples, the pedagogical module includes a minimum of 60 ECTS. As
we will see, there are differences as well, since some states did not determine
the pedagogical module for subject teachers on the system level as a whole,
but left it to universities (for example, Montenegro).

Our analyses have shown that the successive distribution of the peda-
gogical module and other academic subjects creates problems in master train-
ing of two-subject teachers with the 4+1 model, since the subject profession
requirements as a whole 120 + 120 ECTS are divided into 4 years for the first
level, which means that the one-year master programme with the pedagogi-
cal module comprises 60 ECTS. Therefore, it can be concluded that the 4+1
model is by no means appropriate for the training of two-subject (double-ma-
jor) teachers.

From the provision of elective subjects at certain faculties, it is seen that
the successiveness of pedagogical, psychological, andragogical and other aca-
demic subjects is not derived rigidly and consistently. Hence, it is common
practice for universities to provide students with options from pedagogical-
psychological and didactic-methodological subjects as part of elective sub-
jects on the first level. Practice is very different in different states, and even
at universities within the same state. Alongside the successive models some
faculties also allow simultaneous mastery of the group of pedagogical-psy-
chological-methodological subjects, especially within elective subjects.

In terms of content, the pedagogical module is a positive step ahead. It is
based on the concept of a unique profile of subject teachers for elementary and
secondary schools. The problem is the scope of student practice in elementary
and secondary schools. In Slovenia, the scope of practice is 15 ECTS (Merila
za akreditacijo Studijskih programov za izobrazevanje uciteljev, 2011), and in
Serbia 6 ECTS (Zakon o osnovama sistema obrazovanja i vaspitanja, 2009),
while in other states (Croatia and Bosnia and Herzegovina) it is not determined
on the national level, thus leaving the decision to each university, and often to
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the faculty (which has led to great differences in the length of practice). The
situation is similar in Montenegro, but the practice is not expressed in ECTS
but instead comprises 3—7 weeks during the studies (Vujaci¢ et al., 2006). A
relatively small scope of practice during the studies is partially compensated
for by the first employment of teachers in an elementary or secondary school,
where they start working as interns, that is, under the tutorship of a mentor.

In some states, as in Slovenia, the provisional scope and content of the
pedagogical module are determined on the national level by special criteria for
accreditation of pedagogical study programmes, set by the National Commit-
tee for accreditation of study programmes (Merila za akreditacijo Studijskih
programov za izobrazevanje uciteljev, 2011) for the preparation and verifica-
tion of the pedagogical module. In Croatia, the number of credits of the peda-
gogical module is determined by the law (Zakon o odgoju i obrazovanju u os-
novnoj i srednjoj §koli, 2008). Based on this law, the relevant Minister should
have approved (among numerous rulebooks) within six months the rulebook
for setting the criteria for acquiring teaching competences. Given that this
rulebook, as well as other rulebooks, had not been adopted by the time this
paper was prepared, the content of the module and the ratios between gen-
eral pedagogical-psychological and didactic-methodological knowledge are
decided by universities and faculties. In Serbia, the scope of the pedagogical
module is determined by the law (Zakon o osnovama sistema obrazovanja i
vaspitanja, 2009), and elaboration of the content and ways of training deliv-
ery is left to higher education institutions. In Montenegro, this issue has not
been systematically solved on the state level, so at the end the decision on
the pedagogical module is in the hands of the university, which is also true
for Bosnia and Herzegovina, where there is still no conformity regarding the
pedagogical module and the number of ECTS credits. New institutions, as
well as existing, are characterised by large differences in understanding the
meaning and the scope of pedagogical-psychological and didactic-methodo-
logical knowledge, that is, the knowledge of subject teaching in teacher train-
ing programmes (Kreso et al., 2006). At a certain number of faculties practice
teaching is completely neglected (Dizdar, 1998).

Professional titles

Professional titles of teachers vary greatly among the states. Subject teach-
er training in Croatia and Slovenia, where the second level is required for
employment at schools, is regulated by the simultaneous model. First, the
diploma of the first level (bachelor) in a certain academic profession is ac-
quired, and then master studies are continued on the second level consisting
of the so-called pedagogical module (Pedagogy, Psychology, Didactics and
Methodology, with pedagogical practice). The successiveness of study models
can be seen from the structure of study programmes of certain faculties, and
especially from the granted academic titles. In this case, graduated students
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in Croatia acquire the academic title of “university bachelor” after the com-
pletion of the first level, while in Slovenia they acquire the academic title
“graduated” of a suitable profession. Also, in Slovenia the title “professor” is
acquired on the first level if there is a pedagogical study on the first level (for
example, the professor of Pedagogy), and on the second level the academic
title “master professor” is acquired by completing the pedagogical section
(Zakon o strokovnih in znanstvenih naslovih, 2006).

Some pedagogical faculties in Slovenia do not even deliver the “non-
pedagogical” studies, and on the first level, upon the completion of university
programmes of four-year training (240 ECTS), they grant the academic teach-
ing title “professor of subject A and subject B”, and on the second level “mas-
ter professor of subject A and subject B” (Faculty of Education University of
Ljubljana, n. d.). In this example, the academic teaching title on the first level
is also misleading, as this “professor/teacher” is unable to teach or work in
schools, because the requirement for teacher employment is the completed
second Bologna level.

In Croatia, in spite of the dissatisfaction of the teaching profession at
the beginning of the Bologna process, the traditional title “professor” was
lost. Namely, upon the completion of bachelor studies graduated students are
granted the academic title of an appropriate profession (“university Bachelor
of Geography”, “university Bachelor of Mathematics”, etc.). On the second
level all graduated students are granted the title of the master of a certain
profession and are not given a specific title for pedagogical programmes (di-
plomas). Only from the diploma supplement of each graduated student it is
possible to determine if there are 60 ECTS stipulated by the law for acquiring
teaching competences (i.e., whether the student completed the teaching sec-
tion). Regardless of this, in public, educational and political communication
between schools and the relevant Ministry the traditional title “teacher” was
kept as a collective term for all profiles of teachers, and then the term “el-
ementary school teacher” for teachers of elementary schools and “professor”
for secondary school teachers. The same applies for all other states except
Slovenia, which is the only state that kept the title “professor” as a system
solution for graduates of pedagogical sections on the first level, and “master
professor” on the second level. The academic title shows that the graduated
student has successfully completed the entire pedagogical module.

Practices vary in other states, but the term “professor” disappeared as
a rule from the title of graduated students of pedagogical sections, although
there is a possibility, as mentioned, that the title “professor” is granted upon
the completion of some pedagogical sections (Bosnia and Herzegovina, Mac-
edonia, Serbia). Graduate students of pedagogical sections are granted in
certain disciplines on the first level the title “graduated” with the specified
profession, and on the second level “master” with the specified profession.
Only from the diploma supplement it is possible to reconstruct whether the
candidate has successfully completed the pedagogical module and whether
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he/she meets the requirements for teachers. The specific case is Montenegro,
where students are granted the title “bachelor” after the diploma of the three-
year study, after post-graduate specialist studies (3+1) the title “graduated”,
and after master studies (3+1+1) the title “Master of Science” or “Master of
Arts” (Pravila studiranja na postdiplomskim studijama, 2006). However, the
master level (3+1+1) for teachers is only an option, an opportunity to upgrade
the studies, and not a pre-condition for employment as a teacher. As there is
no specific title for pedagogical diplomas, in Montenegro only the diploma
supplement serves to to determine whether the graduate student completed
the “pedagogical module”. If he/she did not, he/she has to achieve it when tak-
ing the expert exam (ibid.).

In the Federation of Bosnia and Herzegovina, at the University of Sara-
jevo, upon the completion of the first cycle students are granted the title
“bachelor”, and upon the second “master” of an appropriate profession. In
Banja Luka (the Republic of Srpska), at the Faculty of Philosophy, professor
titles are granted (e.g. “professor of Philosophy” (180 ECTS), “professor of
History” (240 ECTS), “graduated psychologist” (180 ECTS). Upon the com-
pletion of the first cycle of studies, the candidate can enrol in the same faculty
in the second cycle lasting for one year (60 ECTS) or two study years (120
ECTS), depending on the duration of the first cycle.

In Macedonia, by the amendments to the law of 2011 (Zakon za izmenu-
vanje i dopolnuvanje na Zakonot za osnovnoto obrazovanie, 2011) it is envis-
aged that pedagogical-psychological and didactic-methodological training is
mandatory for work in elementary and secondary schools for all teachers who
complete the first level of non-teaching studies. The law also regulates the
number of credits of the pedagogical module (30 ECTS). The implementation
of these changes started on 1% January 2013.

In Macedonia and Serbia, if there is organised teacher training within
university programmes on the first level, it is possible to grant either the aca-
demic title “graduated” or the title “professor” with the specified profession.
Regardless of differences in titles, all of them meet the requirements for work-
ing at schools as teachers. Similar to Croatia, in these cases the diploma sup-
plement serves as the document which shows whether the student completed
the envisaged pedagogical module during his/her studies. As mentioned, in
Serbia, starting from 2012 the first level of education is no longer sufficient,
but instead subject teachers have to have the second level diploma.
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CONCLUSION

Key statements

During the analysis of the current state of teacher training in the new states in
the territory of the former Yugoslavia, we stated the key conclusions, open is-
sues and challenges. The comparison of several states at the same time allows
for immediate comparison of the implementation of the idea of the Bologna
Process under different circumstances. Thus, it is recognised what processes
are the result of the implementation of the Bologna Process. The analyses and
comparison have clearly shown that the Bologna process was accompanied
by a high level of entropy, instead of strengthening the integrity of the area of
higher education in south-eastern Europe. Consequently, the solutions among
the states, and even among universities within the states, became even more
diversified than before the reforms. There is no common denominator for
teacher training created as a result of the Bologna declaration and its later up-
grading (by implementing the idea of the European Higher Education Area)
at the Ministers’ meetings of the signatory states in Prague (2001), Berlin
(2003), Bergen (2005), London (2007), Leuven (2009), Budapest and Vienna
(2010), and then Bucharest (2012).

When outcomes are determined based on the comparative analysis of the
implementation of the Bologna process in the new states in the territory of the
former Yugoslavia, we can conclude that the implementation has had positive,
but also doubtful effects.

Positive effects

(1) The standard of teacher training has been preserved or even raised to the
diploma level wherever the second (master) Bologna level (300 ECTS) is re-
quired for the teaching profession. This applies to Croatia, Slovenia and some
parts of Bosnia and Herzegovina from the beginning of introducing the Bolo-
gna reform, as well as for Serbia since 2012. Other states set the threshold for
the teaching license at the first level of university programmes (240 ECTY),
although there are places where the completed study programme of the first
level with only 180 ECTS is accepted for teachers, which, in terms of the
standard, is a step back in comparison to the situation prior to the Bologna
reform. At the same time, it should be noted that opportunities for further
teacher training on the second Bologna level were developed at places where
it is not a requirement for teacher employment. An important step forward is
the introduction of doctoral studies for teachers in their narrow field of exper-
tise, which usually means the area of methodology of teaching.

(2) It is important that the model of the complete and unique profile of
subject teachers for elementary and secondary schools was preserved in the
Bologna reform. An even more significant step is the high-quality content up-
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grade of the model of the unique subject teacher profile for higher levels of el-
ementary and secondary schools. This is reflected in the requirement that the
teacher has to be professionally and methodically trained for teaching on both
school levels. The idea that students of the pedagogical section in the study
have to comprehend the content, requirements and objectives of teaching of a
particular subject in elementary and secondary schools is re-enforced, and so
they have to be practically trained for work on both school levels. Thus, the
historical dualism in dividing teachers against the school vertical has been
overcome not only formally, but also in terms of quality.

(3) The share of pedagogical, psychological and didactic-methodologi-
cal content (pedagogical module) in teacher training for general subjects was
increased and relatively integrated. In most states the share of knowledge has
been particularly increased in the preparation of teachers of vocational theory
subjects in vocational and craft schools. At the same time, such a step is the
contribution towards reducing the horizontal differences in teacher training
in different professions or vocational sectors (general or vocational theoretic
sectors).

Open issues and challenges

(1) The Bologna levels have not been clearly identified in the comparative
methodology and taxonomy used for the classification of teacher training and
qualifications. If we consider this issue from the position of the overall Euro-
pean Higher Education Area, the level on which teachers are trained for el-
ementary and secondary schools still remains vague. Actually half of the new
states (Croatia, Slovenia, parts of Bosnia and Herzegovina and Serbia after
2012) in the territory of the former Yugoslavia opted for the master diploma,
and other states (parts of Bosnia and Herzegovina, Macedonia, Montenegro)
for university study on the first level. The issue of classifying teacher train-
ing into Bologna levels remains current due to international comparisons.
With the harmonisation of training with learning outcomes a series of issues
has been addressed, among which a particularly important one is whether it
is possible, given the differences in interpretation of study levels, to achieve
harmonised teacher training in the European Higher Education Area. This
is of particular relevance for the European Qualification Framework, which
was adopted in 2008 and which asks for the distribution of qualifications in
line with the level of the competences achieved. Therefore, it is hard to accept
the situation at the territory of the former Yugoslavia as an optimal and final
solution, considering that teachers are trained for the same job at two, or even
three different training levels.

(2) Differences in training subject teachers are the most difficult problem.
By introducing the Bologna reform, the main requirements for employment
of subject teachers started to vary from state to state, that is, for universities
with a requirement of 120 ECTS (e.g., the training of a Philosophy teacher
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ranges from 180 to 300 ECTS). For the time being, it is not possible to inter-
pret these differences clearly in relation to the European Qualification Frame-
work, since the national Qualification Frameworks have not yet been adopted
everywhere, but it can be assumed that the training of subject teachers is dif-
ferent for the three levels of classifications of occupations and qualifications,
not only among the analysed states, but also among universities within the
same state. The analysis allows for a hypothetical conclusion that it is possible
to preserve the standard of training of subject teachers from the pre-Bologna
period only in master level programmes. In some states, the introduction of
the “Bologna” study programmes increased the scope of the “pedagogical
module” as much as 100% (from half a year to one year — e.g., in Slovenia),
which has contributed to the quality of pedagogical, psychological, didactic
and methodical training of subject teachers. This is particularly important for
some teaching profiles trained for work in elementary and secondary schools.
The increase of the scope of the pedagogical module is professionally sustain-
able only within the master programme, since the increase of the module on
the undergraduate level in the old programme dimensions would be at the
expense of thorough academic professional qualifications, which would be
unduly in professional terms.

(3) The key dilemma of the Bologna process is related to the thesis of the
Bologna declaration on the compulsory division of training into two clearly
recognisable levels (which were later upgraded by the third one, doctoral),
which has resulted in the development of different models of studies — known
as models 3+2, 4+1, 5+0 or 3+1+1, applied by Montenegro. There are specific
difficulties among different states, such as Croatia and Slovenia, which opted
for teacher training on the second level by the 3+2 model, and particularly
in those states that chose the 4+1 model, as shown on the example of some
subject teacher profiles (in Slovenia also class teachers). The division into two
levels is non-functional — given that the pedagogical section on the first level
is not recognised in the labour market — which is explicitly required by the
Bologna declaration. Therefore, a replacement of the models 3+2 and 4+1 with
the 5+0 model should be reconsidered for all profiles of teachers, especially
for class teachers, and then for subject teachers trained to teach two or more
subjects. The model of a unique master study (5+0) of the Bologna declaration
was envisaged from the beginning for the so-called regulated professions.
Teaching professions are in fact regulated on the state level. Thus, the pos-
sibility and requirements should be solved on the system level for the transfer
of students (after the third year of study as a rule) from the overall five-year
pedagogical sections to independent master studies of other professions and
vice versa (the transfer from non-pedagogical to pedagogical sections). The
unique five-year master programme should allow for a simultaneous distribu-
tion of pedagogical-psychological and didactic-methodological and other pro-
fessional academic content, which would direct academic professions more
strongly towards acquiring teaching competences.
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(4) With the introduction of the Bologna process, the term “professor”
was abandoned in the titles of students graduating from pedagogical sections.
The title “professor” was preserved only by Slovenia as a system solution
stipulated by the law. Bosnia and Herzegovina, Macedonia and Serbia kept it
only in some pedagogical sections because of the decisions of certain univer-
sities, and Croatia and Montenegro abandoned it completely. Instead of the
internationally affirmed title, graduated students of different sections of the
pedagogical profession as a rule acquire the same title as graduates of non-
pedagogical sections: after the first level they are granted the title “bachelor”,
and “master” on the second level. Only from the diploma supplement is it
possible to reconstruct whether the candidate has successfully completed the
pedagogical module during studies and whether he/she meets the requirements
for teachers. Thus this established profession loses its recognition. When one
adds the fact that pedagogical-psychological and didactic-methodical knowl-
edge is now more often acquired during the preparation for the state license
exam, it is clear that the dissolution process of the substance of the profession
begins by gradual abolishment of continuous training.
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Enapn [IpotHep, 3nenko Measem, llIredka baruuuh, Cyzana Muoscka Criacesa,
Urop Panexa, Bepa CnacenoBuh, Cwexana Illymmwapa, Byuuna 3opuh
n Harama Byjucuh XKuskosuh
BOJIOBCKA PEOOPMA OBPA3OBABA TTPEJJIMETHNX HACTABHUKA
Y HOBOOCHOBAHUM JIPPKABAMA HA TEPUTOPUIN
BUBUIE JYTOCJIABUJE
Ancmpaxm

VY pany ce aaje nperiea cpoBoljema npunnumna bonomcke pedopme y oOpazoBarby
MPEIMETHUX HACTABHMKA Y HOBOOCHOBAHHMM Jp)KaBaMa Ha TEPUTOPHjH OHBIIEC Jy-
rociasuje. Ha ocHOBY 3BaHMYHUX JIOKYMEHaTa, HApOYMTO 3aKOHA U MOA3aKOHCKUX
akaTa, CTYJHjCKUX IIporpama M cTaTyTa MojeJMHAaYHUX YHUBEP3UTETA, CIIPOBEICHA
je KoMIlapaTHBHA aHaim3a peOpMCKUX Mporeca y nepuony usmehy 2003. u 2014.
TOJMHE Y PETaTHBHO XOMOT'€HOj 00racT 00pa3oBama HACTaBHHUKA KOja je TIOCTojaa
Ipe pacliajza HeKaJallmke 3ajefHnuKe ap>xkase. [locmarpanu cy u yTBpleHu mosu-
THUBHU e(eKTH U ci1abe Tauke pehopMCKUX aKTUBHOCTH. AHaJIU3a je MoKa3asa Jia Cy
ce, y mopehemy ca paHUjoM CHUTYaIHjoM y 00pa30Bamy, TOKOM IpuMeHe boiomckor
nporeca 3HaTHO yBehase paziuke y o0ynu npeJMEeTHUX HaCTaBHUKA N3Mel)y pasiu-
YUTHX Jp’KaBa U yHUBEP3UTETA, I1a YaK U Mel)y mojeAnHuM yHuBep3uTeTnMa. OBak-
BO CTame Orjiefia ce He caMO Yy UMIUIEMEHTAIHjH Pa3IuINTHX Mojena (Tj. Tpajamy
crynuja (3+2, 4+1, 5+0)), Beh u y HCTOBpeMeHO] IPUMEHH CHUMYJITAHUX U CyKIe-
CHUBHHUX O6J'II/IKa CTUIllakba HACTAaBHUYKUX KOMHeTeHLII/Ija, pas3siindYuTUM aKaJICMCKUM
3BambUMa, a HAPOUHUTO Y HajBAKHH]EM IPoOJIeMy — pa3IMYMuTHM HHBOMMa 00pa3o-
Bama Ha KOjUMa HACTAaBHUIM CTUYY KOMIIETCHIIM]E 38 UCTH HACTAaBHUYKHU ITPOduIL.
Kwyune peuu: odpa3oBame HaCTAaBHUKA, IPEAMETHN HACTABHUIHU, BOIOWBCKH TIpo-
iec, OmBIIa JyrocinaBrja, KOMIIapaTHBHA aHATN3A.



Edvard Protner et al. 28

Onyapn [Ipotrep, 3nenko Menge, [ltedka batununy,
Cys3anna Muogscka Cnacesa, Urops Paneka, Bepa CniacenoBuu,
Cuexana lllymnuspa, Byunna 3opuu n Hatama Byucuy XXuBkoBuy
BOJIOHCKA 51 PEGOPMA OBPA30OBAH S ITPEITOJJABATEJIEN
B HOBOOCHOBAHHBIX TOCYJJIAPCTBAX
HA TEPPMTOPHMU BBIBIIEN FOTOCJIABUN
Pesiome

B pabote npesaraercs 0030p npoBeaeHus IPUHIUMIOB bonoHckol peopMbl B 00-
pa3oBaHMM MperoaBaTesel NIKOIBHBIX TPEIMETOB Ha TeppuTopuu ObiBIIeH FOroc-
naBun. Ha ocHOBaHMY 0(UITHAIBHBIX JOKYMEHTOB, 0COOCHHO 3aKOHOB 1 COITPOBOK-
JAIOIIMX MIPABOBBIX aKTOB, yU4eOHBIX IPOrPaMM U YCTaBOB YHHBEPCUTETOB, IIPOBE-
JICH COTIOCTaBUTEIBHBIN aHaN3 porieccoB pedopmel B meproa mexay 2003 u 2014
I. B CPAaBHUTEIBHO TOMOI'CHHOH cdepe o0pa3oBaHus MperofaBaTeiei, CymecTBo-
BaBIIICH 10 pachaja equHOro rocynapctsa. Habmroaamuch mojaoxutenbabie 3 dek-
THI U cJ1a0ble CTOPOHBI TPOBEACHUSI pe(OPMBI. AHAJIN3 MOKa3al, 4To, 10 CPAaBHEHHUIO
C IIpeXXHEeH cuTyanuel B 00pa3oBaHMHM, B X0/ IPUMEHEeHHs bonoHckoro mporecca
B 3HAYHMTENBHOI Mepe yBEIHMUMINCh PA3INYMs B IJIaHe 00yUYEeHUs MpernofaBaTeieit
LIKOJIBHBIX MPEAMETOB MEXK/y Pa3IMYHBIMH FOCYAApCTBAMH U YHUBEPCHTETAMHU U
JaXe MEXIY YHHBEPCHUTETAaMH B paMKaX OJHOTO TOCyJapcTBa. DTO BBIPAXKAETCH
HE TOJIBKO B TIPUMEHEHHH Pa3HBIX MOJIENICH CTPYKTYPbI U JITUTEIILHOCTH 00y YeHHs
(3+2, 4+1, 5+0), HO 1 B OJHOBPEMEHHOM NMPUMEHEHUU CHHXPOHHBIX U MOCIE0Ba-
TEJNBHBIX (OpM NMPHOOPETEHUs MPEIoIaBaTeIbCKUX KOMIICTCHIINH, B PAa3HBIX aKa-
JEMUYECKIX 3BaHHX, 1 OCOOCHHO B Hambojee BaKHOH IMpodieMe — pa3IHIHBIX
YPOBHSX 00pa3oBaHMUs, HA KOTOPBIX IIPENOAaBATEIN MPUOOPETAIOT KOMIICTCHIUH
JUTS OZTHOTO U TOT'O K€ IPEIoAaBaTeIbCKOro MpOodHIIs.

Kniouesvie cnosa: o0pa3zoBaHue penogaBaTelieil, mpenoiaBaTesy HKOIbHbIX Mpel-
MeToB, bononcknii npouecc, ObiBuiast KOrocinaBus, cpaBHUTEIBHBINA aHATIH3.



