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NACIONALO IDENTITATI

Vitolda Sofija Glebuviené, Irena Kapustiené
Vilnius Pedagogical University, Lithuania

Abstract

National identity is one of the aspects of personal identity, which is conditioned by an individual’s
reflective cogitation answering to the question ‘who am I’. A child starts perceiving his/her own
identity in the closest to him/her social environment i.e., first, in the family and then in an educational
institution. Thus, the adoption of ethnic values is partially dependent on the child’s family and
traditions nurtured in it, as well as on the attitude of an educator working in a pre-school education
institution. All this has relevance to the development of child’s national identity, to the identification of
key factors in education as well as on the choice of methods and techniques of ethnicity development
and education.

Keywords: pre-school educators, parents, attitude, factors and techniques of child’s ethnicity
development.

Introduction

Individual’s national identity is formed by his/hers national self-awareness, determined not
by adoption of scientific knowledge and cultural values but rather by self-cognition and self-
identification as a person in a particular ethnic sociocultural (socium) environment. It is a
national self-awareness, which initiates a merger of an individual with his/her own nation,
its spiritual and material values and allows for preserving and nurturing the seeds of national
identity. (Paulavicius, 2005, 51). Emergence of national identity facilitates distinctly conscious
and free self-determination of every individual to identify himself or herself with a part of a
cultural space created by a particular nation and to assume certain obligations to it (Grigas,
2005, 6).

A pre-school child already possesses a rudimental ethnic self-awareness inherited from parents
which later is being firmed up in adolescence. A child learns to differentiate categories of
relatives in a consecutive sequence: starting with the people closest to him/her and finally
familiarising with other members of his or her own ethnic group. Therefore, there exists an
opinion that people may have a genetically inheritable common predisposition to identify
genetically with kindred categories of individuals. However, which concrete affinity features
for identification with relatives will be acquired and memorised depends on cultural, social
and natural environment (Statkus, 2003, 155).

Having perceived one’s own belonging to one or another nation, a mature individual adopts
the values, traditions, customs, system of symbols and historical experience, principles and
norms nurtured by a particular nation for centuries. In this way an individual forms his/her
own national self-awareness which can be considered as a value-based expression of national
awareness. National awareness is perceived as a structure of values, national symbols and
traditions, whereas the system of national identity is a constantly changing phenomenon in
terms of its content, affected by time and social, economic, political and cultural changes
(Taljiinaite, 2006, 13). It is obvious that such factors presuppose formation of different phases
of national identity: undetermined identity, when a person denies the need for considering this
problem; a phase of withdrawal, when an individual may clearly decline to answer expectations,
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values, norms of others; moratorium level, when a person is actively involved in analysing
alternatives and makes an attempt to choose; or a phase of achieved identity, when a person,
having considered a number of systems of different beliefs, chooses one of them (Antinieng,
2002, 106).

As it was pointed out before, a child starts perceiving his/her own identity in the native
environment and identifies it with his/her own family. He or she acquires first knowledge of
the mother tongue, finds out the origins of own family, its traditions and starts to perceive his/
her own national belonging to the family (Cepiené, 2001, 6). The nationality of mother and
father as well as the language of communication among family members become important
factors in the development of national self-awareness in the family (Maceina, 1991; Matulionis,
1989). A child brings the experience accumulated in the family and native environment into
the educational institutions, which is corrected, deepened and expanded during the educational
process at school. Through the national language, historical experience, national cultural and
traditional singularity, a young individual gradually expands perception of own identity and
identifies himself/herself with the national community and native land. Thus, preconditions
for formation of child’s national self-awareness, which builds his/her national identity, are
established in the educational process (Cepiené, 2001, 6).

A large number of authors (Cepiené, 2001; Juozokiené, 2002; Katiniené, 2003; Kievisas and
Pilukiené¢, 2003 and others) note that pre-school age is particularly sensitive to adoption of
ethnic cultural values and the process of ethic culture education occurs naturally through
initial familiarisation with birthplace environment (family, home, mother tongue, homeland).
This enables a child to intuitively feel the virtue, the good and the beautiful and get access
to folklore and ethnic customs.

Investigating the attitude and approaches of contemporary families and educators to the
problems regarding formation of children’s national identity, an attempt was made to envisage
rudiments of nationality in future Lithuanians. It is of importance not only to Lithuanians but
also to other nations which are undergoing a process of intensive integration into different
unions. There is a threat of temporary identity, when striving for an instantaneous benefit,
an individual merges into an alien material and cultural environment and, thus, features
differentiating nations atrophy.

Research

The aim of the research: to identify attitudes of pre-school children’s parents and pre-school
educators toward factors and priorities (principles) with respect to children’s national identity
development.

The methods employed: analysis of scientific literature, questionnaire survey, statistical
analysis of research data.

The organisation: this research was conducted in pre-school educational institutions of six
different Lithuanian towns (BirStonas, Marijampolé, Siauliai, Siluté and Vilnius) in the autumn
of 2006. The sampling of the research: 68 educators and 85 parents of pre-school children.

The results: the majority of parents in this research was from 20 to 40 years old; a small
number of parents were under 50 and two respondents were over 50 years old; the proportion
of the respondents with higher education amounted to 50%; about one quarter of them had
college education, 9 parents were graduates from secondary schools; education of 2 respondents
was not pointed out.

The age of the majority of educators in this survey ranged from 40 to 50. The majority of them
had higher education and a considerably smaller group of specialists — college education. The
average experience in pedagogical work was 26 years.
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The analysis of those groups in educational institutions revealed that, compared to other
regions, the number of children from non-Lithuanian or mixed families was higher in two
cities: Vilnius and iauliai. Half of the educators pointed out the absence of children from mixed
families in their groups and more than a half negated the presence of non-Lithuanians. More
than one third of the respondents stated that there are up to 3 children from mixed families
and one fifth declared the same number of non-Lithuanian children in their group. Very few
educators marked the categories ‘up to 7 children’ regarding the number of mixed family and
non-Lithuanian children in their group. The smallest number of pre-school education specialists
pointed out having up to 11 of mixed family children in their groups (Pic. 1).

Number of children from mixed and non-Lithuanian families in the group

up to11 children 3%

6%
6%

Non-Lithuanians

Non-Lithuanians

no such children 63%

not pointed out

Picture 1. Distribution of children from non-Lithuanian and mixed families
in the groups of education institutions

It can be concluded that the number of children from non-Lithuanian and mixed families
in Lithuanian kindergartens of small towns is either small or there are no such children
at all. However, in some pre-school educational groups in the cities their number reaches
approximately 50 percent. Such a situation raises the question: how to develop their national
identity and which of them should be considered: Lithuanian or their inborn?

The analysis of the research revealed that more than a half of the respondents supported the
idea of developing Lithuanian identity to non-Lithuanians: “ ‘/iving in Lithuania, a child has
not only a possibility but also the right (obligation) to learn the culture, traditions and customs
of the country she/he lives in..."; ‘because he/she lives among us, Lithuanians...”; ‘though one
is foreign-born but lives in Lithuanian and, therefore, should know —should learn —about
the country and be a citizen of this country’; ‘it’s never too much —they should acquire this’;
‘they are a minority and they have to be aware of the country’s national identity to be able
to involve themselves into its life’”.

A small number of the respondents thought that a non-Lithuanian child should only familiarise
with Lithuanian national culture: "...because they live in our country and should know the
basic things about our customs and traditions’; ‘a child should learn about national traditions
of a Lithuanian kindergarten’; ‘the practice shows that children from non-Lithuanian families
attend a Lithuanian kindergarten only until they reach pre-primary age’.

Few respondents thought that the inborn national identity of a child should be developed: “...
and what if a child with own family leaves for the home country of his/her parents?’; ‘every
child should be aware of and nurture own national self-awareness’; ‘... to enable a child to
perceive the essence of own nation and to continue traditions’; ‘it is necessary because a child
has to know his/her nation and feel an integral part of it’; ‘one has no right to deprive a person
of his/her ‘roots’; ‘a child has to be accepted as s/he is’; ‘it is one of the child’s rights....".
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A slightly smaller proportion of the respondents considered that the formation of child’s
national identity should be a matter of parents’ self-determination: °...if parents want this..’;
‘this depends on family’s perception’.

A number of the participants in the survey provided the following solution to the problem:
‘other institutions should be involved in solving this problem. Lithuanian state institutions
(kindergartens) should be interested in nurturance of Lithuanian identity’; ‘I do not think that
a child’s nation should be identified or somehow emphasised because children are children
whatever nation they belong to’ (Pic. 2) .

Educators’ opinion about formation of non-Lithuanian child’s national identity
53%

[@Lithuanian national values
W familirisation is enough
@inborn identity

[do not know

M parents’ choice

@other

12%

9%
- 4%

Picture 2. The opinion of the educators concerning the education
of a non-Lithuanian child

It is obvious and natural that the national Lithuanian spirit prevails in Lithuanian pre-school
institutions and they nurture Lithuanian identity. However, the problem of national identity
formation working with representatives of other nations is complex and ambiguous. It requires
analysis of the situation in every separate pre-school education institution and tailoring of
pre-school education content to the needs of local community.

An attempt was made to identify the attitude of educators to their own work in the sphere
of children’s national identity by asking the respondents to evaluate their professional
preparedness. Slightly less than a half of the educators stated that they are properly prepared
for this activity: I think that the knowledge I have is enough to form the pre-school children’s
national identity’; ‘I am interested in history, national traditions and I try to convey my
knowledge to children’; ‘I have enough knowledge for education of children between 1
and 7 years old’; ‘I am a bearer of national traditions. It is very pleasant and important
for me. I find a lot of elements for child’s education in this activity. I'm a teacher of visual
arts, therefore, I relate ethnic cultural traditions with visual arts’; ‘I have made thematic
presentations about the Advent and Easter’; ‘I have collected a number of nice pictures of
Lithuanian nature, I'm interested in literature on animals, plants and visual arts. I use folk
songs, games and fairytales in my work and stimulate children to observe changes in the
country and in town’.

More than a half of the educators doubted their preparedness to organise and carry out the
process of national (self-) development: 7'm a relic of Soviet heritage’; ‘I agree as a person.
But it is getting more and more difficult: parents are getting younger and we are getting
older; parents prefer celebrating Halloween rather than attending the graves’; ‘one cannot
know everything about national festivals; some of them are closer to your heart, whereas the
others are not...; ‘I am not aware of all national customs and I can refer only to literature
sources. I live in a city and was born and brought up there. I have never seen many national
customs alive’.
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It is obvious that according to these educators, evocation of child’s national self-awareness,
development of his/her value-based principles and formation of other features, which will
become nation-determined activity as child grows, are perceived as conveyance of authentic
national customs and traditions.

On the other hand, those educators uncertain of their competence provided a number of
arguments demonstrating their broad competence in the development of children’s national
identity: ‘children have to know about their native town, festivals, traditions, customs and
songs. We read a lot of fairytales, sing a lot of national Lithuanian songs, solve riddles
and role-play fairytales’; *...because I possess a strong patriotic feeling and I'm constantly
involved in studies of the past and present of Lithuania’; ‘I feel sufficiently aware of the
Lithuanian culture’; ‘I respect traditions of my nation and I'm competent enough to convey
my experience and value-based principles to my children’; ‘I have established a small museum
in our kindergarten and have created conditions for children not only to hear but also to
see and touch the national culture. It exhibits some utensils of my parents and I can show
real things to the children’; ‘I'm a consultant of ethnic culture. I've been interested in ethnic
culture all my life’.

Several of the respondents acknowledged that their competence was insufficient: 7/ may attach
too little attention to children’s national education’; ‘I lack perception of what national identity
or citizenship is’; ‘I lack knowledge of this issue. There is not enough educational activity
such as organised events and seminars’.

A small umber of pre-school education specialists did not provide answers to this question
(Pic. 3).

Educators’ competence to develop children’s national identity

53% B competent
D uncertain
41% Bincompetent
0 do not know

4%

1.50%

Picture 3. Educators’ self-reflection on their own competence
to develop children’s national identity

The processes of globalisation are manifested in the mobility of socio-cultural phenomena,
which not only change socio-cultural environment on a regular basis but also affect the notions
reflecting it. The meanings of ‘Lithuanian/non-Lithuanian’ acquire more and more features
uniting different cultures (Kuznecovien¢, 2006, 91).

There arises a natural question if such issues as national self-awareness, patriotic principles
and values are topical to a future EU citizen. The results of the survey show that the majority
of the educators and parents in the research think that national identity not only remains
relevant but also is seen as a priority in children’s education: ‘a child has to perceive his/her
own national identity and to possess patriotic values’; ‘yes, for general intelligence and for
communication with citizens from other countries’; ‘every person has to be a respecter of
own nation and bearer of traditions because only such person is free and spiritually rich’;
‘we have to maintain our mentality’; ‘... it goes without saying’; ‘we were born Lithuanians
and we have to remain Lithuanians!’; firstly, we're citizens of Lithuania, therefore, patriotic
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principles and values are of high importance’; it depends on the family’; ‘first, it is important
to form own national identity and only then we’ll be safe EU citizens’; ‘national values live
long’; ‘we cannot lose own identity and assimilate with other cultures. It is important to
respect other cultures but not to lose own’; ‘we cannot forget our history, our predecessors,
merits of our grandparents and all this to be passed on to other generations, it is necessary
to nurture memory and love’; ‘we cannot forget our national traditions, folk songs and games,
or otherwise we’ll lose our national identity and alienate’.

Hence, the nurturance of national identity was seen as indisputable. However, a quarter of the
parents in the research and more than one tenth of the educators were uncertain and a small
group of the respondents in both groups negated the necessity of national identity development
within the context of the EU (Pic. 4).

Relevance of children’s national identity under conditions of EU
81%
66% [ educators
Oparents
25%
12%
o 8%
1.50% 1% 6%
did not point out relevant irrelevant uncertain

Picture 4. The respondents’ opinion about the national identity of future EU citizens

The investigation of parents’ and educators’ opinion concerning the importance of the
immediate social environment (family and kindergarten) on child’s national education revealed
that only a small number of parents and educators considered the child’s family to be the most
important player in the development of child’s national identity and a slightly bigger proportion
of the respondents thought that this role was performed by an educational institution. It should
be noted that the parents had a tendency to depreciate the effect of the family on children’s
national identity; others thought that it was one of the functions of educational institutions to
ensure this. Few respondents answered ‘I do not know’. An analysis of the results showed that
the majority of the participants in the survey pointed out the importance of the development
of national identity employing joint efforts of the family and the kindergarten (Pic. 5).

Child’s national identity is formed:

Eeducators 60%
Oparents

6% %

| ]

in kindergarten
and family

naturally in the family in the
kindergarten

uncertain

Picture 5. The respondents’ opinion concerning (self-) formation of child’s national identity
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The research in the respondents’ opinion regarding factors of child’s national identity formation
was based on the statements by Maceina, alkauskis and others that the mother tongue, home
country, history and customs of the country, state institutions, religion and heritage of national
creation played an important role in nurturing individual’s national identity. According to the
respondents, religion was least important for national education, a slightly bigger effect was
attached to the state, which protects the ethnicity of citizens with the help of the constitution,
legislation, unions, organisations and so on.

More than a half of the educators and parents referred to the language as to the most important
factor of national identity development and a slightly smaller proportion of the respondents
thought that the motherland is also a very important factor. According to the participants in
the survey, the most important elements contributing to children’s national education included
cultural heritage, traditions and national history (Pic. 6).

Factors of national identity education

[ educators o
. 93%  gpo

O parents 85% % 87% 88%

68% 64%

58%
35% 33%
3%7%
native land traditions religion

language history state museums

Picture 6. The respondents’ opinion regarding factors
of child’s national education

One of the objectives of the research was to identify the respondents’ opinions regarding
conditions for children’s national identity at home and in pre-school education institutions.
More than fifty percent of the participants thought that kindergartens performed the function
of children’s national self-awareness developer efficiently: ‘children celebrate different ethnic
festivals, analyse Lithuanian national patterns and ornamentation, they draw, twine and have
national thematic events with parents’; ‘children learn folk songs, little folklore, there is a
museum of ancient utensils in the kindergarten’; ‘educators speak with children, they read
books and celebrate different festivals’; ‘a child tells a lot of new things, he is taught riddles,
poems, fairytales, to embroider, to mould, they celebrate festivals’; ‘it is reflected in works
and drawings of children, as well as in organised events’.

Few parents thought that institutional education alone was not sufficient, but did not provide
any comments. More than one third of the respondents underlined the answer ‘I do not know:
‘sons are often ill and do not attend kindergarten, therefore, we do not know everything’;
‘I hope that educators follow and realise certain educational programmes’; ‘not many
traditional national festivals are organised: only autumn fest, Christmas, Shrove Tuesday.
That'’s all I know’; ‘I have never participated in any of the events’. There were respondents
who had provided arguments for appropriate development of ethnic cultural traditions in
the kindergarten, however they had given the answer ‘perhaps’ ‘my child knows fairytales,
proverbs, songs, games, they also discuss traditions’; ‘the lesson on particular topics related
with traditions are delivered’.
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The educators expressed a more reserved opinion about the development of children’s national
identity. Over one third of them stated that conditions for development of children’s national
identity in the family were sufficient: ‘Children from the families where such issues are
discussed, share their impressions about celebration of different festivals in their families,
they know the names of the festivals’; ‘children know about own country, they travel in
Lithuania’; ‘Lithuanian national festivals are celebrated and parents participate in ethnic
cultural events’, ‘children celebrate all the calendar festivals, parents familiarise their children
with traditions and customs, they have hand-made weaved bedspreads, sashes, they teach
children to crotchet, read fairytales’; ‘children know the names of neighbouring towns and
the most important Lithuanian symbols’.

Inappropriate nurturance of national identity in the family was also stated: ‘parents themselves
have insufficient knowledge about ethnic culture’; ‘parents usually need a strong push towards
ethnic cultural traditions’; ‘parents are getting younger and they are not very much interested
in ethnic culture; moreover, they themselves were not brought up in the light of national
spirit’; ‘only a small number of parents read fairytales to their children, they pay too little
attention to cognition of life in the country and let their children spend time watching TV or
playing computer games’; ‘I think that not all parents provide their children with sufficient
knowledge’; ‘the parents in this group are very busy, maybe grandparent pay more attention
to ethic cultural traditions’; ‘children say that not all parents tell them about Lithuania, its
history and traditions’ (Pic. 7).

National identity development at home and in the group
m educators 59% 54%
mparents
10%
I
did not point out sufficient insufficient do not know

Picture 7. The respondents’ opinion concerning children’s national education
at home and in the kindergarten

The analysis of techniques and means used by education institutions (educators) for passing of
ethnic values and principles on children showed that a number specialists employ poems about
the love of motherland to evoke child’s national identity formation; a slightly bigger number
of them emphasised the educational effect of national folk songs, circles and games; about 6
percent of the respondents referred to fairytales, riddles and proverbs. More than a third of
the participants in the research provided several variants: 7 use such methods as narration,
observation, demonstration of pictures and films’; ‘the environment and surrounding objects
as well as literature are important’; ‘games, folklore, meetings with elderly people, their
stories’; ‘at early age the process of education focuses on the ethnic identity: we sing folk
song, we tell fairytales, etc.’.

A small group of the respondents formed children’s national self-awareness applying
discussions and debates, a slightly bigger number of the participants pointed out other
techniques such as project activity: ‘arts projects give a possibility to join different spheres
of ethnicity’; communication with educators at local and national levels: ‘we participate in

44—
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different events’; assignments: ‘it is possible to select assignments with ethnic elements from the
exercise books’. One third of educators did not provide the answer to the question or referred
only to employment of festive events for evocation of national identity (Pic. 8 ).

Means applied for (self-) development of children’s’ national
identity

[@did not point out
S Wfiction
32%

Wsongs, games
[Odiscussions

W folklore

M several variants
Oother

9%

Picture 8. Means and techniques applied by the educators
to children’s national education

According to the parents in the survey, the most important factors in ethnic education were
national traditions, customs and festivals. The most frequently mentioned calendar festivals
in the questionnaires included All Saints Day, Christmas, New Year, Shrove Tuesday, Easter,
Mother’s Day, Midsummer’s Day, state holidays, birthdays and name days of family members.
Very few parents told their children about their motherland every day (5%), told fairytales
(6%) and used proverbs and sayings reflecting the national wisdom (2%).

Almost half (46%) of the respondents often told their children about the motherland and more
than a third (35%) did that sometimes and a small group (8%) rarely spoke about it with their
children. The majority of the respondents pointed out that they often (41%) and sometimes
(44%) read and told fairytales to their children. Meanwhile, only 20% of the parents often used
little folklore in communication with their children, 42% of them did that only sometimes and
28% rarely did that; 5 percent of the respondents never used proverbs and sayings.

The following issues about the motherland were told by parents to children: ‘how to behave
in the graveyard on All Saints Day’; ‘about nature and cleanliness’; ‘about grandmother’s
childhood’; ‘about the Hill of Vytautas (in Bir tonas)’; ‘about constructions in our town’; ‘about
Lithuanian towns’; ‘where Lithuania is situated, how big it is, where our town is situated’;
‘how Lithuanians were exiled to the Siberia. We watched a documentary film and we discussed
ity ‘about mounds in Kernave’; ‘about the events of January 13’; ‘about own childhood,
holidays in the country’; ‘about Vilnius, the capital of Lithuania,’; ‘about the flight of Darius
and Girénas’; ‘about the origin of the name of Jurbarkas and other Lithuanian towns’.

It is clear that the research results reflected a subjective opinion of the educators and parents in
the survey to peculiarities of children’s national identity formation. To reveal the real situation
in the country, research of a bigger volume need to be conducted. However, certain approaches
with respect to the development of national identity at pre-school age of the respondents have
been identified.

Conclusions

¢ The majority of educators and a number of the parents of pre-primary children acknowledged
the necessity to develop children’s national identity under conditions of Lithuania’s
integration into the European Union.
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0

More than a half of the respondents (parents and educators) prioritised joint efforts of the
child’s family and educational institutions to nurture children’s national identity. However,
the proportion of parents who stated that child’s national values were more properly formed
in the educational institution was bigger as compared to the educators who voiced the
same opinion.

According to the parents and educators, nation’s cultural heritage, traditions and national
history were the most relevant factors determining the development of children’s
ethnicity.

The parents’ evaluation of the influence of the institutions involved in children’s ethnicity
formation was higher as compared to the educators’ attitude toward the nurturance of
children’s national identity in the families.

It was established also that the majority of the parents either often or sometimes told
their children about their motherland, read fairytales and sagas; a smaller proportion of
them used national proverbs in communication with their children. The majority of the
educators employed different methods (discussions, festivals, artistic projects,) in evoking
children’s national identity.
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Tatjana Kokina

Daugavpils medicinas koledza
Varsavas iela 26a, LV-5404

Anotacija
Izp&tes merkis bija novertét maszinibas programmas attistibas un realizacijas iesp&jas. Tika apkopoti
aptaujas rezultati un teorétiska literatiira, izstradati programmas attistibas un realizacijas virzieni.

Atslegvardi: attistiba, maszinibas, p&tnieciba, profesionala izglitiba, programma.

Ievads

Medicinas masu zinatne turpina istenot savu mérki sabiedriba — riip&ties par cilvéku, ka ar,
paplasinot $o mérki un palidzot individam, veicina un uztur veselibu, apmierina pasreizgjas
sabiedribas vajadzibas. Miisu dienas masu prakse ir pamatota, kaut gan vél jaturpina pétnieciba
masu zinatné. Masu darbiba ir p&tniecisks process, kur masa plano pacienta apriipi, apriape
pacientu un izverte pacienta apripi. Turklat $1 logiska profesijas struktiira izskaidro ricibu
un nosaka, kas par to atbildigs.

Medicinas masas profesija ir saistita ar atbildibu par apriipes kvalitati. Jo augstakas kvalitates
apriipe ir nepiecieSama, jo vairak sabiedriba ir atkariga no tiem cilvékiem, kuri So apriipi
nodroSina. Tatad masai jakontrol€ sava prakse, lai garantétu kvalitati.

Arvien lielakas iesp€jas ir iegiit masu kvalifikaciju, apgiistot dazadas programmas, kur
vienlidz svarigas ir teorija, p&tnieciba un prakse. Augstaka izglitiba palidz&jusi masam
paaugstinat savu profesionalitati. Masu zinatne strauji attistas. Masas profesijas attistibas
koncepcijas pamata ir masas vajadziba pe&c jaunas lomas, kas atbilstu cilvéka veselibas
vajadzibam, nevis veselibas apripes sistémas vajadzibam. Tas nozimé lomas mainu — masai
nav vairs masas-arsta asistentes tradicionalas lomas, bet vina ir izglitots profesionalis, kuras
unikalo un Ipaso devumu veselibas apripé respekté paréjie kolégi un kuru veselibas apriipes
komanda uzskata par Iidztiesigu partneri. Vinas praks€ galvena uzmaniba tiek koncentréta
uz darbu lidzas pacientam vai uz sabiedribu kopuma — kad nepiecieSams, kopa ar citiem
profesionaliem — iesaistities cilveku veselibas uzlaboSana.

Veselibas apriipes apgtiSana visos izglitibas [imenos un kvalitativu specialistu sagatavosana,
realiz€jot noteiktu izglitibas programmu, joprojam paliek aktuala.

Profesionala izglitiba, $aja gadijuma 1. Iimena augstaka profesionala izglitiba, aptver dazadas
profesijas noteiktas veselibas apripes nozar€s, un katrai no tam dots profesijas kvalifikacijas
raksturojums, kuru parasti izstrada atbilstosas nozares profesionalas organizacijas un koledzu
macibspéki.

Studiju programmas izveide jaietver izvertets valsts un darba deveja pieprasijums, janem vera
velamas un iesp&jamas veselibas pasapriipes attistibas tendences.

Izstradajot un Tstenojot 1. [imena profesionalas izglitibas programmas, jaizvairas no liekas
reglamentacijas, lai iegitu kvalitativu profesionalo sagatavotibu darbam modernas veselibas
apriipes sist€émas apstaklos un istenotu nopietnako izglitibas kvalitates raditaju — sekmigu
konkurenci darba tirgi.
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Pedagogiska procesa attistibas virzieni profesionalas izglitibas sistéma

Izglitibas reforma miisdienas ir aktuala ne tikai Latvija, bet arT citas Eiropas un pasaules
valstis. Specialisti mekle sakaribas, ka citu valstu pieredzi apzinat un vertét atbilstosi savas
valsts kulttrai, saglabajot izglitibai saistoSo valsts likumos definéto orientaciju uz paradigmu,
kas ir pamatota gan ar miisdienu izpratni par cilvéka attistibu, gan ar sabiedrisko procesu
tendencém, lai palidz&tu skolénam un studentiem
* iegiit tadas misdienigas zinaSanas kompetentai izmantoSanai talakizglitiba un
profesionalaja darbiba, kuras ir noderigas ne tikai péc macibu iestades beigSanas, bet
ir pamats muzizglitibai;
» veidot izpratni par darbu un sabiedribas procesiem vienlaikus plasaka konteksta un
konkréetiba;
* piepemt sadzives un profesionalo €tiku dzives darbibas normu nacionalo un
visparcilvécisko tikumisko vértibu statusa (Zogla, 2002).

Sobrid svarigakie izglitibas sistémas reformu sasniegumi attiecinami uz izglitibas sistémas
organizaciju un pamatojas uz izglitibas programmu principa. Sajas programmas tika ieviests
valsts standarts izglitiba, $§adi veicinot programmu satura veido$anu atbilstosi sabiedribas un
darba tirgus vajadzibam. Izglitibas kvalitates vertéSanas sist€éma ir ieviesta, lai starptautiski
atzitu Tstenoto augstako izglitibu? Attiecigi tiek reguléts pedagogiskais process koledZas.
Sistematiski tiek veiktas investicijas izglitibas infrastruktiira un uzsakta izglitibas iestazu
tikla optimizacija, kas lauj samazinat izglitibas iestazu uzturéSanas izmaksas (Jemeljanova,
2004).

Eiropas Padome un citas vienojoSas institiicijas ir rosinajusas daudzas aktivitates, kuras
orientetas uz sadarbibu kontinenta, kvalitates kriteriju saskanosanu, brivu domu apmainu
starp skolotajiem un doc@tajiem citas valstis. Viens no Latvijai saistoSiem dokumentiem
1zglitiba ir Bolonas deklaracija (Bolonas deklaracija, 1999), kas oriente uz Eiropas augstakas
izglitibas telpas veidoSanu, saglabajot un attistot kontinenta tautu un valstu devumu un veidojot
misdienigu macibu vidi. Ta nav tikai macibu iestazu apgade ar tehniku, tas ir pagrieziens
izglitiba, kurs prasa jaunas konceptualas pieejas un docétaju (skolotaju) attieksmes mainu
(Zogla, 2000).
Deklaracijas aktivitates merki:

* izveidot vienotu, salidzinamu akadémisko gradu sistemu;

» augstako izglitibu veidot divos posmos — pamatstudijas un pecdiploma studijas;

* noteikt studiju apjomu kreditpunktos;

» veidot iespgjas skolotaju, skoleénu, studentu, docétaju un petnieku mobilitatei, lai iegiitu

izglitibu un notiktu apmaina starp augstskolam;
e kvalitates nodroSinasana un izlidzinasana;

» Eiropas konteksta attistiba, Eiropas dimensijas sabiedriba, integrétas studijas un
pétnieciba (Eiropa macibu programmas, valodu prasme, kvalifikacijas savstarpg&ja
atzisana);

» veidot zinasanu un informacijas Eiropu (Bolonas deklaracija, 1999).

Parmainu butiba — panakt, ka Latvija iegiitie izglitibas diplomi tiek atziti visa pasaulg, it ipasi
Eiropas Savieniba. Otrs izglitibas uzdevums — integrét Latvijas jauno paaudzi uz vienotas
izglitibas bazes.

Profesionalas izglitibas konteksta lidzsvarojas akadémiskas un profesionalas zinaSanas, kas
nodroSina profesionala apzinatu un teoretiski pamatotu praktisko risinajumu izveli, iesp&ju
prognozet darbibas sekas (izglitojosas, audzinosas, attistosas) un atbilstosi krit€rijiem novertet
rezultatu.
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Nemot véra pasreizgjo situaciju profesionalaja izglitiba, ir divtik svarigi nodrosinat kvalitativu
macibu procesu, kura rezultata iegiitas profesionalas vertibas praktisko nodarbibu laika un
arpus tam lautu mazaksapigi valstij pardzivot nepiecieSama darbaspéka kvantitates trikumu
nakotné (Lauzaks, 1999).

Studenta personibas attistiba studiju procesa vértéta gan no vina psihologiskas, gan socialas
attistibas aspekta. Teorétiska pétijuma, pedagogiskas un psihologiskas literatiiras analizes
rezultata tika atklats nozimigs studentu attistibas raditajs — radosas pieredzes veidoSanas
un attistiba, kas ir uzskatama par veiksmiga studiju procesa galarezultatu (Spona, Cehlova,
2004).

Iz8kiro$a nozime kvalitativa macibu procesa nodrosinasana ir pedagogiska procesa vaditajam,
ka ar1 teorijas un prakses docétaju kvalifikacijai (Woolfolk, 1995). Docétaju individuala
pétnieciska darbiba, lidzdaliba iek§zemes un starptautiskos projektos, sadarbiba ar sava profila
specialistiem valstT un arpus tas, kas atspogulojas sistematiskas publikacijas, ir galvenais
docétaja kvalitativa darba nosactjums.

Macibu process augstskolas ir studenta un docétaja savstarpgji mérktieciga sist€éma, kura
studenti pilnveido zinasanas, prasmes un iemanas, ka ari realiz€ personibas paspilnveidosanos
un pasaktualizéSanos. Studijas ka process nozim& mérktiecigu, pakapenisku doc€taja un
studenta savstarp&ju ietekmi mijiedarbibas procesa.

Studeésana ir process, kas balstas uz macisanos, atbilst konstruktivisma principam, noris
mérktiecigi, sistematiski un nepartraukti atbilstosi individualajam sp&jam un izraisa pozitivu
atklajuma prieku. Studiju procesa produktivitati ietekmé studenta mérkis studiju procesa,
sadarbiba, zinaanu un prasmju apguves limenis, kas izpauzas studiju rezultata (Spona,
Cehlova, 2004).

Uz zinatniskas darbibas izpéti balstits pedagogiskais process augstskola
P&tniecibas pané€mieni veido pamatu radoSai darbibai, atvertibai zinaSanu un prasmju apguve,
prasmei zinat, but, darit. PEtjumi ir nepiecieSami

» augstskolas programmu izstradei, to efektivitates nodroSinajumam,;

* studentu un docétaju uznémiguma veidoSanai un piederibas izjiitai kolektiva mérku
sasniegSanas procesa;

+ teorijas un prakses vienotibai to konkrétaja izpausmeé konkréta macibu iestadg;

+ pilnveidoSanas procesa nepartrauktibai un laikam atbilstosu rezultatu nodrosinajumam
(Zogla, 2002).

Maszinibas programmas realizdacijas iespéjas un pilnveidoSanas vadlinijas
Masas prakses pamata ir masu zinatnes teorija. Masu zinatnes teorijas ir izveidotas pedgjo
30 gadu laika. To attistiba ir notikusi $adi:

1) teoriju jédzienus aizn€mas no citam profesijam un tos izmantoja masas prakse (bet $1s
aiznemtas teorijas bija griiti lietot masas praksg);

2) apskatija masas praksi tuvak un méginaja atrast teorijas, kas izskaidrotu masas praksi
sikak, ka arT méginaja atrast teorijas, kas izskaidrotu masas praksi plasak (induktiva
metode);

3) apskatija masas praksi vispusigi, lietojot deduktivo pieeju — atrodot vai uzminot teoriju,
kas izskaidro sikas masas darba sastavdalas.

Teorija pieskir masas praksei zinatnisku ticamibu. Teorija nodroSina ar ietvaru vai modeli, kas
virza praksi. Biezi klienta apriipes neprasa daudz piilu, ja masa sava apripes darba pamatojas
uz teoriju. Ar teorijas palidzibu masa apzinas, ka klients ir svesa vieta, jutas vientuls, jit
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zaud&jumu vai ko lidzigu, un plano vina apriipi, pamatojoties uz teoriju (Priede Kalnina,
1999).

Tatad teorija ir masas prakses pamata. Turklat svariga nozime teorijas attistiba ir p&tniecibai.
P&tnieciba ne tikai attista teoriju, bet ta arT pamato praksi. P&tnieciba masu zinatné savieno
teoriju ar praksi (Priede Kalnina, 1998).

Latvijai, iestajoties Eiropas Savieniba, ir aktualiz€ta masu izglitibas un profesionalas
kvalifikacijas atbilstiba ES prasibam. Eiropas Savienibas direktivas paredz masas profesiju
ka vienu no reglament&tajam profesijam Eiropa un nosaka kopgjas prasibas masu izglitibai
dalibvalstis. 1. limena profesionalas augstakas izglitibas Maszinibu studiju programmas
istenoSana no Latvijas intereSu viedokla motiv€jama ar valsti pieaugoSo pieprasijumu pec
kvalificetam un profesionali sagatavotam masam ar augstako izglitibu.

Maszinibas studiju programma dot iesp&ju iegtit pirma Iimena profesionalo augstako izglitibu
veselibas apriipes nozaré.

Pirma limena masa ir masa, kura ir atbildiga par veselibas apripes planosanu, nodrosinasanu
visas institlicijas, lai veicinatu veselibas uzlaboSanu, novérstu saslimSanu, apripetu slimnieku
un garantétu rehabilitaciju. Vinai javeic veselibas apriipes komandas dalibnieka funkcijas. Sts
profesijas darbinicku dazkart déveé par masu, profesionalu masu, registrétu masu u. ¢. Pirma
ItTmena masa ir persona, kas apguvusi masu izglitibas pamatprogrammu un ir kvalificéta un
pilnvarota sava valsti praktizet sava profesija. Masu pamatizglitiba ir oficiali atzita macibu
programma, kas nodrosina plasu un dzilu masas prakses pamatu apguvi un turpinoso izglitibu,
kura attista specifisku kompetenci. Pirmaja limeni programma sagatavo masu efektivai
praksei, pacientu apriipes veikSanai, vadiSanai, vina apgiist uzvedibas, dabas, masu zinatnes
un klinisko pieredzi.

Lai veidotu studiju procesu péc iespgjas sekmigaku un radoSu (tas butu ieguvums gan
studentiem, gan macibspékiem), motivacijas procesus nepiecieSams virzit uz noteiktiem
mérkiem, kuri ir pozitivi un nozimigi sabiedribai un individam. Loti svarigi ir sarunas ar
studentiem akcentét dzives mérku nozimi, pastavigi atgadinat par tiem (Baltusite, 2006).

Ka norada musdienu pedagogiska teorija un prakse, ka arl zinatniski eksperimentalo
pétijumu rezultati, stabilu un apzinatu zinasanu apgiisanas, izzinas aktivizésanas un tehniskas
domasanas attistibas procesu pamata ir katra studenta patstaviga un sistematiska, bet noteikti
pedagoga vadiba aktivi organizg€ta macibu darbiba. Velamo izglitibas Iimeni nevar sasniegt ar
tradicionalam metodém, kur primarais ir macisana. Par primaro jaklist maciSanas procesam,
kas rada motivaciju analizet veikto darbu. Macisanas ir apzinats un mérktiecigs individualas
1zzinas process, bet macisana ir macisanas organizésana.

Macibu procesa jaizmanto daudzveidigas macibu metodes. Lai iemacitu patstavigi un radosi
domat, liela veriba japieverS tadam macibu metodém, kas veicina So iemanu veidoSanu. Ir
jasamazina lekciju 1patsvars, uzsvaru liekot uz studenta patstavigo darbu, pétniecisko darbibu,
darbu grupas, lai veicinatu aktivai darbibai orient€tu specialistu sagatavoSanu.

Studiju programma paredz studentu p&tniecisko darbibu (kursa darbu izstrade, kvalifikacijas
darbu izstrade, ka ar1 piedaliSanas konferenc€s un pé€tniecisko projektu izstradé un
prezentéSana).

Pétniecisko darbu izpilde veicinaja ne tikai sp&ju patstavigi stradat, bet radija patstavigas
izzina$anas un pasatklasmes iesp&ju. Petniecisko darbu izpilde studentos nodrosinaja iesp&ju
pasrealiz€ties — ir jitamas izmainas intelektualaja domasana.

Veicot petniecisko darbu, studenti apgiist pétniecibas metozu praktisko lietojumu maszinibas
un daudzas citas iemanas un prasmes, kas biitiski saistitas ar kursu paplasinasanu un tuvinatas
vajadzibam realaja pacientu apriipé.
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Petijuma rezultatu analize

2006./2007. macibu gada laika tika veikts petijums “Maszinibas studiju programmas”. Par
petijuma meérki tika izvirzita Maszinibas studiju programmas realizacijas analize Daugavpils
Medicinas koledza.

Petijuma sakuma tika veikta Maszinibas programmas studentu aptauja. Lai noskaidrotu
stud@joso attieksmi pret studiju programmu, tas realizaciju, docetaju darbu un talakizglitibas
iesp€jam, tika aptaujati §is programmas 1., 2., 3. kursa studenti.

Petijuma gaita ar1 aptaujati Maszinibas programmas absolventi, lai izvertétu studiju programmas
realizaciju un pilnveidotu to. Aptauja piedalijas studiju programmas pagajusa gada absolventi.
Aptaujas anketa ieklauti jautajumi par studiju programmu kopuma, iegiitajam zinasanam,
praktiskajam iemanam studiju laika.

Lai uzzinatu Maszinibas studiju programmas pilnveidoSanas iespgjas, tiek organizeta darba
dev&ju aptauja. Petijuma tika aptaujati Latgales regiona Veselibas apriipes iestazu vaditaji.
Aptaujas laika darba dev@jiem tika uzdoti jautajumi par Daugavpils Medicinas koledzas
absolventu profesionalo sagatavotibu, par sadarbibu ar koledzas docétajiem, par studiju procesa
organizacijas pilnveidosanu.

Istenojot masu profesiondlo sagatavoSanu, izveidojusies cie$a, radosa sadarbiba ar darba
devgjiem. Darba dev&ju atsauksmes par studiju organizaciju, personigo pieredzi darba
ar koledzas administraciju, macibspékiem un studentiem, absolventu kompetenc€m un
studentu sagatavotibu vienmer ir bijuSas svarigas koledZas darba uzlabosanai, studiju procesa
pilnveidoSanai, studiju programmu korekcijai.

Apkopojot pétljuma rezultatus, var secinat, ka katras profesijas pamats ir laba izglitiba.
Laba izglitiba nodroSinas kvalitativu, droSu medicinas masas praksi. Tikai jaunu zinasanu,
jaunu macibu metozu lietoSana nodrosinas So kvalitati. To arT apgalvo pétijuma dalibnieki —
Maszinibas programmas studenti, absolventi un darba devgji. Praktiz€joSo masu pieredzes
izklasta giistam apstiprinajumu tam, ka, talak realiz€jot So programmu, jaraugas, lai medicinas
masa studiju procesa giitu tas specifiskas zinasanas, kas nepiecieSamas masai profesionalei,
lai vina savas darba funkcijas veiktu kvalitativi un atbilstosi profesijas raksturojumam.

Pétjjuma nosléguma dala izstradati Maszinibas studiju programmas perspektivie virzieni.

Secinajumi

1. Masas prakses visparigais virziens un masu zinatnes pétniecibas virziens izriet no masu
zinatnes teorijam. Zinatniski péti teorijas, lai noteiktu to piemérotibu masu zinatnu
paradibu jeb fenomenu izskaidrosana. Katrai masas aktivitatei, ko ta veic klienta laba, ir
pamats teorija, un $1 teorija jasaprot, lai masu praksi uzskatitu par zinatnisku profesiju.
Masu zinatnes teorijas ir noderigas ar1 apmacibu procesa un nodroSina studentus ar
informaciju organiz&ta un zinatniska veida. Lai pilnveidotu savu profesionalo sniegumu,
medicinas masai jaapgist apriipes pamatjédzieni — masas loma, maszinibu teorija,
veselibas veicinasana, ka ar1 pétniecibas pamati.

2. Kvalitativam studiju procesam loti biitiska ir sadarbiba ar darba devejiem, kas nodroSina
praksi. Pastaviga augstskolu sadarbiba ar darba devgjiem ir augsti kvalificéta profesionala
sagatavoSanas un medicinas veselibas apriipes izglitibas iestades izaugsmes pamats.

3. Profesionala izglitiba sava biitiba ir praktiska un teorétiska sagatavosanas darbibai noteikta
profesija, profesionalas kvalifikacijas ieguve un pilnveide. Profesionalas izglitibas kvalitate
liela méra ir atkariga no izglitibas apguves procesa organizacijas. Ta ka profesionala
1zglitiba ir svarigi, lai teorijas un prakses dala papildinatu viena otru, ne mazak svariga
studiju procesa ir pé€tnieciba. Maszinibu studiju programma Daugavpils Medicinas
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koledza ir notikusas biitiskas kvantitativas izmainas. Ir attistijusies maszinibu teorétiska
baze, apgitas prasmes un iemanas teoriju lietojumam praksé€, pilnveidota materiala un
informativa baze un pétniecibas iemanas. Minétas izmainas ir saistitas ar darba tirgus
prasibam un veselibas apriipes tendencém Latvija.
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Summary

The general direction of nursing practice and reserach is derived from theories of nursing.
To explain phenomena, nurses have to acquire much of theoretical knowledge. Everything in
health care, performed for patients’ recovering, has a theoretical basis; therefore, knowing this
basis is the task and competence of each nurse. During the study process nurses are supplied
with the necessary theory. For professional development, nurses have to know exactly their
role, nursing theory, health care, as well as the fundamentals of research.

To achieve the best results in preparing nurses for their further work, it is necessary to
support connections with the institutions of practice, potential employers. Such permanent
collaboration is a good foundation for education of well-qualified nurses and successful
development of educational institutions.
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Professional education is a combination of practical and theoretical preparation in a certain
profession, acquisition of professional qualification, and further professional development. The
quality of professional education depends on the management of study process. Therefore, it is
important that the theoretical and practical parts supplement each other; as a result, it is very
important to include research in the educational program “Nursing”. Taking into consideration
the above mentioned, many changes have been carried out in the programme. The theoretical
basis of nursing has changed, material and informative bases have been updated, research
skills have been improving. The mentioned changes are closely connected with the demands
of labour market and tendencies of health care in Latvia.
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MATEMATIKAS JEDZIENI PIRMSSKOLA
NOTIONS OF MATHEMATICS IN PRESCHOOL EDUCATION

Ata Kriimina' 2, Bronislavs Zelcermans!

Pedagogiskais centrs “Eksperiments™, Latvija;
Latvijas Universitate (pedagogijas doktorante)?

Anotacija

Petijumi liecina [1, 2], ka radoSo sp&ju attistiba ir b&rna (cilveka) psihiskas attistibas pamats, nevis
intelekta, uztveres, emociju attistibas paralela Iinija. Saskana ar to veidojami attistoSas pirmsskolas
izglitibas variativie modeli. Saistiba ar to §a gada 19. septembr1 Krievijas Psihologijas biedribas IV
kongresa pienemta rezoliicija [3]. Sniedzam ieskatu Pedagogiska centra “Eksperiments” 20 darba
gadu rezultata — pirmsskolas izglitibas programma, kas veidota saskana ar So principu, akcentgjot
programmas ieguldjjumu b&rnu teorétiskas (art matematiskas) domasanas attistiba.

Eksakto zinatnpu pamati pirmsskola

Runa ir par zinamo Krilova fabulu: reiz Gulbis, Vézis un Lidaka kopa méginaja pavilkt
vezumu... Kapéc viniem tas neizdevas? Un ka to varétu att€lot modeli? Vai ar pasaka par
milzu raceni. Kapéc tieSi mazas pelites pieliktais speks bija izskiroSais? Ka So situaciju
uzskatami att€lot modeli? Un vispar — kas Tsti ir “spe&ks”? Kapéc balki ir vieglak ripinat, neka
stumt?... Ka un kapéc priek$meti vispar sak kustéties vai apstajas? Sos un citus jautajumus
sev uzdod un atbildes nodarbibas mekle... 5—7 gadus veci bérni.

Ja — zinatnu pamati bérnudarza. Biidami fiziki, esam uzdevusi sev jautajumu: kad un
ka vislabak sakt macit fiziku, matematiku, iesaistit b&rnus pétnieciska darba. Un kapéc
matematiku un fiziku uzskata par “griitiem” macibu prickSmetiem. Pedagogiskaja centra
“Eksperiments”, kur mes 1stenojam personibas attistibas koncepciju, balstoties uz D. Elkonina
un V. Davidova attisto$as maciSanas sist€mas pedagogiski psihologiskajiem pamatiem, rodam
atbildes uz Siem jautajumiem. Matematikas un fizikas macibu gramatas ir veidojusi $o zinatnu
specialisti, dodot be€rniem zinasanas: abstraktus jédzienus un modelus. Tomér bérni nespgj
Sos modelus “panemt”. Risinajums ir — sp&ja model&t javeido jau agra berniba, attistot bernu
domasanu un jaunradi viniem piemitoSos darbibas veidos, nevis dodot konkrétas zinasanas
un prasmes, ka to paredz vairums pirmsskolas programmu.

AttistoSas pirmsskolas izglitibas principi un to isteno$ana
PC “Eksperiments”

Miisu veidota pirmsskolas izglitibas programma balstas uz L. Vigotska psihologiskas teorijas
un psihologu V. Kudrjavceva, V. Davidova, A. Leontjeva, D. Elkonina, L. Vengera u. c.
petijumiem par b&rnu attistibas vecumposmu raksturlielumiem, darbibas veidu specifiku un
sp&ju attistibu [4].

Programma virzita uz pirmsskolas vecuma beérnu sp&ju attistibu beérniem raksturigajos darbibas
veidos. Lidz ar to programma ietverta divkarsa attistibas logika. No vienas puses — bérni apgist
darbibas ar tadiem lidzekliem, ka simboli, zZtmes, modeli u. c. (ilgstoSos petijumos izstradata,
pilnigi noteikta seciba), no otras puses — pilnveidojam “bérnu’ darbibas veidus — spéli, radoso
izteli, darboSanos ar uzskatamiem modeliem u. c¢. Ar matematikas un dabaszinatnu pamatu
veidoSanu saistitas miisu programmas nodalas “Logikas pamati”, “lepaziSanas ar telpas
attiecibam”, “lepaziSanas ar dabu un fizikalajam paradibam”, “Konstruésana” un “levads
matematika”.
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Neiedzilinoties programmu satura, pieversisimies to pamatiem (un vienlaikus ar1 bérnu
teorétiskas, “matematiskas” domasanas pamatiem).

Nopietnus pétijumus par jaunaka skolas vecuma loma cilvéka attistiba uzsaka V. Davidovs
un D. Elkonins, balstoties uz L. Vigotska psihologisko teoriju. Ir noskaidrots, ka, veidojot
skolénu par macibu darbibas subjektu, attistot vina macibu darbibu, abstrakti teorétisko
domasanu un ricibas patvalibu (galvenos jaunaka skolas vecuma jaunveidojumus) ir iesp&jams
ne tikai veiksmigi macit, bet arT sasniegt izglitibas mérkus personibas attistiba. Tomér
tradicionala sakumskolas izglitiba nenodrosina tuvakas attistibas zonu un min&to vecumposma
jaunveidojumu rasanos, bet tikai trené tas psihiskas funkcijas, kas radusas jau pirmsskolas
vecuma — empirisko domasanu, uztveri sajiitas, mehanisko atminu. Tatad sakumskolas
izglitiba, lai sasniegtu tas attistibas mérkus, javeido p&c citiem principiem.

V. Davidovs un D. Elkonins uzskatija, ka sakumskolas bérnu psihiskas attistibas pamats ir
macibu darbibas veidoSanas teorétisko zinasanu apguves procesa. Veicot saturigu analizi
un refleksiju, 81 darbiba nosaka b&rnu personibas un, it 1pasi, izzinas sféras attistibu. Bérns
pakapeniski klaist par cilvéku, kur§ maina un pilnveido pats sevi, par cilvéku, kur§ macas.

Pedagogu sabiedriba ilgi valdija uzskats, ka jaunaka skolas vecuma b&rniem raksturiga tikai
empiriska (uzskatami — t€laina, konkréta) domasana. Macibas jaunakajas klas€s bija verstas
uz zinasanu (empirisku jédzienu) iemaciSanos. Empiriska domasSana butiba ir klasificésana —
tas pamata ir formals visparinajums, kas lauj atklat lietas kopigo un izveidot empirisku
jédzienu — “vardu”, kas lauj atpazit konkréto priekSmetu citu vidii ka lidzigu, iederigu kada
grupa. Empiriska domasana ir loti butiska, jo lauj cilvékam orientéties apkartgja pasaulé.

Tomeér skolas izglitibai biitu javeido bérnu teorétiska domasana, kuras saturs bitiski atSkiras no
empiriskas domasanas. [zglitiba, kuras saturs un metodes veido skolénu empirisko domasSanu,
protams, ir svariga, bet neefektiva no personibas attistibas viedokla.

Teoretiskas domasanas pamata ir saturigs (teorétisks) visparinajums. Analizgjot sist€ému,
kura attistas, cilveks var atklat tas genétiski sakotngjas, butiskas un vispargjas sakaribas.
So sakaribu fiksé$ana ir §Ts sistémas saturigs visparinajums. Pamatojoties uz to, cilveks spgj
izvertet sisteémas “uzvedibu” konkrétas situacijas, paredzet tas attistibu un iespgjas.

Tiesi teorétiska domasana, atveidojot Tstenibas visparigakas sakaribas, pilna mé&ra isteno
i1zzinas potencialu, ko sniedz sajiitu un priekSmetiskas darbibas pieredze.

Teorétiskas domasanas veidoSana ir sakumskolas uzdevums, pirmsskolas izglitibai nav
jaaizvieto skola — nav tukSa vieta javeido macibu darbibas vai teorétiskas domasanas
elementus, bet jarada maksimali labveliga augsne to veidoSanai nakotné. Kads ir pirmsskolas
1zglitibas uzdevums, domajot par personibas attisttbu? Uz So jautajumu atbildi sniedz ilggadigi
filozofu un psihologu pétijumi [1,2], kas liecina, ka izzinas procesa teorétiska domasana un
produktiva (radosa) izt€le veic vienu un to pasu funkciju. Tas lauj cilvékam aptvert visparigos
notikumu un lietu attistibas principus un aptvert pasauli tas veseluma. Vieniga atSkiriba
ir ta, ka domasana Sos principus uztver abstraktu jédzienu forma, bet izt€le — Ipasu telu
forma, kas ietver sevi visas to pretrunigas, butiskas un nejausas ipasibas vienota, kopvesela
tela. ST “pasaules atklagana” — teorctiska jedziena vai sajitu tela — ir rado$a kada slépta
principa atklasme. Tie$i radosa iztéle ir viens no fundamentalajiem pirmsskolas vecuma
psihiskajiem jaunveidojumiem. Un tieSi radoSo 1zt€li, ka nepiecieSamu teorétiskas domasanas
pamatnosacijumu, var un ir aicinata attistit pirmsskolas izglitiba, ja vien par izglitibas mérki
ir izvirzita personibas attistiba un teorétiska, refleksiva pasaules uztvere.

Lidz ar radoSo izt€li pirmsskolas vecuma jaattista visu to sp&u kopums, kas nodroSina
priekSmetu un paradibu savstarp€jo attiecibu un butibas izpratni, ka ar1 izmantojot izzinas
rezultatus, lauj darboties jauna situacija, risinat jaunus uzdevumus.
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Un tiesi uzdevumu risinasana (no loti vienkarSiem uzdevumiem lidz vissarezgitakajiem) var
iesaistit, “ievilkt” Saja procesa ar1 psihiskos procesus un emocionalos stavoklus (tadus ka
interese, savilnojums utt.). Tatad, “pareizi” organizgjot “isto”’ uzdevumu risinasanu, iesp&jams
maksimali iesaistit un, tatad, ar1 attistit visus personibas aspektus (no intelektuala, emocionala,
gribas aspekta Iidz pat socialajam — organizg€jot bernu sadarbibu).

Kadi uzdevumi tad biitu Sie “Istie”” un ko nozimé “pareizi” organiz&t uzdevumu risinasanu?

Pirmkart, pirmsskolas vecuma bérnam “vienkar$i uzdevumu risinasana” biis garlaiciga
(emocionali neskars) un nogurdinos$a (griba un darbibas patvaligums ir neattistiti). Pirmsskolas
vecuma bérns grib spéléties — tas ir pirmsskolas vecuma vadoSais darbibas veids. Tiesi spé€les
darbiba notiek visu §a vecuma psihisko jaunveidojumu raSanas. Tapéc pirmsskolas vecuma
nodarbibas pamatforma ir spéele, kuras ietvaros bérnam biis jarisina istus uzdevumus,
jarisina jau emocionali motivétam, ieinteresétam...

Otrs butisks pieaugusa darbibas princips ir darbs bérna tuvakas attistibas zona — sarezgitibas
Iiment, kura bérns patstavigi netiek gala ar uzdevumu, bet ar minimalu, pareizi organizétu
pieaugusa palidzibu (kas visbiezak izpauzas ka uzvedinosi jautajumi, norades uz iesp&jamajiem
pardomu gaitas virzieniem) jau var So uzdevumu atrisinat.

So divu prasibu ievérodana visai precizi nosaka pieaugu$a un bérna virzibas “trajektoriju”
plasaja attistoso spelu “jiira”.

Ta ir virziba no imitacijas speléem, kuras prasa precizi atdarinat picaugusa darbibas vai dotos
objektus (kas 2-3 gadus veciem bérniem ir sarezgits uzdevums, jo balstas uz uzmanibu,
atminu, prasmi noteikt darbibu un objektu pazimes) Iidz radosam spélém, kas balstas uz
objektu un darbibu modelu veidoSanu, jaunu noteikumu un algoritmu izdomasanu).

Ta ir virziba no vienkarsam spélém, kuras darbojas tikai viens psihiskais process, viena
domasanas operacija, viena domasanas darbiba, 1idz kompleksam (sistemiskam) sp&lem.

Ta ir virziba no spélém, kuras saistitas ar konkrétam darbibam un téliem, uz abstraktam
spelém, kuras norisinas galvenokart “ideala plana” bérnu galvas.

Ta ir virziba no individualam spélém uz spélém grupa, kuras dalibniekiem spéles gaita ir
jasaskano savu darbibu.

So limenu izvérsums veido vienotu spélu sistému, kas ir pamata nodarbibam ar bérniem
Pedagogiskaja centra “Eksperiments”. Izstradati nodarbibas veido$anas pamatprincipi, katras
spéles izvérsums un attistiba, pedagogu darba tehnologija — virzibu katras spéles ietvaros
javeido, virzoties no visparéja uz konkreto.

Ieskats nodarbibas

Neliels piemérs. Ja 2-3 gadus vecs bérns veiksmigi risina izt€les attistibas uzdevumu —
“pastasti, kadas lietas parvertusas par Siem akmentiniem” (skolotajs bérnam rada kartites,
kur uzzimétas geometriskas figiiras — [0, A, O), tad driz vien vins spés risinat ar1 pretgjo,
visparinos$o uzdevumu — redzot, pieméram, $kivja, Saules, ritena un citus att€lus, nonakt pie
butiskas kopigas pazimes — formas (aplis). Turklat $o geometrisko formu bérns lidz ar to ir
apguvis pec bitibas, nevis iemacoties nosaukumu “aplis”.

Fragments no kadas citas nodarbibas.

Sakam ar Joti “paSsaprotamu” jautajumu — kap&c priekSmeti sak kusteties? Tos kaut kas
iekustina! Kas? ... P&c kada laika nonacam pie kopiga — “iedarbiba”, “speks”. Vel péc kada
laika bérni $o jédzienu vairs neidentific€ja ar “stiprinieku” vai kadu citu speka avotu. Tas bija
miisu pirmais lielais sasniegums.

Kadi ir speka raksturlielumi, ka to att€lot visparigi? Sakuma, protams, bérni zZimgja ilustracijas
tam, ko redzgja: cilvécini vilka vai stima dazadus (uz vietas stavosus vai kustigus) prickSmetus.
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Velak priekSmetus aizstaja to simboliski apzZim&jumi (piem&ram, aplisi), bet no cilvéciniem
“pari palika” tikai rocinas.

Un tad Janis (Sobrid — desmitas klases skoléns ar lieliskam sekmém) uzziméja — un teica:
“Vairak neko nevajag!” Un pieradija pargjiem, ka ta var att€lot gan speka darbibas virzienu,
gan lielumu (ar bultinas garumu vai resnumu). Liik — v&l viens liels atklajums!

Tad jau bija loti viegli attelot Krilova fabulas notikumus:

AN

S

un ieraudzit, ka kopiga vezumam pielikta speka “nemaz nav” (tas ir vienads ar nulli):

AN

Gribétu pajautat skolotajiem, kur vini ir $adas “bildes” redz&jusi?

Talak misu kopigas spéles un pétijumus neaprakstisu, tikai pieminéSu dazas idejas, 11dz kuram
bérni pavasar bija nonakusi: “Kermenu kustiba nemainas, kamer citu kermenu iedarbiba to
nemaina”; “Kermeni sak kustéties uz to pasu pusi, ka darbojas speks un, jo lielaks sp&ks, jo
atrak”; “Ja mana roka spiez uz kluci, tad klucis spiez roku”. Varbiit miisu pagalma aug tas
abeles atvase, zem kuras séd&ja Niitons?...

Pétijuma rezultati

2005. gada veicam pétijumu, salidzinot to bérnu gatavibu skolai (veértgjot dazadus domaSanas
aspektus, radoso izt€li un skolas briedumu (kas saistas ar darbibas tiSumu un sp&ju rikoties
péc parauga vai saskana ar instrukciju)), kas apmekl&jusi dazadas pirmsskolas izglitibas
iestades.

Grupas, kur bérni macijas saskana ar Latvija plasi izmantoto “Piecgadigo un seSgadigo bérnu
obligatas sagatavosanas skolai programmas paraugu”, macibu gada laika izteikti audzis
verbalas domasanas ITmenis (atbilstosi programmas prioritatém — b&rna pieredzei un runas
attistibai) un audzis skolas briedums. Izt€les attistiba vérojama stagnacija vai neliels kritums.
Savukart bérniem, kuru izglitibas programmas veidotas atbilstosi D. Elkonina — V. Davidova
attistosas izglitibas sistémas priekSstatiem par bérna gatavibu skolai (izcelot iztéles un
intelektualas attistibas lomu), vérojams logiskas domasanas attistibas limena kapums (it ipasi
uzskatami telaina domasana). Izt€les attistibas ITmenis nav mainijies vai nedaudz audzis.
Pastav véra nemama logiskas un abstraktas domasanas un izt€les attistibas Iimenu korelacija
(Spirmana rangu korelacijas koeficients 89%). Tas apliecina izt€les un abstraktas teoretiskas
domasanas saistibu, kas izpauzas, risinot uzdevumus par sarezgitam geometriskam analogijam
un likumsakaribu noteikSanu un nepiecieSamibu pievérst Ipasu uzmanibu radosas izt€les
attistibai noluka veidot bérnu teorétisko (abstrakto, matematisko) domasanu.
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Summary

Studies testify that development of creative abilities is the basis of the psychological
development of a child (a human), not a parallel of development of intellect, perception,
emotions. The models of developmental preschool education should be devised according to
these findings. Hence, on September 19, 2007, a resolution has been adopted at the 4™ congress
of the Society of Psychology of Russia [3]. We give an insight into the results of 20 years of
work at the Educational Centre “Experiment” — a preschool education programme that has been
developed in accordance with the principle mentioned above, emphasizing the contribution of
the programme to the development of children’s theoretical (also mathematical) thinking.
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KLINISKA PRAKSE KA NAKAMO MEDICINAS MASU
APMACIBAS KVALITATES NOSACIJUMS

CLINICAL PRACTICE AS A CONDITION OF QUALITY
IN EDUCATION OF NURSES

Jelena Sargsjane

Daugavpils Medicinas koledza
Varsavas iela 26a, LV-5404

Anotacija

Darba meérkis ir teorétiski pamatot un empiriski izpetit kliniskas prakses kvalitates nozimi nakamo
medicinas masu apmaciba Daugavpils Medicinas koledZa. Izp&tes teorgtiska dala balstas uz I. Zoglas
un R. Haheles profesionalas izglitibas tendencu un kvalitates vertésanu ka augstakas izglitibas galveno
nosactjumu. Darba tiek izskatita medicinas masu profesionalas kompetences koncepcija un prakses
nozime kompetentu medicinas masu sagatavosana. Darba praktiskaja dala ir ievietots petijums, kura
rezultata bija pieradita hipotéze par tiesu likumsakaribu starp studentu klinisko praksu rezultatiem
un sekmém izlaiduma eksamenos, kas savukart ir kvalifikaciju un kompetencu raditajs medicinas
masu kvalitativaja izglitiba.

Atslegvardi: kompetence, kvalitate, novertéjums, pasnovertéjums, prakse.

Tevads

Medicinas masa ir ta persona, kas palidz pacientam nodrosinat ikdienas darbibas un &rtibas,
saglabat un uzturét labako iespg€jamo mobilitati, mazinat vai noverst sapes un citus simptomus,
nodro8inat un uzturét fiziologiskas vajadzibas.

Masas praksi var apzimét ka atvertu sistemu, kur tiek uzturéts dinamisks lidzsvars, vienmeér
sanemta jauna informacija, parskats par prakses (sistémas) darbibu un kur organizéti darbojas
teorija, petnieciba un prakse. Visvairak masa gada par klienta apriipi, kas mazina vina reakcijas
uz dazadam ietekmé&m.

Veselibas apriipe, kas ir visaptverosa, uzliko cilvéku un vidi ka kopumu, un ta ir saskana ar
sisteémas teoriju. Individa pasatbildiba, personiska izaugsme, attisttba un maina ir visaptverosas
veselibas nodrosinaSanas pamata. Masas uzdevums ir palidzet klientiem apzinaties savas
sp&jas un veseliga dzivesveida saglabasana (Catalano, 1996).

Masu prakse ir visvecaka no visam makslam un visjaunaka no visam zinatném. Profesionala
masa cilvekam, kam nepiecieSama palidziba, sniedz apriipétaja zinaSanas un lietpratibu.
Zinatne turpretim, ir organizets zinaSanu purs, kas aptver visparpienemtas patiesibas vai
manipulacijas ar faktiem, kuri iegiiti un parbauditi petijjumu rezultata. Masas prakse ka
patstaviga zinatniska nozare un profesija, atdalita no medicinas, sevi pieradija straujaja masas
prakses zinatniska un profesionala attistiba, 1pasi 20. gadsimta otraja puse.

Medicinas masas profesija ietekme veselibas apriipi. Masa strada 24 stundas diennakti dazados
apstaklos un ar klientiem visos vinu dzives posmos. Gadibas jédziens ietver klienta tiesibas
piedalities lémumos par veselibu un slimibu un medika pienakumu vinu apripét, neskatoties
uz vina sabiedribas stavokli — gadibas jédziens atspogulo cilvéciskumu un eksistencialu
filozofiju. Gadiba jeb apriipe prasa masas ricibu, kas izpauzas moralas vertibas, gadiba nav
tikai ar iejuSanas klienta situacija. Gadiba nozimé palidz€t izsargaties no slimibam un uzturét
vai atjaunot veselibu ne tikai individam, bet arT gimenei, sabiedribai (6).

Masai jariipgjas par sevi, pirms vina palidz citam. Lai masa sava darba raditu gadibas
attiecibas, vinai nepietiek tikai ar tehnisku izveicibu. Masai jaattista attiecibas, kas palidz
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klientam sasniegt augstako iesp&amo veselibas ltmeni, respekt€jot vipa pasvértibu un
atbildibu.

Veselibas apriipes sist€mas centra ir klienta vajadzibas péc apriipes. Ta ka veselibas apriipes
nodrosinasana ir liels un nopietns darbalauks, gan apriipes procesam, gan apripes lidzekliem
jabit prasmigiem un efektiviem (6).

Kliniska prakse ir macibu procesa sastavdala, kas paredzéta nakamo masu praktisko iemanu
attistibai un radoSai domasanai.

Pétijuma galvenais mérkis: pétit un analizet pasreiz€jo klinisko praksu kvalitates nozimi
nakamo masu sagatavo$sana Daugavpils Medicinas koledza un méginat izstradat un ieviest
So praksu vértéSanas modeli.

Petijuma hipoteze: pastav biitiska sakariba starp klinisko praksi un galigam sekmém ka
kvalifikacijas un kompetences raditajiem nakamo masu kvalitativa apmacibas procesa
Daugavpils Medicinas koledza.

Pétniecibas metodes
¢ Analitiska:
 teorétiska literatiira pedagogija, psihologija, fiziologija, maszinibas;
e cita zinatniska datubaze;
* normativie akti un dokumenti.
¢ Informacijas ieguves metodes:
* aptauja;
» Daugavpils Medicinas koledZas dokumentacijas datu apstrade;
» darba dévgju ekspresaptauja.
¢ Informacijas analizes kvantitativa metode — Hi kvadrata (y?) testa metode.

¢ Personigas septinu gadu profesionalas darbibas apkopojums.

Petijuma teoréetiskais izvertejums

Kliniskas prakses mérkis ir nodro$inat saikni starp izglitibas iestade iegiitajam zinasanam
un realo darba vidi, ka arT padzilinat un nostiprinat studentu teorétiskas zinasanas atbilstosi
masas profesijas prasibam.

Kliniska prakse lauj risinat $adus uzdevumus:
*  attistit studentu patstavibu, veicot medicinas masas pienakumus;
* padzilinat zinasanu un prasmju [Tmeni apglistamaja profesija;
» palielinat specialista konkur&tsp&ju darba tirgi.

Prakses laika studentiem jaapgist praktiz€josas medicinas masas darbibas veidi, iegiistot
pieredzi, ka teorétiskas zinasanas lietot praktisko mérku risinasana un paplasinat savu
redzesloku.

Profesionalas zinasanas rodas no prakses pieredzes. Lai veiksmigi sagatavotu darbam
medicinas apriipes specialistus, macibu procesu nepiecieSams organizet ta, lai izglitibas
iestades (miisu gadijuma — Daugavpils Medicinas koledzas) pedagogu un praksu vaditaju
sadarbiba biitu saskanota un virzita uz macibu un darba uzdevumu risinasanu.

Darba procesa svariga nozime ir ne tikai studentu profesionalajai sagatavotibai, bet ar1
psihologiskai adaptacijai prakses darbavietas.

NepiecieSams attistit studentu patstavibu, domaSanu un prasmi lietot zinaSanas praksg,
aizstavet savu viedokli un veidot jaunus socialus kontaktus.
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Darba teorétiskaja dala ir apskatitas masu profesionalas darbibas jomas, nakamo masu
sagatavoSanas (izglitibas) miisdienu virzieni, ka arT analizets kvalitates jédziens, noteikti
prakses kvalitates raditaji un to nodroSinaSanas apstakl]i masu prakse.

Analizgjot masas funkcijas, tiek izmantoti LEMON materiali, Medicinas profesionala centra
un zinatnieku materiali, kuri saistiti ar apriipes konceptualiem modeliem masu praksg (6).

Benneres un Vrubeles teorijas (hermeneitikas teorijas) konteksta tiek aprakstita masas
profesionalas kompetences izpratne un prakses vieta taja. Kompetencu jédziena jauna izpratne
Latvija ienak salidzinosi l1eni. Izglitibas standarti paplaSina izglitibas biitibas izpratni un
kopuma atbilst Eiropas izglitibas politikai. Lidzas tradicionalajai kultiiras izpratnei ta oriente
uz jaunas macisanas kultiiras izveidi.

Maisdienu skolas, augstskolas efektivas attistibas tendences dikte ne tikai studentu prasmju
attistibu (ka raksta I. Zogla, paslaik ir aktuala sp&ju attistiba, tatad gariga un praktiska izglitiba
vienotiba), bet arT pierada, ka loti svarigi ir uzturét [idzsvaru starp nosaciti stabilo teoriju un
mainigo praksi (12).

Lai gan nakamo masu izglitoSana un kliniska prakse ka studiju procesa sastavdala balstas
uz profesijas standartu, ir nepiecieSams akcentét J. Rozenblata rekomendacijas, kas ir vina
publikacija: “Lai izglitibas iestdades varétu sekot darba tirgus izmainam, pie noteikuma, ka
profesiju standarti nav Sauri specializeti, izglitibas standartos japaredz, ka prakses dalas
saturs nav dogma un péc noteiktas metodikas izmainas taja veikt japilnvaro darba deveji
sadarbiba ar izglitibas programmu realizétdjiem” (10).

Viens no augstakas izglitibas stiirakmeniem ir kvalitate. Kvalitates izpratne atspogulota
I. Harvija un D. Grina darbos ka “nulle klidu” “atbilstiba meérkiem”, ka parveide, slieksnis vai
pilnveide. Augstakas izglitibas kvalitates vértéSanas proceduram jaatbilst izveletajai kvalitates
definicijai, péc kuras tiktu veiktas un vaditas kvalitates novertéSanas proceduras.

Latvijas izglitibas sist€éma noveértesana Sobrid ir kontroles sistéma, kura nosaka skolénu un
studentu zinasanu, prasmju un attiecksmju atbilstibu macibu vai studiju priekSmeta standarta
noteiktajam macibu vai satura apguves argjam prasibam. Sada kontroles sistéma konstaté
novirzes no pienemtajam normam, nevis izveért€ darbibu péc bitibas. Problémas pamata ir
arT skolénu un studentu, skolotaju un doc€taju neizpratne par pasnoveértgjuma nozimibu un
aizspriedumi.

PaSnovertesana ir macibu, studiju, talakizglitibas procesa integrativa sastavdala, kura skoléns,
students, skolotdjs vai doc€tajs péc macibu vai studiju prieckSmetu standarta noteiktiem macibu,
studiju vai talakizglitibas priekSmeta kompetences limena aprakstiem doma, analizg un plano
savu macisanos, rezultata iegiistot paSnovert&jumu. Tiesi tapéc pedagogija lickams uzsvars
uz pasnovertéjumu — savas maciSanas analizi, refleksiju.

MaciSanas un macisana, novertéjums un pasnovéertéjums — Siem procesiem jabiit inte-
grétiem.

Vertgjosas darbibas patnibas studiju procesa un pasnovertésana ka §1 procesa neatlickama

sastavdala tiek analizéta R. Haheles, A. Leontjeva, Z. Cehlovas, G. Ksenzovas, G. Rota,
C. Krebera darbos.

Medicinas masas prakses biitiba ir radoSas un kompetentas masas sadarbiba ar pacientu un
vina gimeni. ST sadarbiba balstita uz labam zina$anam un prasmém pacientu apripé. Ta ir
profesionali aktiva, lidzjiitiga un atbalstoSa apripe. Masu prakse ka disciplina ir kvalificéta,
vienreiz&ja un unikala, lai nodroSinatu visaptverosu, efektivu, lidzjiitigu un prasmigu apriipi,
padarot ceribu par 1stenibu: izarstét dazreiz, atvieglot biezi un mierinat vienmer (4).
Pamatojoties uz apgiitajam teor&tiskajam atzinam, esmu izstradajusi savu medicinas masas
darbibas modeli pacienta apriip€ (sk. 1. att.).
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1. attels. Medicinas masas darbibas modelis pacientu apripé

Par izglitibas procesu kopuma un praksi ka sastavdalu daudz runa un raksta, bet ar to tas neklust
mazak aktuals, un, protams, tas nenozimge, ka neko jaunu nedrikst ieviest, jo tas ir bezjeédzigi.
Misdienu medicina un izglitiba nestav uz vietas — kopa ar citam misdienigam zinatném ta
strauji attistas, un ir nepiecieSams ieviest kaut ko jaunu un modernu, javeic inovacijas. Tomér
nedrikst apgalvot, ka viss jamaina pasos pamatos, bet jauninajumiem jabiit.

Nenoliedzami, ka prakses darba kvalitate vispirms ir atkariga no studenta pasa aktivas
attieksmes, iniciativas, radoSas domas, jo tas mérkis ir viens — dot iesp&ju studentiem praktiski
lietot iegiitas teorétiskas zinasanas, veidot paSiem savu darba stilu. Nav noliedzams arf tas,
ka tieSi prakse ir macibu un audzinasanas darba svarigs posms nakamo masu izglitoSanas
procesa un ta nevar biit atdalita no realas dzives. Ta ir nesaraujami saistita ar veselibas
apripes iestadém, ar jaunakiem atklajumiem medicinas joma, ka ar1 dazadu priekSmetu
macibu metodiku.

Kvalificéto medicinas masu sagatavosana ir viens no galvenajam profesionalas izglitibas
uzdevumiem veselibas apriipes joma. Miisdienu didaktika tiek lietots termins “inovativs
macibu process”, “inovativa pieeja”. Inovativa pieeja akcente daudzveidigas sadarbibas nozimi
studiju procesa. Macibu process tiek interpretéts ka maciSanas un maciSanas mijiedarbiba,

kur studenti ar doc€taja palidzibu macas gt atzinas, izprast procesus.

Lai izglitibas iestade palidzetu attistities sp&jigiem individiem, nepiecieSama formala izglitiba,
individa spécinasana (garigad potenciala attistiba) vienotiba un prakse. Formala izglitiba
orientgjas uz cilvéka fizisko un garigo attistibu ka vertibu — attistits cilveéks pratis darit ko
vertigu. Formala izglitiba spécina individu nevis ka vértibu pasam sevi, bet individu ka
darbigu vertibu, kurs sp€j radit jaunas vertibas. Materiala izglitiba ir orient€ta uz praktiskajam
prasmém. Materiala jeb praktiska izglitiba balstas uz sp&jam un aprobé tas praktiski, veido
kompetentas dariSanas pieredzi. Bet miisdienas ar prasmém nepietiek, aktuala ir sp&ju attistiba,
tatad, gariga un praktiska izglitiba vienotiba (12).

Zinatn€ valda klasiska, stabila pieeja — nedrikst pielaut nestabilitati, lai neizjuktu sist€mas.
Praksé dominé orientéSanas mainigaja realitaté — varéSana darit mainigos apstaklos. Tadel ir
nepiecieSams lidzsvars starp nosaciti stabilo teoriju un mainigo praksi (12).
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Peétijuma organizeSana un metodes

Petijuma bija iesaistitas divas mérkgrupas: Daugavpils Medicinas koledzas 30 Maszinibas
studiju programmas studenti pirmaja un tresaja studiju gada. Otro mérkgrupu veidoja darba
devgji, medicinas veselibas apripes iestazu vadoSie specialisti. Petijums ilga 3 gadus un
sastav no 4 posmiem.
1. Daugavpils medicinas koledZzas Maszinibas programmas 1. kursa studentu darba
prasmju noveértéjums kliniskas prakses laika 2004./2005. macibu gada.

2. Daugavpils Medicinas koledzas Maszinibas programmas 3. kursa studentu darba
prasmju noverte&jums kliniskas prakses laika 2006./2007. macibu gada.
3. tika izstradati 7 jautajumi anketai un veikta ekspresaptauja potencialo darba dev&ju
vida (2007. g.).
4. datu apstradei un analizei tika izmantotas programmas SPSS for Windows 11.0 (3> —
testa metode) un Excel.
TreSaja studiju gada pétijuma iesaistijas tie pasi studenti, prakses vaditaji un eksamena
komisijas locekli, kuri bija piedaljusies pirmaja studiju gada.
Ar aptaujas palidzibu tika noskaidrots, ka darba deveji noverté nakamo medicinas masu
sagatavoSanas kvalitati kltniskas prakses laika, kuru vértéSanas kritériju darba deveji uzskata

par primaro un ka kopuma noverté topoSo medicinas masu iemanas un prasmes saistiba ar
darba tirgus prasibam.

Lai izveidotu minimalo standartu kliniskas prakses noveérteésanai, no masu profesijas standarta
tiek izceltas vissvarigakas prasmes, kuras kluvusSas par studenta prakses noveértéjuma
kritérijiem gan prakses vaditaju skatijuma, gan studenta paSvért€juma, gan eksamena
vertejuma.
P&tfjuma gaita, pamatojoties uz Masu profesijas standartu PS 0146, tika izstradati 9 kriteriji
studentu profesionalas praktiskas darbibas prasmju noveértésanai:

1) spgja teorétiskas zinasanas izmantot praksg;

2) saskarsmes iemanas ar pacientiem un to tuviniekiem izglitojosa darba;

3) saskarsme ar koleégiem;

4) spgja stradat komanda;

5) spgja planot un organizg&t savu darbu;

6) iemanas un prasmes procediru veikSana;

7) sp€ja patstavigi veikt procediiras;

8) precizitate, veikliba un radosa pieeja darba;

9) praktikanta profesionalas sagatavotibas novertgjums.
Katrs students tika vertéts péc minétajiem krit€rijiem, un atkariba no rezultata vargja iegiit
no 1 Iidz 3 punktiem. Punktus summegéjot, tika iegiits katra studenta veértgjums. Verteésanas
lapa ar izstradatiem 9 krit€rijiem tika piedavata

a) prakses vaditajam;

b) pasam studentam,;

c) profesionala darba iemanu un prasmju eksamena komisijas locekliem.

Pettjuma tika izmantotas 90 korekti aizpilditas anketas ar izstradatiem kriterijiem Maszinibas
studiju programmas 1. un 3. studiju gada:

* 30 anketas tika sanemtas no prakses vaditajiem;
* 30— no studentiem;
* 30 —no eksamena komisijas locekliem.
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Dati, kurus ieguva no prakses vaditajiem, studentiem un eksaminacijas komisijas locekliem,
tika apkopoti un analizeti.

Pétijuma hipotézes parbaudei tika izmantota 7y’ testa metode, izvirzita nulles hipotéze, un
pétijuma laika tika noskaidrots, vai pastav statistiski biitiska atskiriba starp 1. un 3. kursa
studentiem attieciba uz katru no deviniem piepemtajiem profesionalas darbibas prasmju
krit€rijiem.

Katra krit€rija atSkiribas starp 1. un 3. kursa studentiem varbttibas biitiskumu salidzinaju
ar o, 0,05.

Lai analiz&tu iegiitos rezultatus, janem vera:

» jaatSkiribas varbiitibas biitiskums ir augstaks par a, proti, par 0,05, — nulles hipotgze
tiek pienemta;

+ ja atSkiribas varbiitibas butiskums ir zemaks par a, proti, par 0,05, — tiek pienemta
alternativa hipotg€ze, t. 1., statiski ir pieraditas atSkiribas starp 1. un 3. kursa studentiem
noteikta kriterija vért&juma.

P&c sanemto pétijuma rezultatu apkoposanas var spriest, ka poziciju vairakuma statistiski
nozimiga atskiriba paradas starp 1. un 3. kursa studentiem (1. tabula).

1. tabula
Kriteriju salidzinajums
Nr. Kriterijs Prakses Studenta Eksamena
p- vaditaja vertéjums vertéjums
k. vertéjums
1. Spé&ja teorctiskas zinasanas izmantot prakse 0,004 0,002 0,117
p, |Saskarsmes iemapas ar pacientiem un to 0,002 0,014 0,002
tuviniekiem izglitojosa darba
3. Saskarsme ar kolégiem 0,011 0,071 0,038
4. Spéeja stradat komanda 0,002 0,006 0,008
5. Spé&ja planot un organizét savu darbu 0,001 0,001 0,311
6. Iemanas un prasmes procediiru izpildeé 0,002 0,021 0,358
7. Spé&ja patstavigi veikt procediiras 0 0 0,002
8. Precizitate, veikliba un radosa pieeja darba 0,001 0 0,101
9 Pralftllfgnta profesionalas sagatavotibas 0.675 0,935 0.001
novertejums

P&tijuma dati, kuri sanemti un apkopoti Daugavpils Medicinas koledza no 2004. gada augusta lidz 2007.
gada aprilim (respondenti ir 30 Maszinibas studiju programmas studenti 1. un 3. studiju gada).

Pétijuma rezultatu analize

Analizgjot sanemtos datus, var drosi teikt, ka kopgjais studentu iemanu un prasmju vért&jums
butiski atSkiras starp 1. un 3. kursa studentiem, gan prakses vaditaja vert€juma, gan pasa
studenta vertgjuma, gan eksamena novertgjumos.

Tadejadi var secinat, ka kliniskas prakses ilgums un kvalitate tiesi ietekmé nakamo masu
sagatavotibas [Tmeni prakse.

Pétfjuma iegiito datu analizei tika izmantota y? testa metode.
Lai péc iespgjas vispusigak raksturotu kliniskas prakses nozimigumu, p&tjjuma laika bija
veikta darba devéju ekspresaptauja.

Ta ka pétijuma 1pasSa uzmaniba tika pieversta izstradatiem prakses noveértgjuma kriterijiem, ar1
aptauja potencialiem darba devgjiem tika piedavats izvel&ties, vinuprat, vissvarigako prakses
novertgjuma kriteriju. Analiz€jot atbildes, tika noskaidrots, ka 56% respondentu, par galveno
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kritériju mingja kvalitativas iemanas un prasmes procediiru veikSana, 11% respondentu
atzimeja speju patstavigi veikt procediiras, 11% — sp&ju teoretiskas zinasanas izmantot praksg,
11% — sp&ju stradat komanda un 11% respondentu par prakses vert€juma galveno kritériju
uzskata precizitati, veiklibu un radosu pieeju darba (2. att€ls).

60% 56%

50%

40%

30%

20% 1% 11% 11% 11%

10%

0%
iemanas un prasmes spéja patstavigi veikt spéja teorétiskas zinaSanas  spéja stradat komanda precizitite, veikliba un
procediiru izpildé procediiras izmantot praksg rado3a pieeja darba

2. attéls. Prakses veértejuma Kriteriji

Lai noskaidrotu potencialo darba deévéju viedokli par kliniskas prakses kvalitati, respondenti
tika ltigti noradit kltniskas prakses optimizacijas virzienus. 33% respondentu izvirzija v€lmi
studiju plana paaugstinat kliniskas prakses stundu skaitu un samazinat studentu skaitu uz
vienu prakses vaditaju. 22% respondentu noradija uz nepiecieSamibu elastigi mainit prakses
programmu atkariba no miisdienigam medicinas nozares izmainam un darba tirgus prasibam.
33% respondentu uzskata, ka vajadzetu nepartraukti paaugstinat un misdienigot prakses
vaditaju (praktiz€joSo medicinas masu) izglitibu un profesionalo kompetenci. 12% respondentu
piedava pilnveidot kliniskas prakses verteéSanu, piesaistot prakses vert€Sanai gan prakses
vaditaju, gan Daugavpils Medicinas koledZas macibspekus, gan studentus (3. attéls).

paaugstinat Kliniskds prakses stundu izmainas prakses programma, paaugstinat prakses vaditaju piesaistit prakses veérteésanai gan
skaitu un samazinat studentu skaituatkariba no musdienigam medicinagpraktizej oSo medmasu) izglitibu urprakses vaditaju, gan macibspekus,
uz vienu prakses vaditaju nozares izmainam un darba tirgus profesionalo kompetenci gan studentus
prasibam

3. attels. Kliniskas prakses kvalitates optimizéSana nakamo
medicinas masu sagatavosana
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Noskaidrojot potencialo darba dév&ju viedokli par to, vai kliniskas prakses kvalitate atbilst,
lielaka respondentu dala — 78% — atbildgja, ka ta pilnigi atbilst nozares prasibam, bet 22%
respondentu uzskata, ka nepiecieSami nelieli pilnveidojumi (4. attéls).

80% -

pilniba atbilst lielaka meéra atbilst, bet nepiecieSami nelieli

pilnveidojumi

4. attéls. Daugavpils Medicinas koledZas Maszinibas studiju programmas
kltniskas prakses kvalitates atbilstiba nozares prasibam

Vairak neka puse no potencialajiem darba devejiem uzskata, ka prakses vieta biezi kluist par
nakamo darbavietu un palidz integréties profesionalo medicinas nozares darbinieku vida, ka
ar1 kliniska prakse nodrosina teorétisko zinasanu lietoSanu realaja profesionalaja darbiba.

Vertgjot prakses nozimi, lielaka dala darba devéju praksi kopuma veérte pozitivi, jo uzskata,
ka ta sniedz realas iemanas profesionalas kvalifikacijas iegtiSana, ka art nodrosina teorétisko
zinaSanu praktisku lietoSanu. 56% aptaujato respondentu uzskata, ka prakses vieta kliist
par potencialo darbavietu un palidz integréties profesionalo medicinas nozares darbinieku
vidu. Visiem studentiem studiju laika Daugavpils Medicinas koledZa piedava prakses vietas.
Biezi sastopama situacija, kad prakses vieta ir studenta darbavieta; Sadu stavokli atbalsta
ar1 koledza. Visi aptaujatie darba dev@ji uzskata, ka realas problémas ar prakses vietu
nodro$inajumu nav.

Teoretiska pétijuma rezultata var secinat, ka viens no biitiskakajiem nosacijumiem medicinas
masu sagatavoSanas procesa ir kliniska prakse. Studiju prakse ir augstakas profesionalas
izglitibas studiju programmas neatpemama sastavdala. Eiropas Savienibas direktivas rekomende
50% no macibu procesa realiz&t veselibas apriipes iestades un klinikas. Istenojot reglament&tas
profesijas — medicinas masas — izglitoSanu, viens no svarigakajiem studiju programmas
1stenoSanas uzdevumiem ir studentu prakses optimala organiz&$ana un realizéSana.

Teorétiska un praktiska pétijuma rezultata var secinat, ka koledzas visparéja pedagogiska
procesa sastava esosais kliniskas prakses kurss veicina studentu profesionalo un personibas
izaugsmi. Lai pieraditu pétijjuma hipotézi, bija izveidoti kliniskas prakses un “Profesionalo
iemanu un prasmes” eksamena vertéSanas kriteriji, kuri piedavati prakses vaditajiem, 1. un
3. kursa studentiem un eksamena veértéSanas komisijai.

Péc petijuma rezultatiem hipotéze par to, ka kliniskas prakses kvalitate ietekme studentu
galigas sekmes, kas ir kvalifikacijas un kompetences raditajs nakamo medicinas masu
sagatavosanas procesa Daugavpils Medicinas koledza, tika pieradita gan empiriski,
gan statistiski, jo lielakoties visu kliniskas prakses vérteéSanas kriteriju punkti 3. kursa
atSkiras no 1. kursa, proti, uzlabojas, un tas savukart ietekmé nakamo medmasu galigas
sekmes.

Tadgjadi tiek apstiprinatas atSkiribas starp 1. un 3. kursa studentiem profesionalas sagatavoSanas
kvalitate.
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Secinajumi

L.

Viens no biitiskakajiem nosacijumiem medicinas masu sagatavoSanas procesa ir kliniska
prakse.

Koledzas vispargja pedagogiska procesa sastava esosais kliniskas prakses kurss veicina
studentu profesionalo un personibas izaugsmi, jo péc pétjjuma rezultatiem lielakoties
visu kliniskas prakses vért€sanas kriteriju punkti 3. kursa studentiem atskiras no 1. kursa
(a0 < 0,05), proti, uzlabojas. Tie ir: sp€ja teorétiskas zinasanas izmantot prakse, saskarsmes
iemanas ar pacientiem un to tuviniekiem izglitosa darba, saskarsme ar koleégiem, sp&ja
stradat komanda, sp&ja patstavigi veikt procediiras, praktikanta profesionalas sagatavotibas
novertéjums.

Kliniskas prakses kvalitate ietekmé studentu galigas sekmes ka kvalifikacijas un
kompetences raditajus.

Izstradatos prakses vért€Sanas krit€rijus var izmantot kliniskas prakses noveértgjuma
nakamo medicinas masu sagatavosSanas procesa.

Jasecina, ka Sodienas dzive ievie$ savas korekcijas. Studenti prakses laika bagatina pacienta

apripes procesu ar jaunu pieredzi un jaunam zinasanam.

Prakses laika students praktiski lieto dazadas teorijas, mekle savus variantus. Kopa ar

teorétiskajam zinasanam neapSaubami liela nozime ir prasmém, lai masas iegtitu praktisko

kompetenci. Ta ka prakse ir ciesi saistita ar teor€tiskajiem kursiem koledza, ta tiek

organiz€ta un vadita mérktiecigi, no kursa uz kursu palielinot griitibas pakapi, balstoties

uz jau ieprieks paveikto. Katrs prakses veids ir patstavigs, tas papildina ieprieks€jo posmu,

tomé&r meérkis un galarezultats ir viens — izglitota medicinas masa, kuras zinasanas atbilst

misdienu profesionalajam prasibam.

Nakotng, veidojot jaunus praksu norises modelus, ir svarigi, lai biitu

» koledZas un studentu praksSu vietas mijiedarbiba, definéta katra prakse iesaistama
dalibnieka vieta, uzdevums un atbildiba;

* ieverota prakSu garuma dinamika studiju programma;
* studiju programmas satura un prakses uzdevumu satura saistiba;

* novért§juma un pasnovertejuma vienotibas attistiba nakama specialista kompetences
pilnveidosana studiju procesa.

Izmantotie informacijas avoti

Gramatas

1.
2.

Geidzs N. L., Berliners D. C. Pedagogiska psihologija. R.: Zvaigzne ABC, 1999. 661 Ipp.

Hahele R. MaciSanas kvalitates pasnovert&juma iesp&jas novertésanas sisteéma Latvija. Riga: LU
PPI, 2007.

Hahele R. Pasnovértéjums macibu procesa / R.: RaKa (Pedagogijas bibliotéka. Teorija. Pieredze.
Prakse), 2006. 222 Ipp.

Kalnina I. Sabiedribas veselibas masam. R.: MPIC, 1999. 150 lpp.

Lasmanis A. Datu ieguves, apstrades un analizes metodes pedagogijas un psihologijas p&tijumos
(1 .gramata — 236 lpp., 2. gramata — 422 lpp.). R.: Izglitibas soli, 2002.

Priede Kalnina Z. G. Masas prakse, pamatota teorija Zaiga Priede Kalnina, prof. — Milvaki,
Viskonsina, 1998. 210 Ipp.

Roth G. Das Gehirn und seine Wirklichkeit. Frankfurt a. M., S., 1997, S. 48-90.

Kcensosa I 10. Onenounas nestenbHOCTh yuntens. Mocksa: [lenarornueckoe oomiectso Poccuu,
2001.128 c.



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

Konferen¢u materiali

0.

Benner P, Vrubele I. From Novice to Ekspert. Excellence and Power in Clinical Company Nursing
Practice. Addison — Wesley — Wesley Publishing, 1984.

10. Rozenblats J. Profesiju standarti darbiba. R.: RTU izdevnieciba, 2006.

11. Sargsjane J. Magistra darbs. Latvijas Universitate, 2007. 98 Ipp.

12. Zogla I. Kvalitativa skola. Lekcijas materiali. R.: LU. PPI, 2006.

Zurnali

13. Masu prakse / Jums, Kolggi! Nr. 2 (2005), 14.-22. Ipp.

14. Zogla I. Didaktiskie modeli augstskola // Skolotajs. Nr. 6 (2001), 19.-26. Ipp.

Summary

L.

Clinical practice is one of the most relevant conditions in the educating process of
nurses.

The existing course of clinical practice, which is a constituent of the pedagogical process,
provides the professional and personal development of students, as proved by comparison
of the results of students of the 1st and 3rd year (a <0.05). The developed skills include the
application of theoretical knowledge in clinical practice, working in a team, performing
of procedures, communication with colleagues.

The quality of clinical practice influences the final results of the students, which are
indicators of qualification and competence.

The criteria for evaluation of clinical practice worked-out in this paper can be used for
evaluation of clinical practice of the future nurses.

Today’s life brings its corrections. During practice, students enrich the patient health care
process with new experience and new knowledge, provided by lecturers who take part in
projects and conferences and do individual research.

During their practice, students use various theories, devise their own approaches. Skills
combined with theoretical knowledge bring better results, forming practical competence
of nurses. As practice is closely connected with the theoretical knowledge gained at the
college, it is organized by increasing the level of difficulty, based on the already acquired
knowledge. Each kind of practice is independent, although it completes the previous stage
of practice; however, the objective and the final result is a nurse educated according to the
today’s professional demands.

In future, planning new models of practice, it is necessary to

+ establish collaboration between the college and the institution where the practice takes
place, define the role, tasks and responsibilities of each participant,

» observe the duration of practice within the curricula,
» observe the relation of the curriculum to the tasks of the practice,

* develop the evaluation and self-evaluation in line with the competence of the future
nurse in the study process.
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PREPARING KINDERGARTEN TEACHERS FOR THE COMPLEX
FIELD OF EDUCATION

PIRMSSKOLAS IZGLITIBAS IESTAZU SKOLOTAJU
SAGATAVOSANA DAUDZVEIDIGAM DARBAM

Mirjana Sagud
Faculty of Teacher Education of the University of Zagreb (local branch in Petrinja)

Abstract

Preparing kindergarten teachers for the new conditions within an institutional context should be viewed
in the light of systematic and continuing changes that take place, along with their greater professional
responsibility and autonomy in making practical decisions. The new paradigm for teacher education,
increasingly includes, in the group of the necessary components of professional competence, the
development of skills for the research of the immediate educational situation with the aim of verifying
different strategies or approaches within this particular context.

Different approaches exist in education research, as well as different roles and positions of teachers.
Teachers as objects are predominantly isolated from scientific research, since this activity is mainly
initiated and conducted from the outside. Therefore the results are often irrelevant to the teaching
process or their practical implications are not recognizable (decontextualized results).

Since learning and education are complex processes, no theory or research results can be derived
from this activity; nor actual individual educational experience can give ready answers or guidance
for solving problems in an actual educational context; nor can research results be seen as standardized
or universal. Therefore, a traditionally educated teacher needs to develop into a reflexive professional
who continuously builds his/her ability for theoretical reflections in practice and vice versa, and
through practice and contemplation, builds a new theory. Educating a reflective practitioner is a new
conceptual as well as methodological approach to teaching usually based on action research that
appears in opposition to technical and rational (traditional) model of teacher education. Kindergarten
teachers who participate in action research actually participate in the intensive programme of lifelong
learning and through reflection of educational process actually develop personal and professional
competence necessary for productive teaching. Participation in action research, the ability for
continuous professional learning and progress through the reflection of one’s own work and estimate
of its efficiency in cooperation with colleagues are some of the ways in which “a new teacher” can
undertake more responsibility for their own teaching.

Preparing kindergarten teachers for the complex field of education

Introduction

One of the main problems connected with the changes in education and professional readiness
of teachers is the connection between pedagogical theory (scientific theory) and actual teaching.
The situations where theoretical bases, which future professionals acquire during their studies,
“enter” the actual teaching, present the central and key moment in the development of any
professional. It is important to answer the question how to prepare future teachers to apply
the academic knowledge in pedagogical theory in actual complex educational situations,
considering the fact that this is not a simple transition process in which knowledge can be
copied from one into the other level (from theory into practice).

What come into conflict in actual teaching situations are the proclaimed aims (part of the
pedagogical theory) and their operationalisation (teaching). The possibilities and the manner of
implementing theory into the actual teaching and the problems arising from the process may
be the result of: first, the complexity of such interventions whose ideas or common visions
(Senge, 2003) may at first be good, but their implementation is unpredictable and very difficult,
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or, due to the “restricting processes” in broadening the vision create greater differences and
polarizations; and second, may come as a result of the innovative strategies not focusing enough
on relevant and actual problems in the teaching practice (Fullan, 1999). “The challenge is
always on placing our knowledge into the living context where the given problem appears”
(Bruner, 2000, p. 57). “Until recently, it was believed that the basic question connected with
the changes in the institutionalized immediate educational situations was connected with
making new and detailed syllabi, designing and writing the educational curriculum that
would, in accordance with its concept, coverage, depth and theoretical orientation, change
the educational practice. However, the educational practice turned out to be more unyielding
than it could have been expected and the “written” solutions (the new syllabi and curriculum)
remained only written mostly having no effect on the actual teaching.” (Miljak, 2001, p. 8).
When the complexity and unpredictability of the teaching practice, unavoidably comes into
the focus, and the application of the learned normative knowledge is not possible, what
becomes evident is the discordance between the theory and practice and it is mainly not seen
as a challenge but as a problem. Continual efforts in reducing the differences between what
future teachers learn in theory and what they encounter in practice is imperative (Isenberg,
1994; Spodek and Saracho, 1990; Schon, 1990) as well as providing help in the application of
theoretical knowledge in the actual context, constructing and modifying their personal and
professional knowledge and skills and plenty of understanding the learning process through
practice (Spodek and Saracho, 1990).

We believe that one of the ways the discordance between the actual teaching and theory can
be overcome is through reflection and self-reflection or reflection and self-examination as a
way to explore different visions (Senge, 2003, p. 222), which is a demanding and long-term
process. Teachers should, therefore, within their teaching practice, take over the initiative and
acquire pro-active view, thus avoiding the domination of “event mentality” that directs people
to react to changes instead of being the once creating the changes (Senge, 2003).

Similar dichotomy in the field of pedagogical theory and pedagogical practice can be found
in the general education research (of pedagogical phenomena), which is mentioned by many
contemporary authors (Atweh, Kemmis, Weeks, 1998; Smyth, 1995; Goodson, 1995; Kemmis
and Wilkinson, 1998; Bleakley, 1999; Miljak, 2001; Sekuli¢-Majurec, 2001; Bolton, 2001; Kessler
and Swadener, 1992; Collin, Insley, Soler 2001; New, 1994; Fullan, 1993, 1999; Schon, 1990).

D. Hargreaves (Hammersley, 2002), a well-known researcher in the field of education in the
United Kingdom, expresses a criticism of teacher education at the university level and the
research they initiate and conduct. According to the author, teachers do not have much use
of such research, and the fault is not theirs, since it rests with the nature of the research and
those conducting such research. He believes that teachers should become main researchers
(“professionals growing out of research”) i.e. in association with their colleagues, conduct
small-scale research that would, unlike the academic research be of greater use and have
greater effect on actual teaching practice.

Similar distinction was made by Elliot (1998) who separated “educational research” and
“research in education” (ibid. 10). “The first refers to researchers and teachers jointly trying
to actualize educational ideal through innovative changes in the curriculum, and in the second
learning as educational activity is seen as a research object that is more extrinsically than
intrinsically connected to it “(ibid. 10). The author sees the research in the field of education
mainly as action research that is not research “on action” but “within action”.

Popkewitz (in Bloch, 1992) talks of great diversity between research and practice, research
and action, research and its function and relation between objective and subjective. The author
gives an overview of different research paradigms from the aspect of pre-school children’s
education and warns about the dominant directivity towards positivistic tradition in the
research of this segment.
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It is becoming more and more evident that the academic knowledge received during university
(or college) education is not always adequate or relevant to teaching practice (Elliot, 1998).
Educational system requires fast, but, at the same time long-term changes on all levels, but it
is almost impossible to change it if the changes come only from the outside (Previsi¢, 2002).
However, the initiative (or better yet, support) needs to come from the outside. Goodson
(1995) refers to it as “action before action” that may determine later interactive practice in the
class or group. This requires cooperation of researchers and teachers. Therefore, professional
interaction of practitioners and teacher education institutions is necessary and relevant for the
teaching practice (Goodman, 1995; Fullan, 1999; Seller and Hannay, 2000).

There is a growing promotion of teacher as a professional who is not only included in research of
the pedagogical phenomena, but also represents the main factor in such research (Kemmis and
Wilkinson, 1998; Light and Cox, 2001; 1993; Miljak, 1996, Seller and Hannay, 2000; Giudici
and Rinaldi, 2001; Hammersley, 2002). The results of this approach are research methodology
that is increasingly becoming qualitative methodology (constructivist, interpretative) and
in that sense, we can talk about “research based practice” (Hammersley, 2002, 14), that
is researching practice for the purpose of its change and improvement. Within qualitative
methodology there are also terms like: alternative, ethnographic, qualitative, participatory,
symbolic-interactionist, phenomenologist, constructivist or interpretative research (Graue i
Walsh, 1998, p. 17).

The basic criticism of the dominant quantitative research, according to Hammersley (2002),
referred to the input-output model, and many results of such research were irrelevant to
the practice, unconnected to the previous results and on very high academic level. What is
interesting is the author’s thesis (that had hardly been mentioned in the earlier contemplations
about research in the field of education) that replicated research is very rare but necessary
because in the social context in which education takes place, contextual and cultural changes
determine the effectiveness of pedagogical action. In his estimate of the usefulness and
efficiency of research, Hammersley followed the criteria that determines to what extent it
creates and carries knowledge relevant to the practice, i.e. its actual practical implications
(decontextualisation of the results). Research, according to the same author, should enable
deeper understanding of the context and action happening in it or should give some specific
information that will shed light on the characteristics of the context or the action within it.
Therefore, he suggests the necessity of the reflexive activities that would imply different
strategies connected with the specific problem and variations in a specific context where the
problem appears and the strategy is used. Furthermore, the author compares “the model of
illumination” with “the engineering model” metaphorically describing the first model as the
possibility for the practitioners to come out of the dark and shed light on (illuminate) their own
teaching. That is possible with their participation in research and gathering the information
that is of pragmatic meaning to them. That way the teachers are more independent and active
(than in the classical research which they rarely participated in), selectively approach problems
they research depending on what they consider relevant or useful to them.

The problem of isolation of practitioners from the researchers is exactly what Elliot (1998)
warns about and concludes that one of the problems in researching contemporary practice is
that the instructions about it come from the outside and bypass teachers, instead of giving the
teachers the opportunity to influence their own teaching practice.

Since learning and education are complex processes, no research or theory, or practical
individual experience can give ready answers or directions for practical problem solving
(Hammersley, 2002; Ross, Bondy, Kyle, 1999). A practitioner needs to have a well developed
ability to adequately react in specific situations and resolve specific problems as well as having
a developed estimate for applying certain knowledge, theories or experience in a specific
practical context.
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Schon (1990) talks of the crisis of professional education which is ineffective and irresponsible,
so that over the past years “ a notion that scientists who should be the support to professional
schools in the implementation of the knowledge, have less and less useful information to give
to the practitioners” (ibid., 19). The essential question, according to Hammersley (2002) is how
to integrate the research results and the studies of the pedagogical process into professional,
practical curriculum or avoid the usual practice and tendency to “observe research results as
standardized and determining as if they were logically created and read regardless the context
in which they are applied” (ibid., 49). Pedagogical practice takes place in various contexts that
have varying effect on the development of children’s abilities, knowledge and skills. What is
considered “appropriate developmental practice” in one surroundings need not be appropriate
in another (Mallory i New, 1994).

Pesic¢ (1998, 61) differentiates “research in education” and “research about education”. The
first is conducted by practitioners, independently or in mutual projects with a professional
researcher. They start from the immediate educational practice. A practitioner in research starts
from professional knowledge and applies the results in the immediate context. “The research
about education” starts from the theoretical knowledge of individual science or discipline they
are general and are conducted by a professional researcher; the application takes place outside
the context in which the research was conducted. Therefore, the object of research is outside
the educational practice and actual problems and the results are thus inapplicable for those
working in the actual conditions. They remain separated from the practice and practitioners,
so it is an example of decontextualisation of education because even” the same type of action
stemming from the same research results can create different consequences under different
circumstances” (Hammersley, 2002, 49) because practice takes place with real people in a
specific social situation.

Education is a complex pedagogical activity, so the context in which they take place is
important. Therefore, it is hard to define objective criteria for the verification of scientific
theories, which the critics of “subjectivism” vote for. Different types of social activities take
place in practice and they are usually teacher-child, child-child, child-other adults etc. There
may be conflicts between them but also cooperation. It is very hard under such circumstances
to call for objectivity or neutrality because neither segment is actually representative.

Barnett and Hallam (1999) claim that if we take learning as a transmission process, then
learning and research are inseparable entities. However, academic community has tried to
avoid “not being scientific”, so they moved towards objective knowledge, but more often than
not it is incompatible and useless in real life. The research naturally can help in education,
but only when their process is understandable and applicable. Research results that contain
a list of objective knowledge bring very little practical use and poor possibilities of their
reflection on the learning process. In that case, the dichotomy between research results and
the learning process is evident, and it is all the result of positivistic view of science and the
relation between theory and practice.

Grundy (1998) also speaks of two types of pedagogical research, the first being “research
for profession”, mainly conducted by teacher education institutions. The second is so called,
professional and collaborative research that takes place in a group of people directly involved
in the educational process. It can be “research with professional”. According to the author, in
the first type there are commercial relations between individuals, and in the second cooperative
and that there is till imbalance between “academic research” and the research of practitioners
as well as double criteria used in evaluation of their “weight and seriousness”. The research
initiated by the academic community is often privileged and frequently considered to have
greater importance in the development of science. The research conducted by or participated
by practitioners has less of a “scientific character” and remain “only on the level of actual
context”. Similar dichotomy is mentioned by Hammersley (2002) who analysed two basic types
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of pedagogical research: scientific and practical. The differences between them are mainly in
the aims of the research itself and the subjects actualizing them. It is considered that the first
are characterized by the scientific contribution within a specific discipline, conducted by expert
researchers, and their basic aim is creating new knowledge. Their evaluation is connected
with the scientific circles, and the research results have relatively general meaning. Practical
research is directed towards obtaining information connected with a specific individual and
practical problem at a specific location. They mainly interest people in the teaching practice,
and in the research circles they are considered not good enough. The difference between
these two types of research can, according to the author, be reconciled by “reconstructing
research through practical activity so it can be useful in practice or reconstructs it according
to research idea” (ibid., 67)

Discussion

Theoretical basis accompanied with experiential (personal and individual) knowledge and
with its mutual connecting and supplementing in the actual professional practice makes the
basis for the development of every teacher’s professional competence.

There is an increasing promotion of teacher who is not only included in the research of
educational practice but often conducts research (professional built from research). This
affects changes in the research methodology which increasingly carries elements of qualitative
research paradigm directed towards research of the actual practice with the aim of getting to
know it better and changing it. The problems that are being researched are chosen selectively,
depending on the meaning that they have for the practitioners, so they become responsible
for their own practice and the changes, depending on the research results. Participating in
action research, readiness for continual professional learning and progress, the ability to
reflect someone else’s practice and self-reflection on one’s own practice, as well as the estimate
of its efficiency that takes place in common discourse with colleagues are very important
components of the development of teachers’ professional competence.

Educational process is extremely dynamic, unpredictable and characterized by diversity.
Different individual educational philosophies exist within it and they can (but do not have to)
create diversity as a new quality. Many factors are included in this communicational process,
there are many open questions and we are not even sure that there are certain answers. The
practice is, therefore, “uncertain” and has many dilemmas so it requires constant reflection
and verification.

The practitioner is expected to continually evaluate and change (the practitioner learns through
action and research) through action and its reflection (self-reflection). Educating a reflective
practitioner presents a new methodological approach that is mainly based on action research
as one of the research methods and methods for improvement of the process of professional
preparation of future teachers.

Reflective practitioner (“a professional established through research”) continually builds the
ability of theoretical reflection into practical conditions, i.e. through practice and contemplation
builds new theory. In such holistic process where there is simultaneous learning and research
of the educational process, knowledge is assessed and at the same time built in the action
itself and after it. Reflective practice is a dialogue between objective and normative theoretical
knowledge and contextual and subjective practical experience of the educator.
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STUDENTU ADAPTACIJA MEDICINAS KOLEDZA
ADAPTATION OF STUDENTS AT A MEDICAL COLLEGE

Ligita Umbrasko

Daugavpils Medicinas koledza
Varsavas iela 26a, LV-5404

Izpétes teorétiska dala balstas uz Z. Freida, E. Eriksona, A Vorobjova, L.Vigotska, J. Platonova
secinajumiem par adaptaciju ka pielagosanas procesu, jaunieSu adaptacijas attistibu. Darbs atspogulo
adaptacijas jedziena skaidrojumu pedagogiski psihologiskaja literatara, veidojot pamatu pétfjumam
par studentu adaptacijas problemam.

Izpéetes praktiskaja dala tika izpéetiti Daugavpils Medicinas koledZas studentu adaptacijas nosactjumi.
Izpétes rezultata bija izstradats efektivs studentu adaptacijas modelis.

Atslégvardi: adaptacija, ietekméjosie faktori, studiju process.

Tevads

Izglitibas sisteémas attisttbu miisdienas raksturo tas dinamiskums, novitate un intensitate.
Macibu process personibai izvirza augstas prasibas — organiz€tibu, aktivitati, disciplinétibu,
motivaciju, kreativitati, lai sekmigi varetu tikt gala ar to macibu slodzi, kuru piedava katrs
izglitibas posms. Diemzel nakas konstatét, ka ne visi izglitibas posmi ir izveidoti metodiski
pectecigi, nemot veéra studentu individualas un psihologiskas iespgjas. Tapéc studentiem
papildus japiepiilas un jaizmanto fiziskas un psihiskas organisma rezerves, lai varétu sekmigi
apgiit macibu iestades izglitibas prasibas un profesionalas prasibas. Lai to izdaritu 1saka laika
un ar mazaku fizisko un psihisko pieptli, tiek aktualizéts adaptacijas jautajums.

Pedagogija un psihologija ar adaptacijas jédzienu saprot optimalu personibas piclago$anos
apkartgjai videi tadas darbibas rezultata, kura lauj individam apmierinat izglitibas vajadzibas
un realizét tam vajadzigos mérkus.

Uzsakot studijas medicinas koledza, studentiem ir daudz jamacas , jastrada, lai izveidotu savu
dzives filozofiju, pilnveidotu un nostiprinatu savu profesionalitati masas darbam. Macibu
process medicinas koledza nelidzinas macibam vidusskola, jo studentam jaapgiist daudzi
studiju priekSmeti gan humanitarajas, gan arT masu zinibas. Daudzi studiju priekSmeti un
studiju organizacija viniem vél ir svesi. Tas prasa daudz spéka un energijas. Diemz¢l daudzi
jauniesi tam nav gatavi. Vieni sp&j savienot macibas ar darbu un aktivi piedalities sabiedriskos
pasakumos, bet citiem gritibas sagada aptvert visu macibu vielu.

Adaptacija atkariga no individualiem faktoriem, jaunieSa [émuma turpinat macibas, vina
vertibam, nodomiem un neatkaribas izjiitas, kas tiesi ietekme vina sekmibu. Individa resursi,
socialais atbalsts, ko jaunietis iegiist no sev tuviem cilvékiem un jauniegiitiem draugiem,
nodrosina veiksmigu ieklauSanos koledzas vidg. Jauniesu psihologiska labklajiba, pasrealizacijas
efektivitate Saja vecumposma (18-20 gadi) saistita arT ar identitates nostiprinasanos gan
personigaja dzive, gan profesionalaja darbiba, ar izveleto merku sasniegSanu, nakotnes karjeras
veidoSanas iesp&jam un garigas veselibas saglabasanu. Turklat vecumposms “vidusskoleéns—
students” ir nozimigs ar to, vai skoléns sekmigi vai ne visai sekmigi kliist par studentu, bet péc
tam par specialistu. Sim jaunie$u vecumposmam nepiecie$ams vienaudzu kolektiva atzinums
par vina panakumiem, sp&jam un prasmém. Atklat savu individualitati jauna kolektiva ir
svarigs nosacfjums sekmigai apmacibai. Adaptacijas nozime $aja posma acimredzama, tapec
nepiecieSams metodiski veicinat to, lai sasniegtu nepiecieSamos rezultatus.

Adaptacijas process ieklauj sevi ne tikai jauna studenta socialo mijiedarbibu, pielagoSanos
jaunam socialam funkcijam, bet arT to personigo apjégsanu un apgisanu. Seviski svarigs
adaptacijas process ir tad, ja students izvelgjies studet veselibas apripi.
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Adaptacijas probléema pedagogiski psihologiskaja literatiira

Adaptacija (no latval. adaptio — pielagosanas) ir pielagosanas dabas un socialas vides
mainigajiem apstakliem. Adaptivas strukturalas un funkcionalas parmainas notiek gan
atsevisSkas $linas, organos un to sist€émas, gan visa organisma kopuma, ar1 psihiskaja darbiba.
Organisms adaptgjas vides apstak]os, jo pastav mehanismi, kas izstradajusies sugas ilgstosas
evoliicijas (filogenézes) procesa un individualas attistibas (ontogenézes) laika. Adaptacija
nav pasivs process, paklauSanas vides apstakliem, bet gan aktivas kompleksas norises, kas
virzitas uz organismam nelabveligu, neadekvatu vides faktoru parvarésanu. Adaptacija palidz
uzturét organisma ieks€jas vides stabilitati, nodrosina darba sp&jas, maksimalu mtiza ilgumu
un organisma reproduktivitati mainigos (gan adekvatos, gan ekstremalos) vides apstaklos.
(Psihologijas vardnica, 1999)

Cilveka attieksmei pret vidi vienmer jabiit aktivai nevis atkarigai. Viena un taja pasa vide
ir iesp€jama individa loti dazada sociala nostadne, un tas ir atkarigs no ta, ka individa ir
audzinata 1 aktivitate.(Beirorckumii, 1996 )

P&c biheviorisma teorijas, sociali psihologiska adaptacija tiek saprasta ka process,
kura tiek sasniegts socialais lidzsvars starp cilvéka attiecibam un tuvako socialo vidi.
Psihoanalitiskas koncepcijas galvena uzmaniba adaptacijas analize vérsta uz dazadu personibas
aizsargmehanismu attistibu. Turklat pats adaptacijas process apskatits daudzskautnaini,
bet psihologiska aizsardziba var kalpot ka personibu stabilizgjosa vai destabiliz€josa.
Interakcionistiska pieeja sociali psihologisko adaptaciju analizé definéta ka veiksm igu personibas
lomu repertuara izpilde un prasme veiksmigi atrisinat lomu konfliktus.(Ilmatonos, 2006)

Neskatoties uz dazadam adaptacijas procesa teorétiskajam interpretacijam, var veérot divus
pamatvirzienus vai adaptacijas celus, kurus nodalijis Z. Freids — alloplastisko (pasaules
pakartosana sev) un autoplastisko (sevis mainiSana pasaulei) adaptaciju.
Pec Z. Freida galvena Ego funkcija ir pielagoSanas jeb adaptacija. PielagoSanas apkart€jai
realitatei, tapec Ego telaini deve par Id “acim un ausim”, jo pats Id ka biologisks veidojums ir
“kurls un akls” _Id absoliiti nerékinas ar to, kada situacija atrodas cilveks, Id neuztur attiecibas
ar citiem cilvékiem. Tas ir Ego, kas uztver apkartgjo realitati, rada iek$gjas prasibas, mégina
saskanot §1s iek$€jas prasibas ar ar€jam normam un prasibam, kuras rodas konkrétas situacijas
un mijiedarbiba ar citiem cilvékiem. Ego funkcija ir regulativa. (Renge, 1999)
Sociali psihologiskas adaptacijas p&tijumos tiek izdaliti 3 faktori, kuri nosaka sociali
psihologisko adaptaciju socialas izmainam:

1) cilveka sp€ja savas vertiborientacijas un Es—koncepcijas mainam,;

2) spgja atrast noteiktu lidzsvaru starp savam vértibam un socialo lomu;

3) orientacija nevis uz konkrétam socialam prasibam, bet uz universalas vertibu sistémas

pienemsSanu.

Cilvéka dzive ir nepartraukta pielagoSanas apstakliem, jaunu lomu apgiiSana, iesaistiSanas
jaunas attiecibas. Socializ€Sanas ir nebeidzams process. Ipasa nozime ir tam, vai jaunietis,
kas ieguvis vispargjo izglitibu, ir gatavs izdarit izveli, vai vins$ ir notic€jis savam sp&jam,
apgustot to normu, vertibu un atzinu sistému, kas saistitas ar profesionalo darbibu. Vinam

neviens neprasis definicijas, popularu personu dzimsanas gadus, bet gan prasmi orient&ties
situacijas, vestures konteksta. Veidodamies par socialu biitni, jaunietis pamazam sak

* apzinaties savu statusu un macities tam atbilstosas lomas, darbibas veidus;

» apgit sabiedriba pienemto simboliku;

* interanaliz&t sabiedribas veértibas;

* no sabiedriba uzkratam atzinam veidot savu zinasanu un parliecibu sist€ému. (Tunne,
2000)
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E. Eriksons uzsver, ka bitiska ir personiskas kultiiras un vésturiskas pieredzes vienotiba
un ka tiesi tas trukums vai nepietickamiba nereti izraisa personibas attistibas krizes, kas ir
saistitas ar adaptacijas problémam, ieklaujoties sabiedriba.(Eriksons, 1998).

Adaptacijas posms prasa pielagoSanos. Personiba aktivi apgiist noteiktas socialas vides
uzvedibas normas. Ienakot jaunaja grupa, individs nevar istenot savu individualitati, savu
vajadzibu biit personibai, kamér vins neapglist grupas normas un darbibas lidzeklus, kuras
citi grupas dalibnieki jau ir apguvusi .

Péc A. Vorobjova (Vorobjovs, 2002) adaptacija ir grupa izveidojusos uzvedibas normu,
vertibu, mérku, darbibas un saskarsmes panémienu apgtsana, t. i., cilvéks, ienakot jauna
grupa, sakuma noverté un apgiist starppersonu attiecibu Ipatnibas, prasibas utt. Saja posma
iesp&jami divi varianti: vai personiba pienem visas grupas vértibas, t. 1., adapt€jas taja, vai
nepienem tas, kas var biit célonis §Is personibas “izstumsanai” no grupas. Saja gadijuma
personiba bis it ka “izslégta” no starppersonu attiecibu sistemas, kas savukart izraisis tas
adaptacijas bremzeSanu. “Izstumtie” grupa vienmér ir adaptacijas faze, ta ar1 neparejot uz
nakamo fazi. Sakara ar to personibai veidojas tadas rakstura 1pasibas ka biklums, neticiba sev
utt. Individualizacija nodroSina personibai tadu tas ipatnibu, darbibas veikSanas panémienu,
vertibu, uzvedibas formu translacijas (nodoSanas citiem) procesu, kadu nav citiem grupas
locekliem, Saja gadfjuma arf iesp&jami divi varianti: grupa var pienemt individualo translaciju
vai ar1 to noraidit. Noraidijuma gadijuma §1 personiba tiek izstumta no grupas starppersonu
attiecibu sistémas.

Neatkarigi no ta, ka sakas macibu gads skola, adaptacijas process notiek. Jautajums ir, cik laika
students un pedagogs tam velta un cik efektivs ir Sis process. Tapéc procesa organizéSanas
jéga ir darTt visu, lai dabiskais adaptacijas process kliitu intensivaks.

Pedagogam biitu japalidz studentam apgiit maciSanas darbibu un prasmi to parvaldit. Svarigi
ir izvirzit motivétus merkus, izveéleties piemerotus Iidzeklus, izmantot gan intelektualas, gan
praktiskas prasmes, kontrolét maciSanas procesu, korigét un prognozget talako macisanos.
Svarigi definét arT operativas maciSanas mérkus:

1) rosinat studenta izpratni macibu priekSmeta,

2) izmantot uzmanibas un atminas 1pasibas, domasanas operacijas,

3) identificet iesp&jamas trukstosas zinasanas un to iegiSanas pagémienus,

4) novertet uzdevuma gritibas pakapi un iesp&jamos skerslus,

5) analizét sasniegto un neveiksmes, izdarit secinajumus (Zogla, 2001)
Loti svariga personibas veidoSanas procesa un ar1 adaptacijas procesa ir pasaktualizacija. Pec
humanistu atzinuma (Karpova, 1994), cilvéka dzives jéga ir paSaktualizet savu patibu, t. i.,
attistities, klut autonomam, paust sevi, kliit nobriedusam un kompetentam. Pasaktualiz€ties
nozime ar1 but sp&jigam uznemties atbildibu, 1pasi rosinot mekIet atbildes pasam.
Te japiebilst, ka ne mazak svariga loma ir apkartéjai videi. Uzmaniba japievers gan fiziskajai,
gan psihologiskajai videi skola. Abas vides papildina viena otru, un kadas vides nepietickamiba
nevar kompensgt otras vides pietickamibu. Jo vienlidz svarigs ir gan fiziskais, gan psihologiskais
studentu un pedagogu komforts. Kvalitativa pedagogiska procesa komponenta mijiedarbiba
veicinas efektivu adaptaciju mainiga videé un neradis draudus cilvéka fiziskajai un psihologiskajai
labsajtitai. Turpreti nekvalitativas mijiedarbibas gadijuma adaptacija ir neefektiva, kas var radit

draudus cilvéka organismam, kait&jot fiziskajai un psihologiskajai labsajutai, radot spriedzi.
(Umbrasko, 2007)

Viens no svarigiem adaptacijas aspektiem ir vertiborientacija. Profesijas izvéles procesa
efektivitati nosaka personibas profesionalo zinasanu, prasmju un iemanu aktiva apgiiSana,
studenta profesijas apgiisanas motivacija un vertiborientacija. Studentu profesionala adaptacija
ir atkariga no ta, cik svariga viniem ir izvéleta profesija, darbs, panakumi, kadas prasibas
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students izvirza sev, savai profesionalajai, darbibai, nakamajai darbavietai, ka vini reagg uz
neveiksmém macibu darbiba. Adaptacijas procesa notiek vajadzibu un motivacijas sféras
parkartoSanas, un tapéc pedagogu uzdevums ir veidot studentos noturigas profesionalas
vertibas.

Izglitibas procesa veiksmigai realizacijai medicinas koledza ir nepiecieSama dazadu faktoru
kompleksa darbiba, kur veiksmiga studentu adaptacija ir noteicosais un ari pats nozimigakais
faktors (Umbrasko, 2007). Seit liela nozime ir psihologiskai gatavibai studijam, macibu
programmas atbilstibai izglitibas lItmenim un laikam, ko students velta sagatavojoties
nodarbibam, un, protams, ar1 tam, ka students uznemts jaunaja kolektiva. Nemot véra noradito
problému spektru, saprotama ir dazadu izglitibas procesa dalibnieku, to skaita arT pasu
studentu.pievérSanas konkrétajai problémai.

Studentu adaptacija

2006./2007. macibu gada laika tika veikts p&ttjums par medicinas koledzas studentu adaptaciju.
Adaptacija tika apskatita ka studentu pielagosanas process koledZas videi, macibu procesam,
jaunajiem dzives apstakliem. Par p&tijuma mérki tika izvirzita studentu adaptacijas procesa
analize un medicinas koledZas 1patnibu raksturojums un ietekme uz studentu adaptacijas
procesu (4).

Par vienu no studentu adaptacijas limena kvalitativajiem raditajiem tika izmantota studentu
sekmibas analize koledza, salidzinot to ar sekmibu ieprieksgja izglitibas iestade. Jo augstaka
studentu sekmiba koledza salidzinajuma ar skolu, jo labak students ir adapt&jies koledza.

Salidzinot 1. kursa studentu sekmibu ar sekmém ieprieks€ja izglitibas iestade, var secinat, ka
studentu sekmiba 1. semestrT bija par 0,7 ballém zemaka neka atestata vidgja balle, iestajoties
koledza. Tas liecina par to, ka pirmkursniekiem ir lielas rezerves sekmibas paaugstinasanai,
nemot vera adaptacijas uzlabosanas iespgjas.

Salidzinot visu izglitibas programmas “Maszinibas” studentu sekmibu, var secinat, ka studentu
sekmiba ar katru studiju gadu pieaug.

Studentu adaptaciju koledza ietekmé ar1 profesijas izvéli ietekmgjosi faktori. Lielaka dala
studentu — 83% atzist, ka So profesiju izvelgjusies pasi, 12% profesijas izveli ietekméjusi
draugi un citas personas, 5% — vecaki.

Tas, ka lielaka dala studentu profesiju izvelgjusies pasi apzinati, ir loti labs raditajs, kas ar1
labveligi ietekme studentu adaptaciju koledza.

Adaptacijas procesu ietekmé ne tikai objektivi, bet arT subjektivi faktori — psihologiska
sagatavotiba studijam koledza, ieklauSanas jaunaja kolektiva un citi .faktori.

Absoliitais vairakums studentu — 90% — atzina, ka vini bija psihologiski sagatavoti uzsakt
studijas koledza, tikai 10% no studentiem atzina, ka vini nebija psihologiski sagatavoti uzsakt
studijas koledza un min sadus galvenos iemeslus: gritibas saskarsmé ar cilvékiem; medicinas
koledza iestajos tapéc, ka te ir bezmaksas studijas, nepietiekami labs veselibas stavoklis. Seit
var saskatit arT likumsakaribu starp to, ka psihologiski nesagatavoti studijam ir tie studenti,
kuriem profesijas izveli ietekmgjusas citas personas (no 10% studentu — 8%).

P&tijuma ietvaros tika veikta Latgales regiona vidusskolas skolotaju aptauja par pasakumiem,
kas saistiti ar skolénu sagatavoSanu studijam augstskola. Tika aptaujati 16 Daugavpils un
Latgales regiona skolu vidusskolas audzinataji. Izradas, ka vidusskolas klas€s 2 reizes gada
notiek audzinasanas stundas par skolénu nakamo profesiju izveéli un izglitibas iesp&am
Latvija.. Ka apgalvo pasi skolotaji, tad lielaka dala skolénu, apméram 72%, vélas iestaties
kada no augstakam izglitibas iestadem Latvija, tomer dala skolénu plano péc vidusskolas
braukt stradat uz arzemém — apméram 12%, par€jie skoléni par savu izveli vél Saubas. Tie ir
loti subjektivi dati, jo daudzi skoléni savus mérkus péc skolas beigSanas maina.
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Ka vienu no adaptaciju ietekméjosiem faktoriem vidusskolas skolotaji min to, ka vidusskola
tiek izmantotas tas paSas macibu metodes, kuras izmanto ar1 augstskolas. Tie ir patstavigie
darbi, petniecibas metodes, kooperativa maciSanas u. c. Sastopoties ar Sim macibu metodém
augstskola, studenti nenonak stresa situacijas, labak adapt&jas un pienem studiju prasibas.
Tomer Sie pasakumi ir nepietiekami, lai potencialo studentu adaptacija norisinatos sekmigi.
Seit bitu nepieciesama visa pedagogiska kolektiva iesaistisana skolas abiturientu vienota
adaptacijas procesa realizacija, javeic skolas abiturientu sagatavotibas diagnostika un studentu
apmaciba personigas adaptacijas procesu pasregulacijai. Diemz¢€l Sie pasakumi netika atziméti
vidusskolas. Audzinasanas stundas gandriz visi vidusskolu peédg&jo klasu audzinataji izmanto
testu “Piemeérotiba profesijai”, bet cita diagnostika pagaidam netiek izmantota.

Ar1 medicinas koledza diemzel netiek veikta studentu diagnostika attieciba uz sagatavotibu
apmacibai. Sada diagnostika biitu nepiecie$ama, iestajoties koledZa, un lautu uzpemt tikai
profesijai atbilstosus studentus. Jaatzime, ka koledza nav iestajeksamenu. Studentu uzpemsana
koledza notiek konkursa kartiba p&c parrunu rezultatiem un atestata vidgjas balles. Tas un
veél bezmaksas studijas piesaista gadijuma studentus, kas visbiezak 1. semestra laika tiek
atskaititi. Tomer gadijuma studentu ar katru gadu koledza kliist mazak, jo, ka jau mingju
ieprieks, koledza studé studenti, kuri jau strada veselibas apripg.

Lietderigi biitu ieviest arT metodes personigas adaptacijas procesu pasregulacijai, kas lautu
studentiem regulét savu adaptaciju jaunos apstaklos. 2. un 3. kursa programma ir atvelets
diezgan daudz stundu psihologijas apguvei, bet biitu labi, ja psihologijas stundas tiktu iek]autas
jau 1. kursa.

Neatkarigi no ta, ka sakas macibu gads, adaptacijas process notiek. Jautajums ir, cik laika
students un skolotajs tam velta un cik efektivs ir $is process. NeapSaubami, profesijas izvéle
ir viens no nozimigakajiem lémumiem cilvéka dzive. Tas nosaka cilvéka sp&ju talakaja dzive
realiz€t sevi un vienlaikus ir pasvért§juma atspogulojums. Vélme sevi realiz€t un izdarit
atbilstoSo izvéli ir atkariga no katra individa veértibu sistémas.

Medika vai apriipes darbinieka profesija Sai zina ir unikala. Cilvékiem, kuri v€las stradat $aja
joma, jabiit apveltitiem ar Tpasu sp&ju novertet sevi, savas darbibas, to atbilstibu attiecigajai
situacijai un vienlaikus kritiski un objektivi attiekties pret kolégu darbu un vinu vértgjumu
attieciba uz pasiem, lai sp&tu stradat gan individuali, gan arT komanda, saglabajot objektivu
attieksmi pret visparcilvéciskajam veértibam. Jebkuras profesijas parstavjiem sp&jas novertet
savu veikumu ir bitiskas, tacu nav daudz tadu profesiju, kur macisanas no klidam var
izradities kadam likteniga. Studiju procesa studentiem pamazam izkristaliz€jas vértibas,
kuru nozime arvien tiek parbaudita, mainas prioritates, mainas biitisko un svarigo nosacijumu
secigums. Tas nozimg, ka jau vidusskolas posma nakamajam medicinas koledzas studentam
jabiit parliecinatam par §1s profesijas izveli.

Lielu nozime studentu adaptacijas procesa ir ar1 studentu pasparvaldei. Jo vairak studentu
pasparvalde riko dazadus pasakumus studentiem, iesaista tajos 1. kursa studentus, jo vairak
ar1 studenti izjut savu piederibu koledzai. Tas veiksmigi sekmé ari studentu adaptacijas
procesu.

Nemot vera petijuma rezultatus par adaptacijas procesa norisi Daugavpils Medicinas koledza,
var izdalit svarigus adaptacijas procesu ietekmé&joSus faktorus. Tada veida tika izveidots
efektivas studentu adaptacijas modelis Medicinas koledza (1. att.)

Petijuma rezultati liecina, ka lielaka dala, t. 1., 77% studentu koledza ir adapt&jusies, tomer
dala (46%) studentu koledza ir dl. attéls.algji adaptjusies un 1% studentu nav adapt&jusies.
Tas rada domas par iesp&jamam adaptacijas problémam un to risinasanas iesp&jam.

Izveidotais adaptacijas modelis turpmak dos iesp&ju vairak pievérst uzmanibu faktoriem, kuri
tiesa veida ietekmé studentu adaptaciju medicinas koledza, un savlaicigi noverst problémas,
kas kave veiksmigu studentu adaptaciju.
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1. attels. Efektivas studentu adaptacijas modelis

Secinajumi

Pedagogiski psihologiskaja literatiira adaptacija tiek skatita no dazadiem viedokliem.
Adaptacija — pielagosanas dabas un socialas vides mainigajiem apstakliem — palidz uzturéet
organisma ieks$gjas vides stabilitati, nodroSina darbsp€jas, maksimalu miiza ilgumu un
organisma reproduktivitati mainigajos vides apstaklos. Sociala adaptacija ir cilvéka pielagosanas
sociali kulturalai videi izglitibas iestades vai darba mainas gadijuma. Vieni adaptaciju saista ar
spriedzi vai trauksmi. Spriedzi izraisoSie faktori var biit ikviena situacija, notikums, apstakli,
kuriem cilvékam japiemérojas. Citi petnieki adaptaciju apskata ka pielagoSanos apkart€jai
videi, uzmanibu pieversot gan fiziskajai, gan psihologiskajai videi. Abas vides papildina viena
otru, un kadas vides nepietickamiba nevar kompensét otras vides pietickamibu.

Dazi zinatnieki pieverSas jautajumam par piesaistes stila un sociala atbalsta nozimi un to
ietekmi uz psihologiskas adaptacijas raditajiem: psihologisko labklajibu, trauksmi, depresijas
tendenci, efektivu stresa parvarésanas strategiju izvéli.

Ieprieks veiktie pétijumi uzsver sociala atbalsta izjiitas nozimi un pozitivas pasvertibas
stabiliz€joso ietekmi dzives parmainu situacijas.

Pétot pedagogisko un psihologisko literatiiru, jasecina, ka adaptacijas problémai jaunieSu
vecuma nav pieversta pietieckami liela uzmaniba, biezi ta tiek vienpusigi analizeta (ka individa
pielagosanas apkart&jai videi), tacu adaptacija realiz€jas sabiedrisko attiecibu parveidoSanas
procesa, akttvi piedaloties individa apzinai.

Medicinas masas profesijas izvéle prasa no individa liclu atbildibu un pasatdevi. Siem
cilveékiem jabiit apveltitiem ar ipaSu sp&ju novertet sevi, savas darbibas, to atbilstibu attiecigajai
situacijai. Tapéc vertiborientacijai un psihologiskajai sagatavotibai ir licla nozime ari studentu
adaptacijas procesa.

Studentu adaptacijas process medicinas koledza ir atkarigs no studiju procesa organizacijas.
Uzsakot studijas medicinas koledza, butiski ir organizét spécigu un bagatu pedagogisko vidi,
kas lauj izv€leties atbilstosi iesp&jam attistit prasmi patstavigi studét, aktualizgjot vidusskola
iegiito pieredzi un socialo attiecibu pieredzi. Jau vidusskolas peéd€jos gados nepiecieSams
palidzet skolénam apzinaties patstavigds maciSanas prasmes nepiecieSamibu, veicinat $o
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prasmju pilnveidosanos, lai sekmé&tu skolénu sp&ju pielagoties un pienemt jauno socialo un
pedagogisko vidi augstskola.
Viens no adaptaciju veicinoSiem faktoriem ir macibu vide. NodroSinot miisdienu prasibam

atbilstoSu pedagogisko vidi, var sekmét studentu macibu procesu un sp&ju adaptéties
koledza.

Nemot véra petijuma rezultatus, tika izstradats efektivas studentu adaptacijas modelis.

Tas, cik atri un efektivi cilvéks spgj pielagoties jaunam situacijam, liela mera ir atkarigs
no vina individualajam Ipatnibam (temperamenta, rakstura u. tml.). Ir cilvéki, kas atri un
viegli pierod pie visa jauna, un tas viniem nesagada lielas problémas, bet ir art cilveki, kam
nepatik parmainas un kas tam pielagojas 1€ni, pakapeniski, ilgaka laika perioda. Tomér, lai
ar1 cik elastigs bitu cilveks, pilnigi jauna un neierasta situacija zinama méra ir satraucosa un
sarezgita ikvienam.

Nosléguma gribas piebilst, ka studentiem butu jamacas atskirt atrisinamas problémas no
neatrisinamam problémam, prast pareizi novertét to nozimigumu un meklet risinasanas
iesp€jas ka ar1 pec iesp&jas biezak saskatit pozitivos momentus sava riciba.
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Summary

In pedagogical and psychological literature, adaptation is researched from different points of
view. Adaptation is accommodation to changes of natural and social environment, it helps
keeping human organism in stability of inner environment, enhances working abilities,
increases life expectancy and reproductivity in changeable environmental conditions; social
adaptation helps cope with stress and anxiety. The factors causing stress can be faced in
any situation, under different conditions. Some scientists consider adaptation to be just
accommodation to the environment, both physical and psychological. Both environments
complement each other, and they cannot replace each other.

Some scientists deal with the role of style and social support and their influence on the
psychological indicators of adaptation: psychological well-being, anxiety, depression, choice
of an effective strategy for coping with stress.
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The existing research underlines the significance of social support and the positive influence
of self-confidence in changeable situations.

Investigating pedagogical and psychological literature, we can draw a conclusion that
not enough attention is paid to the problem of students’ adaptation; often it is analysed
as accommodation of a person to his/her surroundings, although adaptation manifests in
perception of social relationships during changes.

The choice of nurse profession demands a great sense of responsibility. Those who have chosen
this profession must be able to evaluate themselves, their work. That is why it is very important
to pay attention to formation of a system of values during the process of adaptation.

The process of adaptation of students at the medical college depends on the organization of the
educational process. Starting studies at the medical college, students need amiable pedagogical
surroundings which give an opportunity to study, actualizing the knowledge and experience
in relationships gained at school. During the last school years, it is necessary to encourage
students to study on their own, develop these skills in order to help their future adaptation.

One of the adaptation factors is educational environment. Forming such environment at the
medical college, we help our students be successful in their studies.

Taking into consideration the results of the research, an effective model of student adaptation
was worked-out.

The time and success of adaptation depend on the peculiarities of each individual’s character,
flexibility, readiness to live under different conditions.

In conclusion, we would like to add that a student should be taught to solve problems,
to differentiate between the importance of problems, and to look at their own activities
positively.
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RESEARCH AND IMPROVEMENT OF ONE’S OWN PRACTICE -
A WAY TO THE DEVELOPMENT OF TEACHERS’’PRESCHOOL
TEACHERS’ PRACTICAL COMPETENCE

PETNIECIBA UN PIEREDZES ATTISTIBA — SKOLOTAJA
PROFESIONALAS KOMPETENCES VEIDOSANA

Lidija Vuji¢i¢
University of Rijeka, Faculty of Teacher Education

Abstract

Within the context of research called “Changing the culture of educational institutions — a way to
qualitative changes in preschool education”, implemented within a three year period and, because of
the needs of this work, this paper reports the results of the research performed in the first year. The
work was carried out with emphases on preschool teachers’ training for the process of research and
improvement of their own practice by creating a stimulating environment of an educational institution
which is attended by children ranging from one to six/seven years of age (preschool period). This
practice should be in accordance with children’s nature and should change continuously, being in
coordination with children’s needs, environment and education. We hold that there is no theory that
identifies only the needs to be learned and then applies that in practice, but rather, that a stimulating
environment is also being created and built jointly by doing and participating in continuous research
of educational practice. The emphasis is on shared direct research, its discussion, continuous changing
of one’s own environment and providing children with more freedom, games and learning, which
constitutes qualitative living.

Keywords: lifelong learning, practical competence, professional development, reflective practice,
teacher/preschool teacher.

Introduction

ceye

(Liberman, Miller, 2002; Valli, Hawley, 2002; Elmore, 2002.; Hopkins, 2001; Rinaldi, 2001,
Slunjski, 2006, Sagud, 2006), direct observing and changing of daily educational practice,
especially the physical, material and organizational environment of a preschool institution, as
well as continuous self-reflection and shared reflection, leads preschool teachers to new insights
and better understanding of the same practice, and to connection and cooperation with the
institutions that are willing to cooperate and undertake changes based on similar principles.

In addition to gradually changing the physical and organizational environment of a preschool
institution and by the shared reflections of the impact of such changes, that is, action research,
there was also a need to carry out changes in educational process and the way to treat children,
adults, school support staff and parents.

By direct observation of the preschool teachers’ practice, it was concluded that it was not simple
for them to solve the daily problems which they encountered in their direct practice and at
the same time cooperate with the nursery head-teacher and the expert team (educationalists,
psychologists). The actual questions were still the following: how many songs and recitations
has a child learned, how much have they eaten, etc., whereas the way children live in such
an institution, how they feel and what things they would like to do, learn and play appeared
to be of a lesser importance.

On the other hand, Bruner (2000) calls attention to the question, whether the material
acquisition, that is, how much a child learns is more important than the question as to how the
school impacts on children in order for them to become autonomous, self-confident human
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beings, who would know how to cope with problems presented by ever-changing life and
world.

Therefore, we hold that it is important to exactly adapt the environment in a preschool
institution and its educational (children) groups to its children in order to create the
environment that would lead to children’s emancipation, not their manipulation (Basi¢, 1999);
that it is necessary to form a close and cooperative relationship with each child, treat them
as reasonable persons and form the same relationship with each parent, preschool teacher
and other colleagues.

Methodological approach to research

Research aim

The aim of the first research stage was to train preschool teachers for the research and
improvement of their own practice, that is, physical and organizational environment, and for
the responsible direction of their own professional development within the process of lifelong
learning, not forgetting the main aim — to coordinate all these characteristics with the nature
and needs of children that are changing as well.

The following tasks emerged from the researched subject and its aims:

* to form a group of preschool teachers who will attend the workshop having a different
form of professional training;

* to establish partnership and cooperation among six nursery schools in five different
locations in the Istra County;

* to involve nursery head-teachers and preschool teachers into an action research group
as equal partners in creating of a network of the Istra County nursery schools;

* to use the data on which the results of the action research are based in the creation of
the programme of the preschool teachers’ professional training and development in
the process of lifelong learning.

The action research was defined as a methodological strategy (problem identification, data
collecting, data analyzing and evaluation, introduction of changes and their reassessment) by
which educational practice is being improved and relevant knowledge developed, based on the
social constructivistic paradigm. Therefore, it was important to investigate the extent to which
the preschool teachers’ activities are coordinated and to which they jointly deliberate over
the developmental process of their institution. Our intention was to encourage the preschool
teachers to deliberate over and develop the abilities of their own shared learning and research
together with the expert teams and parents, their mutual integration that will contribute to a
deeper understanding of children and the role of adults in their education and learning. In this
matter, we have particularly emphasized the principle of research and participation.

Elliott (1998) defines action research in the context of reform and innovation and thinks that
educational innovations can be best viewed as “controverse experiments that are open for
continuous assessment through an open dialogue and debate based on facts’ (Elliot, 1998),
where the integral element of such processes is a shared professional contribution of researchers
and practitioners.

Regarding the field of education, action research is most frequently connected with teacher
professional development, the process of learning and development, and curriculum application
(Elliott, 1998; Dantow, 2002, etc.).

Increasingly, a teacher has been seen as an important factor in reform changes and there has
been the recognition of the necessity for their full participation and leadership within those
changes.
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Kemmis 1 Wilkinson (1998) point out that action research impacts on all the people who
design their practice through it, especially on practitioners, their understanding of practice and
situations in which they participate. At the same time, this process is individual and also social
reality, and thus every action research is being viewed as participative and colaborative. Within
it, individuals interpret themselves and their actions in the social and material environment,
and change them simultaneously under the influence of shared interaction and discussion.

The point of such research is in the emancipation of individuals through self-realisation
and self-development, as well as the experience of practice as something that the individual
defines and critically modificates him/herself. According to Kemmis and Wilkinson (1998),
all this does not bring about necessary changes unless all participants provide reflection, that
is, dialecticity by which the reality is being investigated on the level of its change. When
deliberating the research plan, many circumstances could not be defined in advance due to
the complexity, unpredictability and changeability of the social context within which the same
research was implemented. We made efforts to determine a sufficiently open and flexible
research plan that would provide further modifications and supplements. The beginning of
our research plan was in need of changing preschool teachers’ professional training, based
on the transmission paradigm of teaching, into transactional and transformational ways of
learning that are oriented on problem solving. We agree with Lesourn’s view (1993, 298) which
holds that it is necessary “to abandon the unrealistic idea about a deep renewal of the entire
teacher population. (...) Another undoubtedness is that small breakthroughs can give rescue
offering impetus to this huge mass. (...) The state of this environment can be changed only by
completely small actions that are persistently repeated from all sides”.

Research development

The action research which included preschool teachers of the Istra County, coming from
Pula (two institutions), Labin, Pore¢, Rovinj and Pazin, was inititated in the academic year
1999/2000 with 12 preschool teachers and a researcher. Two preschool teachers coming from
each nursery school were involved in the action research and their responsibility was to try
to organize similar discussions, research and mutual connection in their institutions that
differed in size and number of children and staff, and to give support to the expansion of
different approaches within the realization of educational process with the children in their
nursery schools. The observation and video recording of educational practice, as well as shared
analysis (evaluation) and discussion on the implemented activities took place every month,
from October to June 2000 (six meetings altogether), on the basis of which we provided further
guidelines, suggestions and action hypotheses for new actions.

The role of the researcher was to encourage the preschool teachers for a detailed observation,
interpretation and better understanding of children and their activities, and not to instruct them
about the way they should organize the space and time in an intellectual manner or what exactly
and how to talk with children. We started with a different programme of professional training
in the course of creating nursery schools that are truly “built” in such a way where children
are to be understood, respected and allowed to be free in their development. Contemporary
interpretative research of children’s development and education, especially preschool education
(Rinaldi, 2005, etc.), also emphasizes the importance of this principle. Therefore, our first
task was directed to humanization of environments where children live, their independence,
autonomy and development of their potential. We hold that great significance should be given
to creation of conditions and environment in every institution and every single educational
group. Creating such conditions and environment, we endeavor to see and hear every single
child. We want to create an environment that is not limiting, that facilitates creation of various,
more human social and emotional relationships among all the participants of the process.
In this way, we open space for the development of different forms of children’s intelligence
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(Gardner, 2000) or different forms of children’s learning. In another words, we did not engage
in talking as to how we should work or report other people’s views, but orientated on the
improvement and development of our own knowledge through a direct investigation of our
educational practice. We did so in a way that we empowered the preshool teachers’ personality
with regard to gaining self-confidence, confidence in other people in their own environment
and confidence in children.

Developing mutual confidence is the basis for developing a preschool teacher’s personality
and their practical competence. On our way, some prejudices should have been overcome,
such as fear of making a mistake, fear of presenting one’s own personal viewpoints and fear
of guilt, and it should be known that there is a long way from understanding to checking and
changing the practice. We used mistakes as an actual way to encourage learning because they
provided us with the opportunity to realize our viewpoints and our implicit pedagogy (whether
it is wrong or not), to discuss them and check them directly in practice. In this process of
acquiring and building knowledge by direct work in practice or knowledge in action (learning
by doing), everybody was to follow his way and we were to differ from each other although
the process was being guided jointly.

Therefore, we hold that it is necessary to create a community of reflective practitioners
that will, according to the above outlined principles, challenge the conditions, environment
and organization of an institution, the so-called hidden curriculum, because they want for
children to feel in it, learn and live a happier and more comfortable and interesting life than
in their family homes. We could say that in such relations there is a circle determination: a
community of reflective practitioners create such environment, treat children according to
their opinion or theory they have about them as human beings and about their way of life,
learning and education in an institution, and thus the children react and behave exactly as
they are expected.

At the end of the first meeting, we took a look at the video recordings as the examples of
good practice, with the special emphasis on the environment in an institution. The seminar
participants had some very interesting statements regarding our first meeting. The first
encounter with the researcher was “confusing’ or “this is the first time in my educational
practice that someone is interested in my work in this way. The researcher respects us as
persons, as preschool teachers who are professional and competent for the work they do.”
“I'was also surprised by the fact that there will not be any lectures.” “Until now, professional
training was stereotypical, we have only been sitting, listening and taking notes, and we never
had any chance to get new information by direct work.”

It was obvious that the preschool teachers were used to traditional forms of professional
training that usually come down to informing and instructing them about what and how they
should work. We have stressed out that many times in practice we have witnessed that such
professional training could result only in breakthroughs on the superficial, organizational
level of an educational institution, but not in real improvement of the quality of educational
practice.

For this reason, we all agreed upon a completely different form of professional training that
would have a research character, not an instructional one, that would imply shared identification
and creation, not the transfer of knowledge that already exists, and that would be based on the
dialogue of all the participants, and not the monologue of the research leader. We made the
preschool teachers familiar with the purpose of recording and shared analyses of the activities
that are not aimed at control and criticism. A video camera is an important instrument of
creating research culture because it provides opportunities for recognizing and then changing
less successful educational interventions of preschool teachers which would otherwise remain
unconscious and unchanged.
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The Second Meeting

During the second meeting, we recorded the situations inside two of the educational groups.
In the first nursery school, the children did not pay much attention to us, they were engaged in
their activities and this was a good, vivid example of a pleasant and stimulating environment.
In contrast to this nursery school, in the infant nursery group of the other nursery school there
were some problems present that are usual for such kind of group and a preschool teacher
who still does not know what is requested and expected from them. However, the efforts to
improve such a situation were noticeable and this was pointed out quite clearly in direct work
and the analysis of the recordings. The very first presence in educational work and recording
everything that happens in a group, followed by later analysis and discussion, were marked
by large excitement of the preschool teachers and their efforts to manage everything in a way
they were taught during their schooling and methodic exercises in particular. Excitement
and certain tension were felt in the whole of the institution, ranging from the attitudes such
as “Thank goodness they are not coming to my group” to certain anger and even negative
attitudes towards everything that happens (in a sense: “Who are you to interfere in my work in
the group?’’ or “I suppose I know how to work after so much working experience.”’). This is
the reason why we did not enter the other groups in the first round of the action research, but
restricted ourselves to the group whose preschool teacher was also a member of the research
team.

In every nursery school collective, there were employees who, more or less aggressively,
expressed disagreement with our attempts. It arised from the beliefs that the changes we bring
about downplay children’s safety in a nursery school, make a mess and uncleanliness, disturb
and confuse children, make the role of a preschool teacher unclear (unimportant), and so on.
As one of the preschool teachers explains in their notes, such disagreement is “a result of the
outdated truth about a child’s nature and the regularities of children’s development.” “We
dared to have full confidence in our children and we showed this to them. They accepted it
showing us daily that many our beliefs concerning their (non)abilities and (im)maturity are in
fact professional misconceptions, and surprising us with daily amount and intensity of their
abilities and knowledge.”

While analyzing the recorded material, we did not go into details for a number of reasons.
First of all, we understood this first round as familiarization with the current state in every
single nursery school and group that were included in this project, with difficulties that occur
there daily, ranging from the organizational ones to the human, loyal, spatial, material and
other. At the same time, we endeavoured to develop genuine cooperation and feeling of unity
among the participants because we held that these were the bases for long-term creative and
quality work. We thus wanted to stress positiveness in the first analyses and encourage the
preschool teachers to bring about further changes because we were aware that they need our
joint support and understanding of their actual situation, and we tried to show this on every
possible occasion.

Using concrete living examples, the preschool teachers were provided with the opportunity to
start to have a presentiment of what forms a stimulating atmosphere and quality environment of
a group, and in what way they will try to do the same under their own concrete conditions.

The Third Meeting

The third meeting went by in a similar way, with the same difficulties and very similar
atmosphere. A positive atmosphere was formed out of shared trips from place to place, from
one nursery school to the other, keeping company with others after formal parts and during
lunch, and sharing the joy and difficulties that occured at the time. The majority of headteachers
and expert teams attended the shared meetings and familiarized with educational practice



2. Improving education of pre-school teachers

directly, talked and discussed with the preschool teachers, and listened to their opinions and
viewpoints, as well as difficulties they encounter daily.

We started to understand the advantages of such work where we went from one nursery
school to the other and some preschool teachers commented the following: “we got the
opportunity to see how other preschool teachers work in other nursery schools in Istra and
yet we have a scarce opportunity to see how our colleagues work in other groups inside our
institution.”” On the other hand, the preschool teachers started to cooperate and ask each
other for advice, regardless of their place of living. These apparent large organizational
difficulties (e.g. how we can miss from work for two days, how we will travel, will we
get there on time, etc.) turned into real challenges that were both positive and interesting.
What become most prominent here was the emphasis of the principle that direct teaching
should be, as much as possible, supplemented by direct gaining of experience. The number
of preschool teachers who wanted to participate in the work and tours around other nursery
schools has tripled. The reason is what they said in a directed interview: “It is hard to
pass along everything what happens in other nursery schools and to convince your own
colleagues in the same nursery school that many things are possible and explain how they
can be built and created. Genuine experience and changes start to realize only when other
preschool teachers are directly convinced by them, when they see and talk to the preschool
teachers who have already realized them.”

The Fourth Meeting

With respect to the fourth meeting, a real transformation took place. Suddenly, many other
preschool teachers started to attend our meetings. The number of them was increasing and
was hard to predict. I one instance, there were forty-three preschool teachers altogether. What
happened? Why suddenly such a large number of preschool teachers wanted to attend these
meetings? The reasons were not the usual ones, such as: “at least I will not work today™.
On the contrary, all oa a sudden there was a real interest for what happened in the nursery
schools. The preschool teachers did everything to attend the seminars. The reason was that
big and visible changes started to occur while working with children. There were still some
questions that remained open, but the most important transformation was the one regarding
the work of the preschool teachers, that is, the participants of this seminar, the understanding
of educational practice and children, their capacities and personality traits.

When the preschool teachers freed themselves from jitters, they started to breathe more freely,
change their environment more independently and daringly, and observe the way how these
changes were experienced by their children. The comments were the following: “I was satisfied
with what I managed to do, and I also got children’s confirmations the following day.” “As
children commented, we built many “little rooms”. New nooks were made in the hall and we
change the contents all the time.”” “We do not chase after them in order to get them to tidy up
their toys, we do not listen to so much crying anymore and there is no much sneaking either.
Everyone finds their own games. However, they do not use boxes just as boxes, but they
become a big train, a dust or floor cloth or a baby pram, they invent a hundred other things
out of one. Seeing their satisfaction, joy and the way they influence each other and also us,
we cannot feel anything else but satisfaction as well.”’

The facts show, that children gain (not acquire) and develop practical understanding and
knowledge about the environment they live in, through practice and action. Similarly, they
also understand the physical environment in which they are spending every day, by which
we mean the arrangement of space, materials, aids and toys that are or are not at disposal. An
environment directly represents what a preschool teacher expects of it, what kind of picture
or theory about children they support and apply in their daily work.
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The Fifth Meeting

During our fifth meeting, we noticed that some preschool teachers initiated changes in their
physical environment in another way. They started to “bring various materials for playing,
that is, unshaped materials. Children accepted them with enthusiasm and played nicely. They
changed the activities, made agreements and comments, and more importantly, they were
not fighting (...). They started to express their wishes more often and give me new ideas for
even more constructive and imaginative games (...). After that, we started to redecorate the
coatroom. Having two other colleagues helping us, we moved the coatroom to the central part
of the hall, while the space of the former coatroom become a big playing space. 1 filled the part
of it with sand, put there a little workman (along with nails, a hammer and some boards) and
covered one of the walls with large papers where children could paint (...); personally, I have
got so much with this new space because children choose the place and materials themselves,
and play everywhere. And I had the feeling that there is not so many children present, there

iR

was no crowd, noise, agression...”.

By the appearance of the group room and other spaces in an institution, it was possible quite
quickly to assess what kind of a conception a preschool teacher supported. Children should
have the possibility to choose the attractiveness of the space for various group or individual
activities — their isolation or choosing the partners for playing, either with older or younger
ones. They need to have the opportunities to learn by doing from their earliest age is a view
often repeated by Miljak (2001) in direct contact with preschool teachers. Children need
to be provided with daily opportunities to engage in, manipulate and investigate actively
with different things, materials and means, and to participate actively in daily life-practical
activities. Starting from pouring water or sand from one pot into another in order to learn
how to pour a liquid and which pot is bigger and can contain more water; from trying out, by
manipulating with various things, what is big, small, empty, what can be put into something
else, what swims and what sinks, to eating independently along with daily opportunities for
the same, containing many trials and errors.

The Sixth Meeting

During the sixth meeting, we noticed that the group atmosphere is modified by the changes
in the organization of the space. The preschool teachers involved in this research project of
professional training were also convinced by this observation: “Children separate themselves
from their parents without any problem because they are attracted by something new in the
room. We feel that we are one big family.” “I redecorated the room, moved the coatroom
away and we started to organize nooks in the hall. We slowly started to associate with the
children from the other groups. This is the hardest step. Most of the preschool teachers are
still not sure about it and you cannot achieve anything by force.”

The conclusion of the majority of contemporary studies coming from this domain (Mortimer,
1999) is that children should still feel free within the bounds of permission, that is, they should
understand that their behaviour and freedom must pose no threat to other children’s freedom.
Practising such freedom and responsibility daily and from the first day in a nursery school,
and having a stimulating environment and atmosphere with the high level of expectance for
every single child, we can realize such achievements which could not even be assumed at
first. This is why a nursery school needs to be conceived as a workshop for researching and
experimenting; a laboratory for individual and group learning of both children and adults,
that is, preschool teachers.

With regard to the Reggio pedagogy, Rinaldi (2001) thus points out that the problem is not our
questioning of how to teach children, but the answer to the question of what and how children
can learn from a certain situation, and thus we need to construct situations where they will
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independently discover not only the understanding of a specific subject, but also their own
learning style and where they will reach a deeper understanding of themselves.

We first started with the changes in space, that is, the psyhical environment because spatial
changes are most visible and they impact most efficiently on the change of children’s behaviour.
Almost all the nursery group rooms in the Republic of Croatia have the same nooks (doll,
hairdresser’s, building nook, etc.) or how the preschool teachers in one nursery school wrote
down: “..regarding the infant nursery, the room space is filled up with children’s beds (the
metal ones), the coatrooms are completely empty and closed doors represent strict separation
from the other educational groups. In the goups, there is a small number of impetus for playing,
that is, the classical ready-made didactic material is the dominant one. All the rooms are
alike in many ways. The cupboards are arranged strictly in a row in order to get well laid
out space. A preschool teacher is the center of every attention and shows a syndrome of a
protector. A parent is a passive observer who does not enter the room but only the coatroom.
The information about children refer to their nutritional needs, care needs and everything
else what they “learned’ in the nursery school. In such space, a child lives according to
established practice that is adapted to a preschool teacher and the average of other children
in the group”.

With time, the space changed and preschool teachers realized that children liked it, so they
gave them the opportunity to “form the nooks’” themselves. Therefore, the number of nooks
increased significantly, up to the number of 25 in a single room (secret and love nook, nook
of happiness, resting nook, flower nook, hiding nook, isolation nook, etc.).

Most of the preschool teachers said that the changes were realized not only by the understanding
and support of their headteachers and expert teams, but also by parents’ help. They were
bringing the material, sawing the cupboards and painted the walls. “We respect the parents
and the feeling is mutual. We are not aware of everything that can be done if we create mutual
respect.”” “The quality of staying in the nursery school has increased by the introduction of
self-service meals and unobligatory sleeping. According to their wish, children stay there
longer (after 1 p.m.) and they often do not want to go home when their parents come to get
them. Parents started to notice their children’s satisfaction, while their initial scepticism, when
they thought this will not suceed, has vanished and now they admit their children engage with
what they want, respect agreements and rules, and are being respected as an individual inside
the nursery school. Their satisfaction and approval is a great impetus for further work.”

Conclusions

During our shared work and research, we found out that finances and spatial conditions are
not a big obstacle to that kind of work. The biggest problem is people that are not willing to
cooperate and change, and do not develop children because they are limited by their theory
(theory as dogma) through which they view a child and their educational practice. On second
thought, this picture or theory that a preschool teacher possess about a child shapes his/her
overall behaviour and effect on the child. The video recordings of the discussions held in every
nursery school served us as a basis for documenting the context and process of learning of the
preschool teachers, research assistants, headteachers and researchers. The monitoring of the
preschool teachers” work and complete atmosphere in the nursery schools was followed by
analyses (discussions) by which we tried to reach their reflection and self-reflection in order
to decide upon further steps or strategies. The overall analysis and evaluation were critical,
reflective and directly orientated on the preschool teachers’ and children’s actions, physical
environment, organization of space and offer of the material. This step of the action research
revealed the preschool teachers’ opinions of their own activities, their colleagues’ activities
and, at the same time, raised the awareness of the metalevel of their learning.
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When preschool teachers initiated changes in their educational groups, that is, nursery
schools, the same process was analysed in more detail by means of video recordings, aimed
at the development of a preschool teacher into a critical observer of his/her own and also
other people’s practice. The changes were assessed in a critical manner and then modificated
and reconstructed. Most important for us was to identify a debatable situation (“problem””)
and come to different forms of reflection and a wide repertoire of different answers, ideas
and strategies that would be applied in new actions. We wanted the preschool teachers to
understand a new problem as a variation of an old one, and to transfer the reflection from the
past experience to a new situation.

While discussing, each participant constructed his/her own significance and sent the message
to the other members of the group in a way they can understand it. Here, the researcher had
a complex role because their verbal and nonverbal messages needed to be clear and explicit.
One of the important objectives of the action research was connected with the preschool
teachers’ motivation for a free, open and critical dialogue. The fact is that their previous formal
education and subsequent forms of professional training did not give sufficient attention to
their opinion, initiative and independence, nor was the special effort made for them to practise
dialogue and cooperative learning.

The action research contributed to the change of opinions and position of all of its participants,
regardless of their knowledge or experience, changing the action that was conditioned by
“reflection in action”. The basic principle of working with the preschool teachers was to try,
check, self-reflect and reflect, plan further and bring about new changes and actions. We
started to understand children as a challenge that would provide us with an insight into our
“reflection in action”, flexibility and sensitivity. We used every situation that included children
(whether successful or not) for learning and changing our cognizance of children and their
actions, as well as our role in it.

The aim of our reflection and discussion was to provide a better understanding and organization
of one’s own experience, and also co-construction of new knowledge and comprehension.
The aim of the documentation was to serve to the preschool teachers in shared reflection and
consideration of the way they can support the process of children’s and their own learning, with
regard to the development of research culture that never ends but can only change diretions
and intensity. As our research includes six different nursery schools, towns, cultures and,
thus, specific qualities, one of its characteristics is cultivation of diversity culture. Diversity
gave a specific connection and atmosphere to the research, and also specific enthusiasm in the
preschool teachers and headteachers of all the nursery schools. The intensive connection of
different cultures was also the initiator of changes and creative ideas. Our real intention was
to initiate the so-called deep circle of learning (Senge, 2002) in the preschool teachers, that
is, we assumed that their new skills and abilities, within a new way and form of professional
training, will gradually change everything they can identify and understand in practice and
also their awareness and sensitivity, and form new beliefs and hypotheses that will provide
further professional development. In doing so, we particularly emphasized the importance of
mutual trust, respect and cooperative relationships among preschool teachers themselves, as
well as between them and children.

We have concluded that a poor, sterilely equipped space is almost always a reflection of a
traditional nursery school culture and that a rich offer of materials could, and does not have
to, lead to deeper changes of educational institution culture. We could name this first year
as the phase of the evolution of the way of thinking about children, nursery schools and also
ourselves, that is, the phase of complete redefinition of our role in the development, creation,
research and improvement of our own educational practice.
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