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LITERATURAS MACIBU METODIKAS PAMATIDEJAS
20. GADSIMTA 70.-80. GADOS

BASIC IDEAS OF METHODS OF TEACHING LITERATURE
IN THE 70-80 OF THE 20™ CENTURY

Dagmara Ausekle, Elita Stikute
Latvija

Anotacija

Raksta tiks skatitas galvenas latvieSu literatliras macibu metodikas attistibas tendences 20. gadsimta
70.—80. gados, skatot $o laikposmu ka dalu no sistémas, kur tiek turpinati ieprieksgjas divas
desmitgad@s aizsaktie procesi un veidojas pareja uz atjaunotas Latvijas brivvalsts laika iezim&to
paradigmu mainas nepiecieSamibu skolas macibu un audzinasanas darba organizacija.

Tiks izvertets spilgtako 70.—80. gadu latviesu literatiras macibu metodiku devums literattiras
maciSanas metodikas attistiba, ka arT apliikota literatiiras ka makslas macibu priekSmeta specifika,
ieziméti galvenie viedokli literatiiras macibu metodika.

Atslégvardi: latviesu literatliras macibu metodikas attistibas tendences 20. gadsimta 70.—80. gados,
literatliras macibu prickSmeta specifika, literatiiras macibu darba veidi, padomju laika ideju
parmantotiba musdienu literattiras didaktika.

Tevads

21. gadsimts iezimé kardinalas parmainas dazadas individa un sabiedribas dzives jomas. Sis
parmainas skar gan materialo, gan garigo cilvéka dzives sféru. NepiecieSamiba parkartoties
un parmainu straujums rada psihologiska diskomforta izjiitu lielakaja sabiedribas dala. Tas
attiecas ne tikai uz vecakas un vidgjas paaudzes cilvékiem, bet arT uz jaunieSiem, tapéc
arvien biezak tiek izteikta prasiba veikt nepiecieSamas izmainas izglitibas sist€ma, lai skoléni
biitu sagatavoti tiem izaicinajumiem, kurus jau tagad izvirza globalizacijas procesi un kuri
nakotn€ biis vel sajutamaki. Ja zinamu izmainu nepiecieSamibu atbalsta lielaka dala, tad par
So izmainu raksturu un biitibu vienotibas nav. Atbalstot viedokli, ka jauniesSus nepiecieSams
labak sagatavot darba tirgus prasibam, ir saprotama tendence lielaku uzmanibu pieverst
eksakto macibu priekSmetu apguvei, tacu tas nedrikst notikt uz humanitara cikla priekSmetu
rékina. Jau J. A. Students 1933. gada izdotaja gramata “Vispariga paidagogija: zinatne un
maksla sevis un citu audzinasana” norada uz galveno 20. gadsimta pretrunu. Ta izpauzas
vajadziba p&c cilvécibas un gariguma laika, kad realaja dzive€ aizvien vairak vérojama morala
degradacija, tickSanas péc materialajam vertibam un personigas labklajibas, kas biezi vien
tiek nodrosinata uz savu lidzpilsonu rékina.

Vesture atkartojas. Ar121. gadsimta sakuma par vienu no galvenajiem uzdevumiem izglitibas un
audzinasanas joma kliist personibai bistamo utilitarisma un pragmatisma tendencu parvarésana,
tie tiecas nostiprinaties gan izglitibas satura, gan skolénu sasniegumu vertésana.

Pedagogijas ideju attistibas izpéte ilgaka perioda lauj izdarit secinajumu, ka idejas, kuram
kada teritorija zinama laika posma dazadu iemeslu d&l nav bijusi iesp€ja izpausties, vienmer
atgriezas, tomer ar1 “nelabvéligaja perioda” to klatesamiba ir jiitama un slépta veida ietekme
notiekoSos procesus. Pie $adas atzinas nonak arl profesors Janis Anspaks monografija
“Pedagogijas idejas Latvija”.

“20. gadsimta beigu posma raksturigaka ipatniba ir ta, ka 20.-30. gados dzimusas atzinas, idejas
un koncepcijas par personibas attistibu un izp@eti saglaba savu nozimibu visos turpmakajos
audzinaSanas teorijas un prakses attistibas posmos. Vel vairak — ar1 21. gadsimta §1s atzinu
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bagatibas it ka atdzimst no jauna, veidojot fundamentalus pamatus bérna personibas izpratnei
un pieejai tas izpetei no viengabalainibas pozicijam.” (Anspaks, 2003., 390.)

Pedgja desmitgad€ biezi ir izskangjis viedoklis, ka viss, kas bijis literatiiras macibu metodika
padomju perioda, nav véra nemams un pat varbiit atmetams, jo notika izglitibas satura
paklausana komunistiskas propagandas mérkiem un ari macibu process tika organizéts ta,
lai veidotu totalitarajam rezimam padevigus pilsonus. Tomér bez ieskata $aja vidusposma
nav iesp&jams veidot sasaisti starp uzdevumiem, kas tika risinati pirmas Latvijas brivvalsts
laika, un to parmantojamibu musdienas.

Orientacija uz macibu procesu ka aktivu ta dalibnieku mijiedarbibu

J. A. Students sava izglitibas un audzinasanas sistéma galveno vietu ieradija audzinatajam
maksliniekam, jo uzskatija, ka audzinasanas maksla izpauzas spgja sajiisminat un aizraut,
stimulét un neuzkritosi vadit. Par cilveka dzives mérki vin§ uzskatija paSpiepildiSanos,
t. i., savu gara davanu izkopSanu Iidz pilnibai. Tas saskan ar miisdienas aktualas humanas
pedagogijas galvenajam t€zém. A. H. Maslovs par galveno cilvéka dzivé uzskata pasrealizaciju
un par galveno izglitibas uzdevumu — palidz&t individam augt pilnvertigas cilvécibas virziena
un aktualizét visas vina eso$as potencialas iesp&jas (Maslovs, 2002., 228.). Sis process
nenorisinas tikai klases telpa, tas attiecas uz katru cilvéku un ilgst no vina piedzimsanas lidz
aizieSanai no dzives, kuras laika vinam ir nepiecieSami uzlidojuma, augstaka pardzivojuma,
insaita mirk]i. Sadi mirkli ir nepieciesami katram cilvékam neatkarigi no laikmeta, valsts un
sabiedriski politiskas iekartas, kura vin$ dzivo un kura nodroSina vina sp&ju rados$i uztvert
pasauli.

Stalinisma laiks izslédza jebkuru radoSo izpausmju iesp&jamibu no macibu procesa dalibnieku
puses, bet 1sais atkusna periods 50. gadu otraja pusé radija pamatu tam pozitivajam parmainam,
kas 1paSi samanamas kluva 70.-80. gados. Ja pirmajos péckara gados un 50.—60. gados
domingja oficialas, par vienigajam pareizajam atzitas padomju pedagogijas nostadnes, tad
70.—80. gados oficialas ideologijas frazes paradijas galvenokart teorétisko rakstu un praktiskas
pieredzes materialu ievados, bet to galvenaja dala autori pievérsas patiesu pedagogiskas
logikas diktétu problému risindgjumam. 1985. gada iznakusaja I. Freidenfelda un V. Usina
gramata “Macibu procesa pilnveide skola” liela uzmaniba veltita skolénu izzinas darbibas
aktivizesanai, izzinas patstaviguma un intelektuala darba prasmju un iemanu veidoSanai,
maciSanas motivu veidosanai un macibu individualizacijai. Atskiriba no agrak domingjosas
tendences, kad uzsvars tika likts uz maciSanu, kas ir viena no autoritaras pedagogijas iezimém,
kuru kultive totalitara vara, gramatas autori akcente domu, ka pedagoga un skolénu sadarbibu
macibu procesa nevar izteikt formula — vaditajs un vadamie.

“Misdienu macibu procesu raksturo pedagoga un skolénu savstarp€ji nosacita mijiedarbiba.
Pedagoga darbiba (maciSana) tiek virzita ta, lai organize€tu skoléenu mérktiecigu darbibu
(macisanos), kuras gaita vini nevis vienkarsi uznem “gatavu’ informaciju, bet gan to ieksgji
adaptg, parstrada atbilstosi savai pieredzei un intelektualas attistibas ltmenim, ka arT apgiist
darbibas veidus, panémienus, kas izmantojami macisanas procesa.” (Freidenfelds, Usins,
1985.,9.)

Problemiska pieeja literatiiras macibas

Orientacija uz macibu procesu ka aktivu visu ta dalibnieku mijiedarbibu akcentéta art
70.—80. gados izdotajos metodiskajos materialos latvieSu literatura, ka arT 80. gadu otraja
pusé sagatavotaja “Literatliras maciSanas metodika”. Mijiedarbiba tiek Tstenota ar macibu
lidzeklu palidzibu, izmantojot dazadas macibu formas un metodes. Aplikojot macibu
metozu kompleksas izvéles un izmantoSanas iesp&jas literatiiras stundas, ir uzsveérta doma,
ka reproducé€$ana un jaunrade macibu procesa ir ciesi saistitas un atrodas dialektiska
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vienotiba. S1mijiedarbiba jarespekté tadel, lai nepielautu vienpusibu skolénu izzinas darbibas
organizeésana.

Skoléniem macisanas ir izzinas process, kura gaita vini iedzilinas paradibas biitiba, apjédz un
izprot §1s paradibas. ledzilinaSanas paradibas biitiba literatiiras stundas veicina probléemiska
izklasta metode, kad “skolotajs izvirza problému, pats to iztirza, tacu vienlaikus audzeékniem
norada tas risinasanas celu, kas viniem veicams, iedzilinoties problémai piemitosas un skolénu
izpratnei pieejamas pretrunas, ka ar1 paskaidro risinasSanas gaita saglabajamo domu secibu”
(Skatkins, 1984., 179.).

Probléemmacibu pamata ir amerikanu psihologa, filozofa un pedagoga Dz. Djui (1859-1952)
darba skolas ideja. 1894. gada Cikaga vins izveidoja darba skolu, kura macibu pamata bija
nevis macibu plans, bet spéles un darbibas izzina. Skolas macibu metodes, jaunie apguves
principi sakotn&ji netika teorétiski pamatoti un formuléti koncepcijas veida, bet popularitati
ieguva 20. gadsimta 20.-30. gados.

Problémisko macibu bitiba ir ta, ka skoléniem uzdod secigus uzdevumus, t. 1., noteiktus
izzinoSus uzdevumus, un skoléni ar skolotdja palidzibu vai patstavigi veic radosus mekléjumus
to risinasana. Problémmetodes pamata ir didaktikas sistéma, ka balstas uz zinasanu radosas
apguves un darbibas sp&ju likumsakaribam un ietver maciSanas un macisanas specifisku
panémienu kompleksu.

Problémiska maciSana ir Cetri galvenie posmi:
* vispargjas problémsituacijas izprasana,
 tas analize un konkré&to problému formulésana,

* problému risinasana, izvirzot un pamatojot hipotézi, kam seko pamatojumu
parbaude,

* problémas atrisinajuma pareizibas parbaude.

Problémiskas macisanas bitiba ir radit problemsituaciju un virzit skolénu darbibu ta, lai
vini patstavigi so macibu problému atrisinatu. Problémiskus uzdevumus nevar atrisinat
ar esosajam zinasanam, un tapéc skoléniem jadarbojas, lai vini iegitu jaunas zinasanas.
Jautajumi, uz kuriem ir viegli atrodamas atbildes, nav problémjautajumi, jo neprasa radosus
mekl&jumus.

Metodikis Janis Rudzitis ir adapt€jis Krievija izstradato problempieeju, izstradajis pedago-
giski psihologisko pamatojumu problémpieejai latviesu literaturas didaktika, bagatinajis ar
savu un skolotaju-metodiku pieredzi. Jana RudziSa novatoriskie metodiskie paliglidzekli,
rosinatajlidzekli, rosindgjumi eso$o un toposo literatiiras skolotaju profesionalas domasSanas
izkopS$anai, problémuzdevumu sé€rijas nenoliedzami ir loti liels atbalsts un paligs jebkuram
skolotajam, kur$ par savu svétu pienakumu literattira ka makslas priekSmeta uzskata tadus
aspektus ka skolénu radoSo pasizpausmi, emocionalo un intelektualo attistibu, vértiborientaciju.
Ipasi liela nozime J. Rudzi$a pedagogiskajam devumam bija padomju laika, kad literatiira tika
apgiita pec biografiskas un vésturiskas metodes un macibu gramatas nebija nekadu macibu
uzdevumu.

Savos darbos Janis Rudzitis aizsacis dialogu par pedagogisku problémsituaciju radisanu ari
literattiras skolotaja domasana. Vins norada, ka, aktivi iesaistoties pedagogiski maksliniecisku
uzdevumu risinasana, literatiiras skolotajam ir iesp&jams izkopt savas profesionalas spgjas,
bagatinat zinasanas, prasmes un iemanas, kas nepiecieSamas skolénu radosas darbibas
vadiSanai literatliras ka varda makslas stundas (Rudzitis, 1995.). Lai $ada sadarbiba noritetu
veiksmigi, autors skaidro atsevisku jédzienu biitibu un izpratni (probléma, jautajums,
uzdevums, macibu uzdevums, macibu probléma, pedagogiska problémsituacija).

Skolas darbam raksturigi macibu uzdevumi. Dala no tiem ietver pretrunu, kuru skoléns iz;jiit
ka griitibu, ko parvarét neizdosies ar vina zinaSanam un radosas darbibas pieredzi. Ta rodas
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problémsituacija — izzinosas personas 1pass psihisks stavoklis. Problémsituacija galvenais
elements ir darbibas subjekts, uzdevuma — veicamas darbibas modelis, probléma — pretrunas.
Ka zinams, literatliras macibas loti svariga ir skoléna emociju rosinasana, lidzpardzivojums.
Izmantojot problémpieeju literatiiras stundas, skoléns, skolotaja rosinats, risina macibu
uzdevumu, izvirzot sev jautdjumus un meklgot uz tiem atbildes, t. i., veido dialogu ar
daildarbu. Mekl€jumdarbibas v€lamais rezultats ir atkldjums, kuru skoléns izdara pats sev,
pardzivojot to ka subjektivi nozimigu vertibu (Rudzitis, 1995).

Organiz€jot macibu procesu tada veida, tiek parvar€tas pretrunas, kuras rada totalitara
uzraudzibas sist€ma, nosakot skolotaja darbibu macibu un audzinasanas uzdevumu istenosana,
kad novarta paliek skoléna ieksgja dzive — vajadzibas, intereses un gariga pasaule. 70.—80. gados
literatiras didaktika arvien vairak notiek orientacija uz skoléna personiski ieinteresétu
attiecksmi pret makslas darbu un taja att€lotajam paradibam, kas ir galvenais nosactjums
iesp&jami pilnigakai un dzilakai §1 darba uztverei. Ir svarigi, lai skoléns makslas darba
ieraudzitu ne tikai visparnozimigas problémas, bet lai tas butu personigi vinam nozimigas
un tuvas, jo makslas darbam cilveéka dzive biis nozime tikai tad, ja vins to patstavigu piilinu
rezultata parvertis par savas garigas dzives saturu.

Literaturas ka makslas veida
personiski ieinteresétas uztveres nepiecieSamiba

70.—80. gados uzmaniba tiek pieversta ar1 20. gadsimta 30. gados izvirzitajai un misdienas
aktualiz€tajai idejai par skolotaju ka rezisoru, kur§ apvieno skolas, gimenes un arpusskolas
aktivitates skolénu izglitoSana un audzinasana, optimali sabalansgjot skolénu darbu stunda
ar piedaliSanos dazadas studijas un pulcinu darba, ka ar1 virzot skolénu lasiSanas intereses
velamaja virziena.

Censoties attistit skolénos literatiiras ka makslas veida izteiksmes un uztveres specifikas
apjautu, metodiskaja literattira uzmaniba tiek pievérsta rakstnieka piederibai noteiktam
literatiiras virzienam un ar to saistitajam daildarba interpretacijas problémam, varda un téla
attiecibam dzeja un téla veidosanas specifikai dramaturgiska darba.

Ipasa probléma padomju perioda literatiiras didaktika ir skolas domraksts. Sakotngji dogmatisma
un reproducéSanas gultn€ ievirzitais macibu stils, protams, neveicinaja skolénu patstavibu
domasana un radosas darbibas pieredzes apguvi. Skoléni netiecas pec patstavibas spriedumos
(kas zinamas situacijas pat vargja kliit bistami), bet reproducgja skolotaju izteikumus un
macibu gramatas izlastto. Nebija iesp&jams kritisks piedavato faktu izvert€jums, un neveidojas
(vai arT netika izteikta) sava atticksme pret dailliteratiiras darbu. Panakumi Saja joma liela
méra bija atkarigi no katra literatiiras skolotaja pilsoniskas stajas un pedagogiskas prasmes.
Ja vecako klaSu skoléni sava skolotaja saskatija cilvéku, kam drikst uzticéties, kas kopiga
macibu procesa bija spgjis atraisit vinu izt€li un saskarsmé ar makslas darbu radit augstaka
pardzivojuma mirklus, vini atbild€ja ar gudriem un dziliem domrakstiem, kuros atklajas vinu
patiesa vertiborientacija un pasaules uzskats. ArT metodiskaja literatiira arvien retak tika
uzsverta zinasanu parbaudes funkcija domrakstu maciba, bet arvien vairak akcentéta virziba
uz skolénu psihiskas darbibas aktivizé$anu un personibas veidoSanu, meklgjot stimulatorus
skolénu prata un jutu darbibas aktivizéSanai un tos metodiski racionali izmantojot.

Lai gan totalitaras varas spiediens saglabajas lidz pat Padomju Savienibas sabrukumam,
tomér 70.—80. gados tas jiitami mazinajas un didaktika iestravoja jaunas, spirgtas vésmas.
Var piekrist profesoram Anspakam, ka Latvijas pedagogu gatavibu parmainam raksturo sp&ja
sava teorctiskaja un praktiskaja darba sekot nevis Sauri ideologizétiem saukliem, bet gan
pedagogiskajai logikai, nekad neaizmirstot pedagogiska procesa galvenas idejas un vértibas,
to veidoSanos péc saviem ieks€jiem likumiem (Anspaks, 2003, 387).
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Summary

The article deals with the main methodological development tendencies of teaching Latvian
literature in the 70—80 of the 20™ century, viewing this period as part of the system in the
framework of which the processes of the former two decades are continued, with a gradual
transition to the necessity of changing the paradigms worked out during the period of the
regained independence of Latvia.

The article gives the evaluation of the contribution of the most notable methodologists of
Latvian literature teaching.

Specific features of literature as a subject of art are dealt with; the basic tendencies in creating
teaching content are evaluated; the main standpoints of the methods of teaching literature
are pointed out.

Keywords: the main methodological development tendencies of teaching Latvian literature in
the 70—80 of the 20'™" century, the most notable methodologists of Latvian literature teaching,
specific features of literature as a subject of art, the main standpoints of the methods of
teaching literature.
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CTAHOBJIEHUE U PA3BUTHUE NEJATOIMKH KAK YYEFHOM
JANUCHUIT/IMHBI B COBETCKOM OBPA3OBAHUUA:
UCTOPUOTPAOGUYECKHUI AHAJIU3

THE FORMATION AND DEVELOPMENT OF PEDAGOGY AS
A TEACHING SUBJECT IN SOVIET EDUCATION:
A HISTORIGRAPHIC ANALYSIS

PEDAGOGIJAS KA STUDIJU DISCIPLINAS RASANAS UN
ATTISTIBA PADOMJU LAIKA IZGLITIBA:
HISTORIGRAFISKA ANALIZE

Tarbsina Kypusosa
JlaTBUNCKHUI YHUBEPCUTET

AHHOTANUSA

B cTarbe paccMoTpeHbI Ipo0IeMbl CTAHOBJICHUS U PA3BUTHS B COBETCKOM 00Pa30BaHUU ITPOrPaMM
1o Kypey «Ilenarornka». AHanu3 nporpamMm M Ne1aroru4eckoi JINTepaTypbl COBETCKOTO BpEMEHHU
MTO3BOJIMJI BBIICIUTD YETHIPE BPEMEHHBIX IEPHOJA, KaXKIBIH U3 KOTOPBIX OTpa)kaeT crenu(uieckue
0COOEHHOCTH pa3BUTHUS Kypca.

KuroueBble cioBa: yueOHas IMCHMILIMHA, IEJaroruka, porpamMma 1o Mnejaroruke, Lejiu Kypea,
coepikaHue Kypca, TEMBI Kypca.

BBenenne

Kypc nenaroruku, siBASIOMUNECS OCHOBHBIM B MPO(ECCHOHANBHOI MOATOTOBKE YUUTENS B
COBETCKOM 00pa30BaHMH, U IT0 CONIEPIKaHUI0, ¥ TI0 (popMe pa3padaThIBaCs, CACTEMATH3UPOBAJICS
Y COBEPIIEHCTBOBAJICA B TeUeHUEe MHOTUX necatmineTuit (1917 — nagano 90-x rr.). AHanu3
NEPBOUCTOYHUKOB MO3BOJIACT BBIACIUTL B Pa3BUTHUH KypcCa 4 MOCJICAOBATCIIbHBIX IICPpHUOJA,
Ka)KJIbIH U3 KOTOPBIX OTpa)kaeT crennduyeckre 0coOOEHHOCTH CTaHOBICHUS Kypca.

Xapakrtepucruka 1-ro nepuona (1917 — konen 20-x rr.)

[pumenmue B 1917 roxy k BiaacTu OOJIBIIEBUKA HAMEPEBAINCH HCIIOIB30BaTh 00pa30BaHUE
KaK MHCTPYMEHT CBoero BIusHHUSA. OgHaKo, B HAUYaJbHBII MEPHOJ, BOIIPOCH 00pa30BaHU
OTHOCHUTEJIBHO MOJTUTHYECKHUX MPo0sIeM He ObLIIN JIJIs BIACTHU MEePBOCTENEHHBIME. [loaTOoMy
nenaroruka 20-x TofoB MpeAcTaBlieHa Pa3HbBIMU MHEHUSMH U UICSIMHU O LENSIX U MyTAX
BOCIIMTaHUs YEJIOBEKA HOBOI'O OOLIECTBA. AHAJIU3 JUTEPaTypbl MO3BOISET BBIIACIUTH 2
aJIbTePHATUBHBIX MOJX0/Ia K PEICHUIO MpooaeMbl. CTOPOHHUKU OTHOTO IOXO0/Ia BbIIBUTAITH
TUTs1 00CYXKACHUS U peaju3alli T UJIeH, KOTOPbIE MeIarornueckas MbICIb HapadoTaa Ha
pyoexe 19-20 BexoB (bnonckuii, 1918; Bentnens, 1918; lankuii, 1918). IIpencraBurenu
JPYTOro MOAXO/AAa B CBOMX BBICKAa3bIBAHUAX HAYMHAKOT OTOXAECTBISATH METOIOJIOTHIO
MeIaroruyeckoi Hayku ¢ MeTomosioruei Mapkcusma (Komaposckuii, 1929).

Ha ctpanuniiax negarornyeckoii nmeyaTv akTHBHO 00CY K 1aeTCsl MpoOieMa HOBOT'O COAEPKaHU S
noarotoBku yuutens (Opuaman, 1928). Pazubie aBTOpbI M KOJUJIEKTUBBI NPEAJIararT s
00Cy X JIeHUs cocTaBlIeHHbIe MU ITporpammbl (Kopreituyk, 1928). B aTu rozsl negarornyeckue
y4yeOHble 3aBeleHHUs pabOoTalOT MO MPEKHUM HIU pa3padOTaHHBIM CAMOCTOSITEIBHO
nporpammam (4).
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AHaJIM3 1epBOUCTOYHNKOB 2-10 nepuoaa (30 — roann)

B 1931 rony cxema THUNOBOHM MpOrpaMMBbI MO TENAaroruke OblIa COCTaBICHA HHCTHTYTOM
MapKCHUCTCKO-IEHUHCKOW MeJaroruku Mo mopydeHuro ydeOHo-meTonuueckoro CoeTa
Hapkomnpoca. [Iporpamma cocrosiyia u3 ity pasaenos. [lepBbiid pa3aen BKIK0Yal OCHOBBI
MapKCUCTCKO-JICHUHCKOM NHAJeKTUKU B TeJaroruke, KJIacCOBble OCHOBBI BOCIHUTAHMS,
OCHOBHBIE YEPThI IEArOrMKY IIpoJIeTapruaTa Ha OCHOBE yueHus Mapkca, DHrenbca, JIeHnHa.
Bo BTOpOM paszgene paccMaTpUBAIOTCSI BOIPOCHI COLMATIUCTUYECKOTO CTPOUTENBCTBA U
KJIacCOBOM OOphObI mpojeTapuara. TpeTuil pa3jen MOCBAIIEH PEKOHCTPYKIMH IIKOJ.
YeTBepThIil — Mearoruke KanuTajaucTudeckoro oduiectna. [IaThIil pa3aen paccMaTpuBaeT
METOOJIOT U0 nefaroruku (Apxanrenbckuid, 1931).

Ha Bceepoccuiickoit koHpepeHiuu kadeap neaaroruku 1 rneaojJoruu mpeiCTaBIsieT CXeMy
porpaMMsl 1o nejparoruke M. DnmteitH. OH JenaeT aklieHT Ha 0COOOM BbIJICTICHUH dJIeMe-
HTOB TEOPUH BOCIUTAHUS B IBYX PAa3JIMUHBIX [10 CBOEMY KJIACCOBOMY COZIEPKaHUIO CUCTEMAX,
Ha pa3paboTKe MpoOJIeM U 3a71a4, KOTOPbIE MTO3BOJIIOT PACCMOTPETH BCE BOITPOCHI IEAATOT KU
C TOUKH 3peHUus JUajJeKTUYecKoro Matepuanusma (OnmreitH, 1932).

[lonpiTKa paspemnTh NpoOIEMy CHCTEMATHUECKOI0 H3JIOKEHUsI TEOPETUUYECKOIo Kypca
COBETCKOM MEAaroruky C TOYHO BBIJCICHHBIM KPYyroMm 3HaHUi Obuta cnenana B 1933 romy
(25). Cxema nmporpamMMbl BKJIFOYAIA CIEAYIONIUE TTPOOTIEMBI:

CylIHOCTh, 3HAUEHHE U 1€ COBETCKOM MEIarOruKu.
Cucrema HapOJTHOTO 00pa30BaHUSI.

YueOHble MIIaHBI ¥ MPOTPAMMBI IIKOJBL.

MeToasl 00y4eHHUs B MOJIUTEXHUUECKOW IITKOJIE.
Opranuzaruonnsie Gopmbl 00pa30BaTEIIBHON PaOOTHI MIKOJIHIL.
YuyeOHUK.

JucuuninHa.

JleTkoMABHKEHHE.

N e I N i e

BhemkonpHas paboTa.
10. Yaurens.
11. Oprann3anMOHHO-IEAArOrNYECKHUE BOTIPOCHI IIKOJIBI.

MapKCI/ICTCKO-JIeHI/IHCKaSI neaaroruka ornpeacisiCTCAa Kak HayKa O BOCIIUTaAHUU, O6pa30BaHI/II/I
n O6y‘{eHI/II/I B ICJIAX CO3aHUA ITOKOJICHU A CIIOCOOHOTrO YCTaHOBUTb KOMMYHHU3M.

B nosicHUTENBHOM 3aIIMCKE CKa3aHO, YTO B OCHOBY IIPOTrPaMMBI IIOJIOKEHO U3y YEHUE IIKOJIBI,
KOTOpasi SIBJISETCS OCHOBHBIM opyaueM napTuu ¥ COBETCKOHM BJIACTH B Jiejie BOCIUTAHHUS,
o0Opa3oBaHus U 00yYEHUsI MOIPACTAIOIIETO MOKOJICHHUSI.

[Ipu npopaboTke mnepBoi TeMbl LEHTPAIbHOE MECTO 3aHUMAET H3YyUYEHHUE OCHOB
KOMMYHHUCTHYECKOT'O BOCIIUTaHUA. B TeKCT mporpamMmbl BKIIOYEHBI MOATEMBI: KIIACCOBAs
CYIIHOCTbh BOCIIUTaHUs U 00pa30BaHUs B OypKya3HOM OOILIECTBE U 3a/1a4yl IpOJIeTapuara;
Ledb W 33a/1adyd BOCMUTaHMSA, 00pa3oBaHUsI M OOyYEHHS TOJPACTAIOLIETO MOKOJEHUS B
YCIIOBUSIX IMKTATypbl MpoJieTapuaTa; MPUHLUUIBl U COAEPKaHHUE KOMMYHHCTHYECKOTO
BOCIUTAHUS B LIKOJIE; MPEAMET U METOJI IIeJarOTUKH.

[IpuoOpeTeHre YeTKUX U OMpPENeNIEHHBIX METOJO0JOIMUYECKUX YCTAaHOBOK MAapKCHCTCKO-
JICHWHCKOMW TIeTaTOTMKHU COCTABJISICT OCHOBHYIO 3a/1a9y M3y4eHUs 3Tor TeMbl. [locie 3Toro
CTYJCHTHI IPUCTYNAIOT K O3HAKOMJIEHUIO C CUCTeMOoW HaponHoro obpazoanusi B CCCP,
®panuum, ['epmannn u CHIA.

Temnbr 3—7, X, XI packpblBatOT OCHOBHBIE BOIIPOCHI COJIEPKAHMSI, METOJOB U OpraHU3aIuu
rkoJibl. OHU TUAAKTUYECKH BOOPYIKAIOT CTYACHTA KaK OyMyIIero meaarora.
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B 8-i1 reme paccmarpuBaeTcs mpodiema e TKOMABUKEHUS U €T0 3a]1a4 B IIIKOJIE, PACKPHIBACTCS
CYIIHOCTb JE€TKOMJIBUKEHHMS KaK OOIIECTBEHHO-NOJUTHUYECKON OpraHU3alluM, UCTOpUs
pa3BUTHUS JETCKUX OpraHU3allUi B CTpaHEe M B KANUTAJUCTHUYECKUX CTPAaHAX, a TaKKe
CoZiep)KaHue, METO/bI, OpraHU3alMOHHbIE (POPMBI ITMOHEP/IBUKEHHUSL.

Tema 9 paccmarpuBaeT BHEIIKOJBHYIO pabOTy Kak OJHY U3 (OPM KOMMYHHUCTHYECKOTO
BOCITMTAHUS, €€ Pa3BUTHE B UMIIEPHAIIMCTUUECKUX CTpaHaX, B Poccuu mpu camoep kaBuu
u iocnie OKTAOpS.

B nosicuuTenbHOM 3anMCKe 1aeTcs MIaH PACKPBITHS KaK10M TEMbI: MApPKCUCTCKO-JIEHUHCKAs
TPaKTOBKA MPOOJEMBI; TEOPUS U MPAKTUKA CTPOUTEIHCTBA COBETCKOM HIKOJIBI, TEOPUS U
MpaKTUKa Oy prKya3HOU LIKOJIbI; KPUTHYECKAsl OLIEHKa Oy pKya3HOH Meqaroruku; pacKpbITHe
U KPUTHKA «IIPABO» U «JIEBO» OMIMOPTYHUCTHUYECKUX U3BPALEHUN MapKCUCTKO-ICHUHCKON
[e1aroruKy.

B marepuanax oOcyxJeHUs U B MEPUOJUUYECKON MeYaTH yKa3bIBAJIOCh, YTO IporpaMmma
BBITOJIHO OTJIMYAETCS OT MPEKHUX TEM, UTO PeUb B HEH HJIET IEHCTBUTENHHO O NeJarOrHu4ecKux
npobiemax. K HeocTaTkaM OTHOCHIIH HEIOCTATOYHOE pa300iaueHIe KJIaCCOBOIO XapaKTepa
OyprKya3HOH IIKOJIBI, Pa3JIMYHBIX U3BPALICHUNA U IX METOIOJIOTMUECKUX KOPHEH (A TEKCHHCKHH,
1933; Punnuy, 1934).

He Bce memaroru OblIM COrNIacHBl C TaKUM HaNpaBICHUEM B Pa3BUTHHU COACPKAHUS
HeJarornyeckoro 0opazoBaHus, MbITAIUCH PA3BEPHYTh €r0 K PEOCHKY.

Pesko xputukyer kypc neparoruku II. I1. biaonckuit. I1o ero MHeHHIO, 3TO CKOpee Kypc
MOJIUTTPaMOThI U coOOpaHue TEKYIIUX MPABUTEIbCTBEHHBIX TOKYMEHTOB U LIUPKYJISPOB O
mkose. OH 0co00 BBIAETAET HEOOXOAMMOCTh 3HAHUS YUYUTEIIEM BO3PACTHBIX 0COOEHHOCTEH
nereid. Hemoctatouno paspadotanubiMu, 1o MueHuto I1. I1. bioHckoro, siBisitoTCsl Takue
paszensl Kak METOABI eJarOTUKH, CUCTEMa Pa3IUYHbIX KOHIETIIHUN CYyIIIHOCTH BOCITUTAHUS
(cBOOOMHOE BOCHHUTAaHWE, BOCIMHUTAHHE KaK BHYIIEHHUE (IPECCHUPOBKA), BOCIIUTAHUE KakK
pa3BuTHE (MeaqrcTUUYecKass U MaTepUaIuCTUYeCcKasi pa3HOBUIHOCTH), pa3IU4YHbIC TEOPUU
00pazoBaHus, MPOOIEMBI ColepKaHus BocnuTaHus u obpazoBanus (bionckuii, 1934,
1935).

Ha coBemanuu 3aBeayronmx kadeapaMu NeJarorukd M MCHXOJIOTMM, OCHOBHAs 3ajaya
KOTOPOT'O COCTOsIJIa B TOM, 4TOOBI B cOOTBeTCTBUHU ¢ moctaHoBieHueM [[K BKII(0) ot 4
utoiist 1936 rona nmepecTpouTh MPOrpaMMBbl MO0 MEAATOTMYECKUM JAUCIUIIIIMHAM, TPUHSATA
cXeMma MporpaMMbl, 3HAUUTENbHO OoTianYaromascs ot npeasiaymux (13). [epsoiit paznen
IpPOrpaMMBbl BKJIIOYAJI 3 YacTH.

[gacTe — mpeameT U MeTo nefaroruku. Bo BTopoit yacTu paccMaTpUBAIUCh LETb U CUCTEMA
KOMMYHHUCTHYECKOTO BOCIHUTAaHUsI peOeHKa. JTa YacTh BKIIOYAlla TaKUE MPOOIEMBI Kak
(hopMupoBaHrE KOMMYHHUCTHYECKOTO MUPOBO33PEHHU S, BOCTUTAHNE BCECTOPOHHE PA3BUTON
JUYHOCTH, YMCTBEHHOE 00pa30BaHKE, HDABCTBEHHOE BOCIIUTAHUE, ICTETUYECKOE BOCTIUTAHUE,
¢u3nyeckoe BocmUTaHue, nonuTexHudyeckoe odyuenue. B III wactu paccmarpuBaniuch
MOJUTHKA W CUCTEMa HApOAHOTO 0Opa3oBaHUsS B KAMUTAJIHCTUYECKHX CTpaHaX, B
nopeomtonnonHoi Poccun u 8 CCCP.

Bropoii pazaen nporpaMmsl, BKJIHOYAIOIINAN 4 4acTH, Ha3bIBAJICS BO3PACTHOM Nearorukoi. B
[ vacTu paccMaTpuBasioch BociuTaHue pedeHka 70 3-x jieT. Bropas yacth Obliia MocBAIIeHa
JOIIKOJIBHOMY BocuTaHu0. OHa BKJIFOYaIa pACCMOTPEHUE CIIENYIOMINX TPOOIEM: IOITKOIBHOE
BOCIIMUTAaHUC B UCTOPUUYCCKOM pPA3BUTHUH, aHaTOMO-(bI/BI/IOJIOI‘I/I‘-IeCKI/Ie U IICUXOJIOT'MYCCKHE
0COOCHHOCTHU Pa3BUTHUSI JOUIKOJIBHUKA, PEKUM, BOCIIUTAHUE POCTEHIINX HABBIKOB, UTPa
U ee 3HaueHHE B JONIKOJIHLHOM BO3pacTe, KJIACCU(PUKAIMKN UTP, UTPYLIKH JOITKOJIBHHUKA
1 TpeOoBaHUA K HUM, MIEpBOE 3HAKOMCTBO peOeHKa C OKpY’Karolel J1eHCTBUTEIbHOCTBIO,
MIepexo/1 B IIKOTY, JOIIKOJIBHbIEC YUPEKICHNS, TPEOOBaHMS K JOIIKOJIBHUKY. B TpeTbeil uactu
paccMmaTpuBaIMCh MPOOIEMbI BOCIIUTAHUS U 00yUYEeHU S IIKOJIbHUKA. BTN BBIJIENIEHBI TaKKe
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BOITPOCHI KaK, YYCHUC O IIKOJIC U OCHOBBI AUJAKTUKHW; BOCIIUTAHUC U 06yquI/1e B MJIaJJIEM,
CPCAHEM U CTapIIEM HIKOJIBHOM BO3PAaCTC, OCHOBLI ITKOJIOBCICHU .

[TpobGnembl yueOHOTO MIaHa, MPOrpaMM, y4eOHUKOB, OpraHU3AIMOHHBIX (HOPM U METOIOB
00ydeHHsl, MPOBEPKHU M OICHKH 3HAHWHN YUYalTuXcs, JUCIHUIUIMHBI U NIKOJBHOTO PeXUMa,
OOIIECTBEHHBIX OpraHMU3aIlMid U BHEKJIACCHOW PabOThl pacCMaTPHBAJIUCH OTICIBHO JUIS
Ka»JI0M BO3PACTHOM I'PYMIIBIL.

Cpenu mpobsieM cpeqHero M CTapuiero Bo3pacTa u3ydajach npodopueHtauus. B gactu
LIKOJIOBEJICHU S OBLITN BKJIIOUEHBI BOIIPOCHI, Kacaloluecst 000py10BaHUs IKOIBHOIO 3/1aHUS,
YIPaBJICHUS U PyKOBOJACTBA IIKOJIOMN.

OTaenbHON YeTBEpPTON YacThIO MPOTrpaMMbl OBLIO OINpPEAENIEHO BOCIUTAHHE peOeHKa B
ceMbe.

CraHoBieHHE Kypca Negaroruky mpoxoauio TpyaHo. [locie noctanoBieHus 0 IEA0I0rNYECKUX
u3BpameHusax 1936 rona mporpaMMbl MEHSJIMCh MOYTH Ka)KJbIHd o, T.K. MIPU3HABAJINCH
HEYIOBJIETBOPUTEILHBIMU M OMKUOOUYHBIMHU. B ampene 1937 roma Ha 3acemaHum Y4eHOTO
KomuteTa no negarorndeckuM Haykam ObIJIO OTMEUYEHO, UTO B MPEMOAaBaHUH TIeIarOTUKH
MOXHO OTMETHTh MHOTO OIIMOOK: M3JI0KEHHE Kypca HE MMEET CTPOTO BBIJICP)KaHHOU
CHCTEMBI; MOCTPOSHHUE Kypca HOCUT IKIICKTUUECKUN XapaKTeP; B U3JI0KESHUH TEM MPU OOUITUN
KPUTHUKUA OTCYTCTBYET IMOJJIMHHO Hay4YHasi MAapKCHUCTCKasi KPUTHUKA; TEMbl TPAKTYIOTCS
BOOOIIIE, CTYACHTHI HE BOOPYKAIOTCS TO3UTUBHBIMY 3HAHUSIMHU; B IIPETIOIABAHIH HMEET MECTO
OTPBIB Kypca OT OMBbITA COBETCKOM IIKOJIBI; B JIEKIMIX JIETACTCS YPE3BBIYAIHO OOJBIION
HUCTOPUYECKHUI IKCKYPC.

[epBoouepenHoIi 3a1aueii naabHEHIIEH paboThI OBLIO OMPEIETICHO «BBIKOPYECBBIBAHHE) BCEX
W3BpAIICHUH B TEOPUH U MTPAKTUKE COBETCKOM KOG (12).

Pemenmus deBpanbckoro - maptoBckoro [ Inenyma LIK BKII(6) 1937rona, moctaBHBIIIEro BOIpoc
0 HEOOXOIMMOCTH YCHJICHUSI BOCITUTATEIBHOM pabOoThI, OKa3aJIu 3HAYUTEIbHOE BIUSIHNUE HA
00Cy’XKJIeHHe MpPOeKTa MporpaMMmbl MO mexaroruke Ha 3aceganuu Coseta npu Hapkome
npocgenieHuss PCOCP. K cepbe3HbIM HetocTaTKaM 00CyK/1aeMOro MPOEKTa ObLIN OTHECEHBI:
ciaboe packpeITHe Guocopuu Mapkcu3Ma; OTCYTCTBUE HEOOXOAUMOM SICHOCTH U YETKOCTH
B XapaKTEPUCTUKE MaTepHaIN3Ma U NJeaIN3Ma; HelOCTaTOYHasl KPUTHKA U pa3o0iaueHue
OyprKya3HBIX [IEJarOTMUECKUX TEOPUH, & TAKIKE TEOPUH, CBOJSALINX POJIb IKOJIBI U yUUTENs
TOJIBKO K BOOPYKEHUIO J€TEH ONpe/IeIEHHbIMY 3HAHUSIMU U UTHOPUPYIOIUMU padoTy 10
MOJTUTHYECKOMY BOCITUTAHHIO ydamuxcs v T.1. COBET MOAYEpKUBAET, YTO MPOrpaMMa 1o
MeIaroruKe Kak Mo COACPKAHMIO, TaK M CTHITIO N3JIOKEHHUS TOJKHA OBITh OOIBIIEBHCTCKUM
JOKYMEHTOM, MOOMJIM3YIOIINM YYHTEILCTBO Ha OophOy 3a mkony Mapkca-DHrenbca-
Jlenuna-Cranuna. B nporpamme Ha 1937/38 yueOHBIH ro BliepBble CaMOCTOSITENIbHOM ObLTa
BbIAeneHa TeMa «lInonepopranusanus u komcomom» (15).

B nporpamme, yTBeprkieHHOM Beecoroznbim KomuteTom o nienam Boiciiei mkodbl mpu CHK
CCCP B aBrycte 1938 rona, BriepBeie 0003HAUYMIIOCH Ha3BaHME paszena «OOImme 0CHOBBI
neaarorukuy. Pasmen BKiIoyana Takue mpoOIeMbl Kak MpeIMeT Mearoruku, gpuiocodcekue
OCHOBBI TEJATrOTHKH, IIeJIb KOMMYHUCTHUYECKOTO BOCIHUTAHUS, UCTOYHUKHU TEJATrOTUKH,
METO/bl HAYYHO-TIEAArOrHYECKUX UCCIEeIOBAaHUM, TIeIaroruka u Apyrue Hayku. Bropoit u
TPETU pa3iesbl IPOrpPaMMbl ObLITH MOCBSIIIEHBI BOCHUTAHUIO AETEH J10 IIKOJIbI U ITKOJIBHOTO
Bo3pacTta. ['ocynapcrBenHas nonutuka CCCP B 061acTu HapogHOTO 00pa30BaHUS U IIKOJIBI
BBIJIEJIEHA B UETBEPTOM paszzee. [[aThiii pa3ien cocTaBiseT Teopus 00pa3oBaHUs U O0YUYECHUS.
B aToM paznene paccmaTpuBaiuch clenyome mpooieMbl: yMCTBEHHOE pa3BUTHE; 0011Iee U
MONIMTeXHUYeckoe 00pa3oBaHue; MPUHIIUIIBI COBETCKOW Teoprur 00pa3oBaHUs U O0yUYCHHUS;
cofiepaHue 00pa3oBaHus U 00yUeHU s, Opranu3anus yueOHoi paboThl; METO/IbI; MPOBEPKa
Y OIICHKA 3HaHUH; y4eOHbIE TTOCOOHSI.
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Pasnen VI, nasbiBaeMslli « Teopust KOMMYHHCTHYECKOTO BOCIIUTAHU D, BKIIIOYaJl BOCIIUTAHUE
KOMMYHHUCTHYECKON MOPAJIN; BOCIIUTaHUE OOJIBIIEBUCTCKON BOJIN U XapaKTepa; BOCIIUTAHUE
¢usnyeckoe u scrernyeckoe. OTIEIBHBIME pa3ielaMd B MPOrpaMMe paccMaTpUBAIUCh
KOMCOMOJIbCKasl, IMOHEPCKasd U y4YCHUYECKas OPraHU3allMM B ILIKOJIC; IIKOJIA U CEMbS;
BHEKJIACCHAsl M BHEIIKOJIbHASA Pad0oTa; yUUTEIb COBETCKOM LIKOJBI U 1IKosoBeAeHue (16).

B npenBoeHHBIE TOAbl CTPYKTypa NpPOrpaMMbl MEHSJIach HE3HAYUTEIBHO, M3MEHSJIACh
MOCTIeIOBATENIbHOCTH Pa3/IeioB, YTOUHIOCH UX Ha3BaHue (17).

AHaJm3 UCTOYHUKOB 3-ro nepuoaa (40-e — konen 60-x rr.)

B ¢eBpasie 1941 rona Ha cOBEIIaHNH 11O BOITPOCAM TT€Iar OTMKH U TICUXOJIOTHH ObLJTa TOCTAaBIICHA
3aJja4ya nepecMoTpa yueOHbIX IMJIAHOB M TPOrpaMM JIJIs IEAArornueckux yueOHbIX 3aBeICHU .
B wactHOCTH, OB TOCTaBJIEH BOMPOC O HEOOXOIMMOCTH MEPECTPOMKH Kypca NeJaroruky B
BVY3ax (23). Pabota B 3TOM HanpasieHHH Obli1a npepBaHa Benukoii oreuecTBEHHOH BOMHOI
1 BO300HOBJIEHA IOCIIE €€ OKOHYaHUSI.

[Iporpamma nenaroruku, yrBepxkaeHHass Hapxommpocom PCDOCP B Hos0pe 1944 roma
,3aHMMAaeT 0c000e MECTO B HICTOPUH PA3BUTHSI M1E€AarOrH4e€CKOro 3HaHUS JUIsl 00pa30BaHUs
yuuTesen. B cTpykType nporpaMMbl BIEpBbIE, KAaK OCHOBHBIE, BHIICISIOTCS pa3aeibl « Teopust
Bocniutanus» u «Teopus oOyuenus» (19).

B Teopuu BociuTaHust HAUMHAIOT 0OPMIIATHCS TaKue TeMbI Kak 1. OCHOBBI HDAaBCTBEHHOTO
BOocMTaHusA, 2. BocmuraHwe COBETCKOro maTpuoTtusMma, 3. TpymaoBoe BOCIHUTAaHHUE,
4. BocnutaHHe CO3HATEIBHOM TUCHMILIMHEL, 5. DcTeTHYecKoe BocuTanue, 6. duzndyeckoe
BOCIIUTaHUE M BOGHHO-000pOHHAas pabora, 7. OpraHu3amus U BOCIIUTAHUE YUSHUUECKOTO
KOJJIeKTuBa, 8. KoMcoMonbckue, MUOHEPCKUE U YUEHHYECKHE OpraHu3alluyd B IIKOJIE,
9. BHeknaccHas u BHENIKOJIbHAS padoTta, 10. Yuutens coBeTckoi mkoisl, 11. Bocnuranue
peOeHKa B CEMbE U B IIKOJIE.

Brnepsble BblaeneHbl, Kak OTaelabHbIE, TeMbl 2, 3, 7. B pasgene «Teopus oOyueHus»,
paccMaTpUBalOTCs TPAJAULMOHHBIE JUAAKTHUYECKHUE TEMbI: YUEHHE O mpolecce 00yueHus,
cofiepikanre o0y4eHne, ypoK U MeTOAbl 00yueHus. OTIIMYIUTETHPHON 0COOCHHOCTHIO pa3/ena
SBIISIETCS BBIJICJICHUE OTJEIbHON TEMOW MPUHLIUIIOB 00yYEHUSI.

Amnanuz mporpaMm Kypca neaaroruku 1946, 1947, 1949, 1951, 1954, 1957 rr. noka3bIBaer,
YTO B 3TH TOABI CTPYKTYypa MPOrpaMM HE MEHSJIACh.

ConeprkaHue Kypca u3jaranoch B 4 paszenax: oOLIre OCHOBBI IEJaroruKu, TEOpHst 00ydeHHUs,
TEOpHsI BOCIIUTAHMS, YIIPABICHNE U PYKOBOACTBO IIKOJIOM.

Marepuanbs XX cbe3nga KIICC (1956 1.), 3akoH 00 YKpEIIeHNUU CBSI3U IMIKOJIBI C )KU3HBIO U
0 JaJbHEUIIeM pa3BUTHH CUCTeMbl HapogHoro obpaszoBanus B CCCP (1958 r.) moctaBuimn
B IICHTP BHHMaHHUS PAOOTHHUKOB CHCTEMBI Tea00pa30BaHUs MPOOJIEMBI OOIIETO H
MOJIUTEXHUYECKOr0 00pa30BaHMs HA OCHOBE COSAMHEHHS 00y4eHHUs C TPOU3BOAUTEIbHBIM
TPYAOM. DTH IOKYMEHTBI ONPEAETIHIN HAalIPaBJIEHUE PA3BUTHSI COBETCKOM IIKOJIbI B YCIIOBUSAX
Pa3BEepHYTOr0 CTPOUTEIHCTBA KOMMYHH3MA.

Ha Bcepoccuiickom coBemanmnu 3aBeayomux kadeapamu negaroruku 15 nexadpst 1959 rona
OBLITIO YKa3aHO, YTO OJTHOW M3 IICHTPAIBHBIX 33134 TIeJJarOrnYecKOro 00pa3oBaHus SIBIISCTCS
MOATOTOBKA B BBICIIICH IIKOJIE JIFO/IEH, CIIOCOOHBIX OCYIIECTBIATH 3aKOH 00 YKpEIJICHUN
CBSI3H IIIKOJIBI C )KU3HBIO.

Ha coBemanuu cTaBUTCS BOITPOC O KOPCHHOM IICPECMOTPEC Kypca IICAAroruku.

[Ipenytaraemslii IPOEKT HOBOW IIPOTrPaMMBI, CIELHAIBHO MOATOTOBIEHHOW K COBEIAHHUIO,
HalleJIeH Ha OCBEIICHHE BONPOCOB CBS3M OOyYEHHMS U BOCHUTAHUA C IMPAKTUKOU
KOMMYHHCTHYECKOTO CTPOUTENIBCTBA, HA pEIIeHue MpoOIeMbl COeNUHEHUs O0yuUeHHS C
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MPOU3BOJUTEIBHBIM TPYIOM, Ha coiepkaHue (GopM U METOAOB MOJUTEXHHYECKOTO U
npodeccroHanbHOro 00pa3oBaHus. boblioe BHUMaHUE YACTSETCS HE TOIBKO PACKPBITHIO
COZIepKaHUs BOCIIUTATETILHOUN pabOoThI, HO M €€ METOAMKE U (popMaM OpraHU3aIuH Pa3TUuIHBIX
BHJIOB JICSITEILHOCTH ydamuxcs (8).

B mporpamme 1961 rona (penaktop . T. OropogHuKoB) 10 cpaBHEHHUIO ¢ Tporpammoit 1957
rojia cJieyeT OTMETUTh MHYIO JIOTHUKY M3JIOKEHUS MaTepralia. B HOBOM mporpaMme BbIJIEIEHO
5 pa3nenoB: o0uIue BOMPOCHI Mearoruku; CoaepKaHue KOMMYHUCTHYECKOTO BOCTUTAHUS U
00pa3oBaHUs; TEOpUs 00yUCHHS; TEOPHS M METOIMKA BOCITUTAHWS; IIIKOJIOBEICHHUE.

B nepBom pazzene «O011re ocHOBBI neiarorukun» Ha ocHose nporpammbl KITCC packpbiBaroTcest
IpeaIMET U METOJ HayKH, JAeTCsl XapaKTEePUCTUKA POJIM KOMMYHHCTHYECKOTO BOCIIUTAHUS
B [IEPUOJ] Pa3BEPHYTOr0 CTPOUTEIBCTBA KOMMYHM3Ma. Jlasiee paccMaTpuBaroTCs (pakTopsl,
BIUSIOLIME HA (POPMUPOBAHHUE TIOPACTAIOIIETO MOKOJICHHS 1 MIOKa3bIBAETCS BEAYLIAs POJIb
BOCIUTAHUS [0 CPABHEHUIO C TAKUMH (PAKTOpaMU KaK HACJIEICTBEHHOCTh U CPefa.

BTopoii pazaen mporpaMMbl MOCBSIIEH CONEPKAHNI0 KOMMYHHUCTHYECKOTO BOCITUTAHUS U
oOpaszoBanus. BBons 3TOT pasjern, aBTOPbl CTPEMHIIUCH IIETIOCTHO PACCMOTPETh BECh KPYT
BOITPOCOB, KaCAIOIIUXCS TEX YePT U Ka4eCTB JIMYHOCTH, KOTOPHIE B IPOIIECCE BOCITUTAHUS U
00yueHHs1 HeOOXOAMMO pa3BUBATh U (OPMHUPOBATE.

B tpeThem paszzene mporpaMMel, MOCBAIICHHOM TEOPUU 00y USHHSI, pACCMATPUBAIOTCS TEMBI:
«CymHocTsb nporecca 00yueHus», «I [puHIunbI 00y 4eHus», «Y4eOHbIe MIaHbI U TPOrPAMMBI
HIKOJIBIY, «MeTtonbl 00yueHus», «PopMbl opraHuzanuu yueOHol padoTel». CoaepikaHue
u3JaraeTcs B TPaJAWLIMOHHOM, YCTOSBILEHCS B COBETCKOM MEaroruke JOruKe.

UYeTeprslii pasaen «Teopus 1 MeTOAMKA BOCIIUTAHUS) PACCMATPUBAETCS B JBYX aCIIEKTaXx:
10 COCTaBHBIM YaCTsIM KOMMYHHMCTUYECKOTO BOCIIMTAHUS ¥ 110 OpPraHU3allMOHHBIM (popMaM
BOCIIMTATEIbHON paboThl. B mepBoM acriekte B MporpamMmy BKJIIOYEHBI TaKHE TEMbI Kak
«CyIIHOCTB IpoLecca BOCIUTAHUA», «MeTonbl HPABCTBEHHOTO BOCIUTaHUS», « MeTObI
TPYAOBOI'O BOCIHUTAaHUAY», «METOIBI 3CTETUYECKOr0 BOCIUTAHUA». BO BTOpOM acrnekre —
«YUEeHHYECKHUH KOJUIEKTUB B IIKOJIE», «KoMcOMOnbCKas, MUOHEpPCKAas M yYEHHYECKas
OpraHu3anuu B IIKoJe», «DOpMBI BHEKJIACCHOW pabOThI», «YUHTEIb U KIACCHBIH
pykoBoautens», «Bocnutanue nerein B cembe». Pasgen mKoIOBeACHUs NMOCTPOEH B
TpaauimoHHoi soruke (18).

Juckyccust o mepecTpoiike npenogaBanus negaroruku, Hadatas M. T. OroponqHuKoBbIM,
3aTpPOHYyJa BCE OCHOBHBIE BOIPOCHI NMEPECTPOUKH Kypca MEJarorMKh B COOTBETCTBUM C
pemennsimu X XI1I cbe3na n Hool [Iporpammoit maptuu. [ TaBHBIMU 3a7ja4aMU B BOCIIUTAHUHT
MOJIPACTAIOIIETO MOKOJICHUS MapTHS BIABHHYJIA ()OPMUPOBAHNE HAYUHOTO MUPOBO33PEHUS,
KOMMYHHUCTHYECKOIO OTHOWIEHHWS K TPyAy M KOMMYHHUCTHYECKOM HPaBCTBEHHOCTH
(Oroponaukos, 1962 r.).

I[I/ICKYCCI/ISI I1oKasaljia, 4YTO B HOBOI1 IporpaMme 1o neaaroruke HCO6XO,[[I/IMOZ

1) Oonee OCHOBATEIBHO PACKPHITH MECTO M 3a/a4M MOATOTOBKM HOBOT'O YEJIOBEKa B
CTPOHUTENHCTBE KOMMYHH3Ma, €T0 YePTHI M KaueCcTBa, MMyTH (OPMHUPOBAHUS, LIETH H
3a/1laud KOMMYHHUCTHYECKOI'0 BOCIIUTAHU S OAPACTAIOIETO TOKOIEHUS;

2) moJHee PaCKPBITh MOHATHE U CYIIHOCTh BCECTOPOHHETO Pa3BUTHSI IMYHOCTHU B IIEPUOJL
CTPOHUTENHCTBA KOMMYHHU3MA;

3) BKJIIOYHTH BCE HOBOE, YTO HameueHo B [Iporpamme maptuu B 00JaCTH HAPOIHOTO
o0pa3oBaHUsd U PACCMOTPETh MNEPCHEKTUBBI €ro pa3BUTHsA B Onmxalmue
JEeCATUIICTHS;

4) mpu aHaNM3€E CYIIHOCTH 00y4YeHU s HEOOXOAMMO MOTHEE PACKPHITH TAKUE TTIPUHIUIIBL,
KaK BOCIHMTBIBAIOLIUMN XapaKTep OOydeHHs, HAyYHOCTb, CBSI3b OOpa30BaHUs C
KU3HBIO;
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5) paspabortats Temy «BocnuTaHue HayYHOrO MUPOBO33PEHUSD K METOUKY BOCITUTAHHUS
MPOJIETAPCKOT0 HMHTEPHAIIMOHAN3Ma W COIUAIMCTHYECKOTO MaTPHOTH3MA.
(AdanacpeBa, 1962, Tuxonos, 1963).

Ha py0esxxe 50-x — 60-X I'T. CJIOKUBIIAsICS CUCTEMa MPENnoJaBaHms IeAarornueckux HayK, pH
KOTOpPOM Ha 2 Kypce U3ydallach IeJaroruka, a Ha TpEThEM - HCTOPHS IeJarOrMKH, BbI3Bajla
CEpbE3HYI0 KpUTUKY. OCHOBHBIM HEAOCTATKOM TAKOW CUCTEMBI KPUTHUKYIOIINE yKa3bIBaIl
JOrMYECKHil pa3pblB KypcoB, ci1aboe BIMSHUE Kypca UCTOPUM IEJArOrMKM Ha 3aJlauu
TEOPETHYECKON U MPAKTUUECKON MMOJATOTOBKH YUUTES, HA yOIMpOBaHUE HEKOTOPOU YacTH
MaTepuaia u T.1. HeyioBIeTBOPEHHOCTh COCTOSTHUEM IIPENIOJABaHUA THX JBYX JACLUIIINH
MOpOJMJIA UJIEI0 CUHTETUUYECKOr0 Kypca Nearoruku.

B Hauane 60-x roJoB B psJie NeJarorn4ecKuX MHCTUTYTOB CTPaHbl ObLIN pa3paboTaHbl U
onpoOOBaHbI HAa TPAKTUKE KYPChl, 00BEIUHSIONINE B AUHBIN MPEIMET TEOPUIO U UCTOPHUIO
Hearoruky, T.K. IpH U3yUYeHUH Pa3aeoB COBPEMEHHOM NeJarornky HeoOXo1MMa oropa Ha
yKe UMEIONTHECS y CTYJIEHTOB UCTOpUKo-Tieaarornueckue 3Hanus (Illapos, 1962).

OnbITHBINA KypC BKJIFOUall 4 OCHOBHBIX pa3zzaena: 1. McTopuko-negarornyeckoe BBEICHUE.
2. CopepkaHue KOMMYHUCTHUYECKOTO BOCIIUTAHUS U 00Opa30BaHMS B COBETCKOW IIKOJIE B
MepUOJ] MOCTpOeHUsST KoMMyHU3Ma. 3. Jlugaktuka. 4. OCHOBBI METOIUKH BOCITUTATEIBHOMN
paboTHL

[Io MHEHHIO aBTOPOB MPOEKTA, 3HAKOMCTBO CTYJEHTOB C HMCTOPUKO-NEAArOTUYECKUM
MarepuagoM MpU PACCMOTPEHUHU TEOPETHUYECKUX MPOOJIEeM COBETCKOW IeJaroruku
JTaBaJI0 BO3MOXKHOCTb COCPEJOTAYMBATh BHUMAHHE HAa KOHKPETHBIX BOIPOCAX METOAUKH
BOCIIUTAHUSL.

OO0t UTOr MPOBEAEHHOT0 SKCIIEPUMEHTA ABTOPHI OLIEHUIH BBICOKO. DKCIIEPUMEHT JJOKa3aJl
MPEUMYILECTBA MTPEAJIOKEHHOW CUCTEMBI U3YUYEHU I UCTOPUH MEJaroruku v neparoruku. [lpu
TaKOW MOCJIEOBATEIBHOCTH HCTOPUKO-NEAATOrMYECKUIT MaTepHaal CTAaHOBUTCS XOPOLIEH
0a30¥l 171 M3ydeHHs Kypca MMeIaroruku. 3HaHWsS 1O TeJaroruke BCTYIMAIOT B CBSI3H CO
3HAHUSMU UCTOPUKO-TIEIATOTMYECKUMU, 000TaIIaloT UX U B CBOIO OUepeib 000raImarTcsl HMH.

4-ii nepuon (konen 60-x — Hauasio 90—x rr.)

PaGora 1o coBepIeHCTBOBAHUIO IIPOTPAaMM B 3TOT IIEpHo;] ObLITa HAITpaBJICHA Ha MTOBHITIICHNE
HAYYHO-TEOPETUUYECKOTO YPOBHS Kypca M KaueCTBO €ro MpernojaBaHusl.

B mporpamme 1969 rona craBuTcs 3aada 00eCeYUTh BBICOKUN YPOBEHb TEOPETUUYECKON
MTOJITOTOBKH YUUTEJICH TI0 ITearornueCKuM JUCIHUILIHHAM. B IporpamMme clieiana momnsITka
MOCTPOUTH COJEPIKAHUE Kypca B COOTBETCTBUU C JOCTHKEHUSAMH HAYKH, IOTIOJHUTH KYpPC
HOBBIMH T€OPETHYCCKHMHU TIOJIOKCHUSIMHU U BBIBOJIaMU. BBICOKHI YPOBEHBb TEOPETHUICCKOM
MOJATOTOBKH PAaccCMaTPUBAETCS KaK HEO0OXOIMMOE yCIOBHE OBIAJCHUS MEAaroru4ecKuM
MacTEpPCTBOM, YMEHUSIMH W HaBBIKAMH II€arOTHYCCKON nesaTebHOCTH. CojaepikaHue
Kypca U3Iarajock B 4-X paszzenax: oOIIre OCHOBBI MEAarOruKy, TEOpUs 00yUSHH S, TEOPHS
BOCIIUTAHUSA U IIKonoBeaeHue (20).

C centsa0ps 1970 roma nmemarorunveckre BY3bl Hawanu paboTaTh MO HOBBIM YUeOHBIM
njgaHaM v nporpammam. CucreMa megarornueckux AUCIUIUIMH BKiItodana: «BBegeHue B
nenaroruxy» (1 cemectp), «Mcroputo nenarorukm» (2—3 cemectpsl), ¥ «Ilenaroruky mKomab
(4-5 cemectppi).

Kypc «BBenenue B nenaroruky» packpbiBai CyIIIHOCTh OCHOBHBIX MEAATOTMYECKHUX SIBJICHUI;
BBISICHSLJI POJIb BOCIIMTAHU S B Pa3BUTHUH JIMYHOCTH, pacCMaTPUBaJl BOIIPOCH BOSHUKHOBEHHU S
U Pa3BUTHUS BOCIUTAHUS U MEAArOTMYECKON MBICIU B UCTOPUH YEJIOBEYECTBA, OMPEIEIISIT
3a71a4M, CTOSILIIUE NIEpE NEAATOrMYECKOM HayKOM. boJblioe BHUMaHUE YAEIAIOCh U3y YEHU IO
LEJW U CyITHOCTH KOMMYHHUCTHYECKOTO BOCITUTAHMS, CUCTEME HAPOAHOTO 00pa30BaHUsI B
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CCCP u kpuTuke Oypkya3Ho# nmegaroruku. «llemarornka nrkoab Kak OCHOBHBIC pa3ieibl
BKJIIOYAJ1a TEOPHIO BOCIIUTAHUS, TEOPHIO 00pa30BaHUs M 00YUYEHHU L, BOIIPOCHI IIKOJIOBEACHUS.
AHau3 TporpaMMsbl MOKa3bIBACT, YTO TPATUIIMOHHO PACCMATPUBAEMbIE B pa3Jieie OOmUxX
OCHOB I€IarOTUKU TE€MBbI, HOCAIME TEOPETHUKO-METOI0JIOTUYECKUN XapaKTep, BhIHECEHBI
B Kypc «BBeneHue B mnegaroruky» M OTAEJIEHBI HE TOJIBKO BPEMEHHBIMU paMKaMH, HO U
JIOTMYECKHU OT TE€OpUM BOCHUTaHUA U Teopuu oOyudenus. OueHb ckopo Kypc «BBenenue B
MEAAroruKy» BbISIBUJI CBOIO HECOCTOSATEIIBHOCTb.

C 1975 rona B yueOHbI€e IIJ1aHBI BBEZIEH Kypc «BBeeHne B yUUTENbCKYIO CIIEIUATIbHOCTD,
MpU3BAaHHBIH BOOPYKUTh CTYACHTOB MEPBOHAYAIBHBIMU 3HAHUAMU O CYIIHOCTH
PO eCCHOHATBHOM eI TETBHOCTH, 03HAKOMHTD CO CHEU(PUKON 00y UIEHHS B IT€1ar OTHIECKOM
BY3e, npoOyauTe HHTEpEC K NEAarorudeckoi TCOpHu.

VYyeOHble MIaHbl, BCTYNUBIINE B jaeicTBHE B 1983 romy, KpoMe Takux HeJarornyeckux
JVCUUIUIMH Kak «BBenenue B cnenuanbHOCTh» U «llemaroruka» BBeneH Kype «Meroguka
BOCIIUTATENBHOH paboThl». B CHHCOK CHEnKypcoB BHECEHBI MHOIHE JUCHUIIIMHBIL:
«IIpodeccrnonanbHasi OpueHTAIUS IMKOJBHUKOBY, «YUeOHO-BOCTIUTATENbHAsA paboTa B
[ITVY», «Teopust 1 MeTOIMKA MMOHEPCKOM K KOMCOMOJIBCKOI paboTh», «Mctopus BJIKCM u
MIMOHEPCKON opranu3anumy, «cropus Mexx1yHapoaHOTO FOHOILLIECKOTO IBUKEHU», «OCHOBBI
Nearoru4eckoro MacTepcTBay, «Meroauka paboTbl BOCHUTATEINS TPy Bl TPOIJIEHHOT'O JHS
Y MUHTEPHATHBIX YUPEKACHUIN», « TeopHus U METOIHUKA JIEKTOPCKOIO MACTEPCTBA» U AP.

[loBpileHNe 3HAYEHHUST TEOPETHYECKUX HCCIICOBAaHWUN TOBJIEKJIO 32 COOOW W M3MEHEHHE
aKIIeHTa B U3YYECHUHU Kypca NeJaroruku Oy ayIuMy YUYUTEIsIMH.

Kypc «Ilenarorukay B 001iecor03Hoi mporpamMme 1987 romga nMeeT CBOEH 1eITbI0 BOOPYIKCHHE
OynyuIux yuyuTenen 3SHaHUSIMU TEOPETUUECKIX OCHOB COBPEMEHHOM MeJarornueckon HayKH,
a TaK)Ke YMEHUSIMHU, HEOOXOIUMBIMH U1 () (DEeKTUBHOI OpraHU3aI[ii KOMMYHHUCTHYECKOTO
BOCIUTaHMs ydammuxcsa. OOyueHue CTYICHTOB HANpaBJICHO Ha YCBOCHHE HAYKHU U ITO
OIpeseNsAeT JOTUKY U3JI0KEeHUs Marepuaia (21).

B mepBoM pasnene mporpaMMbl, HOCSIIEM TEOPETHKO-METOHOJIOTHYSCKHI XapakTep,
PacKpBIBAIOTCSl COLIMAJIbHOE HA3HAUYCHHE IEJaroruku M ee HIACHHO-TIOIUTHYEeCKas
HAaIpaBJIeHHOCTb. Pa3ien Teoprst BocnuTaHus n3J1araeT Hay YHbIe OCHOBBI KOMMYHHUCTHYECKOTO
BOCIIMTAHUS, €T0 CYIIHOCTb, IPUHIIUIIBI, COAEpKaHue, GOPMbI U METO/BI Opranu3zanuu. B
JTAHHOM pa3Jielie M3JIaratoTCsl JIMITb TEOPETUICCKHE OCHOBBI BOCITUTAHMS, & METOIUKA €T
OCYIIECTBJICHUS U3ydaeTcs B Kypce «MeToarKa BOCIUTATEeIbHOI paboTh».

Tpetuii pazaesn mocBsIeH PaCKPhITHUIO OCHOB AUAAKTUKH. B pasnene 4 packpbIBatoTCs OCHOBBI
YIIPABJICHUS COBETCKOM IIKOJIOH.

3a/1aun BCECTOPOHHETO Pa3BUTHS TUYHOCTH, BCEOOIIEr0 KOMMYHHUCTHYECKOTO BOCITUTAHUS
MPOJOJIKAIM OCTAaBaThCS OPUEHTUPOM B JEATEIBHOCTH TOCYJAApPCTBEHHOW CHCTEMBI
o0pa3oBaHus ¥ BOCIUTaHUA. B peanbHOIl e TpakTHUKe MOJI0KEeHHE Bce 00JIee yXyAIIaIoch.
B xonme 80-x mawane 90-x rr. mpoTUBOpeUHs B OOJACTH BOCIHUTAHHS U OOpa30BaHU
pe3ko o0ocTpuiuch. Pe3ynpraTel BOCIHTAHUS MOJOACKH Bce Ooliee HE YAOBICTBOPSIU
oOmiecTBo. B 3TOT nepuos Hanbosee ouyTHMO 0003HAUYMIICA OTPBIB TEOPUU OT MPAKTUKHU
BOCIUTATENBHON pabOThI, TPOU3OILIO OOSCIICHUBAHUE CAMOW HJIEM KOMMYHHUCTHYECKOTO
BOCIIUTAHUS, JISKAIIECH B OCHOBE COIMAITMCTUYCCKON MearOTUKH.

3akJaYeHne

B paccmarpuBaemblii ieprof] pakTHYECKH He MpeKpariagach paboTa 1o COBEPIICHCTBOBAHUIO
y4eOHBIX MPOrpaMM MOATOTOBKU yuutens. OcymniecTBisiack 3Ta paboTa HE CTOIBKO
B CBSI3M C MOTPEOHOCTSIMU 0011e00pa30oBaTEIbHON MIKOJBI, ¢ HOBBIMHU 3aJadyaMH H
TpeOOBaHUAMU OOIIECTBEHHOTO PAa3BUTHS, CKOJIBKO B CBSI3U C YCTAHOBKaMHU MapTUU U
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COBETCKOro rocynapctsa. B 30-e rojpl METO10JI0T sl MApPKCHU3Ma CTAHOBUTCS METOJI0JIOT e
MeIaroruky, OCYIIECTBJISIETCS CTAHOBJIEHUE MAapPTHHHO-TOCYJIapCTBEHHOW COBETCKOM
nenaroruku. [Tobena rocyrapcTBeHHOM MearoruKy orpeiesinia He0OX0AUMOCTh CO3/1aHUs
yHUGUIUPOBAHHBIX TUIIOBBIX POTrpaMM, KOHTPOJIUPYEMBIX TOCYAAPCTBEHHBIMU OPraHAMH.
B cnenyromem ucropuueckoMm nepuoje (40-e — koHer, 60-X I'T.) OCHOBHOE BHUMAHUE MPHU
pa3paboTke mporpaMm yaenseTcs mpobdiaemam Bocnutanus. Oco0oe 3HaYeHHE MPUOOPETAIOT
MCETOAUKHN BOCIIMTAHUA. COBGTCKOMY Trocy1apCTBy HGO6XO,Z[I/IM YCJIOBCK C OMPCACIICHHBIM
MU POBO33PEHUEM, OIPEJCICHHBIMU KaueCTBAaMU U OTHOIIEHUsIMH. B niepuon 70-x - Havasa
90-x rr. ycunus HampaBJEHbl Ha IOBBILIEHHWE HAay4YHO-TEOPETUYECKOTO YPOBHS Kypca
nelaroruky. Jra padoTa npuBena K HapyIeHU 0 B3aUMOCBSI31 TEOPUH U TPAKTUKHU, BbI3BAB Y
MOKOJICHUU CTYACHTOB OTHOUICHUC K TCOPUU KOMMYHUCTHUYCCKOT'O BOCIIUTAHUSA KaK K OYCHb
JajeKkol oT mpoOJieM MPaKTUKU.

Ha mpoTspkeHMM BCEro COBETCKOTO MEpHojia HauMEHee HIC0JOTH3MPOBAaHHOW OTPACIIbIO
Hearornyeckux 3HaHui ObliIa Teopust 00y UCHHSI.

B nporpamMmax nmoAarotoBku OyIyIHIMX y4YUTEIEH OTpakeHbI BCE CIIOKHBIE MPOLECCHl U
IIPOTUBOPEYUS, IPOUCXOASALINE B PA3BUTUU CAMOU HAYKH.
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Summary

The article considers the formation and development of pedagogy syllabuses in the period of
Soviet education. The analysis of primary sources permits classification in four stages of this
process. The coverage of the material comprises of the description of each stage in relation
to the development of pedagogy syllabuses.

Keywords: teaching subject, pedagogy, pedagogy syllabus, course objectives, course content,
topics of the course.

Kopsavilkums

Raksta «Pedagogijas ka studiju disciplinas rasanas un attistiba padomju laika izglitiba:
historigrafiska analize» izskatitas studiju kursa «Pedagogija» attistibas problémas. Padomju
laika studiju programmu un pedagogiskas literatiras analize ]avusi izdalit Cetrus laika
periodus, no kuriem katrs atspogulo kursa attistibas specifiskas 1patnibas.

Atslegvardi: studiju disciplina, pedagogija ka studiju priekSmets, pedagogijas programma,
kursa mérkis, témas, saturs.



10. History of teacher education (invited session of Baltic association of educational historians)

CHILDREN WITH SPECIAL AND EXCEPTIONAL NEEDS -
A SUBJECT IN THE TEACHER TRAINING CURRICULUM
(LATVIA, THE LATE 19TH CENTURY - 2004)

BERNI AR SPECIALAM UN IPASAM VAJADZIBAM - MACIBU
PRIEKSMETS SKOLOTAJU IZGLITIBAS PROGRAMMAS
(LATVIJA 19. GS. BEIGAS - 2004)

Iveta Kestere, Dita Nimante
University of Latvia

Abstract

The article deals with the historical development of the issues related to children with special and
exceptional needs included into the study programs of general teacher training. The problem was
investigated using such sources as the study programs of teacher training institutions, the syllabuses
of academic courses, text-books used at the teacher training institutions etc. Experience in teacher
training was studied from the materials of teacher training seminaries and women’s grammar schools
(the 2" half of the 19'" century—1914), teacher training institutes, the University of Latvia (1919—-1940),
institutes of pedagogy, Latvian State University (1945-1991), the University of Latvia, Riga Teacher
Training and Educational Management Academy, Latvian Academy of Sport Education, and Liepaja
Academy of Pedagogy (the 1990s—2004). Studies of their history reveal some characteristic features
of the teacher training curriculum: gaining information about the children with special needs (not
developing special working skills) has been the dominating aim in teacher training curricula for general
education; two models of education referring to children with special needs prevail — 1) separate
themes included in the syllabi of particular courses, 2) teacher training curricula include a separate
course of studies.

Keywords: children with special and exceptional needs; teacher training curriculum.

In 1894, Atis Kenins, a graduate of a teacher training seminary, started working in a school
for the deaf-and-dumb. In his memoirs, he writes that this job offer took him by surprise and
even caused some embitterment (Kenins, 1924). In 1983, Talis Pumpurins, a graduate of the
University of Latvia, was sent to work in a school for hard-of-hearing children. In an interview
he admitted, “I was not too happy about the job”, and “I had not heard anything about children
with special needs at the university.”1 There is a time period of almost 100 years between both
these statements... Therefore, the following questions seem topical for us today as well:

1. When were the issues related to children with special and exceptional needs included
into the study programs for general education teacher training for the first time?

2. For what purpose did the teachers of general educational institutions acquire the
knowledge about children with special needs?

3. What notions were used to describe the issue theoretically?
In order to answer the questions above, we used the following sources:
» the study programs of teacher training institutions,
» the syllabuses of academic courses,
+ text-books used at teacher training institutions,

* interviews (structured and open).

' An interview with Talis Pumpurins, 21 May 2007.
799 @ ——
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First of all, we tried to collect and study those sources that give a general insight into the
treatment of the problem in a particular historical period. These include government regulations
on teacher training, teacher training curricula for different levels of education, etc. We also
studied most of the course syllabuses and text-books in pedagogy, hygiene, and psychology.
At present, we are trying to identify more precisely the content of several courses and the
activities of particular teacher training institutions.

Experience in teacher training was studied in:

* teacher training seminaries and women’s grammar schools (the 2 half of the 19™
century — 1914),

* teacher training institutes and the University of Latvia (1919-1940),
 institutes of pedagogy and Latvian State University (1945-1991),

» the University of Latvia, Riga Teacher Training and Educational Management
Academy, Latvian Academy of Sport Education, Liepaja Academy of Pedagogy (the
1990s-2004).

It should be pointed out that the sources analysed comprised only the materials referring to
teacher training for general educational institutions;> the materials concerning special teacher
education — specialists in defectology, teachers for specialized schools, speech therapists, and
other teachers working with children having special needs were excluded.

There is an ongoing discussion in Latvia about the linguistic and pedagogical meaning of
two notions — “children with special needs” and “children with exceptional needs”. Thereby
we will use these two notions in parallel. Since 1996 the legal definition of the “children with
special needs” in Latvian laws comprises 8 groups:

* children with impaired vision,

 children with impaired hearing,

 children with speech problems,

 children with impaired physical development,

* children with impaired mental development,

* children with somatic health problems,

 children with psychic-neurological health problems,

* children with impaired psychic development and learning difficulties (Specialas
pamatizglitibas programmas, 2005).

In turn, the notion “children with exceptional needs” is more used to refer to either children
with special needs, or the children who need to relay on a short- or long-time assistance in
the learning process.

Naturally, both the volume of the materials and the selected time period are huge. Nevertheless,
when starting the research, our initial hypothetical assumption was as follows: The teachers
of general education were trained to work with “ideal” children who had to be protected from
negative influences and diseases. If a child was affected by some disability, it was beyond the
scope of an “ordinary” institution of general education.

However, it turned out in the process of the research, that the actual situation in Latvia had
not been so grave: in separate cases, the would-be teachers were at least very well informed
about the children with special needs.

2 The teachers of preschool, primary school, elementary school, and secondary school.
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The first professional teachers,’ however, were only warned that not all the children were ideal
by separate themes included in the courses of pedagogy like “Reprimand”, ‘“Punishment”
(Lange, 1890, S. 58), “On Desires, Inclinations, and Passions” (@ans60opk, YapHomyckui,
1901, c. 42).

We succeeded in finding the first indication that future teachers were also taught about
children with special needs in the curriculum of a private women’s grammar school of 1913.*
In the hygiene lessons, girls studied the nervous system and also acquired such topics as
“Deformities”, “Spiritual and Nervous Illnesses and Their Causes”; the theme of physiology
included the topic “The Illnesses and the Hygiene of Sense Organs (eyes, ears, skin, etc.)”
(Pmxkckas xerckas .., 1913, ¢. 54). These facts perfectly fit in the picture of the epoch: first,
women as nurturing and patient individuals were considered to be particularly suitable for
working with children having special needs, who need care more than intellectual achievements
(Winzer, 1993, p. 234-243). The grammar school graduates — home teachers — were frequently
hired to work in rich families and take care of their children with special needs. Second, in the
second half of the 19 century, the hygienist movement was spreading throughout the world,
and it was also known in Latvia. For this reason, the subject of “Hygiene” was included in the
curricula of women’s grammar school. After World War I, the subjects “Hygiene” and “School
Hygiene” were included in the study programs of teacher training institutions, and they kept
a stable place there until the 1950s. In the course of hygiene in the 1930s, students acquired
such themes as “Defective Children”, “Loss of Hearing”, “Language Disturbances”, etc.
(Skolotaju institttu .., 1930, 143. Ipp.) Judging from the text-book, in the late 1930s, eugenics
was taught as part of hygiene (Férmanis, 1937, 292-302. Ipp.) After World War I, the course
of hygiene focused on the prophylaxis of child and teenage illnesses, but did not touch upon
the children with special needs any more.

The first text-book in General Pedagogy in the Latvian language was also written
under a strong influence of the hygienists’ movement. In 1919, “A Handbook in Pedagogy”
was published (Dékens, 1919), whose author was a lecturer at a teacher training institute.’
In his book, he devoted considerable attention to children’s health and described both
“subnormalities” appearing at an early childhood (epilepsy, cramps, rickets, infectious diseases,
short-sightedness, hard hearing, nervousness, etc) and pupils’ “mental diseases” (psychopaths)
at the school age. There are also given the characteristics of a healthy and unhealthy child (“the
symptoms of a weakling”) at the start of the school age. According to the author, specialized
educational institutions have to be set up for “underdeveloped” and “weakened” children,
while those “’lacking natural gifts” required special schools (Dekens, 1919, 86.-97. lpp.). We
are using the author’s descriptions referring to the children with special needs.® In his book,
he has also mentioned “an idiot”, “a total fool”, “hard head”, “the ungifted”’

Even though we can look at author’s descriptions and his ideas about separate educational
institutions with a critical eye from the contemporary standpoint, it was still an attempt not
only to provide information, but also to develop teachers’ attitude to child’s health, which

3 The first teacher training seminary operated in the territory of Latvia from 1738 to 1743, but a larger-scale activity

of teacher training seminaries started in the 1840s. Teacher training seminaries prepared teachers for rural primary
schools. In the 19th century, the territory of Latvia was part of Russia; however, the German nobility and clergy played
a significant role in setting up the seminaries.

Since 1870, women’s grammar schools were allowed to open the eighth (pedagogic) class, which trained home teachers
and teachers for primary schools.

In 1918, Latvia became an independent state. There are 2—12 teacher training institutes prepared teachers for primary
schools from 1920 till 1940.

These descriptions have been translated into Latvian from the German language. See, for instance, Berkholz, August.
Schularzt und Schulung Minderwertiger. Riga, 1909, S.99 — 107; Keller, Ute. “Bildungsféhigkeit” von Kindern mit
geistiger Behinderung. Jahrbuch fiir Historische Bildungsforschung 6 (2000), S. 47-51.

These descriptions are used in the following sentences: “are “ungifted” or have “hard head””; “It is not difficult to
recognize an idiot, a total fool”; “There are many stages from “hard head” to an idiot.”” (p. 96).
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could be referred to as “supplying care” (Armstrong, 2002, p. 451) Unfortunately, it remained a
single attempt in the field of general pedagogy in Latvia. The syllabus in pedagogy for teacher
training institutes mentioned patho-pedagogy as a subbranch of pedagogy within the theme
“The Theory of Upbringing”, while “The Schools for Ungifted and Defective Children” were
included in the theme “The Institutions of Education and Upbringing” (Skolotaju institutu ..,
1930, 134, 136. lpp.)

After World War I, psychology, experimental psychology in particular, started its “victorious
march”. General and pedagogic psychology were integral parts of teacher training programs.
These courses also provided knowledge on mental illnesses: the syllabus in psychology
included the themes like “Illusions and Hallucinations” (Skolotaju institiitu .., 131. Ipp.)
“Perversions”, “Neuroses”, “Psychoses”, etc. (Valsts centralais .., 1930, 143. Ipp.)

In 1919, the University of Latvia was founded, where the training of grammar school teachers
was started in Latvia for the first time.® According to the study programs, the University provided
comprehensive education in psychology. For the first time, the curricula included separate
courses concerning children with special needs:” The university provided courses “Child
Psychology and Psychopathology” (Latvijas Universitates .., 1921, 23. Ipp.), “Psychopathology”
(Latvijas Universitates .., 1923, 26. Ipp.), “Practical Work in Pathopsychology” (Latvijas
Universitates ..,1926, 33. Ipp.), “Difficult Children” (Latvijas Unive rsitates .., 1927, 33. Ipp.) All
these courses were taught by the Swiss psychologist Professor Ernst Schneider (1878—1957).
After his dismissal from the University in 1928, these subjects were not taught any more.

In the course syllabus in pedagogy and in the lecture notes (Programma vispariga .., Filologijas
un .., Dauge, 1932) we can find wonderful ideas about human upbringing, but not a real
child ..

In 1944, the proposal of the Head of the Pedagogy Department at the University of Latvia and
the long-term Director of the Teacher Training Institute to enable future teachers to observe
several classes in the schools of “the defective and difficult” was published in the press
(Petersons, 1944, 130. Ipp.). The supervision of students had to be entrusted to psychologists,
and the students were supposed to familiarize themselves with this “peculiar type of schools”
under the supervision of the specialists from the Institute of Psychology." Unfortunately, the
war and the change of the political regime put an end to this project.

After World War 11, teacher training took place in Latvia within the framework of the
educational system of the Soviet Union.'” In the courses of pedagogy, struggle against various
child and teenager vices was declared: “The Struggle with Child Stubbornness and Lack of
Willpower”; “The Struggle with Child’s Caprices and Stubbornness”; “Child Falsity and the
Ways of Its Overcoming”; “Laziness and Fight against It”; “The Struggle with an Inclination
to Frequent Pleasures and the Habit of Idleness; “The Eradication of Negative Habits”;
“The Struggle against Gambling” (Pedagogijas programma ..,1948, 9, 10, 12, 13. Ipp.) “An
Active Struggle against Religious Ideology”; “The Struggle against the Effect of Bourgeois
Morality upon the Youth”; “The Struggle against Revisionism, the Bourgeois Nationalism,
Cosmopolitanism, and Racism”; “The Struggle against Greediness, Egotism, Cruelty,
Boastfulness, Lying, and Self-Seeking” (Metodiskie ieteikumi .., 1972, 14-16. Ipp.)

8 Before the period of an independent state, grammar school teachers acquired education outside the territory of Latvia —
mainly at the universities of Russia and Germany.

° The courses mentioned below were not compulsory for obtaining teacher’s qualification.

10 The reason for E. Schneider’s dismissal was formulated as follows: “the faculty cannot accept his extreme direction in
this [psychology] branch.”

' The Institute of Psychology existed in Latvia since 1923 and dealt with the diagnostics of children’s psychic diseases
and the correction of speech disorders.

12 In 1940, Latvia was occupied by the Soviet Union; the occupation continued after World War II.
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Children with special needs were not mentioned in the course syllabuses of pedagogy and
psychology. Still, the information concerning them was “coded” into separate themes. For
instance, some syllabuses in psychology mention pathopsychology as one of the psychology
branches (Psihologija .., 1946, 3. Ipp.; Metodiskie noradijumi .., 1970, 4. lpp.; Metodiskie
noradijumi .., 1975, 4. Ipp.; Vispariga psihologija ..,1983, 4. Ipp.). In pedagogy in the 1950s,
the theme “The System of Pedagogic Sciences” included “surdo-, typhlo- and oligophreno-
pedagogy, which study the upbringing and education of physically and mentally defective
children — the deaf-and-dumb, the blind, and the mentally retarded” (Ogorodnikovs, Simbirevs,
1952, 22. Ipp.). Since the 1970s, these three branches were combined under one title
“defectology”, while in the late 1970s there appeared the concept “special pedagogy” (Iljina,
1971, 12-13. Ipp.; Baranova, Volikova, Slastenins, 1979, 20. lpp.). In the 1970s, the syllabuses of
pedagogic institutes and text-books in pedagogy contained a wider description of defectology
(special pedagogy).

The second theme where students “encountered” children with special needs was “The System
of Educational Establishments in the USSR”. Text-books in pedagogy mention special schools
for “children having serious deficiencies or hearing, sight, or speech disorders, as well as the
mentally retarded ones.” These schools are also referred to as “special schools” or schools

for “anomalous” children. They are quite extensively covered in the text-book (Iljina, 1971,
195-196. Ipp.).

“The coding” of these themes of special pedagogy can be understood in two ways. The most
optimistic interpretation might be attempts to integrate these themes in general pedagogy
without any labelling. However, knowing the situation in the Soviet Union, a more realistic
interpretation seems to be trying to ignore the group, “which might undermine the stability
of the established social order” (Armstrong, 2002, p. 444).

In the 1980s, children with special needs “disappeared” from the text-books. It is just mentioned
that “the structure of pedagogic sciences includes special pedagogy — typhlopedagogy,
surdopedagogy, and oligophreno-pedagogy” (babauckuii, 1988, c. 10). In the course syllabuses
of pedagogy, children have also “become considerably better”, but those who have failed to do
so belong to the category of “unmanageable children” (Klaveniece, 1983, 17. Ipp.) or “those
who resist upbringing” (Spona, Zogla, Koke, 1987, 25. Ipp.).

Naturally, it was interesting for us what caused the changes taking place in the 1980s. The
reason could be the following: it was in the 1980s when special pedagogy experienced dramatic
development in the Soviet Union (including Latvia). It became a separate branch of research,
the specialists in which were trained in higher educational establishments. This positive
development lead to a peculiar paradox: general pedagogy and special pedagogy isolated
themselves in separate environments. Referring to the North America of the 1930s, Margaret
Winzer depicted exactly the same situation: “Special education teachers and their exceptional
pupils were isolated from the mainstream of education; special educators and regular classroom
teachers lived in separate environments, each thinking the other used different methods and
spoke different language” (Winzer, 1993, p. 370).

Let us return to the example about two teachers given at the beginning. The former started his
work in the late 19th century when the training of teachers to work with children having special
needs was not started yet; the latter — in the 1980s, when this theme was no longer included in
the teacher training curricula. Still .. In 1897, Atis Kenins, the 19th century teacher, published
the book “The Deaf-Mute Child, His Upbringing and Elementary Education. Suggestions and
Encouragement for Their Parents, Teachers, and Friends” (Kenins, 1897). It is one of the first
books in the Latvian language dealing with this issue. In addition, Talis Pumpurins, the 20th
century teacher, is currently developing tourism routes for people with special needs, intended
not only for people in wheelchairs, but also for those with hearing and sight loss.
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Nevertheless, nowadays it would be too thoughtless to rely on such a model of “learning by
doing”. Therefore, it is important to clarify whether it is intended in Latvia, after regaining
its independence in 1991, to include information concerning the children with special needs
in teacher training curricula for general education.

After 1991, universities in Latvia gradually moved closer to the standards and requirements
stated in Bologna process concerning higher educational institution processes and programmes
in the system that is known all over the Western Europe. Although partial similarity was seen
already before 1991 when the courses were called as obligatory and alternative ones, starting
from 1991 all universities gradually offered the courses taught in three levels: obligatory
basic courses (A), obligatory basic courses of specialization (B) and alternative courses (C).
Therefore, while examining higher educational institution programmes several aspects were
viewed. It was important to find out whether the course was included in the programme at
all. The attention was paid also to level of the course and its accessibility for all students of
the programme and prospective school teachers. Firstly, the question is: what courses for
the children with special and exceptional needs were generally offered for the prospective
pedagogues. Secondly, equally important is the question when was the exact moment when
the course about the children with special and exceptional needs became as an obligatory
component of the study programme. Was this course taught to all pedagogues and was there
any guarantee that all students of teacher study programme would take a course?

Examining the period from 1991 up to 2004, similarly with the previous period, firstly, some
separate themes concerning children with special and exceptional needs were included
in general subjects of Pedagogy and Psychology. For instance, in the University of Latvia,
students of professional comprehensive school teacher programmes had the course called
“Child’s Development” where one lecture was spent on discussing the following theme:
“Psychologically Pedagogically Pedagogical Evaluation and Disorders in Development of
Adolescents”. The description of these two courses is attached to LUIS system and can be
seen starting from the year 2004."

The course “The Theory and Methodology of Upbringing” also provided one lecture, namely,
“The Principles of Upbringing Problem Children”. The description of the course is attached
to LUIS system and can be seen there starting from the year 2004." The course “Pedagogical
Psychology” provided one lecture called “Pupils with Cognition Disorders”. The description
of the course is attached to LUIS system and can be seen starting from the year 2004."” The
interview given by Viesturs Larins, Dr. Med., Prof. of Latvian Academy of Sports Education,'®
reveals that general courses included special themes concerning children with exceptional and
special needs. For instance, the course “Remedial Gymnastics” included the theme — “Work
with Special Medical Groups”. Until the year 1991 it had been governed by programmes
ratified in Soviet Union, and this tradition was continued also after 1991.

Secondly, there were courses that had been taught since 1991 and were designed with
the aim to acquaint the prospective comprehensive school teachers with children with
special and exceptional needs, to establish the basic conception and understanding of
these children and their educational possibilities. The first time the University of Latvia
offered this kind of courses was in 1991. It was offered as alternative course (C) for students of
professional comprehensive school teacher programmes and also for the students of Bachelor

13 LUIS system: http://luis.lanet.lv/pls/pub/srep.stp?/=1&au=LU&str=LU2040000000, 24.04.07.
14 LUIS system: http:/luis.lanet.lv/pls/pub/srep.stp?/=1&au=LU&str=LU2040000000, 24.04.07.
15 LUIS system: http:/luis.lanet.lv/pls/pub/srep.stp?/=1&au=LU&str=LU2040000000, 24.04.07.
16" An interview with Prof. V. Larins, 28 May 2007.
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study programme. The title of the course was “Problem Child in School and Family”."” Starting
from the year of its foundation, in 1995, Riga Teacher Training and Educational Management
Academy offered several subjects. Students of preschool and elementary school teacher training
programmes were offered to choose such subjects as: “Introduction in Special Pedagogy”
and “Speech Therapy”."® The Professional and Bachelor programmes of the year 1998 were
offered to choose the subject called “Introduction in Special Pedagogy” (Part-A). Whereas
elementary school teachers had much wider offer of the course subjects: “Speech Therapy”
(Part-A), “Gifted Child” (Part-B), “Children with Special Needs” (Part-B)."” The first time the
Academy of Sports offered this kind of subject was in 2004. The title of it was “The Adaptive
Physical Education” (Part-B).?°

However the most interesting findings were connected with Liepaja Pedagogical Academy
(the previous name - Liepaja State Pedagogical Institute named after Vilis Lacis). The research
revealed that the course named “The Basics of Defectology and Speech Therapy” was offered
already in 1991.2' The course was taught to prospective preschool pedagogues. Futuremore
prospective elementary school teachers had a course named “The Basics of Defectology”.??
The research revealed that Liepaja Pedagogical Academy continued the traditions which were
present in Soviet Union times in Liepaja State Pedagogical Institute named after Vilis Lacis.
These traditions determined the order the courses had to be taught. This fact is approved not
only by the materials taken from the archive but also by the interview given by Mag. Paed.
Baiba Trinite. In 1991 she started her work in Liepaja Pedagogical Academy. The first course
she tought was “The Basics of Defectology”. She admitted: * ..there was no discontinuity;
we ensured the further continuation of the course tought previuosly”.?* The authors of the
research state that since 1985 the course named “The Basics of Defectology” was taught to
prospective preschool teachers as an obligatory course.”* In 1973 this course already was
offered to primary school teachers as an alternative course.” The interview given by lecturer
Lucija Keire confirmed those facts provided by archive materials. She explained that she
started to work in Liepaja State Pedagogical Institute named after Vilis Lacis in 1973 and
the first course she tought to prospective secondary pedagogues students was “The Basics
2926

of Defectology™.

In 1970 the course named “Speech Therapy” was offered to methodologist and primary
school pedagogue training programmes.?’ Jazeps Kravalis, in his book “Special Schools in

17 LU Akadémiskais departaments, Pedagogijas bakalaura grada iegtisanai, Sve$valodas macibu metodiska apak$programma,
apstiprinata 1991. gada 18. februari Domes s€dé

18 An interview with Mag. paed. [.Miltina, 23 May 2007.
1 RPIVA Studiju dala, Studiju plani, 1998. 1999. gada studiju gada rudens, pavasaris.
20 Klavina, A. sast. LSPA, Sporta medicinas katedra. Adaptiva fiziska izglitiba. Programma. Riga, 2004.

2 Liepdjas zindatniskais valsts arhivs 523F. 18.ap.. 772. licta LR Izglitibas ministrija, LP instittts, Macibu darba plani
dienas nodalai no 1985. 1idz 1991. gadam.

22 Liepajas zinatniskais valsts arhivs 523 F., 18.ap., 772. lieta, LR Izglitibas ministrija, Vila Laca Liepajas Valsts
Pedagogiskais institiits, Macibu darba plani dienas nodalai no 1985. lidz 1991. gadam.

2 An interview with Mag. paed. B.Trinite, 30 May 2007.

2 Liepdjas zinatniskais valsts arhivs 523 F., 2ap., . 100., 527. lieta LR Izglitibas ministrija, Vila Lac¢a Liepajas Valsts
Pedagogiskais instittits, Macibu plani (latviesu valodas un literatairas fakultates un pamatskolas skolotaju sagatavoSanas
fakultate dienas nodalai no 1985. 1idz 1991. gadam.

% Liepdjas zindtniskais valsts arhivs 527. F., 2. apr., 100. lieta LR Izglitibas ministrija, Vila Laca Liepajas Valsts
Pedagogiskais institiits, Macibu plani (latvieSu valodas un literatiiras fakultates un pamatskolas skolotaja sagatavoSanas
fakultate), 1973.

26 An interview with Mag. paed. L.Keire, 3 July 2007.

2" Liepdjas zindtniskais valsts arhivs 527. F., 2. apr., 99. lieta, LR Izglitibas ministrija, Vila Laca Liepdjas Valsts
Pedagogiskais institiits, Macibu plani (pamatskolas skolotaju sagatavoS$anas fakultate un matematikas fakultate,
1970.
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Latvia”, approves this fact by saying that those who wanted at the end of the 60s to acquire
this speciality (Speech Therapy — D. N.) could study it as an optional subject.?®

Nothing proves the existence of any separate courses concerning this particular theme until
1970. The name of the course “Russian (native language) Language Methodology, Expressive
Reading, Speech Therapy” proves that the themes were integrated in other courses which
were offered to basic school teachers in 1964.%

During the research another connection was found. Liepaja Pedagogical Higher Institution
has borrowed not only the positive aspects, for instance, offering separate course about the
children with special and exceptional needs to prospective comprehensive school teachers,
but also some negative ones, for instance, the distinction between comprehensive school
teachers who can and can not apply for this course. For example, the course named “The
Basics of Defectology”, held in Liepaja Pedagogical Academy, changed its name to “The
Basics of Special Pedagogy”.>° For a long while this course was offered only to prospective
elementary and primary school teachers. The students of this programme were offered to

study the following specialization subjects: “Patopsychology”, “Psychology of Psychological
Deviations”, “Psychocorrection” and “The Basics in Speech Therapy”.’!

Throughout the years the prospective Math pedagogues did not have a chance to acquire the
course named “Introduction to Special Pedagogy” because it was not introduced at all.>> At
the same time the particular study programme offered the course named “Work with Gifted
Children”.? This course was included in one of the study years.

Thirdly, all Latvian higher educational institutions had something in common. Initially all
the courses offered by Latvian Universities, except Riga College of Pedagogy and Education
which began their work only in 1995, were offered as alternative courses. Both the course
“The Basics of Defectology”,** offered in 1973, and the course “Problem Child in School
and Family”, offered by LU in 1973, were alternative courses.” Examining the programmes
offered by Latvian Universities, the authors of the research concluded that starting from 1997
the course named “Introduction in Special Pedagogy” was gradually offered to all prospective
teachers as an “obligatory course”.*® Courses were put in section, namely “obligatory courses”
or “obligatory specialization courses”. This adjustment helped to broaden the accessibility to
those courses; many students had a chance to acquire them.

The study process offered and still offers various additional courses concerning these particular
themes.

Fourthly, evaluating the offered aims of the courses, it was concluded that the majority of the
courses provided only conceptions about the children with special and exceptional needs.

28 Kravalis, Jazeps. Latvijas specialas skolas. 1840-1996. Riga, 1996.

¥ Liepdjas zinatniskais valsts arhivs 527. F., 18. apr., 135. lieta, LR Izglitibas ministrija, Vila Laca Liepajas Valsts
Pedagogiskais institiits, Macibu plani 1964, 1973, 1975, 1976. gads (neklatienes nodala).

3 Liepdjas Pedagogijas akadémija, Studiju plani, dienas nodala, par 1994/ 95. st. g. Apr. 18, Ind. 6-05, Nr. 981.

U Liepajas Pedagogijas akademija, Studiju plani, dienas nodala, par 1994/ 95. st. g. Apr. 18, Ind. 6-05, Nr. 981.

32 Liepdjas Pedagogijas akademija, Studiju plani, dienas nodala, 2003./2004. st. g. Apr. 18, Ind. 6-05, Lieta Nr. 1217.
3 Liepajas Pedagogijas akademija, Studiju plani, dienas nodala, 1998./ 1999., Apr. 18, Ind. 6-05, Lieta Nr. 1024.

3 Liepdjas zindatniskais valsts arhivs 527. F., 2. apr., 100. lieta LR Izglitibas ministrija, Vila Laca Liepajas Valsts
Pedagogiskais institiits, Macibu plani (latvieSu valodas un literatiiras fakultates un pamatskolas skolotaja sagatavoSanas
fakultate), 1973.

3 LU Akadémiskais departaments, Pedagogijas bakalaura grada iegiSanai, Svesvalodas macibu metodiska apak§programma,
apstiprinata 1991. gada 18. februari Domes s&dg.

3 LU Akadémiskais departaments, LU Pedagogijas un psihologijas fakultates pedagogijas bakalaura programma, 1. sej.
Apstiprinats 1997. gada 10 decembrT Domes s&dg.
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This kind of goal was proposed by the first lector L. Keire in 19737 and still is set today for
the programmes and courses offered to prospective teachers.

Courses did not propose to acquire the competences which are needed when working with
different children in comprehensive schools. The study programmes were not focusing on
developing necessary competences for the teachers when working with diverse children.
Only one course, namely, “The Adaptive Physical Education” (Part-B)* offered by Latvian
Academy of Sports Education included both theoretical and practical skills by providing
special adaptive sports activities which are necessary when working with children who have
special and exceptional needs.

Conclusions

¢ Teacher training curricula for general education include information referring to children
with special needs in two models:

1.

There are separate themes included in the syllabi of particular courses.

The children with special needs are first mentioned in the courses of hygiene. The
mental problems and illnesses are dealt with in the course of psychology® and pedagogic
psychology.*’ The sources in general pedagogy, on the other hand, provide information
that children with special needs really exist, but general pedagogy dissociates itself
from them as these issues are dealt with by other branches of science (pathopsychology,
defectology, and special pedagogy).

In some cases, information concerning children with special needs is “coded” under
general themes in the course syllabi of pedagogy.*’ This requires more thorough
research in the future.

As the course syllabi and text-books give a very narrow picture of the themes
concerning special pedagogy, students’ knowledge studying according to this model
actually depended on the goodwill and the competence of professors in pedagogy,
psychology, hygiene.

Teacher training curricula include a separate course of studies.

The teachers of general education could acquire pathopsychology as the first course of
this kind. This was due to the fashion for experimental psychology and psychoanalysis
in the 1920s, as well as the personal enthusiasm of Professor E. Schneider. That these
courses had an incidental nature can be proved by the fact that the next separate course
concerning children with special needs was taught in Latvia only 50 years later.

According to the researched materials, it could be concluded that the first higher
educational institution which offered separate course meant for comprehensive school
pedagogues, when working with children with special and exceptional needs, was
Liepaja State Pedagogical Institute named after Vilis Lacis. Already in 1973 the course
“The Basics of Defectology” was offered as an alternative course. It was offered to
primary school teachers. The fact that there was no evidence that proved the existence
of any separate courses concerning this particular theme until 1970 led to the following
conclusion; at that time there were no separate courses meant for comprehensive school

37 An interview with Mag. paed. L. Keire, 3 July 2007.

38

39

Klvaina, A. sast. LSPA, Sporta medicinas katedra. Adaptiva fiziska izglittba. Programma. Riga, 2004.

We first found the subject of psychology in the curriculum of a women’s grammar school of 1912.

40 We first found pedagogic psychology in the curriculum of the University of Latvia of 1919.

41

For instance, further research is needed in order to clarify what was the content of such themes in general pedadogy

as “The Life of Body and Soal”, “Immorality and Its Causes”, “Heredity”, “The Characteristics of Child Development
Groups”, etc.
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teachers when working with children with special and exceptional needs. Offering
the course in one of the higher educational institutions did not guarantee that similar
courses would also appear in other universities.

Improving general education teacher training programmes by adding the course
“The Basics of Defectology” was stimulated by several factors. The first factor was
the development of special education (Defectology) as a science. It entered the higher
educational institutions of Latvia, namely, Liepaja State Pedagogical Institute named
after Vilis Lacis. According to J. Kravalis,*” the department of correspondence courses
in Defectology was opened in 1969. The first programme for special school teachers
was offered exactly in this department. The second stimulating factor was involving
the people who had acquired the knowledge, offered in this programme, in higher
educational institutions.” Similar situation was seen also in the University of Latvia.
Taking part in the formation of study programmes for the University of Latvia was V.
Avotins, the former head of Laboratory of Pedagogical Psychology in the Pedagogical
Research Institute of Ministry of Education of the former Latvian Soviet Socialist
Republic (LSSR).*
¢ The situation changed dramatically in the early 1990s after Latvia regained its independence:
the individuality of each child was proclaimed as the main value contrary to the Soviet
collectivism. Consequently, the children who were not ideal were also “noticed”. Interest
in the children with special needs became more topical in the Latvian Society. Several
generations of specialists in special pedagogy had been trained during the Soviet time,
who, after dismantling “the iron curtain”, could professionally acquire the experience of
democratic states in the field of inclusive education and pass on this experience to their
colleagues, the teachers of general education.

O After 1991, traditions of borrowing the courses, including those which were offered to
comprehensive school teachers when working with children with special and exceptional
needs, had had an important role. According to these traditions it was denoted which of
the pedagogue groups would mostly need to acquire the knowledge about the children
with special and exceptional needs.

¢ Initially, all new courses about the particular theme were offered as alternative courses
but afterwards as obligatory ones.

¢ The terminology which had been used in course descriptions and also in some other
resources corresponded to the traditions set by the society of that time. In each historical
period the use of terminology had been influenced by different processes, conceptions
and the level of comprehension of the child with special and exceptional needs. After 1991
different kind of terminology and conceptions were used. For instance, the conception
historically borrowed from Latvian first independence period was “problem child”.
Whereas conception “defective child” was borrowed from Soviet Union. The terminology
used after 1991 was equated with international terms, for instance, “child with special
needs”. The search for different terms reveals the process of humanization in pedagogy
and society itself. It strived to find new, inoffensive ways how to define these children, for
example, unusual child, problem child, different child, etc.

¢ It should be pointed out that the modest goal — to inform students about the children with
special needs (not to develop special skills when working with these children) has been
the dominating one in teacher training curricula for general education. On the other hand,

4 Kravalis, Jazeps. Latvijas specialas skolas. 1840-1996.: Riga, 1996.
# An interview with Mag. paed. 1. Miltina, 23 May 2007.
# An interview with Dr. Psych. S. Liepina, 16 May, 2007.
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it is not too little as information is the first step towards arousing interest. Therefore,
nowadays there are various activities carried out not only to provide students with extensive
information, but also to give them opportunities to apply their knowledge in everyday
practice, where including education is becoming more and more widespread.
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Kopsavilkums

Raksts iepazistina ar tematikas par bérniem ar specialajam un ipasajam vajadzibam veésturisko
attistibu visparizglitojoso skolu skolotaju sagatavoSanas programmas. Par p&tjjuma avotiem
tika izmantoti skolotaju sagatavosanas iestazu studiju plani, studiju prieckSmetu programmas,
macibu gramatas skolotaju sagatavoSanas iestadém u. c. Skolotaju sagatavosana tika pétita
skolotaju seminaros un sievieSu gimnazijas (19. gs. otra puse — 1914), skolotaju institfitos un
Latvijas Universitate (1919-1940), pedagogiskajos institiitos un Latvijas Valsts universitate
(1945-1991), Latvijas Universitate, Rigas [zglitibas un vadibas augstskola, Latvijas Sporta
akadémija, Liepajas Pedagogijas akademija (20. gs. 90. gadi — 2004). Jautajuma vésturiska
izpéte atklaja vairakas skolotaju sagatavoSanas programmu iezimes: visparizglitojoso skolu
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skolotaju sagatavosana doming&josais merkis ir informéet (nevis veidot prasmes) par bérniem ar
specialajam un 1paSajam vajadzibam; visparizglitojoso skolu skolotaju izglitiba par bérniem
ar Tpasam vajadzibam raksturigi divi modeli — 1) atseviskas t€mas studiju priekSmetu
programmas, 2) atsevisks studiju priekSmets.

Atslegvardi: bérni ar specialam un ipasam vajadzibam, skolotaju sagatavoSanas
programmas.
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SCHOLACTISICM IN MEDIEVAL SCHOOLS
SHOLASTICISMS VIDUSLAIKU SKOLAS

Dalia Marija Stan¢iené, Juozas Zilionis
Faculty of Pedagogy and Psychology of Vilnius Pedagogical University

Abstract

The early scholasticism developed a new mentality, changing the entire Weltanschauung, understanding
of man and society. Medieval culture was formed in accordance with the model of the political,
economical and religious life of the Carolingian Empire. That model was accepted by various
ethnic groups and adjusted to their peculiar traditions, customs and ways of life. Intellectualism and
objectivism enabled scholasticism to bring fundamental innovations into medieval culture.

In Northern Europe of the 11th century, one of the most significant schools was the School of Bec
led by Benedictine monks, who continued the theological philosophy of the Carolingian School,
elaborating dialectical, grammatical, and logical ideas of Aristotle and Boethius. The leaders of the
school were convinced that the truths of Revelation could be explicated by means of logic. Relaying
on logical semantics, they widely employed active methods of teaching. They taught their pupils
not only to have a logical mind but also to illustrate abstract ideas by attractive visual examples.
The Benedictine monks were the first who attempted to combine logic, grammar, and dialectics in
explaining the truth of faith.

In the 12th century, the School of Chartres was the centre of West European humanism. The school was
famous for its liberal arts programme and the propagation of Ancient Greek science and philosophy,
especially of Plato and his followers. It developed Platonic cosmology based on mathematical and
aesthetic considerations which were not quite compatible with the cosmological claims of Christian
theology. Teachers and students of the school did not limit themselves to scholastic and theological
speculations, but paid attention to the empirical reality, striving for an understanding and explanation
of it. The findings and humanistic ideas of the School of Chartres positively influenced the great
medieval universities of Paris and Oxford.

Keywords: scholasticism, semantics, logic, dialog, humanism, School of Bec, School of Chartres.

Introduction

The article analyzes the dimensions of the scholastic philosophical school, which existed in
Western Europe in the 11-12 c., explores the features characteristic of the schools of Carthres
and Bec, presents the most famous scientists and teachers who belonged to these schools. The
scholastic school of thought along with its teachers sought to shape a Weltanschauung based
on theological concepts. The gnoseological function of this school was performed through
its didactic theory, which, in turn, was based on a theory of syllogisms and proposition logic.
This theory was interpreted with the help of didactic dialogues. Such dialogues encourages the
students to be creative, independent and active, and required not only the ability to logically
prove one‘s ideas but also to present them in a visual, metaphorical way.

The aim of our inquiry is to illustrate the role played by the scholastic school of thought
within the cultural and educational context of Western Europe.

The aim is achieved by means of analytically-interpretative method.

The dimensions of scholastic education

In the 12th century, the Pope started to take active measures to establish schools run by
monasteries, cathedrals and city churches, since the existing schools were no longer enough to
satisfy the needs of city dwellers, whose numbers were on the rise. In 1179, during a Lateran
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meeting, Pope Alexander III ordered for teachers to be sent to all the chapters of cathedral
provosts in order to teach deprived students to read and write for free. In 1215, during another
Lateran meeting, Pope Innocent I1I suggested that measures should be taken to reinforce the
quality of teaching at schools, and also suggested that an additional theology teacher should
be appointed to each of them. In those times most schools had a single teacher, therefore each
school would specialize in accordance with the teacher‘s interests and penchants. In other
words, every city and every school had its own academic community, and its own specialization.
The seven liberal arts, which experienced a revival and flourished in the 12th century, were
taught at schools. During that period, Paris was famous for its liberal arts, as well as for being
a centre of theological thought; the school run by the Toledo Cathedral advocated translating
works by Greek and Arab scientists; medicine flourished in Salerno and Montpelier, while law
was developing in Bologna. Schools were continuing the tradition of ancient Roman times,
which lead to the rediscovery of classical authors, such as Cicero, Virgil, Horatio, Seneca,
Catullus, Ovid, Terentius and others. It must be noted that practically nobody was familiar
with the Greek language, and, as a result, the works of ancient Greek philosophers were
known in their Latin translations. Of all works by Plato, only “7imaeus(along with comments
by the translator Chalcidius) had been translated. Several treatises by Aristotle, which were
translated and commented on by Boetius, including “On the Categories”, “On Interpretation”
and “The Prior Analytics”, were included in “Logica vetus”. The latter collection of works
was acknowledged as the main textbook on dialectics. Apart from works by Aristotle, it also
included “Isagoge” by Porphyry, “Topics™ by Cicero and treatises by Boethius himself, where
he analysed dialectic and hypothetical syllogisms on the basis of Aristotle’s logic. The rest of
Aristotle‘s works became accessible on the middle of the 12th century, after Europe became
familiar with their translations into Arabic and the corresponding comments.

Early scholastic thought was based on a strictly linear concept of time, where every reason is
primary with regard to its consequence. The primary active reason of all being is God, while
all other reasons are secondary. These reasons alter the form of existing entities, giving these
new means of expression. Scholastic scholars drew a connection between causal relations
and the law of non-contradiction, according to which it is impossible for the same object in
the same place and at the same time to simultaneously belong and not to belong to another
object, or to simultaneously exist and not exist. In the sphere of logic this law implied that two
propositions which contradict each other cannot simultaneously be true. There are two separate
aspects to the law of causality and the law of non-contradiction, namely, the logical and the
ontological aspects. Representatives of the scholastic school maintained that the law of non-
contradiction was a real law of being, since it is possible to perceive a non-contradictory form
of being only when the law of non-contradiction is being observed. As Stanistaw Kowalczyk
put it, “The logical and gnoseological power of this law depends on its ontological value.”
(Kowalczyk, 2001, p. 70) It is thus that the law of non-contradiction turns out to be valid not
only for our reasoning, but for reality itself. Since the law of non-contradiction is the basis of
any reasoning, it allows us to perceive reality in an adequate way. Scholastic scholars described
this law as the law which determines the existence of all being and the presence of rational
thought (Kowalczyk, 2001, p. 70).

Having formulated the link between the law of non-contradiction and the law of causation,
scholastic scholars were able to determine the logic governing Latin syntax. The linearity
of thought, understood as a constant with relation to the cosmological concepts of the time,
was established in grammar, where spoken and written logical constructs were connected by
means of tense sequencing (consecutio temporum). Both grammar and logic served to explain
the doctrine of Revelation, and enabled scholars to analyse language from the theological
standpoint. Representatives of the scholastic school were convinced that grammar and logic
could assist them in analysing God‘s names and features, and, consequently, could help them
understand the Creator‘s nature. On the other hand, they asserted that not all faith is akin to
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language, thus linguistic analysis does not necessarily lead to a complete understanding of
faith. It was thus that theology became a speculative science.

It must be noted that, according to medieval theologians, Greek and Roman philosophy had
one significant shortcoming: it did not deal with the Christian Revelation. Compared to the
authentic Word of God, the classical Weltanshauung and wisdom were merely an expression
of human weakness. Therefore, scholastic theologians believed that every word said by the
Old Testament prophets was laden with deep meaning, while the treatises of ancient Greek
and Roman philosophers were much more low-key in comparison. Monastery schools were
often characterized by wariness or even open hostility towards classical philosophy, while
church schools tended to be more tolerant in this respect.

As the social and economic situation changed, and as the arts and sciences kept developing,
twelfth-century intellectuals started to form larger communities which centred around
schools. Somewhat later the academic elite started to form guilds, just like the merchants
and craftspeople did. The academic guild system became fully established in universities in
the 13th century.

In conclusion, it can be stated that the active social, economic, political and cultural life in
the period between the 11th and the 13th centuries had an impact on the further development
of Western European civilization. Early scholastic sciences and arts helped draw connections
between the past, the reality of the present, and the future, and in doing so helped change
people‘s perception of the world‘s structure. Scholastic European culture defined the laws
which governed mankind, and which in turn were regulated by the divine law. The thinkers
who belonged to the Christian tradition were representatives of a relatively liberal outlook, and
thus interpreted man‘s essence and the laws of nature and morality in a novel light. The cultural
shaping of personal identity, which began in the middle ages with the acknowledgement of
the diversity of beliefs and the differences between them, is helping our contemporaries to
comprehend the essence of European cultural identity. In the contemporary Western European
culture, this identity has experienced a transformation, enabling the culture to become
oriented towards personal attainment of transcendence, and at the same time providing a basic
background for social relationships to take place.

The characteristics of the School of Bec

One of the most famous Benedictine monastery schools in eleventh-century Europe was
situated in Normandy, in the town of Bec. The Dukes of Normandy were greatly concerned
with the upbringing and education of youth, and would invite scientists and teachers from
other European countries. The School of Bec became famous throughout Europe in 1045,
after the Lombardian monk Lanfranc — a famous teacher of dialectics and rhetoric, and one
of the founding fathers of scholastic thought — was appointed as its head.

Lanfranc was born in 1010 in Italy, in the town of Pavia, in a lawyer’s family. He studied
grammar, rhetoric and dialectics, and later enrolled in the University of Bologna to study law.
Upon graduation Lanfranc taught at the schools of Chartres and Tours (France). He became
a famous public speaker, and, being a wonderful teacher as well, in 1039 he founded his own
school in Normandy, in the town of Avranches. Young people from all over Europe came to
this school to listen to Lanfranc’s lectures.

Lanfranc’s arrival at the Bec monastery is documented in its chronicle. The chronicle says that,
while Lanfranc was travelling through the forest at night, he was attacked by robbers, who
took all his belongings, undressed him and tied him naked to a tree. In his despair Lanfranc
tried to pray, but it turned out that did not know a single prayer by heart. This ordeal forced
Lanfranc to reconsider his entire life. He realized that being familiar with many scientific
subjects still essentially means nothing, since it does not guarantee that, during a critical
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moment, one will be able to say even the shortest prayer, the sort that every peasant knows.
In the morning, the peasants found Lanfranc and freed him. He thanked them and asked
how he could find the poorest monastery in the neighbourhood. He was shown the way to
the monastery of Bec.

The monastery of Bec was founded in 1031 by a knight named Herluin, who became its first
abbot. Lanfranc arrived at the monastery in 1042 and was accepted by the abbot Herluin
himself. That very year Lanfranc became a monk. The chronicle says that during his first
three years at the monastery Lanfranc did not teach, and only learned to be humble, seeking
to overcome his pride. In three years’ time, when Lanfranc became the scholasticist at the
monastery school, Pope Michael II delegated a large number of chaplains to the Bec monastery
to study rhetoric and dialectics. Many famous dialecticians of the time, such as Guitmund
from Aversa, Anselm from Bages and others, were Lanfranc’s students. The future Pope
Alexander II was also a student of Lanfranc’s. Leon Karsavinas describes one incident with
Pope Alexander II, which demonstrates the respect the latter felt towards his teacher. This
incident took place when Lanfranc was the Archbishop of Canterbury. When the Pope saw
Lanfranc, he stood up and said: “this honour is not for the Archbishop of Canterbury, but
for the teacher at the School of Bec. I used to sit at his feet with the other students myself.”
(Karsavinas, 1994, p. 350)

Lanfranc was quite familiar with Aristotle’s treatise “On the Categories”, as well as with
Boethius’ works on the subject of logic. His knowledge of dialectics and grammar, both of
which were based on Aristotle’s and Boethius’ ideas, allowed him to understand and explain
the mysterious aspects of the Revelation. It was this that made the School of Bec famous.
In his public speeches Lanfranc voiced the idea that logic helps explain the truths of the
Revelation. Lanfranc’s first move was to establish the traditional doctrine at his school. His
views were radically different to those of the dialectician Berengar of Tours (~1000-1088),
who was head of the Tours school. Berengar was developing the philosophical and theological
concepts formulated by John Scotus Eriugena and taken up by the late Carolingian School.
Some of these concepts did not coincide with the general doctrine of the Church. During
their theological discussion Lanfranc accused Berengar of misinterpreting Aristotle’s logic
while trying to explain the mystery of the Eucharist. While defining the doctrine of
transubstantiation, Berengar used the Aristotelian concepts of substance and accidence. He
believed that the physical form of bread and wine corresponds to accidence, while Christ’s
mysterious presence in them corresponds to substance. According to Aristotle, accidence
cannot change until there is a change in substance (Aristotelis, 1990, p. 59). On the basis of
this assertion, Berengar tried to prove that bread and wine do not become Christ’s body and
blood during the consecration. On the other hand, Lanfranc was trying to prove the opposite:
namely, that a change in physical substance was not necessary for a shift in the reality of the
Eucharist. As a result of this ongoing discussion, grammar and logic were introduced into
theology for the first time in history; in other words, the laws of dialectics began to be used
for explaining the truths of faith.

Humanist ideas in the School of Chartres

Trade and crafts flourished in Western Europe in the 12th century. This commercial revival
caused towns to expand, which resulted in the formation of a new social class, the townspeople.
This meant that the political and legal systems had to be reconsidered and reformulated, since
the new class required personal freedom and freedom of trade. Besides, the ongoing social
changes meant that the education system needed to be developed as well. As the towns kept
growing, the schools run by monasteries or cathedrals could no longer satisfy the townspeople’s
needs, and secular, municipal schools began to be established. These schools cultivated the
image of a new city intellectual, who, “like the town-dwelling merchant, travelled a great
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deal in search of knowledge. The emerging city community put forth a model which relied
on mobility as a necessary condition for education.” (Baldwin, 1996, p. 54)

It is acknowledged that the School of Chartres was a centre of humanist thought for the whole
of twelfth-century Western Europe (Copleston, 1950, p. 190). This school became especially
famous in 990, when Fulbert, the Bishop of Chartres (lat. Fulbertus Carnotensis, f. Fulbert
de Chartres, 960/970—1028), was appointed as its head. The Bishop had come to France from
Italy, and was a scholar who was familiar with works by Arab scientists. He cultivated a love
for the Hellenic tradition, which he had adopted from the Arab academic culture, and which
was based on ideas of Plato, Aristotle, Proclus, Plotinus and other Eastern thinkers. The later
chancellors also contributed to the school’s development. Among them are Bernard of Chartres
(lat. Bernardus Carnotensis, fr. Bernard de Chartres, +1130), who was known as the greatest
Platonic thinker and was the school’s chancellor from 1119 to 1126; his student Gilbert of
Poree (lat. Gilbertus Porretanus, fr. Gilbert de la Porée, ~1080—1154) who was chancellor from
1126 to 1140, and later became the Bishop of Poitier; Theodoric of Chartres (/at. Theodoricus
Carnotensis, fr. Thierry de Chartres, +1170), the younger brother of Bernard of Chartres,
who was chancellor from 1142 to 1150/55; Wilhelm of Conches (/at. Guillelmus Conchesius,
fr. Guillaume de Conches 1080—1154), Bernard de Chartres’ student and teacher to John of
Salisbury (/at. Joannes Saresberiensis, 1115/20—1180) (Libera, 1993, p. 314).

The School of Chartres was a famous centre of liberal arts, humanist and philological studies,
platonic thought and natural philosophy. Under the influence of Greek and Roman culture,
scientific experiments and rationalist thought, this church school transcended theological
boundaries and became a philosophical school which was relatively independent from the
Church, even though it was Christian theologians that taught there. At the time, censorship as
a theological concept did not exist, and scientific theories could be developed and published
freely without fear of persecution. From the 12th century onwards, the school became a center
for specialists in the field of science. The school librarians would often search for rare or
unknown scientific manuscripts in Greek, Arabic or other languages, and then translate those
into Latin. Studies in the fields of astronomy, physiology and medicine, as well as an interest
in Aristotle’s logic and universal philosophical problems, were the factors that determined
the special position and role of this school. The School of Chartres became famous for its
studies in the fields of natural science and the humanities, and later served as a prototype for
the Oxford school.

The School of Chartres was based on Platonic philosophy. It was there that the thymaean system
of concepts was developed. This system was based on certain aesthetic and mathematical
concepts originating from Boetius’ mathematics and Augustine’s principle. The latter
proclaimed the idea that God will arrange every object according to a given order and number
(ordine et mensura).

It must be noted that this principle corresponded to the set of ancient Greco-Roman
cosmological concepts, where the divine was perceived as a soul, a form and a fate. Such
a vision of God originated from Plato’s “Timaeus”. In this work the author speculated that,
when God was about to create His most perfect and beautiful creation — the universe — He
constructed the cosmos in such a way, that it united all living beings, as well as objects and
events. “Based on this idea, he placed the mind inside the soul, and placed the soul inside the
body, thus creating a Single Entity, so that his creation could be the most beautiful and perfect
by its very nature.” (30 b) (Platonas, 1995, p. 67)

In the School of Chartres, God’s creation the author perceived “precisely the cosmos, an all-
encompassing order, which is opposed to the primordial chaos.” (Eco, 1997, p. 53) A mediator
through whom this order can be implemented is Nature, who possesses a magical ability
to create like from like, i.e., who governs the appearance of objects and their becoming
themselves.



ATEE. SPRING UNIVERSITY, RIGA, 2008 Teacher of the 21st Century: Quality Education for Quality Teaching

In striving to perfect the world, Nature is concerned with making it more beautiful (o oxornatio
mundi). In order to do this, Nature uses the organic unity found in causal links, creating
beauty (ornatus) in the form of order and accumulating its creations (collectio creattarum).
Nature’s creations become beautiful when matter starts to break down according to shape
and number, so that its dimensions and contours become obvious, its proper shape and form
are attained, and the full palette of its sounds and colours is used. Such an extended vision of
cosmic harmony becomes “a metaphor for the organic perfection of each separate shape, or
each organism created by nature or art.” (Eco, 1997, p. 54)

The idea that the world is ruled by Nature’s greatness, rather than by numbers, filled the strict
mathematical logic and harmony of this concept with meaning. Such a concept of cosmos
harmony solved many problems related, among other things, to the negative elements present
in the world. Even for evil or ugliness there is a place in the world’s harmonious structure, since
they provide a necessary contrast: after all, beauty becomes obvious only upon contrasting it
with something that is not beautiful; and evil itself becomes beautiful and good if we remember
that goodness is born from it, and shines with its full colours beside it.

This concept helped the School of Chartres prepare humanist scholars, improve medieval
academic culture and enhance the further development of scientific philosophy. The school
did not limit itself to scholastic and theological studies; rather, it looked at the reality of life
as a whole, which in turn allowed it to ascend to the heights of transcendence.

Thinkers and pedagogues of the School of Chartres

Bernard de Chartres, a chancellor of the School of Chartres, had a privileged status; none of
his manuscripts survived until nowadays. We learn about his grammar lectures mostly from
the works of his students and followers. John of Salisbury characterised Bernard de Chartres
as a talented teacher of grammar who was successful in teaching others (Gilson, 1989, p. 620),
the more so that at the beginning of the 12th century grammar was at the centre of trivium
attention. According to John of Salisbury, apart from being an art to speak and write correctly,
grammar is a starting point of the studies of liberal arts. It is a cradle of philosophy and of
all the first studies of script. John of Salisbury emphasised that a task of a grammar teacher
is not only to make students aware of grammar subtleties but also to develop their morals.
Having realised this thought, Bernard de Chartres taught students grammar reading works by
Roman writers and explaining them in terms of grammar. Moreover, similarly like Alcuin,
Bernard de Chartres related grammar teaching with philosophy and logic. Developing students’
arts knowledge, he continued Quintilian’s teaching traditions. In his opinion, all derivatives
first of all have the meaning of the root of the main word; however, the language approaches
them in a specific way on the bases of the limits of concepts. Bernard de Chartres was fond
of Cicero, Seneca and Boethius. At the beginning of the 12 century, trying to develop his
students’ mind and an ability to feel a text, Bernard de Chartres used a method of academic
reading (lectio), although treated as inadequate and outworn by John of Salisbury. Having
adopted the Platonic way of treating of ideas from Seneca’s (Seneka, 2005, p. 150—158) letter
58 to Lucilium, Bernard de Chartres became Platonist. His teaching featured the Platonism
of Pseudodionisius and Saint Maximus the Confessor (Gilson, 1989, p. 144). Analysing the
Latin translation of Plato’s “Tymaeus” (Maurer, 1965, p. 71) by Platonic Chalcidius in the
fifth century and his comments, Bernard de Chartres gave universals the meaning of Platonic
ideas, treating ideas as primordial examples. Talking about logic he interpreted that gender
and kind are not in things but in ideas; by analogy, in grammar things cannot be defined by
nouns as the latter are devoid of consistency that is present in ideas (Gilson, 1989, p. 619).
Bernard de Chartres explained eternity referring to the teachings of St. Augustine and Stoics.
He maintained that idea, like a primordial example, is eternal, and substance is created by
God; however, the real eternity is three divine persons, i.e., the Holy Trinity. In this way, idea
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cannot be equal with God at the same level, because in some sense being in God’s mind its
nature is secondary. Thus, Bernard de Chartres agrees that idea is eternal but being dependent
on God, it cannot be equal with Him.

Following his teacher Bernard de Chartres, Gilbert of Poitiers aimed to make the School
of Chartres an important centre of scientific studies and research. Those who wanted to
simplify teaching programmes were offered by him to go and work in commerce business
for a material welfare rather than to seek education. Gilbert, like Abelard, is one of the most
intellectual scientists of the 12" century, but famous not as logician but as metaphysician.
He studied Boethius, commented on him and in relation to Boethius’s ideas he “advocated*
Platonic realism and tried to make it compatible with Aristotle’s convictions; in this way he
encouraged thriving of Aristotelianism and scholastics in the 13th century.” (Tatarkiewicz,
2001, p. 273)

Gilbert was the first medieval author to work up an original textbook Book of Six Principles
(Liber sex principiorum) (Gilson, 1989, p. 140) — a metaphysical interpretation of Aristotle’s
“Categories”. This textbook was included to the programme of the department of liberal arts
until the very 15" century. In his teaching programme, Albert the Great commented on this
book as well as on the works by Aristotle and Boethius. This treatise interprets equivalent
categories distinguished in Aristotle’s logic: substance, quantity, quality, proportion, state,
possession, action and suffering. Gilbert divides them into two groups. According to him,
Aristotle’s categories are not acceptable in metaphysics because, for instance, substance is
not equivalent to place or quality. Therefore, Gilbert attributes substance, quantity, quality
and proportion to one group of categories, and the rest six categories to another group. As
a proponent of the conception of a real existence of universals, Gilbert calls all these categories
as forms. He defines the first group as inner forms and the second group as secondary forms.
A subdivision of these categories became the basis of a further development of metaphysics.
Inner forms are either the very substances or belonging to the essence of substance,
independent from its relations to other substances. Therefore, proportion, as an inner form,
becomes the essence of substance, and because of the fact that every substance can have
some relations with others, independent from its inner proportion, Gilbert’s theory of forms
posed an unsolvable problem to the medieval ages: does proportion really exist or is it a mere
construct of the mind.

Thierry of Chartres, the younger brother of Bernard, was famous as a scientist researcher and
had his share in the development of a scientific theoretical trend of the school. Generalising
his ideas he worked up a manual of seven liberal arts, Heptateuchon. It recommended
necessary authorities for teaching every art: extracts from Priscian works and works of
Roman prose and poetry; the priorities of logic and dialectic were Aristotle and Boethius; the
representatives of rhetoric were Cicero and Quintilian. Each of quadrivium arts also had their
own authorities: Boethius, Capella, Isidore of Seville, Columellus, Ptolemeus and others for
arithmetic, geometric, astronomy and music. According to Thierry of Chartres, the division
of the programme into trivium and quadrivium reflects the difference between the mind and
its presentation. 7rivium embodies the goal of cognition and its clever expression, whereas
quadrivium 1is related with the content of cognition. With reference to this thought, Thierry
of Chartres drew a conclusion that “Heptateuchon” is the one and only instrument both of the
seven liberal arts and of the philosophy, with the help of which a love for wisdom develops
and wisdom itself becomes an absolute understanding of truth. Thierry of Chartres paid
attention to cosmological problems too — the creation of the world according to the Bible he
related physics. He was interested in two questions of this problem: the reasons of the universe
formation and the process if it.

In 1134 Thierry of Chartres went to teach to Paris and after seven years came back to become
a chancellor of the School of Chartres in 1142.
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The bishop of Chartres John of Salisbury as one of thee most outstanding representatives
of the school was a student of Peter Abelard. Both these scientists were “on the edge of the
new education era that was stirred up by enthusiasm, informality, improvisation and constant
change.” (Baldwin, 1996, p. 64) John of Salisbury attended lectures of various teachers for
12 years in Paris. He became a refresher of the ancient culture and conservator of the world
scientific thoughts; he was among the first of those who analysed the problems of the history
of philosophy and politic philosophy in the medieval ages.

His treatise addressed public affairs based on wide political and ethical views. Analysing the
problems of the law and equality, John of Salisbury emphasised that a universality of equality is
as if coded in itself as it “is a reconciliation of things; it equates everything rationally (ratione)
and demands equal rights in all respects to equal things, gives everything what is necessary
to give to everything. The law is an interpreter of equality.” (Solsberietis, 1980, p. 379) John
of Salisbury especially requires equality and tolerance to everyone from the government men,
who are decisive authorities when it comes to destiny of people, communities and states.

Written in 1159, the most important work Metalogicon, a peculiar treatise of Aristotle’s
philosophy and logic, analyses the main postulates of the theories of gnoseology and logic,
which were aimed at application of the philosophy of Aristotle to theology needs.

On the other hand, he sought to make theology a scientific study as well, the basis of which
consisted of ancient literature heritage, history cognition, dialectic and philosophy. With
eloquence defending the seven liberal arts in his treatise, John of Salisbury announced that
“our generation is proud of the heritage from the ones before us. Very often we learn more not
because of the power of others’ mind that we belong to and we govern the wealth from our
ancestries. Bernard de Chartres used to compare us with small dwarves sitting comfortable
on the shoulders of giants. Thus he emphasised that we can see more and further than our
ancestries not because of the fact that we gaze penetratingly or sit high but because we are
on the giants.” (Salisbery, 1955, p. 167).

With this metaphor John of Salisbury put emphasis on the achievements of the past minds that
nurtured ideas, discussions and interpretations. John of Salisbury was opponent to verbalism
that was used to analyse abstract ideas. In his opinion, people need matter-of-fact and detailed
knowledge. Only ignorant people can have answers to all questions since they are aware of
only one way of solving a problem. He understood philosophy not only as a way to a scientific
cognition but also as a way of life connected with a cognition process and a current and change
of historical events.

William of Conches was a student of the School of Chartres who is considered to be as one of
the most honourable followers of the grammar of Bernard de Chartres. He was interested in
the studies of astronomy, physiology and philosophy of nature. In the period of dogmatism,
Conches was not afraid to say that his knowledge is limited and was sceptical about certain
issues. He regarded himself a Christian not an academic; however, he admitted talking like
an academic in the discussions of dialectic. Apart from dialectic, he also highlighted the
importance of mathematics, astronomy and music to a harmonious cognition of the world
and human being.

Adelard of Bath was also fond of the School of Chartres. He studied in France, visited Italy,
Greece and Arab countries; he got an education of nature studies, mathematics and philosophy
and translated Arabic mathematics works to Latin and Euclid’s works.

It must be emphasised that in the 12 century, humanistic arches of the School of Chartres
inspired a deep scientific thought that was criticised or even condemned by opponents more
than once. In the second half of the 12" century and in the 13" century the glory of the School
of Chartres decreased. Chartres was unable to deal with the competition of Paris and Paris
University; besides, Europe was beginning to be interested in other fields of science. Once
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a famous school, it became a provincial educational institution for young people planning to
study in Paris departments. The scientific ideas and attitude to studies established in Chartres
did not melt in the air — nature and humanitarian studies were popular in England, Oxford
University, in the 13" and 14" centuries and existed until “the 15" century when the whole
scientific world established itself there surpassing a dominating philosophy.” (Tatarkiewicz,
2001, p. 276).

Conclusions

1.

The 12—13" centuries with their dynamic socio-economic, political and cultural life
influenced the further development of the civilization of Western Europe. Combining the
past and reality, sciences and arts of the early Scholasticism changed the man’s attitude
to the order of world. Scholastic European culture defined the laws of human life that
were regulated by the divine order. As prophets of a relatively free thought, thinkers of
the Christian tradition had a new view towards a human nature, nature laws, moral rules,
attitude to the man and his development.

Teaching in the School of Bec was based on the principle of dialog. It formed a method
of syllogism teaching, the essence of which was to find logical connections between
the phenomena being analysed and to substantiate or reject them on the basis of certain
arguments. Such kind of teaching formed the character of the future studies of the medieval
universities of Western Europe.

The humanistic position of the School of Chartres on the basis of Aristotelianism and
Neo-Platonism played an important role in the medieval history of science and culture.
The expanded sciences of mathematics and nature studies were related to the promotion
of the ideas of arts, humanitarian and philosophical thoughts. On the basis of these ideas,
an objective to overcome the prevailing general theological and philosophical speculations
was set.
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Kopsavilkums

Agrinais sholasticisms attistTja jaunu mentalitati, izmainot pasaules redz&jumu (Weltanschauung)
kopuma, izpratni par cilveku un sabiedribu. Viduslaiku kultiira tika veidota saskana ar
modeli, ko veicinaja Karolingu impgrijas politiska, ekonomiska un religiska dzive. So
modeli pienéma dazadas etniskas grupas un pielagoja savam tradicijam, parazam un dzives
veidam. Intelektualitate un objektivitate padarija skolasticismu sp&jigu ienest fundmentalus
jauninajumus viduslaiku kulttra.

Vienpadsmita gadsimta Ziemeleiropa viena no visnozimigakajam skolam attistijas Bekas
klosteri, ko nodibinaja Benediktianu muki, kuri turpinaja Karolingu teologiskas filosofijas
skolu, izkopjot Aristotela dialektikas, gramatikas un logikas idejas. Sis skolas vadosie parstavji
bija parliecinati, ka atklasmes patiesibu var paust ar logikas palidzibu. Balstoties uz logisko
semantiku, vini macot plasi izmantoja aktiviz&joSas metodes. Vini macija saviem skoléniem
ne tikai attistit logisko pratu, bet arT ilustrét abstraktas idejas ar pievilcigiem vizualiem
piemériem. Benediktianu muki bija pirmie, kas m&ginaja savienot logiku, gramatiku un
dialektiku patiesibas un liktena izskaidroSanai.

Divpadsmitaja gadsimta Sartras skola bija Rietumeiropas humanisma centrs. Skola bija slavena
tas liberalo makslu programmas un antikas Griekijas zinatnes un filosofijas izplatiSanas dél,
pasi Platona un vina sekotaju ideju turpinasanas dgél. Ta attistija Platona kosmologiju, kas
balstfjas uz matematiskiem un estétiskiem apsveérumiem, kuri savukart nebija kristigajai
teologijai un tas kosmologiskajiem apgalvojumiem ipasi viegli pienemami. Skolotaji un
skoléni skolas neierobezoja sevi ar sholastiskam un teologiskam spekulacijam, bet gan
pievérsa uzmanibu empiriskajai realitatei, cenSoties to izprast un izskaidrot. Sartras skolas
pieredze un humanistiskas idejas pozitivi ietekméja lielas viduslaiku Parizes un Oksfordas
universitates.

Atsleégvardi: sholasticisms, semantika, logika, dialogs, humanisms, Bekas skola, Sartras
skola.
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THE ACTIVITIES OF THE PRIVATE RUSSIAN TECHNICAL
SCHOOL OF ENGINEER NIKOLAJ OKOLO-KULAK
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TEHNIKUMA DARBIBA

Alida Zigmunde
Institute of Humanities, Riga Technical University

Abstract

The history of the Private Russian Technical School of Engineer N. Okolo-Kulak shows the situation
of technical education in Latvia at the time just after the end of the First World War and after the
beginning of the first independence period of the Republic of Latvia. N. Okolo-Kulak was an
experienced engineer; he became the founder and first director of the Technical School, he was able
to get qualified teachers with practical experience, with an education in Technical Sciences and
teaching experience. N. Okolo-Kulak had great ideas. He was not able to get the permission to found
a Private Polytechnic Institute and after a 15-year experience, lack of students even for his Technical
School was evident. In the years 1920 to 1936, this was a very good educational institution for those
students which were not able to speak Latvian. The education the students obtained at his Technical
School was good, the state acknowledged the exams of his School and the students enjoyed the same
rights as those in the state schools.

Keywords: technical education, private schools.

Introduction

The Republic of Latvia, founded in 1918, imposed the Latvian language as the official language
in the education process, but many students who had received their education in Russia
understood the Latvian language badly or not at all. After the war of independence and after
the independent Republic of Latvia came into existence, the former inhabitants of what was
now Latvia who had been evacuated to Russia because of the First World War returned to
Latvia. Among them were engineers N. Okolo-Kulak, M. Berlov, S. Schimansky and others.
In this situation, N. Okolo-Kulak decided to found a Private Russian Technical School with
the Russian language as the language of instruction.

Teachers and study process

The founder Nikolaj Okolo-Kulak (1867-1927) had finished in 1898 a technical school in
Moscow (Studentu, p. 130) and had studied engineering at the Riga Polytechnic Institute for a
short time (1900). Before the beginning of the First World War, he was Head of the work on the
railroad Riga—Orl. During the First World War, the railroad was evacuated to Russia and the
engineer N. Okolo-Kulak returned to Riga only after the end of the war. The only property he
owned was two summerhouses in Rigas Jurmala (Beach of Riga). It was not easy to organize
a technical school (H. A. Onomo, 1927). N. Okolo-Kulak succeeded. He became the owner of
the Technical School, which was conducted by a director and a board of administrators.

Work started at the Technical School in the autumn of 1921. The teachers were: H. Luter,
N. Bernardski, G. Knasew, S. Zitkow, V. Maschkin, A. Deksins, S. Michailow and Professors
M. Berlow, S. Schimansky. The teacher of drawing and calligraphy, R. Murasow, was his
son in law. Nikolaj Okolo-Kulak was the owner, director and teacher for technical drawing
at his school. His daughter Marija Murasova, who did some teaching, assisted him in his
administrative and economic activities.
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The owner had two very experienced pedagogues without whom this technical school hardly
would have been imaginable. In 1921, two former professors of the Riga Polytechnic Institute
came back from Russia — Michail Berlow (1867-1935) and Stepan Schimansky (1868—1931).
Both had property in Riga (Majas, 1921, p. 8) and in Rigas Jirmala, and they decided to
come to Latvia. They were both born in Ukraine but worked before the First World War at
the Riga Polytechnic Institute for a long time; they had their friends and acquaintances in
Riga. M. Berlow had finished the Technological Institute in St. Petersburg and came to Riga in
1897. Professor Berlow was a specialist in machine building and had written some textbooks,
which spread into different countries. His textbook “/leranu mamun™ (Details of Machines)
was known at different universities in France. His textbook was reprinted many times and
had special versions for students at technical schools, for engineers and for mechanics.

S. Schimansky was the son of a very rich entrepreneur. He had studied chemical sciences in
Riga. In 1897, he started his teaching carrier at the Riga Polytechnic Institute simultaneously
as M. Berlow (Profesora, 1931).

It is important to note that with the start of the First World War, the Riga Polytechnic Institute
was evacuated to Russia, and it kept running in Moscow until 1918. After the war, only a
small part of its property had been brought back to Riga, which was used later in 1919, when
the University of Latvia was founded. From parts of the property of the Riga Polytechnic
Institute, which did not return to Latvia, the Polytechnic Institute of Iwanowo- Wosnesensk
was founded. A good part of the teachers of this Institute of Higher Education were the former
teachers of the Riga Polytechnic Institute. For instance, Michail Berlow was appointed the
first Rector of the Polytechnic Institute in Ivanovo-Wosnesensk. S. Schimansky worked there
as a professor (Augstakas, 2002, p. 95). When M. Berlow and S. Schimansky came to Riga
in 1921, the University of Latvia did not need new teachers. Because of their knowledge and
experience, the Technical School of Nikolaj Okolo-Kulak needed them very much.

The private Russian Technical School of the Engineer N. Okolo-Kulak was the first and the only
private technical school at the time of the first independence of Latvia. The Engineer N. Okolo-
Kulak tried to found a private polytechnic institute in Riga. He wanted the students who had
finished his private Technical School to continue studying in a private Russian polytechnic
institute, which he wanted to establish in Riga. In the Petition of N. Okolo-Kulak, written
on December 27" 1921 to the administration of the Russian part of the Latvian Department
of Education he explained that teaching at the Russian Polytechnic Institute should start in
autumn 1922. The teaching process would correspond to the Curriculum and the plans of
the University of Latvia. He even wanted to take teachers from the University of Latvia; this
was possible because almost all of the teachers of the University of Latvia spoke Russian,
with some rare exceptions, teachers from other European countries. He already had two
professors at his Russian Technical School — M. Berlow and S. Schimansky. For the Russian
Polytechnic Institute he had projected four departments — Mechanics, Sciences in Electrical
Engineering, Traffic, Constructive Sciences (Architecture). But a private Technical Institute
was not to be opened. The Ministry of Education gave its answer on August 4™ 1922. They said
that irregularities had already been found in his private Technical School and therefore they
could not allow N. Okolo-Kulak to found a private Russian Polytechnic Institute (Dokumenti,
1922, p. 11).

Unfortunately, form the documents in the Latvian State Historical Archives (LVVA), it is not
possible to find out what irregularities the director has made possible. Students generally were
freed from military service. But in the papers concerning N. Okulo-Kulak’s Private Technical
School it is mentioned that his students enrolled at his school to get free from military service,
and that they did not go to the courses regularly; the administration was suspicious that the
director was not strict enough. There has been a judicial enquiry conducted on that matter,
but it was decided that it was not the fault of the director (InZeniera, 1923, p. 59).
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In the documents of the Private Technical School of N. Okolo-Kulak you can find several
petitions in which his school administration asks the permission to let Russian citizens be
teachers at the Technical School. The legislation of that time did not allow employing a
foreigner as a teacher, and it was necessary to get a working permit for him. Some teachers,
for instance S. Schimansky, became citizens of Latvia some years later (Stepana, 1923, p. 8).
It was interesting to take foreigners as teachers because they usually had a solid education.
For instance, in 1922, the school wanted to have Pjotr Tokarew as a teacher for Physics and
Electric Engineering. He had finished the Institute for Electric Engineering in St. Petersburg.
In 1924, the school had only one foreigner as teacher; it was a railroad engineer Sergej Zitkow.
In 1929, there were three foreign teachers at the school (Studentu, 1929, p. 31).

Courses were delivered in the Russian language. The Latvian language and foreign languages
were also taught, so that the students were able to go on studying at universities abroad.
Teachers worked very much “after hours” with their students (Pedagogiskas, 1922, p. 42).
Lessons were not only taught theoretically, the students also had excursions to electric
engineering shops, foundries, and other production sites and companies. It was slightly
more difficult to organize the period of practical training. In 1925, the Board of Railroads
informed N. Okolo-Kulak that there were not enough places for practical training for state
schools and therefore no places would be given for students of private schools; however, it
was not so that the students stayed without practice. In 1923, for instance, they had places
for 5 students: 2 in Riga, 2 in Vecgulbene, and 1 in Valmiera. The only condition was that
the student understands and speaks Latvian and is at least 16 years old. Only those would
get paid who were able to work on their own (Sarakste, 1923, p. 95).

In 1927, Nikolaj Okolo-Kulak, the owner of the Private Russian Technical School of Engineers,
died. His wife and his daughter tried to continue to run the school. In the year 1933/1934, they
informed that the Technical School had to be closed because of lack of funds.

The Association of Russian Engineers in Latvia tried to continue the studies at the school.
On September 27" 1933, the new statutes of the Private Russian Technical School of the
Association of Russian Engineers in Latvia had been accepted by the Latvian Secretary of
Education (Latvijas, 1933, p. 2—4). The intention was not to leave students who had started
their studies without final exams. In the Departments of Mechanics and Construction,
teaching continued until autumn 1936. On October 1% 1936, the Technical School was closed
because of lack of students (Ienakosie, 1936, p. ?). The Private Technical School had existed
for 15 years.

Its directors were: Nikolaj Okolo-Kulak (1921-1927), Mihail Berlov (1927-1928), Stepan
Schimansky (1928-1931), Nikolaj Feodorow (1931-1935), Alexander Kleinenberg (1935-1936).
N. Okolo-Kulak tried to have the very best teachers available for working at his school. Both his
professors were already quite old; nevertheless, after the death of the director S. Schimansky,
the school had teachers of good quality. Almost all of the teachers of N. Okulo-Kulak’s school
had to work at other schools too to make a living.

Table 1
Teachers and their level of formal education
Year Teachers with Teachers without Female teachers Total
higher education higher education
1925 11 3 2 14
1926 12 3 2 15

Teachers of specific technical matters were alumni of institutions of higher technical education
(among them also alumni of the Riga Polytechnic Institute) because it was one of the obligations
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of these institutions to prepare teachers for technical schools, professional schools, trade
schools (Gewerbeschulen), apprenticeship schools.

The Private Russian Technical School were located in different buildings: Marijas street 57,
Aspazijas bulv. 11, Matisa street 11/13, Valdemara street 36, Gertrudes street 36, Brivibas
street 40, Akas street 10. These addresses of the Private Russian Technical School of N. Okolo-
Kulak very often were simultaneously the addresses of other private schools where the teachers
who worked for N. Okolo-Kulak also worked. Thus, when a teacher quit a private school,
the Private Russian Technical School of N. Okolo-Kulak had to leave, too, and had to find
another location for its purpose.

Students of the Private Russian Technical School

The students had specific caps and wore special stickers. In the autumn of the first year (1921),
around about 50 students enlisted in the school. During the course of the school year other
students enrolled, at the end of the year 1921/1922, there were 156 students. After finishing
this type of technical school, students could go on studying in an establishment of higher
education. The school’s students were of different nationalities, but almost all had Latvian
citizenship.

Table 2
The number and the nationality of the students in different years
1921/22 1922/23 1925 1926
Russians, Byelorussians 38 24 72 85
Latvians 19 19 32 17
Germans 13 13 5 5
Polish 12 9 6 3
Jews 71 13 15 22
Estonians - - - 2
Lithuanians 3 -
Without Latvian citizenship - 6 - -
Total 156 72 130 134

Students had to pay for their studies. Very poor students got financial aid from the Cultural
Fund of Latvia. Only those students who studied well did not get enrolled in the army while
they were studying. Teaching was organized in 4 classes (teaching year). The school began
with 4 Departments — Mechanics, Construction Sciences, Traffic, Agriculture, from autumn
1924 — Commerce Department. In the first 5 years, 70 students got their final certificates
(Deiirman, 2000, p. 298). Slowly the number of students decreased because there were enough
public technical schools, and the number of students who were fluent in the Latvian language
increased. Studying in a public technical school was without fee, whereas in a private school
students had to pay a fee.

Not everybody finished the Technical School. For some it was very difficult to combine
studying with practical work. If the knowledge of students was insufficient, they had the
possibility to pass the exams the next year.

After finishing this Technical School, the alumni could go on studying at technical universities
in France without further exams. There were two reasons for this: the alumni arrived with
good knowledge, and Professor M. Berlow was known in France (Ymep.., 1935). His students
were well prepared for further studies.

In autumn 1936, there were only 16 students who had to look for other technical schools for
finishing their studies.



10. History of teacher education (invited session of Baltic association of educational historians)

Conclusions

The Private Russian Technical School of Engineer N. Okolo-Kulak played an important role in
the first years of the newly founded independent Republic of Latvia. For young people who did
not understand or did not speak Latvian, it was almost the only possibility to get professional
education. However, from 1930 on, there were enough public technical schools, and people had
started learning the Latvian language. The school had served its purpose and it was closed after
15 years of activity (1921-1936) because of lack of students. The school was well equipped,
there were laboratories and workshops, but it still had no main school building and changing
the location of the school every two years did not facilitate the studying process.
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Kopsavilkums

InZeniera Nikolaja Okolo-Kulaka (1867—1927) privata krievu tehnikuma darbiba ir ciesi
saistita ar arodizglitibu Latvija p&c Pirma pasaules kara un Latvijas Republikas pastavésanas
pirmajos gados. N. Okolo-Kulaks bija pieredzgjis inZenieris un privata krievu tehnikuma
dibinatajs, uzturétajs un direktors. Tehnikuma stradaja kvalificeti un pieredz€jusi pedagogi,
kuri bija ieguvusi gan pedagogisko pieredzi, gan tehnisko izglitibu. Par skolotajiem stradaja
gan Rigas Politehniska institiita bijusie profesori M Berlovs un N. Simanskis, gan absolventi.
Tehnikuma dibinatajs velgjas atvert pat privatu Politehnisko institiitu, tacu nedabiija atlauju.
Tehnikums darbojas 15 gadus (1920-1936), un taja labu, kvalitativu izglitibu vargja iegtt
tie, kuri neprata latviesu valodu. Péc N. Okolo-Kulaka naves 1927. gada tehnikumu uzturgja
vina atraitne un meita, bet 1933. gada tas nonaca Latvijas krievu inzenieru biedribas parzina.
Latvijas valsts atzina tehnikuma iegiito izglitibu, un absolventiem bija tadas pasas tiesibas
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ka valsts tehnikumu beidzgjiem. Neliela audzeknu skaita d&] 1936. gada tehnikums darbibu
partrauca.

Atslegvardi: arodizglitiba, privatskolas.
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