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TOPOSO SKOLOTAJU PROFESIONALAS VERTIBAS
PROFESSIONAL VALUES OF THE FUTURE TEACHERS

Ilze Briska
Rigas Pedagogijas un izglitibas vadibas akadémija

Anotacija
Raksta analiz&tas topoSo pirmsskolas, sakumskolas un vizualas makslas skolotaju profesionalas
vertibas no aktualo izglitibas vertibu perspektivas. Izstradati skolotaja profesionalo vertibu kriteriji

un raditaji, izveidota un aprobé&ta aptaujas anketa, veikta 230 anketu statistiska analize. Secinajumos
apkopoti ieteicamie virzieni skolotaju izglitibas programmu pilnveidei.

Tevads

Inovacijas izglitiba atspogulo vertibu prioritates, kas kluvusas aktualas pedgjo divdesmit gadu
laika. Tas ir deklarétas Eiropas un Latvijas izglitibas politikas dokumentos, ka art ieklautas
skolotaju izglitibas programmas, jo skolotdjs tiek uzskatits par svarigako posmu izglitibas
reformu Tstenosana (EU Commision, 2005). Bet vai jaunie studenti, toposie skolotaji, ir gatavi
§is vertibas Tstenot sava profesionalaja darbiba? Skolotajs ikdiena izvélas savu pedagogiskas
darbibas stilu, didaktisko modeli un saskarsmi atbilstoSi saviem priekSstatiem par labu
izglitibu un sekmigu pedagogisko procesu. Sie prieksstati ir radusies studenta pasa pozitiva
vai negativa izglitibas pieredze. Latvija studentu izglitibas pieredze var biit bijusi loti dazada,
ta ir svarstijusies dazadu pedagogisku ideologiju krustpunkta: autoritara — humana pedagogija,
kognitiva — pragmatiska pedagogija, vietjas tradicijas — dazadas Rietumu izglitibas sistému
un alternativo pedagogiju idejas. Ka atzist daudzi pétnieki, studijas giitas zinasanas un
prasmes ne vienmeér ir pietickams nosacijums, lai jaunais skolotajs tas aktivi izmantotu sava
profesionalaja darbiba (Brundett, Silcock, 2002).

Ta ka profesionalas izglitibas mérkis ir kompetents specialists noteiktu profesionalu funkciju
veikSanai, skolotaju izglitotajiem janem véra, ka profesionalim misdienas nepietiek ar
kompetenci ka pamatotu lietpratibu, noteiktu zinasanu, prasmju un atticksmju kopumu.
Sistemkonstruktivistiska kompetences izpratne saista augsta Itmena kompetences iezimes —
patstavibu, atbildibu un radoSumu ar ideju par subjekta individuala potenciala un personiskas
pieredzes attistibu, kas lauj cilvékam realizet personiski nozimigus mérkus un So kompetenci
atttstit miizilgi (Tilla, 2005). Kompetents profesionalis ne tikai sekmigi sasniedz vina atbildibai
uztic€tos mérkus, bet tai pasa laika izvirza un realiz€ ar1 pats savus merkus un vértibas,
identific€ sevi ar savu profesiju (Medina Rivilla, 2002, 2005), stradajot profesija, kas vinam
patik un sniedz piepildijumu (Koke, 2007; EU Commision, 2005). Augstu profesionalas
kompetences ITmeni nosaka orientéSanas misdienu pasaulg, icklausanas plasa perspektiva
(kompleksitate), sp&ja to novertet pret estétisko, moralo, ekologisko u. c. vértibu spektru, ka
arT individa personiska ieklausanas profesionalaja darbiba, personiska ieinteresétiba sava
profesija, savas nozares attistiba un sava pasattistiba (Encyclopedia of Higher Education,
1992; Barnett, 1994).

Subjekta uzvedibas un darbibas izveles ieksgjie regulatori ir vina vertibas, tam ir ievérojama
nozime profesionalas kompetences attistiba. Tadgjadi skolotaju izglitotajiem ir svarigi,
kada veida radosu, inovativu, ieklaujosu un sociali atbildigu pedagogiju atklat topoSajiem
skolotajiem ka personiski nozimigu vértibu.

Sada konteksta raksta mérkis ir p&tit toposo skolotaju profesionalas vértibas un analizgt tas
no izglitibas aktualo mérku perspektivas.
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Uzdevumi

1. Definét skolotaja profesionalo vértibu kritérijus un raditajus.
2. lIzveidot p&tniecibas instrumentu to noteikSanai.

3. Noteikt topoSo pirmsskolas, sakumskolas un vizualas makslas skolotaju profesionalas
vertibas dazadas Latvijas augstskolas.

Materiali un metodes

Skolotaju profesionalo vertibu kriteriji un raditaji

Vertibas ir tads subjekta un objekta attiecibu veids, ko raksturo objekta nozimiba subjektam.
Objekts klust par vertibu, kliistot kadam personiski nozimigs, bet vértiba nepastav objektivi —
ta ir subjektiva un iracionala un pastav tikai objekta attiecibas ar subjektu (CronoBud, 1999).
Skolotaja profesionalo vértibu kriteriji tiks formuléti, analizgjot skolotaja ka vertibu subjekta
personibu un skolotaja profesiju ka vertibu objektu.

Skatoties no subjekta perspektivas, vertibas dzili saknojas cilvéka personiba, tas attiecas uz
personibas tipu (Spranger, 1928), cilveka dzives mérkiem, orientacijam un parliecibu (Rokeach,
1973; Allport, 2002; Plaude, 1999; Schwarz, 2006), identitati (Eriksons, 1998), dzives stilu,
personibas Tpasibam (Karpova, 1994; Vidnere, 1997). Tam ir afektivs raksturs, psihologija
vertibas tiek izprastas ka augsta [imena motivejosi faktori, veértibas ir cilvéka domasSanas
veida, uztveres un situacijas novertéjuma, [emumu pienemsanas un darbibas iek$€ji orientieri
(Dpankim, 1990). Vertibas ir strukturétas hierarhija, tada izpratné var runat par domin&josam un
pakartotam vertibam, tas ir subjekta brivi izv€letas, apzinatas, to kombinacijas ir individualas
(Allport, 2002). Individs vispirms realizé darbiba tas vertibas, kas atrodas vértibu hierarhijas
virsotné, un tas apliecina, ka skolotajs Tstenos sava profesionalaja darbiba vispirms to, kas
vinam ir personiski nozimigs.

Visparigi vertibu krit€riji ir subjekta koncepti un parliecibas (ka afektivi iekrasotas zinasanas),
attieksmes, merki, vertjumi, prioritates, darbibas izveles pamatojums (Rokeach, 1973; Plaude,
1999).

Skolotaja profesionalas vértibas izpauzas skolotaja ka vertibu subjekta attiecibas ar savu
profesiju. Kompetenta skolotaja attiecibas ar skoléniem raksturo empatija, ar savu priekSmetu —
entuziasms, ar savu profesionalo darbibu kopuma — radoSa pieeja un atbildiba (Elton, 1996;
Long & Riegle, 2002). Atbilstosi savam vertibam students izv€las profesionalas darbibas méerki
un tam atbilstoSu macibu saturu, macibu metodes un saskarsmi, ar tam ir saistita profesionala
identitate un macibu modela izvéle (Brundet, Silcock, 2002). Profesionalas identitates pamats
ir individa koncepti un vért&jumi par sevi ka profesionalu skolotaju (Eriksons, 1998; Sachs,
1999; Grion, Varisco, 2007). Vértibu dimensija ir pedagogiskajai domasanai (Freire, 1998;
ITonosa, 1998), skolotaja profesionalajam parliecibam (Jones, 2003), profesionalajai &tikai un
rakstura 1pasibam (Husu, 2003).

Skolotaja profesionalo vértibu objekti ir tadas skolotaja profesionalas darbibas paradibas,
kas ir personiski nozimigas skolotajam ka vértibu subjektam. Skolotaja profesija ka skolotaja
profesionalo vertibu objekts tiks strukturéta, izmantojot klasisko didaktikas trijstiiri, kas attélo
svarigakas attiecibas skolotaja darba — skolotaja attiecibas ar macibu saturu, macibu procesa
organizaciju, skolénu un sevi ka profesionali. NetieSi — caur macibu saturu un skoléniem —
pedagogiskaja procesa ir iesaistita sociala vide un izglitibas politika. Skolotaja profesionala
darbiba vienlaikus ir orientéta uz kulturalam, organizatoriskam, socialam un individualam
vertibam (Westburt, 2000; Zogla, 2002; Jones, 2003).

Skolotaju profesionalo vertibu kritériji ir skolotaja koncepcijas (concepts), atticksmes, merki,
prioritates un vert€jums par macibu saturu (zinasanam, kultiiras kontekstu), macibu procesu,
skoléniem ka cilvéku sabiedribas un dabas dalu un sevi ka profesionali.



4. Teachers professional development and research competence

Skolotaja profesionalo vértibu Iimenis pétijuma ietvaros tiks saistits ar aktualam izglitibas
prioritatém. Izglitibas vertibas, kuru istenoSana ir skolotaju uzdevums, nosaka izpratne par
cilvéka un zinasanu dabu, cilvéka attistibu, pasaules uzbivi. Gudjons atzist, ka pedagogija
“normu probléma” nav atrisinama tada nozimé, ka pedagogija ka zinatne var palidzet
noskaidrot un diferencét normas un mérkus, bet ta nevar skaidri noteikt to derigumu. Normas
un mérki mainas, mainoties vésturiskajam laikmetam, ekonomiskiem apstakliem, politiskajai
sistémai, mainoties cilvékam paSam, tie ir atkarigi no pieredzes un pardomam. Svarigakas
vertibas arvien tiek izv€letas no jauna gan katra individa dzivé, gan sabiedriba kopuma
(Gudjons, 1998).

20. gadsimta beigas un 21. gadsimta sakums ieziméjas ar bitiskam izmainam sabiedribas dzi-
ves un izglitibas prioritatés un lidz ar to biitisku pedagogijas jédzienu izpratné (Zogla, 2006).

Ir mainijusies izpratne par zinasanu butibu. Postmoderniskais uzskats, ka zinaSanas ir nevis
absoliitas, bet gan mainigas un relativas atkariba no skatpunkta un konteksta, maina macibu
saturu, atsakoties no noslégtam zinaSanu struktiiram un padarot to atvértu aizvien jaunam
zinasanam. Zinasanu sabiedriba svarigaka par noteikta faktu daudzuma iegaumesanu un
reproducesanu kliist informacijas atlases un tas kritiskas izveért€Sanas prasmju pilnveide.
Macibu satura dominante no teorijas parvirzas uz praksi, integr&jot skoléna dzives pieredzi un
plasus dzives kontekstus. Skolotaja kompetenci raksturo spéja stradat ar dazadiem zinasanu
tipiem, tas atrodot, analiz€jot, izvertgjot, reflektejot un parveidojot.

Ir mainijusies izpratne par macisanas dabu. Konstruktiviska teorija ir kluvusi visparpienemta
(Brunner, 1996); macibu procesa aktuala ir pareja no maciSanas dominantes uz macisanas
dominanti, no aktivas tieSas skolotaja iedarbibas uz skolénu uz tadu apstaklu radiSanu, kas
lautu skolénam macities pasam. Macibu procesa aizvien lielaka nozime ir subjektam ka
“tadam cilvékam, kas apzinati darbojas”, un Iidz ar to paSorganizacijai, pasregulacijai un
pasatbildibai (Helds, 2006).

Svarigs skolotaja uzdevums ir skoléna autonomijas attistibas sekmésana, uzturot intelektualu
brivibu un nodrosinot izvéles iesp&jas (EU Commision, 2005). Macibu process tiek diferencéts,
lai dotu iesp&ju katram izmatot savu macisanas stilu un pilnveidot savas individualas spgjas.
Svariga ir sociala macisanas, macisanas sadarbojoties, kopiga problému risinasana. Par rezultatu
vertigaks ir process, par vienotu prasibu izpildi — katra skoléna individuala potenciala attistiba.

Attistas izpratne par cilvéka dabu un cilvéka un sabiedribas attiectbam. Sistémiska pieeja
tiecas skatit cilveku ka kopveseluma dalu, ka sabiedriba un pasaulg iesaistitu individu, atstajot
pagatné ideju par cilveku ka mehanismu, kas noteikta veida atbild uz noteiktiem stimuliem.
Uztverot cilvéku ka pilsoniskas sabiedribas dalu, svarigas ir politiskas vértibas — demokratija,
taisniguma un lidzdalibas principi un tiesibas. Cits pedagogisko vértibu aspekts ir pamatots
socialas un garigas vertibas — ripes un milestiba pret ikviena cilvéka dveseli, piederibas izjtita
(gprangers, 1928; Forbes, 1997, 2004; Koke, 2000). Sie viedokli ir zinama mera pretrunigi,
un skolotajs katra situacija izskiras, kas ir svarigak — politisku vai &tisku normu un principu
ievéroSana (Husu, 2003). Tradicionali skoléna iesaistiSanas sabiedriba notiek, apgiistot
valdosas socialas normas, sociali pienemamu uzvedibu un iecietigi izturoties pret atSkirigiem
uzskatiem. Djtija atzina, ka vislabaka sociala vai politiska vertiba (piemé&ram, ieinteresétiba
citu labklajiba) var izradities par savu pretmetu, ja tiek atrauta no mijdarbibas ar aktualu dzives
kontekstu (Dewey, 1974), 21. gadsimta sakuma tiek atzita par svarigu pedagogisku principu
ka atSkirigu cilveéku un atskirigu kultiiru savstarpéji ieinteresétas komunikacijas nozimiba.
AudzinaSanas process klist atvérts dialogam, akcents no tolerantas lidzaspastavésanas
parvietojas uz dzivoSanu kopa, aktivi sadarbojoties (Delors, 1996). UNECSO un ES defingtie
izglitibas mérki aicina Iidzsvarot audzeéknu individualas un kulturalas atskiribas ka vertibas
ar to kopigo, visparcilvécisko, kas vieno sabiedribu un veido tas identitati (EU Commision,
2005).
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Ir mainijies izglitibas statuss. No formalas izglitibas uz izglitibu miiza garuma, kas padara
individu atbildigaku par savu izglitibu un kas lauj cilvekam mainit savu dzivi atbilstosi
interes€m un spg&jam (Koke, 2003). Lidz ar to ir svarigi, ka skolotajs no izpilditaja kliist par
autonomu profesionali, kas pats ir atbildigs par savu maciSanos un profesionalo attistibu,
kas ka reflektivs praktikis apzinas savas iesp€jas un ierobezojumus (Schon, 1987; Griffin,
Holford, Jarvis, 2003).

Bolonas procesa dokumenti ka vértibu dominantes apstiprina ieklauSanas vértibas (values
on inclusiveness) un visu audz€knu potenciala attistibu. Skolotajam ir svariga orientacija
uz zinasanu sabiedribu, skolénu spgjas patstavigi miizilgi macities (to be autonom lifelong
learners) un but aktiviem sabiedribas locekliem, ka arT [idzsvara nodrosinaSana starp skolénu
kulturalas daudzveidibas atziSanu un kop€ju vertibu identificésanu (EU Commision, 2004).

Jaunajam izglitibas vértibam ir vairakas kopigas iezimes:

1) daudzveidiba (zinasanu, maciSanas stilu, socialo un kulttiras kontekstu un skolotaja
pedagogiskas darbibas daudzveidiba);

2) subjekta individualitate (zinaSanu subjektiva nozimiba, skoléna ka maciSanas subjekta
individualo sp&ju, vajadzibu un intereSu realizacija maciSanas procesa, subjekta —
subjekta attiecibas pedagogiskaja saskarsmé, skolotaja personiska piepildjjuma
nozimigums profesionalaja darbiba un miZizglitiba);

3) mijdarbiba (zinasanu kompleksums, daudzslanainiba un kontekstualitate, sociala
macisanas, cilvéka ieklausanas kopveseluma — Iidzdaliba un solidaritate sabiedriba
un pasaulg, skolotaja darbiba plasa sabiedribas un kopienas konteksta);

4) skolotaja profesionala autonomija (patstaviba un atbildiba, atlasot, analiz&jot un
1zvertgjot jaunas zinasanas, organiz€jot macibu procesu, sekméjot bérnu socializaciju,
sabiedribas attistibu un savu profesionalo izaugsmi).

Skolotaja profesionalo vertibu aspekta tas nozimé, ka skolotajam, kas sava profesionalaja
darbiba atzist par vértibam daudzveidibu, subjektivitati un mijdarbibu un kas ir orientéts uz
nepartrauktu paSpilnveidoSanos un attistibu, ir augstaks ITmenis neka tam, kuram ir svariga
stabila, parbaudita tradicija, racionalisms, skaidriba un vienkarsiba un kurs ir sasniedzis noteiktu,
prasibam atbilstosu profesionalo zinasanu un prasmju attistibas limeni. Sis vértibu ipasibas tiks
izmantotas, nosakot toposo skolotaju profesionalo veértibu augsta un zema Itmena raditajus.

Skolotajs, kas atzist daudzveidibu ka veértibu, apzinas, ka daudzveidigs macibu saturs,
daudzveidigu maciSanas stilu, socialu un kulturalu kontekstu iesaistiSana pedagogiskaja
procesa to bagatina. Vin§ ir atvérts jaunam iespgjam, gatavs macities un mainities. Sads
skolotajs ir dross, ar atvertu pratu, elastigs, radoss un inovativs (Rokeach, 1960; Freire, 1998;
Huber, Roth, 2001).

Skolotajs, kam vértiba ir subjekta individualitate, iejutigi un mérktiecigi izverteé skoléna
intereses un mérkus no skoléna perspektivas, atklaj un pilnveido ikviena skoléna individualo
potencialu (Tilla, 2005; Maslo, 2006). Sadu skolotaju raksturo humana attieksme pret katra
cilvéka personibas un pieredzes unikalitati ka vertibu (Spona, 2004). Tads skolotajs tic
skolénam ka pilnvértigam macibu procesa subjektam, budams parliecinats par ikviena skoléna
sp&ju paSam organiz€t savu macisanos, izveleties saturiskas prioritates un macisanas stilu
un izvertet savu macisanos. Vins uzticas skoléna iniciativai un izvélei, augstu verte ar1 savu
individualitati un rikojas ar iek$&ju motivaciju.

Skolotajs, kuram veértiba ir mijdarbiba, radis apstaklus, lai skoléni “sadarbotos ar citiem
skoléniem un skolotaju, iesaistitos pieredz€ un apzinatos sevi ka socialu, vésturisku, domajosu,
komunicg&josu, mainosos, radosu personibu’ (Freire, 1998). Vinam ir aktuala sociali integréjosa
pieeja pedagogiskajai darbibai (Ose, 2006), vina vadiba macibu process bis ciesi saistits ar
apkart&jo pasauli un sabiedribas dzivi (Dewey, 1974).
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Skolotaja profesionald autonomija ka augsta [imena vertiba garant€ skolotaja atbildibu par
savu darbu — vins saistis skolénu sasniegumus un neveiksmes ar saviem sasniegumiem un
neveiksmém un nemeklI€s to c€lonus bérnos, vinu vecakos vai ekonomiskaja situacija (Belickis,
2000), nemekles personisku ieinteresétibu macibu satura, savu audzeéknu izaugsmeé un attiecibu
veidoSana. Tads skolotajs planos, véros, kritiski vért€s un korigés savu macisanos un ricibu
(Freire, 1998; Rubene, 2004), patstavigi izlems, kas ir pareizi vai nepareizi konkréta situacija
(Husu, 2003).

Skolotaja profesionalo veértibu kritériji aptver visparigos vertibu kriterijus, kas attiecinati
uz skolotaja profesionalo darbibu, So kritériju augsta un zema Iimena raditaji ir sameéroti ar
izglitibas aktualam prioritatem (sk. 1. tabulu).

1. tabula
Skolotaja profesionalo vertibu kritériji un raditaji

Skolotaja profesionalo
vertibu kriteriji

Augsta ltTmena raditaji

Zema lTmena radrtaji

Daudzveidiba ka vértiba

Profesijas izvéles

Orientacija uz attistibu, radoSumu

Orientacija uz stabilitati,

pamatojums reproducésanu

Profesijas koncepcija | Skolotajs ka attistitajs, novators Skolotajs ka tradicijas uzturétajs
Pedagogiskas darbibas | Augsts novertejums kompleksitatei, Augsts novertgjums zinasanu apjomam
komponentu nozimibas | pretrunam; svarigs ir process un vienkarsibai; svarigs ir rezultats
novertegjums

Subjekta individualitate ka veértiba

Profesijas izveles
pamatojums

OrientéSanas uz bérna attistibu

Orienté$anas uz savam vai sabiedribas
interesém

Profesijas koncepcija

Netiesa skolotaja iedarbiba uz skolénu

Tiesa, aktiva skolotaja iedarbiba uz
skolénu

Pedagogiskas darbibas
komponentu nozimibas
novertgjums

Augsts vertgjums skoléna patstavibai,
personiskajai nozimibai un paskontrolei.

Augsts novertgjums skolotaja
domingjosai lomai macibu procesa

Mijdarbiba ka vértiba

Profesijas izvéles
pamatojums

Orienté$anas uz sabiedribas interesém

Orienté$anas uz sabiedribas
izmantoSanu savam interesem

Profesijas koncepcija

Skolotajs ka tieSas saskarsmes un
sadarbibas organiz&tajs un attiecibu
veidotajs

Skolotajs ka sabiedribas interesu
parstavis

Pedagogiskas darbibas
komponentu nozimibas
novertgjums

Augsts novertgjums socialam vertibam
un dazadu viedoklu komunikacijai

Augsts novertgjums visparpienemtu
socialo normu apguvei un konkurencei

Profesionala autonomija ka vertiba

Profesijas izvéles
pamatojums

Orientacija uz savam intereseém

Orientacija uz argju prasibu izpildi

Profesijas koncepcija

Profesionala darbiba ka autonomas
personibas pasrealizacija un pasattistiba

Profesionala darbiba ka piemérosanas
argju prasibu izpildei

Skolotaji atkariba no profesionalajam vertibam tiks grupéti 5 [imenos no izteikti zema Iidz
izteikti augstam. Izteikti zems ITmenis nozime to, ka students nenojaus par attiecigu vertibu
eksistenci vai arT apzinati atzist tas par nevélamam paradibam skolotaja profesionalaja darbiba:
tada gadijuma par pedagogiska procesa prioritatém students atzist vélamo vértibu pretstatus —
stabilitati, nemainibu, objektivitati un ar&ju prasibu izpildi gan skoléna, gan skolotaja darba.
Vidgjs Iimenis raksturo gadijumus, kad students rékinas ar attiecigu paradibu pastavéSanu,
nebaidas no tam, prot tikt ar tam gala, bet neuztver tas ka velamas paradibas. Izteikti augsts
Iimenis ir studentiem, kas uztver attiecigas paradibas ka nozimigas veértibas un organiski
ieklauj tas sava profesionalaja darbiba.

295
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Pétijuma instrumenta izstrade

Izstradatie skolotaja profesionalo vertibu kriteriji un raditaji ir ieklauti standartizeta aptaujas
anketa (1. pielikums). Anketa ir 3 jautajumi, katrs attiecas uz citu visparigo vertibu kritériju:

1) profesijas izv€les pamatojums;

2) skolotaja profesijas koncepcija;

3) dazadu pedagogiska procesa komponentu nozimibas novertgjums.
Katra jautajuma piedavati atbilzu varianti (kopa 55 mainigie), kas attiecas uz visam skolotaja
profesionalas darbibas dimensijam un ir pozitivi vai negativi attieciba pret aktualam izglitibas
vertibam. To formul&jumi ir izvéleti, analiz€jot un grup€jot formulgjumus, ko lietojusi
studenti, atbildot uz atvértiem jautajumiem lidziga aptaujas anketa. Veértejums 1 liecina, ka
attiecigai paradibai students pieskir lielu nozimi vai $im iztetkumam pilniba piekrit; veért€jums
5 — §1 paradiba studentam nav nozimiga vai attiecigajam izteikumam students nepiekrit. Ta
statistiskie vid€jie ar mazaku skaitlisko vertibu norada uz augstaku novertejumu studentu
skatfjuma, savukart lielaka skaitliska veértiba nozimé, ka attieciga paradiba tiek verteta ka
mazak svariga.

Rezultati

Aptauja piedalfjas 230 dazadu augstskolu dazada vecuma studenti, topoSie pirmsskolas,
sakumskolas un vizualas makslas skolotaji, ar atSkirigu pedagogiska darba stazu (2. tabula).

2. tabula
Pétijuma bazes struktiira
Parametri Studentu izlase / studentu skaits
1. |Vecuma grupa <20 gadi/ 95 20-30 gadi /78 30-40 gadi/ 32 > 40 gadi/ 26
2. |Pedagogiska darba 0 gadu/ 159 0-5 gadi/ 30 6—15 gadi/ 21 > 15 gadi /22
stazs
3. |Studiju programma Pirmsskolas un Sakumskolas Vizualas makslas | Cits variants
sakumskolas skolotajs / 166 skolotajs / 26 /51
skolotajs / 42

legtie dati tika parbauditi ar K-S testu, nosakot, ka to turpmakai apstradei nepiecieSamas
neparametriskas metodes (tas nenorada konkrétas procentualas attiecibas, bet atklaj visparigas
tendences). Veicot Kendella korelaciju analizi, tika atlasiti tie mainigie, kas iesp&ami precizi
atklaj katra raditaja butibu; katra kriterija noteikSanai tika izveleti 6 (vai 7) mainigie, kas
raksturo attiecigas profesionalas vertibas augstu vai zemu ltmeni.

Statistiskas analizes gaita tika noteiktas toposo skolotaju profesionalas vertibas attieciba pret
21. gadsimta izaicinajumiem — daudzveidibu ka vértibu, subjekta individualitati ka veértibu,
mijiedarbibu ka vértibu un profesionalo autonomiju ka vertibu. Salidzinot attiecigo raditaju
kopg@jas vidgjas vertibas, tika izzinats, kadam misdienu izglitibas prioritatém skolotaji ir
vairak gatavi sekot un par kuram no tam skolotaji visvairak Saubas.

P&éc tam katra raditaja ietvaros tika analiz€tas atseviSku mainigo vidg€jas vertibas, lai noteiktu
tos kritiskos punktus, kas visvairak iespaido toposo skolotaju profesionalo veértibu augstu vai
zemu limeni.

Attiecigo vertibu Iimenis tika salidzinats atSkirigas studentu izlasés — atkariba no studentu
vecuma (pienemot, ka tie ir guvusi savu izglitibas pieredzi atSkirigas pedagogiskas
paradigmas), no studenta pedagogiska darba staza (zinot, ka profesionala attistiba strauji
risinas, uzsakot profesionala darba gaitas) un no izveletas studiju programmas (pienemot, ka
atSkirigas prioritates iesp&jamas toposajiem sakumskolas, pirmsskolas vai vizualas makslas
skolotajiem).
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Toposo skolotaju profesionalo véertibu Iimena noteikSana
Studentu profesionalo veértibu limenis tika noteikts, salidzinot katra gadijuma ietvaros visu
pozitivo un visu negativo vertibu raditajus. Tika izskirti pieci [Tmeni.
1. Izteikti augsts Itmenis — pozitivo raditaju vidéja vertiba parsniedz negativo raditaju
vidgjo vertibu vairak neka par vienu vértibu.
2. Augsts limenis — pozitivo raditaju vidgja vertiba parsniedz negativo raditaju vidgjo
veértibu diapazona 0,1-1.
3. Vidgjs Iimenis — pozitivo raditaju vid&ja vertiba ir vienada ar negativo raditaju vid€jo
vertibu.
4. Zems ltmenis — negativo raditaju vidgja vertiba parsniedz pozitivo raditaju vidgjo
veértibu diapazona 0,1-1.
5. lIzteikti zems limenis — negativo raditaju videja vertiba parsniedz pozitivo raditaju
vidgjo vertibu vairak neka par vienu vértibu.

6. Aprekinot studentu profesionalo vertibu Iimeni atbilstosi nosacijumiem, tika iegtti
sadi rezultati (1. att).

100% 0 8 0 e
90% 15 17 -
_80% {3 10 s N
‘q&; 70% - ~ W Izteikti zems limenis
2 60% - .| |O0Zems limenis
% 50% - 13 | |OVidéjs limenis
_q:’ 40% ® Augsts limenis
§ 30% A o Izteikti augsts limenis
20% -
10% - 14
0%
1 2 3 4
1.Daudzveidiba 2.Individualitate 3.Mijdariba
4.Autonomija

1. attels. Studentu profesionalo vértibu Iimenis procentos

Diagramma redzams, ka kopuma visaugstakais Itmenis ir subjekta individualitatei ka vertibai
un mijdarbibai ka veértibai (ievérojamai dalai studentu ir izteikti augsts un augsts ltmenis
(kopa attiecigi 75% un 68%)). Lielakajai dalai studentu (63%) to mainigo vid€ja vértiba,
kas apliecina daudzveidibu ka vertibu, ir augstaka neka to, kas liecina par daudzveidibu ka
stabilitatei un vienveidibai pakartotu veértibu. 42% studentu savu profesionalo autonomiju —
ka iekS€ju motivaciju, atbildibu, savu intereSu realizaciju profesija — verté augstak par aréju
apstaklu diktetu profesijas izveli un profesijas izpratni ka argju prasibu izpildi. No tiem 7%
ir augsti veértéjumi, kas izteikti domin€ par zemajiem.

Vismazak studentu ar zemu profesionalo vértibu ltmeni par veértibu uzskata subjekta
individualitati (15%) un mijdarbibu (17%), kas liecina, ka attieciba uz skolénu maciSanos
un audzinasanu pedagogiskaja procesa lielaka dala topoSo skolotaju ir gatava atteikties no
autoritara stila — vienpusgjas skolotaja kontroles un sacensibas starp skoléniem ka bérna ieksgjo
motivaciju kaveéjosa faktora. Studentus interes€ skoléna attistiba, bérna intereses radiSana,
atbalsti$ana un iesaistiSana sadarbiba.



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

Daudzveidiba un profesionala autonomija ka vértiba maz nozimiga ir ievérojami lielakam
studentu skaitam (attiecigi 35% un 45%). 2% studentu profesionala autonomija ka vertiba ir
izteikti zema limeni (4 studentiem).

Daudzveidiba ka vertiba

Lai noteiktu, cik liela méra toposajam skolotajam daudzveidiba ir vértiba, tika atlasiti mainigie,
kuros ir pieminéta dazadiba vai daudzums (4. un 6. mainigais) un kas nesatur noradi uz
pabeigtu, ieprieks zinamu rezultatu, bet drizak uz procesu, rezultatu atstajot atklatu (1., 2.,
3.,5.,7) (3. tabula). Studentu, kam daudzveidiba nav vértiba, savukart raksturo orienté$anas
uz pabeigtibu (8., 9., 10.), noslégtibu (11.) un vienveidibu (12., 13.).

3. tabula
Mainigie, kas raksturo daudzveidibu ka toposa skolotaja profesionalo vértibu
Mainiga vertiba
Nr. Vid. % no visiem studentiem
Mainigais vert. 1 | 2 [ 3] 4]s
Augsts daudzveidibas ka vertibas limenis

1. Interesants, radoss darbs, iesp&ja pilnveidoties 1,781 45 37 13 4 1
2. Noverot, saskatit, uzklaust 1,555 59 29 12 0 0
3. Aizraut, iedvesmot, radit interesi 1,135 69 27 3 1 0
4. Macibu saistiba ar dzivi, ar dazadiem socialiem un 1,502 64 25 8 2 1

kulturaliem kontekstiem

Piedzivojumi, pretrunas, parsteigumi 2,794 13 29 32 17 9
6. Skolénu individualo interesu un sp&ju atklasana un 1,415 67 26 6 1 0

attistiba
7. Emocionalitate, savilnojums, prieks 1,742 47 38 12 3 0

Zems daudzveidibas ka vértibas Iimenis

8. Gribu dalities taja, ko zinu 1,851 44 36 16 3 1
9. Zinat, pazit, izprast 1,604 54 35 9 2 0
10. Macibu vielas vienkarsiba, saprotamiba un pareiziba| 1,507 59 33 7 0 1
11. Visparigas, stabilas, zinasanas noteikta zinatnes vai 2,145 29 39 23 8 1

makslas nozaré
12. | Noteiktu zinaSanu un prasmju apguve péc standarta 2,358 22 39 24 11 4
13. Tiesibas, taisnigums, visiem vienadas prasibas 1,711 53 30 12 4 1

3
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2. attéls. Daudzveidiba ka toposa skolotaja profesionala vértiba
(mainigo nosaukumus sk. 3. tabula)

Visaugstakais vid€jais novertéjums ir mainigajiem “aizraut, iedvesmot, radit interesi” (1,35),
“skolénu individualo intereSu un spgju attistiba” (1,41), “macibu saistiba ar dzivi” (1,5),
kuri paredz skolotaja atvertibu daudzveidibai — dzives kontekstiem, skolénu individualajam
atSkirtbam un procesam. Tai pasa laika lielu nozimi studenti pieskir “macibu vielas vienkarsibai,
saprotamibai, pareizibai” (1,5), skolotaja uzdevumam “zinat, pazit, izprast” (1,6) un “tiesibas,
taisnigums, visiem vienadas prasibas” (1,7), kas ir pretruna ar daudzveidibu ka vertibu.
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“Vienkarsiba, saprotamiba, pareiziba”, ko par arkartigi svarigu atzist 59% studentu, ir izteikts
daudzveidibas pretstats.

Par 1pasi nenozimigam paradibam studenti uzskata “visparigas, stabilas zinaSanas noteikta
nozare” (2,1), zinasanu un prasmju apguvi atbilstosi standartam (2,3), kas liecina par
labu daudzveidibai ka veértibai. Tacu “piedzivojumu, pretrunu un parsteigumu’ nozimibas
zemais novertgjums (2,7) ir izteikta pretruna ar daudzveidibu ka vertibu. Students, kas
sava pedagogiskaja darba uztvers tos ka nevélamu paradibu, nebis ieintereséts inovacijas,
radosa pieeja, konfliktu risinasana, individualu, socialu un kulturalu atskiribu saskarg, jo te
pretrunas un parsteigumi ir neizbégami. Uz maciSanos un mijdarbibu orientétie didaktiskie
modeli macibu rezultatu atstaj atklatu (Kron, 1999). Ja skolotajam ir svarigi jau ieprieks zinat
visas atbildes, vins nevélas uztvert jaunu informaciju neatkarigi no ta, vai informacijas avots
ir vina audz€knu dzives pieredze vai izglitibas politikas vadlinijas. Dati rada, ka studenti
lielaku nozimi pieskir stabilitatei, drosibai, kartibai, kas pasargatu no parsteigumiem un
nejausibam.

Dazadu studentu izlaSu salidzinajums atklaja, ka kopuma vidéjam statistiskajam veértibam
lielakaja dala mainigo nav nozimigu atSkiribu. Salidzinajuma ar citiem tolerantaki pret
pretrunam un parsteigumiem ka vertibam ir topoSie pirmsskolas skolotaji (2,4), skolotaji
ar 6-15 gadu darba stazu (2,38), vispiesardzigakie ir skolotaji ar stazu > 15 gadu (3,14) un
vizualas makslas skolotaji (3,13).

Standartu ievéroSana mazak svariga ir vizualas makslas programmu studentiem (1,83), bet
kopa ar neieinteresétibu parsteigumos, tas drizak liecina par nepatiku pret birokratiju, nevis
par biitisku atvértibu daudzveidibai.

Subjekta individualitate ka vértiba

Subjekta individualitates ka vertibas noteikSanai tika izvel&ti mainigie, kas apliecina toposa
skolotaja uzticibu savu audzeknu viedoklim, palavibu uz skoléna izveli un pasregulaciju (2.,
5., 6. mainigais), ieinteres€tibu skoléna individualo intereSu un sp&ju attistiba un personibas
izaugsmé (1., 3., 4.) (4. tabula). Subjekta individualitati ka nesvarigu raksturo skolotaja vélme
tiesi iedarboties uz skolénu (8., 10.), aktivi virzit un kontrolét skoléna maciSanos atbilstosi
noteiktam priekSstatam (9., 11., 12.). Augstaks Iimenis biis studentam, kas izvélgjies profesiju
saistiba ar beérna attistibu (1.), nevis ar personiskam interesém (7.).

Kopuma $aja raditaja nav tik izteikti augstu vertéjumu ka analiz€jot daudzveidigu macibu
saturu. Studenti atzist skolénu individualo sp&ju un intereSu attistibas un paSkontroles un
pasvertgjuma lielo nozimibu (1,41 un 1,55), bet “skoléniem personiski nozimiga macibu
satura izvele” ir novertéta salidzinosi zemu (2,17) (x% - 3 un mazak). Tatad toposie skolotaji
ir gatavi iesaistit skolénus kontrol€ un vertéSana, bet ne laut tiem planot un izveleties macibu
saturu un macisanas veidu (Maslo, 20006).

“Kontrolét” (2,43), “novertet” (2,37), “standarts” (2,36) un “sacensiba” (2,46) nav izteikti
augstu verteti, kas liecina, ka skolotajiem nav vajadziga ar€ji nosakama efektivitate, kura nav
nemtas véra skolénu individualas Tpatnibas un kas tradicionali ir labvéliga vienam skolénu
tipam. Tacu tradicionala izpratne par skolotaju ka to, kas maca, toposajiem skolotajiem ir
svariga. Tas, ka 61% studentu pilniba piekrit $adam izteikumam, un augsta vid&ja vertiba
(1,59) liecina, ka studenti orient€jas uz skolotaju ka macibu procesa dominanti. To pierada ar1
salidzino$i zemais mainiga “radit apstaklus, laut, netraucet” (2,01) novert€jums, kas liecina
par uzticibu skoléna patstavibai.

Dazadu programmu studentu rezultati ir Joti [1dzigi. Batiski atSkiras tikai toposie vizualas
makslas skolotaji — tie mazaku nozimi neka citas grupas pieskir “gandarfjumam, redzot, ka
bérns top par personibu” (1,96), “kontrolei, parbaudiSanai” (2,82) un “noteiktu zinasanu un
prasmju apguvei péc standarta” (2,87).
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4. tabula
Mainigie, kas raksturo subjekta individualitati ka toposa skolotaja profesionalo vértibu

Vid. Mainiga vertiba
Nr. Mainigais vert. % no visiem studentiem
1 | 2| 3] 4] 5
Augsts subjekta individualitates ka vertibas Iimenis
Ir gandarTjums redz&t, ka b&rns top par personibu 1,566 | 60 27 9 2 2
2. Radit apstaklus, laut, netraucét 2,013 | 34 39 20
IedroSinat, atraisit, atbalstit 1,463 67 22 10 1 0
4 Stliioslgréz individualo interesu un sp&ju atklasana un 1415 | 67 2% 6 | 0
Skoléniem nozimigas informacijas atlase 2,166 | 28 38 25
6. Paskontrole un pasvertéjums 1,555 | 57 33 10 0 0
Zems subjekta individualitates ka vertibas Iimenis
Gribu dalities taja, ko zinu 1,850 | 42 36 18 1
Mactt, skaidrot, dot padomus 1,585 61 24 12 0
) Kontrol&t, parbaudit 2,434 | 19 37 32 4
10. Novertet, uzslavet, nosodit 2,371 27 28 30 11 4
11. Noteiktu zinaSanu un prasmju apguve péc standarta 2,358 | 22 40 24 10 4
12. Sacensiba, darbibas intensitate un efektivitate 2,455 | 38 46 11 4 1

3. attéls. Subjekta individualitate ka toposa skolotaja profesionala vertiba
(mainigo nosaukumus sk. 4. tabula)

Lielakas atskiribas ir dazada vecuma studentu izlas€s un izlas€s ar dazadu darba stazu. 30—40
gadu veci un vecaki studenti un studenti ar pedagogiska darba stazu, ilgaku par 6 gadiem,
pieskir lielaku nozimi subjekta individualitatei (caurméra par 0,2—0,3 punktiem vairak neka
kopgjais vidg€jais) neka jaunaki studenti ar mazaku stazu. Viszemak subjekta individualitati
verte studenti, kas jaunaki par 20 gadiem (vid&ji par 0,15—0,25 zemak neka kopgjais vidgjais).
Acimredzot pedagogiska darba pieredzei ir nozime §is vértibas attistiba.

Mijdarbiba ka vertiba

Mijdarbibas ka vértibas noteikSanai tika izve€leti mainigie, kas saistiti ar toposa skolotaja
attieksmi pret dazadu attiecibu veido$anu pedagogiskaja procesa. Augstu limeni te apliecina
lielas nozimes pieskirSana mainigajiem, kas attiecas uz komunikaciju, saskarsmi, sadarbibu
(2., 3., 5., 7. mainigais) un socialam vértibam — milestibu un cienu (4., 6.) (5. tabula). Mijdarbiba
mazak svariga studentiem, kas augstak vert€ noteiktu socialo normu apguves nozimi (9., 13.,
14.), konkurenci (9.) un monologisku skolotaja attiecksmes pausanu (10., 11.). Pretgji tika verteti
mainigie, kas raksturo studenta atbildibu par sabiedribu (1.) vai sabiedribas izmanto$anu savu
intereSu realizacijai (8.).
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5. tabula
Mainigie, kas raksturo mijdarbibu ka toposa skolotaja profesionalo vertibu

. Mainiga vertiba
Nr. Mainigais \X‘:lrdt % no visiem studentiem
1] 2]3]4]5
Augsts mijdarbibas ka vertibas Itmenis
1. Velos darit pasauli labaku 2,075 | 32 | 37 | 23 7 1
2. Sarunaties, sadarboties 1,474 | 62 | 32 4 2 0
3. Iesaistit, organizét, saskanot 1,689 | 48 | 39 | 10 3 0
4, Apliecinat, milét, atsaukties 1,868 | 41 35 |1 20 4 0
5. Aktiva piedaliSanas, iesaistiSanas, sadarbiba 1,394 | 69 | 23 7 1 0
6. Cilvécigas attiecibas, godbijiba, ciena 1,338 | 73 | 23 3 1 0
7. IeklauSanas par sevi lielaka kopiba — daba, tauta, cilvecg, 1,961 | 32 | 46 | 18 4 0
pasaulé
Zems mijdarbibas ka vertibas limenis

. Patik but bérnu sabiedriba 1,758 | 49 | 33 12 5 1
9. Nodrosinat kartibu 2,154 | 28 | 43 18 8 3
10. Runat, parliecinat 2,018 | 36 | 35 | 23 1
11. Novértét, uzslavet, nosodit 2,377 | 28 | 27 | 30 | 11 4
12. Sacensiba, darbibas intensitate un efektivitate 2455 | 19 | 23 | 37 9 3
13. Tiestbas, taisnigums, visiem vienadas prasibas 1,709 | 54 | 29 | 12 1
14. Pieklajiba, tolerance, morales normu ievérosana 1,408 | 67 | 26 6 1 0

Mijdarbiba ka vértiba
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4. attels. Mijdarbiba ka topos$a skolotaja profesionala vértiba
(mainigo nosaukumus sk. 5. tabula)

Analizgjot mijdarbibu ka toposa skolotaja profesionalo vértibu, redzams, ka studenti “aktivu
piedaliSanos, iesaistiSanos, sadarbibu” (1,39), skolotaja darbibu “iesaistit, organizet, saskanot™
(1,7) un “sarunaties, sadarboties” (1,47) kopuma vérté daudz augstak neka “sacensibu” (2,46)
un skolotaja uzdevumu “nodrosinat kartibu” (2,15). Zems reitings ir skolotaja vienvirziena
darbibai “runat, parliecinat” (2,02) un “noveértét, uzslavet, nosodit” (2,38). Tas liecina par to,
ka toposie skolotaji kopuma ir orientéti uz komunikaciju.

Visaugstakais veért€jums ir mainigajam “cilvécigas attiecibas, godbijiba, ciena” (1,34), kas ir
augsta Itmena sociala vertiba. Mainigie “pieklajiba, tolerance, morales normu ievérosana”
(1,4) un “tiesibas, taisnigums, visiem vienadas prasibas” (1,7) studentu skatijuma ir svarigaki
neka “apliecinat, milét, atsaukties” (1,88), kas rada, ka politiskas vertibas studenti pienem
atsaucigak neka socialas (Sprangers, 1928). Tatad kaut nedaudz, tomér riipju &tika paliek
otraja vieta aiz tikumu &tikas.

Studentu kopgja attieksme pret sabiedribu vairak ir veérsta uz esosas situacijas izmantoSanu,
értu jusanos (“patik biit bernu sabiedriba” (1,76)), nevis uz sabiedribas attistibu (“v&los darit
pasauli labaku™ (2,08)).
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Bitiski no vidéjam veértibam atSkiras vizualas makslas programmu studenti, kam mazak
svarigi raditaji ir “atrasanas bérnu sabiedriba” (2,17), “runasSana, parliecinasana” (2,35) un
“sacensiba, darbibas intensitate” (2,78). Pirmsskolas skolotaji lielaku nozimi pieskir “runasSanai,
parliecinasanai” (1,78). “Novertét, uzslavet, nosodit™ svarigak Skiet studentiem, kas vecaki
par 40 gadiem (2,08) un kuriem ir ievérojams darba stazs (1,76); “ieklausanos” augstak verte
30-40 gadus veci studenti (1,58) un studenti ar darba stazu 615 gadi (1,38). Studenti ar darba
stazu lidz 5 gadiem zemak neka citas grupas vérté “cienu” (1,66) un “sacensibu” (2,8).

Profesionala autonomija ka vertiba

Profesionalas autonomijas ka vertibas noteiksanai tika izvel€ti mainigie, kas saistiti ar studenta
attieksmi pret sevi ka skolotaju, pret savu maciSanos un profesionalo izaugsmi (6. tabula).
Augstu Itmeni atklaj mainigie, ar kuriem students augstu verte savas personiskas intereses (1.,
2., 6. mainigais), savu izveli un atbildibu (3.), maciSanos (4.) un refleksiju ka savas darbibas
apzinasSanos (5.). Zems lTmenis saistits ar mainigajiem, kur studenti izv€las atskaites punktu
savas darbibas vertéSanai arpus sevis, atsaucoties uz skolénu patiku (11.), sabiedribas (8., 12.)
vai darba dev&ju interesém (7., 9., 10.).

6. tabula
Mainigie, kas raksturo profesionalo autonomiju ka toposa skolotaja profesionalo vértibu

. Mainiga vertiba
Nr. Mainigais \‘fglfit.. % no visiem studentiem
1 |23 4] 5
Augsts profesionalas autonomijas ka vértibas Iimenis
1. Tas ir mans aicinajums 2,2719 29 33 28 6 4
2. Interesants, radoss darbs, iesp&ja pilnveidoties 1,7807 44 37 14 4 1
3. Izveleties, pienemt 1émumus, uznemties atbildibu 1,9167 36 42 17 4 1
4. Macities, izzinat, petit 1,6432 55 30 11 4 0
5. Reflektét, analizét, filozofét 2,2445 25 38 26 9 2
6. Brivi justies, bt parliecinatam par sevi 1,4689 70 21 7 2 0
Zems profesionalas autonomijas ka vertibas limenis

7. Vajadzigs iegiit augstako izglitibu 1,7939 57 24 9 5 5
8 Vajadziga profesija 2,1447 45 21 20 4 10
. Izpildit, m&ginat 2,0881 29 43 20 8 0
10. Panakt, sasniegt 1,8428 43 36 16 5 0
11. Patikt 2,131 33 34 22 8 3
12. Rekinaties 1,8678 39 39 18 4 0

25

15 >
,
0.5
° 1 2 3 4 5 6 7 8 9 10 11 12

5. attéls. Profesionala autonomija ka toposa skolotaja profesionala vértiba
(mainigo nosaukumus sk. 6. tabula)
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Vissvarigakie mainigie studentu skatfjuma ir “brivibas izjuta un parlieciba par sevi”
(1,47), “macisanas” ka skolotaja darbu raksturojosa iezime (1,64), ar1 skolotdja profesijas
ka “interesanta, radoSa darba un iesp&jas pilnveidoties” izvele (1,78). Tie atklaj studentu
personisku ieinteres€tibu un gatavibu attistities un pilnveidot savu profesionalitati.

Salidzinosi loti zemu novertéta “refleksijas, analizes un filozoféSanas™ nozime skolotaja darba
(2,24). Tas liecina, ka studenti nav gatavi mérktiecigi analizgt, kritiski ve@rtet un patstavigi
virzit savu macisanos (Rubene, 2004) un praktisko darbibu (Schon, 1987). Ar1zema nozimibas
pakape profesijas izvelei, lai “sekotu savam aicinajumam” (2,27), apstiprina, ka studenti mazak
orientgjas uz pasu spriedumiem un praksi neka uz piemeérosanos nebeidzamam citu izvirzitam
prasibam (pat ja tas ir saistitas ar macisanos un attistibu) (Goodson, Hargreaves, 1996).

Studentu vert&jums, ka skolotajam nav visai svarigi “patikt” (2,13), “izpildit” (2,09) un ka ta
ir (kadam) “vajadziga profesija” (2,14), apliecina, ka patstaviga izvéle kopuma ir svarigaka
par atbilstibu argéjam prasibam.

Vizualas makslas programmu studentiem mazak svarigi neka citam grupam ir tas, ka profesija
tiem “ir aicinajums” (2,96), arT iespgja “izveleties, pienemt Iemumus” (2,57).

Visas izlases vienlidz augstu veért€ “skolotaja darbu ka interesantu”, “atbildigu l€émumu
pienemsSanu”, ““vajadzibu macities” un “brivi justies”, “izpildit”, “patikt”, “rékinaties”. Mainigo
“reflektet, analizet, filozofet” augstak verte vecaka gadagajuma studenti (1,92) un studenti ar
darba stazu 615 gadi (1,76). “Vajadziba iegiit augstako izglitibu” ir svarigaka studentiem ar
6—15 gadu darba stazu (2,29), mazak svariga studentiem, kuru stazs ir lielaks neka 15 gadi
(1,5). Skolotaja profesijas socialo nozimibu profesijas izvele (vajadziga profesija) augstak neka
citas grupas verté jauni studenti (1,85), zemak — studenti, kas vecaki par 30 gadiem (2,58).
Izteikti nesvarigs Sis mainigais ir skolotajiem ar 1-5 gadu (2,67) un vairak neka 15 gadu darba
stazu (2,6). Kopuma studentiem ar lielaku darba stazu profesionala autonomija ir svarigaka

neka iesacgjiem un studentiem, kas nav stradajusi pedagogisku darbu.

Secinajumi

¢ Visaugstak toposie skolotaji veért€ mijdarbibu. P&c §1 raditaja, visvairak ir izteikti augsta
un augsta ltmena skolotaja profesionalo veértibu gadijjumu. Te verojama ar1 vislielaka
studentu vienpratiba par sadarbibas un iesaistiS$anas nozimi. Var secinat, ka socialas

normas — tiesibas, pieklajiba un tolerance — studentiem ir tikpat svarigas un pat svarigakas
neka milestiba un ciena.

¢ Saméra augsts studentu profesionalo veértibu limenis ir attieciba uz subjekta individualitati
ka vertibu. Daudzi respondenti nepieskir lielu nozimi tadam kategorijam ka kontrole un
disciplina. Tatad studenti atzist, ka macibu procesam ir jabiit atvértam un ka skoléns nav
tikai skolotaja iedarbibas objekts. Nav daudz zema Iimena gadijumu, kas izteikti saistas ar
autoritaro pedagogiju un skolénu un skolotaju ka pasivu izpilditaju. No ta varétu secinat,
ka kopuma studenti ir atkapusies no autoritaras pedagogijas, vismaz parliecibas limeni
atzistot skoléna tiesibas uz individualu viedokli un skolotaja pasa intereSu ievéroSanu
sava profesionalaja darbiba. No otras puses, stipri mazaks ir apstiprinoSu atbilzu skaits
par skoléna brivu un personiski nozimigu izvéli un palavibu skoléna sp€jai paSam virzit
savu attistibu.

¢ Lai arT daudzveidibas ka vértibas un profesionalas autonomijas ka vertibas augsta [imena
gadijumu skaits ir ievérojams, tomér daudz vairak ir zema limena gadijumu.

¢ Daudzveidibu studenti augstu verte, esot atvérti skolénu personiskajam interesém, bet
zems Vert§jums ir pretrunam un parsteigumiem. No ta izriet, ka augsts kompetences
limenis — prasme radoSi stradat sarezgitos un pretrunigos apstaklos — daudzus studentus
baida, vai arT vini nenoveérte skolotaja profesijas daudzslanainibu.
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O Skolotaja profesionala autonomija studentu auditorija tiek labi novértéta ka “briva juSanas”
b
bet izteikti vaji ka “refleksija, analize” vai “sava aicinajuma istenoSana’.

¢ Dazadu izlasu respondentu profesionalas vértibas kopuma ir diezgan lidzigas, statistiski
nozimigas atskiribas ir tikai atseviskos mainigajos. No ta var secinat, ka svarigakie iemesli,
kas veido topoSo skolotaju profesionalas veértibas, nav saistiti ar studentu vecumposmu,
darba stazu vai pedagogiska darba stazu.

¢ Lai topoSie skolotaji spetu pienemt 21. gadsimta izaicinajumus, skolotaju izglitotaju
problémas ir

1) studentu izpratne, ka konflikti, pretrunas un parsteigumi ir organiska un vértiga
pedagogiska procesa iezime, kas padara to dzivu un vienmér aktualu;

2) studentu uzticeéSanas skoléniem, atzistot, ka skolotaja kontroles samazinasanas ir
saistama ar skoléna personiskas nozimibas un atbildibas iesaistiSanu pedagogiskaja
procesa un uztic€sanos skoléna pasa attistibas impulsiem,;

3) tiesibu un taisniguma ka vertibu lidzsvaroSana ar cienu, milestibu un rapem;

4) studenta autonomijas sekméSana pedagogiskaja procesa, ipasi akcent&jot studenta
maciSanas un pedagogiskas darbibas refleksiju un pasnovert&jumu.

Diskusija

Petijums paradija topoSo skolotaju vértibu orientacijas visparigas tendences. Rezultati ir
likumsakarigi pasreizgjai izglitibas reformu stadijai, tie ir pa vidu starp tradicionalo izglitibas
vertibu dominanti un 21. gadsimta izaicinajumiem.

Studenti atsaucigi pienem tas izglitibas vértibas, kas ir saistitas ar humanas pedagogijas
idealiem, — individa brivibas un demokratiskas sabiedribas attistibu.

Vajakie punkti toposo skolotaju profesionalas kompetences perspektivai ir studentu tendence
augstu vertét pareizibu un vienkarSibu, uzskatot pretrunas un parsteigumus par nesvarigu

pedagogiska procesa dalu. Ka tas var atsaukties uz skolotaja sp&ju stradat informacijas
eksplozijas apstak]os, multikulturala vide, stradat radosi un elastigi?

Otra probléma ir studentu salidzino$i zemu vértéta profesionala autonomija, kur rodas
jautajums, vai studenti neizprot tas nozimibu profesionalas kompetences konteksta, vai ar1
savus uzskatus augstu neverte un uzticas aréjam novertejumam.

Turpmakajos p&tifjumos tiks mekleti veidi, ka sekmét topoSo skolotaju profesionalo vertibu
attistibu, iedroSinot tos uzticeties savai un skolénu subjektivitatei, pienemt iesp&ju izmantot
daudzveidigu informaciju, brivi izvel&ties to atbilstosi savam un savu audzeknu prioritatém,
darboties un veidot attiecibas bagata, daudzslanaina vidé ka studentiem personiski nozimigu
vertibu.
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Summary

Professional values represent a particular component of the professional competence of the
teacher. A competent professional is personally engaged into his/her professional action;
and his/her values are the inner motivators of his/her choice of behavior and action in each
pedagogical situation.

Current innovations in education reflect particular priority values that origin from the re-
evaluation of values in education during the last decades of the 20™ century. These values
are declared in educational documents that govern educational reforms in Europe and also
Latvia. Teachers are suggested to be “key players in how educational systems evolve and in
implementation of the reforms.” (The European Commision, 2005) But are the young students
ready to implement the values of the 21% century pedagogy into their pedagogical practice?

The question of teachers educators here is opened: how to implant/maintain the ideas about
such topical values as inclusiveness and intellectual freedom, creativity and innovation, the
necessity to nurture the potential of all learners and to be reflective in practice, so that they
are personally significant for future teachers.
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The aim of the study is to explore the professional values of students of pedagogical
programmes in this context, and analyze them from the perspective of topical goals of
education, with a purpose to develop teacher training curriculum towards a higher level of
teachers’ professional competence.

Materials and methods. In the article, the criteria and indicators of teachers’ professional
values are analyzed and structured for the needs of empirical research. The structure of the
criteria is based on

« four dimensions of the teacher’s professional action — cultural, organizational, social
and individual (Westbury, Zogla, Husu, Jones);

 the general criteria for values — person’s aims, beliefs, evaluations and arguments of
choice (Spranger, Rokeach, Allport, Schwarz, Karpova, Plaude).

The indicators of high or poor level of teachers’ professional values are related to

 four topical educational categories — diversity, individuality of the subject, interaction
and professional autonomy as values (Dewey, Schon, Brunner, Freire, Forbes, Gudjons,
Doll Jr., Helds, Maslo, Ose).

A quantitative study in the form of a questionnaire of 230 students, future teachers from
different educational programmes (pre-school, primary school and art teachers), different age
groups and different experiences of pedagogical practice, has been carried out. A descriptive
statistical analysis was processed to find out the situation with students’ actual professional
values. A successive correlation analysis looks into their connections.

Results

Students show their highest scores regarding subject’s individuality as a value and interaction
as a value. The importance of diversity and professional autonomy as teacher’s professional
values is lower.

Interaction as a value. The majority of students accept engagement into process, communication
and cooperation as necessary in the pedagogical process. Students are more oriented to the
political norms and values — rights and courtesy, less to love, acceptance and care.

Individuality as a value. Students are not interested in control and discipline, which gives
evidence that they think that children should not be only the object of teachers’ action. There
are very few cases directly related to authoritarian pedagogy.

In contrast, variables about children’s free and personally significant choice and the teacher’s
job as creating conditions for self-regulated learning of their students’ did not score very
highly, which means that students are not sure about the ways of organizing a democratic
pedagogical process.

Diversity as a value. There are many cases of high scores, and many of poor as well.
Respondents are open to diverse interests and abilities of their students, but they appreciate
clearness, rightness and plainness of knowledge and reject surprises, adventures and
contradictions in the pedagogical process. It follows that a high level of competence — acting
in complicated and contradictious conditions (for example, multicultural classes) is either
deterrent or incomprehensible for future teachers.

Professional autonomy as a value is denoted as “feeling free”, “learning” and “taking
responsibility”, but not as “reflection and analysis” as a concept of the teacher’s job. Few
students recognize their vocation an argument for their choice of profession.
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Conclusions
As a result of the analysis, the focal points of the development of the objectives for the teacher
training curriculum are proposed:

1. Students’ understanding about contradictions and surprises as organic and valuable
part of the pedagogical process that make it vital and always topical.

2. Students’ trust in children’s ability of self-regulated learning, not only by rejecting
strict control and discipline, but also by appreciating children’s personal significance
and responsibility.

3. Balance of social normatives with respect, acceptance and care.

4. Facilitating students’ autonomy in the pedagogical process, enhancing the student’s
reflection on his/her learning and pedagogical action.
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FOSTER HOME EDUCATORS’
AND PRIMARY SCHOOL TEACHERS’ PERMANENT
COLLABORATION COMPETENCE IN EDUCATION

SAKUMSKOLAS SKOLOTAJU UN BERNU NAMU
SKOLOTAJU SADARBIBA

Auksé Grudzinskyteé, Sariinas Litvinas,
Juraté Gelziniené
Klaipéda University, Lithuania

Abstract

In this article the approach and results in carrying out education of “permanent cooperative
competence” between foster home educators and primary class teachers has been surveyed. An
empirical study (research) of the form and the basis for the education of “permanent cooperative
competence” between foster home educators and primary class teachers was conducted. The data
of the results are presented and the conclusions drawn in order to reveal the major aspects of the
education of “permanent cooperative competence”. The overall results of the research showed
that foster home educators and primary class teachers for the most part cooperate with each other
satisfactorily. However, lack of time and indifference, passivity, negative attitudes, lack of motivation
of foster home educators and primary class teachers are identified as main obstacles which prevent
the cooperation to occur in all instances.

Keywords: foster children’s home educator, primary school teacher, permanent education, competence,
collaboration.

Introduction

An ever increasing life speed encourges specialists of various professions to seek to permanently
improve their work competence. One of the most important of teachers’ competences is
collaboration competence. It can be charecterized as encopasing a high level of recognition
of members’ equivalence, mutual confidence, the ability to come to an agreement, to make
common decisions. In addition to these, collaboration competence also includes people’s
initiative.

Education of collaboration competence is a system of constructive interaction, which consists
of three groups of members of education: teachers, children and educators. It is obvious that
educators of children’s foster homes and primary school teachers are short of education of
what is involved in permanent collaboration competence. Educators of foster children’s home
and primary school teachers need both theoretical and practical knowledge of the competence
in question, all the more, because the number of children’s foster home inmates have been
increasing dramatically recently (in 2004 — 5369 children, in 2005 — 5778, 2006 — 5926)
(according to the data of the Ministry of Social Security and Labour, 2007). Thus, with the
numbers of children at Foster Children’s Home growing, also their educators’ problems increase.
Therefore, the problem of this master degree thesis is Foster Children’s Home educators* and
Primary School teachers* education of permanent collaboration competence.

The object of the work is the education of foster home educators and primary school teachers
in permanent collaboration competence.

The aim of the research is to reveal the opportunities for children’s foster home educators
and primary school teachers to improve their “permanent collaboration competence”.
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In order to achieve this aim, the following tasks were set:

1. To analyze the scientific literature in order to reveal the peculiarities of education of
permanent collaboration competence, and to reveal the roles of educators of foster
homes and those of primary school teachers in the process of collaboration.

2. To reveal the real picture of foster children’s home educators’ and primary school
teachers’ education of collaboration competence.

3. To analyze the opportunities to educate foster children’s home educators’ and primary
school teachers’ collaborative competence.

Research methods: analysis of scientific literature, content analysis, questionnaire, quantitative
analysis.

1. Education of permanent cooperative competence, as a method, used to improve
cooperation between foster home educators and primary school teachers

Before starting to analyze opportunities of education of permanent cooperative competence
between foster home educators and primary class teachers, it is necessary to find out the
peculiarities of the concepts of competence, cooperation, permanent education and cooperative
competence.

Many scientists are interested in the consistencies and content of competence. In the scientific
literature the term “competence” has several meanings. Various definitions of competence,
that were analyzed by L. Jovaisa (1993), P. Jucevi¢iené, D. Lepaité¢ (2000), R. Lauzackas
(1997), B. Grebliauskiené, N. Veckiené (2004), R. Subotkeviciité (2004), L. Daukilas (2001),
R. Lauzackas, K. Pukelis (1999), were found in literature sources. Competence is how an
individual educator expresses him/herself in his/her activity, for most part based on his
professional and individual capacities. The integer professional educator‘s competence is firstly
described by his professional, educational and psychological training. All these components
are different. For this reason characteristics of competences are located unevenly and they
are constantly altering in educator‘s professional-pedagogic activity. To understand this inner
dynamics, means to foresee the further control of one self in the direction of professional

v —

The analysis of the concept of competence allows to state, that individual with general
capabilities, knowledge and skills will be competent in his field of work, where he will be
able to deal with various social, educational and psychological problems systematically
and qualitatively. It is apparent that a competent person will be able to cooperate with other
institutions, to realize qualitatively the function of moderator and to put into practice the
experience gained in order to deal with a concrete problem.

What is cooperation? Cooperation is one of the components of professional competence.
Different scientists observe cooperation on rather different levels. Some of them observe it as
a principle, the others — as a model, a method. This question is relevant not only in Lithuania
(as we still have not had cooperative traditions), but also in those countries, that have had
sufficient experience in the application of cooperative ideas. Lithuanian scientists — strategists
of education (Lamanauskas, Gudzinskiené, 1997, Jackiinas, 1993, Kuolys, 1996, Juozaitis,
1996 ir kt.) describe cooperation as a means for school development, method of reconstruction
that helps to democratize the process of education (1§ R. Kontautienés, 2000).

“Pedagogic cooperation is a system of constructive social — educational interaction, in which
three groups of educational participants are present: teachers, schoolchildren, parents. By
orientating towards interpersonal and inter-group interaction and disposition towards one
another, they are pursuing objective and individual dialogue and actions, the basis of which
the aim of education is realized” (Kontautiené, 2006, p. 6).
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The peculiarities of cooperative competence also attract attention of scientists. Teacher’s
profession competence description (2007) states, that cooperative competence is cooperation
with the colleagues, supporting staff, specialists with professional orientation and others,
while creating educational presumption and assessing learning achievements; cooperation
with organizations, assisting child and family.

Cooperative competence is an ability to communicate with parents or foster-parents of
schoolchildren, while acknowledging their role, rights and responsibility in creating educational
presumptions (Common European principles for teachers’ competence and qualifications,
2005).

Cooperative competence could be perceived as a capability to communicate and cooperate
at least between two educational participants’ groups and to pursue the mutual aim, while
providing child with assistance and by helping him to gain ability to learn in our society.

After defining the conception of competence, competences of cooperation and communication,
it is important to define the peculiarities of education and permanent education notions.
According to L. Jovai a (1993), education is cooperation, that creates individuality of people,
by interacting with environment and cultural values. Education is teaching, training, formation
of skills, capabilities and values (Lithuanian Republic Law of Education, 1991). Permanent
education is perceived in Lithuanian literature as learning after formally accredited gain of
profession. Learning is perceived as a process, continuing all life and securing the opportunities
for adult to develop in his professional and individual sphere, to gain proper qualification and
to learn actively and continually. Lifelong learning is stimulated by appropriate environment
(changing life conditions, requirements for qualification) and individual‘s inner demand
to learn. According to L. Jovai a (1993), permanent education is a concept of educational
philosophy that expresses an attitude, that education is a durable process, starting from the
birth and continuing all life, i.e. including all age stages and educative-teaching forms.

In this article permanent education of cooperative competence will be perceived as a process,
continuing the all life and securing opportunities to communicate and cooperate at least
between two education participants‘ groups and to seek for the mutual aim by providing child
with support and by helping him to develop and learn in the process of education.

2. Necessity and opportunities of the education of permanent cooperative competence
among foster-home educators and primary class teachers

Foster home educators and primary school are forces, from which undivided impact depends
development of child’s individuality. The contemporary Lithuanian reform of education
stimulates closer cooperation between institutions, between teachers and schoolchildren,
between teachers and children foster home educators.

Foster home educators and primary school are the two most important institutions, responsible
for the training of the younger generation for self-dependent life. The importance of cooperation
between primary school and children foster home educators is also emphasized in all school-
designed documents, methodical publications: “Lithuanian Republic Law of Education” (1991),
“Common programmes of Lithuanian comprehensive school” (1997), “Lithuanian Education
Reform Guidelines” (2003-2012) and etc. Lithuanian Republic Law of Education (1991)
states: “Teachers must cooperate with schoolchildren‘s parents (foster-parents, guardians) while
dealing with the questions of children‘s teaching and education”. In the Common programmes
of Lithuanian comprehensive school (2002) it is indicated that “Class educator undertakes
to take care of his class positive climate, the whole education process. He is searching for the
methods to recognize schoolchildren, their environment, fortunes and misfortunes well, in
order to provide them with proper help in time by himself or together with his colleagues or
parents (foster-parents, guardians).



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

According to S. Dapkiené (2004), by working together primary class teachers and children
foster home educators would be able: — To satisfy the individual child‘s needs: of safety,
affection, dignity, love, attention and respect to foster each child‘s spiritual comfort; — To help
child to actualize his potentialities, to become world citizen, to teach to appreciate his life, to
choose activities and aims deliberately; — To make presumptions to child to look inside him
and referring to his self to create individual values; — To reveal child‘s vocation, in order to
make him hear his inner voice, try one‘s capabilities, know his future plans and etc.; — To
teach a child to control his demands and desires, actions, character features; To understand
the significance of learning in his life properly.

R. Kontautiené (2004), I. Lelitigiené (2003), emphasize in their works, that cooperation of
primary class teachers with children foster home educators is the most successful condition
for child education; also that child education at home and at school can not be separated:
primary class teachers help children foster home educators to educate their children, and vice
versa.

According to D. Hopkins, M. Ainscow, M. West (1998), the most significant goal, while
improving education of permanent cooperative competence between foster home educators
and primary class teachers, is considered to be the creation of cooperative culture. They
suggest foster home educators and primary class teachers to be sincere and ingenuous, to be
capable of listening and hearing and also to motivate children to communicate and cooperate.
Furthermore, while seeking to include foster home educators into school life, the highest
initiative should be taken by primary class teachers; also it is suggested that the following
conditions are to be created:

* to frame a programme how to include schoolchildren and foster home educators;

* to determine the procedures, that would motivate schoolchildren and foster home
educators to participate in the process of making decisions;

* to explain to foster home educators, to whom to apply to, while seeking to declare
one‘s point of view about school activity‘s program;

* to create proper conditions for an open discussion with reference to schoolchildren,
children foster home educators and employees (Hopkins, Ainscow, West, 1998,
p. 198).

In summing up, it can be stated that the main feature of education of permanent cooperative
competence among foster home educators and primary class teachers is partnership, based
on equal relations. Cooperation of children foster home educators and primary class teachers
is based on common activities, solution of problems, the realization of common projects,
events. Education of permanent cooperative competence among foster home educators and
primary class teachers is perceived as a common activity of primary class teachers and
children foster home educators, while pursuing educative purposes. Its essence includes the
formation of class community, inclusion of children foster home educators and primary class
teachers into the process of children training and education, its development and organization
of after-school activities.

3. Methodology and methods of the research

The research took place in February—March, in the year 2007. 55 educators from children foster
home and 55 primary class teachers, working in Klaipéda town foster home “X”, “Y”, “Z”,
Kretinga town “X” children foster home, Kur§énai town “X” children foster home, Siauliai
town “X” foster home, Panevézys town “X” children foster home, Klaipéda town “X” primary
school, Klaipéda town “X” comprehensive school, Klaipéda town “X” secondary school,
Siauliai town “X” secondary school, Kur§énai town “X” comprehensive school, Panevézys
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town “X” comprehensive school, participated in the research. Data scale characteristics, i.e.
average calculation, correlation analysis were used for the research data analysis. The received
data were processed using statistical batch SPSS. The research results were calculated and
analyzed with a help of SPSS 12.0 programme (Special Package for Social Sciences).

4. Research results and analysis

The research results allow to state that the majority of respondents was composed of 46—
55 age educators from children foster home, and 36—45 age teachers from primary classes.
Higher university education predominates among respondents: 71% of children foster home
educators, 64% of primary class teachers, have received a higher university education. Higher
non-university education was in second place (16% of teachers from primary classes, 15% of
educators from children foster home), and comprehensive education — in the last place is (2% of
primary class teachers, 3% of educators from children foster home). Therefore, primary class
teachers and educators from children foster home, having received higher-university education
or higher non-university education, participated in the research.

In order to achieve the optimization of cooperation between children foster home educators
and primary class teachers, it was important to clear up what motivates both groups for
common activity. The purpose of the research was to find out how cooperation between
children foster home educators and primary class teachers started. The following data was
received (presented in Picture 1.1):

0%
@ I myself appled for a help 329%
% Children foster home educator/ primary class 22% 66%
£ teacher appled to me b
% School teachers/children foster home educators 6%
§ suggested to cooperate 29
& Master of school/children foster home offered 20

0% 10% 20% 30% 40% 50% 60% 70%

O Children foster home educators B Primary class teachers

Picture 1.1 Start of cooperation between children foster home educators
and primary school teachers

As shown in picture 1, according to 32% of children foster home educators, cooperation
with primary class teachers started after they themselves had asked for a help and when
primary class teachers referred to them (66%). 70% of primary class teachers think that
the cooperation started because they themselves asked children foster home educators for
a help. Therefore, the presumption can be made, that primary class teachers showed larger
initiative towards the cooperation with children foster home educators. For this reason, it is
necessary to emphasize that the cooperation between primary class teachers and children
foster home educators, in order to help children from foster homes to become a real member
of society, is essential.
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It was pursued to find out whether respondents properly understand the real meaning of
permanent education of cooperative competence. The opinion of children foster home educators
about this matter is similar to that of the primary class teachers. According to them, the
education of permanent cooperative competence is continuous, permanent communication
and cooperation (20%); its is lifelong process, during which mutual information is being
shared, similar methods of education are to be found, permanent observation of behavior
and learning, control and stimulation of foster home children being pursued (30%); it is
constructional activity at least between two groups, between which communication is taking
place and competences are being developed (25%). 20% of children’ foster home educators
did not answer to this question.

Following the research it was found out whether children foster home educators and primary
class teachers are content with temporary permanent education of cooperative competence.
The following research results were received (presented in Picture 1.2 )

Yes
Somewhat 53%

No

Possible answers

| don’t know

0% 10% 20% 30% 40% 50% 60%

O Children foster home educators B Primary class teachers

Picture 1.2. Assessment of contemporary permanent education of cooperative competence
between children foster home educators and primary class teachers

By referring to the received results, it can be surmised that the majority of primary class
teachers (38%) and children foster home educators (53%) were partly contented with temporary
education of permanent cooperative competence, and, accordingly, 31% of children foster home
educators and 36% of primary class teachers were absolutely content with the contemporary
education of permanent cooperative competence.

The aim was to find out the reasons that prevent foster home educators and primary class
teachers from successfully carrying out education of permanent cooperative competence. The
received data indicated that lack of time was the major obstacle responsible for failure to carry
out successful education of permanent cooperative competence. Respectively, 56% of primary
class teachers and 53,1% of foster home educators singled out the same problem. In the second
place was passivity, indifference, negative attitudes, lack of intention of children foster home
educators/primary class teachers. This reason was nearly equally pointed out by both, the
foster home educators (34, 7%) and primary class teachers (49%). 8,2% of respondents stated,
that there were no reasons which prevented children foster home educators and primary class
teachers from educating cooperative competence. Summing it up, it can be stated that lack of
time was the major obstacle that prevents foster home educators and primary class teachers
from successfully mastering permanent cooperative competence.
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It was further pursued to find out in what ways foster home educators and primary class
teachers would suggest to improve education of permanent cooperative competence. Referring
to the data, it can be observed that 72% of primary class teachers and 71,4% of children foster
home educators stated that in order to improve education of mutual cooperative competence,
problems, connected with learning and education, also should be dealt with. It also can be
observed that both primary class teachers (14%), and children foster home educators (20,4%)
nearly equally think that they would like to be provided with more information from each other
about foster home children. In order to implement this need, efficient cooperation is necessary;
also it is essential to find out demands and etc. Moreover, it is supposed that 4% of primary
class teachers and 4,1% of children foster home educators speak for the implementation of
common projects.

By summing up, it can be indicated that children foster home educators and primary class
teachers cooperate with each other. They were induced to do so, because in that way more
effective activity results are achieved. Most often cooperation takes place while dealing with
learning and education problems. Their cooperation in educational institutions is based on
reciprocal respect and mutual understanding. Children foster home educators and primary
class teachers state that cooperation takes place good enough, as they are ready to cooperate,
nevertheless, their cooperation could be more effective. Lack of time and indifference,
passivity, negative attitudes, lack of intention prevents foster home educators and primary
class teachers from efficient communication.

Conclusions

1. Content analysis and the analysis of pertinent literature showed that ever-increasing
life-speed encourages specialists of various professions to permanently improve their
professional competence. One of the most important of teachers’ competences is that of
collaboration, which determines a high level of recognition of members’ equivalence,
mutual confidence, the ability to come to an agreement, to make common decisions, and
assume initiative. Collaboration, i.e. interaction surrounding the children’s foster home
educators’ and primary school teachers’ influence foster children’s achievements at school,
learning motivation, self-esteem, and the way they feel.

2. The research revealed that education of foster children’s home educators‘ and primary
school teachers’ in “permanent collaboration competence” should be practiced as a
permanent, life-long communication and collaboration. This collaboration should include
sharing of information, searching of similar forms of education, permanent observation
of foster child’s learning and education and continuous seeking for better work results.
Teachers and educators stated that their main motivation for undertaking education of
collaborative competence is to achieve more effective learning and education results and
attain common aims and achievements. They stated that the main problems of education
of “permanent collaboration competence” are children‘’s foster home educators’ and
primary school teachers® indifference, passiveness, negative attitudes, shortage of will
and time.

3. The following directives were introcuced for the salution of this problem: pedagogical
education of children‘s foster home educators, encouraging them to collaborate, altering
of negative primary school teachers’ attitudes toward foster home educators.

4. Research results showed that educators’ and primary school teachers’ suggestions and
requests for improvements in the opportunities of “permanent collaboration competence”
are the following: pursuing common aims, execising mutual tolerance, seeking mutual
understanding, respect, and carrying out necessary and ongoing communication.
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VAIKU GLOBOS NAMU AUKLETOJU IR PRADINIU KLASIU MOKYTOJU
PERMANENTINIS BENDRADARBIAVIMO KOMPETENCIJOS UGDYMAS

Auksé GrudZinskyté, Sariinas Litvinas,
Jiraté GelzZiniené

Summary

Vykstant visuomenés ir Svietimo reformai, dinaminei socioedukaciniy veiksniy kaitai,
svarbi pradiniy klasiy mokytojy ir vaiky globos namy auklétoju ugdomosios veiklos derme,
lemianti s¢kminga vaiky i$ globos namy mokymasi ir socializacija. Vis spart€jantis gyvenimo
tempas daugelio sri¢iy specialistus skatina nuolat stiprinti savo profesing kompetencija. Be
daugelio pedagogams svarbiy kompetenciju iSskirtina yra bendradarbiavimo kompetencija,
kuri lemia auksta nariy lygiavertiSkumo pripaZinima, pasitikéjima vienas kitu, galimybg
susitarti, priimti bendrus sprendimus, iniciatyvuma. Bendradarbiavimo kompetencijos
ugdymas — tai konstruktyvios saveikos sistema, kurioje dalyvauja trys ugdymo dalyviy
grupes: pradiniy klasiy mokytojai, vaikai, vaiky globos namy auklétojai. Jie siekia dalykinio
ar asmeninio pobidzio dialogo ir veiksmy, kuriy pagrindu yra realizuojamas ugdymo
tikslas. Vaiko i§ globos namy mokykliniams pasiekimams, mokymosi motyvacijai, saves
vertinimui, savijautai daro itaka vaiky globos namy auklétojy ir pradinés mokyklos aplinky
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saveika — ju bendradarbiavimas. Tinkamai organizuojant mokyklos ir globos institucijos
bendradarbiavima, biitina: visapusiskai pazinti vaika, susipazinti su vaiko kultiiriniu lygiu,
buitinémis bei socialinémis salygomis, numatyti vaiko mokymo ir aukl¢jimo metodus bei ju
panaudojimo ypatumus. Pastebima vaiku globos namy auklétojy ir pradiniy klasiy mokytoju
permanentinio bendradarbiavimo kompetencijos ugdymo stoka. Tiek teorinis pagrindimas,
tiek praktinis itin reikalingas vaiku globos namy auklétojams ir pradiniy klasiy mokytojams,
nes Siuo metu vis did¢ja vaiky, gyvenanciy globos namuose (2004 m. — 5369 vaikai, 2005 m. —
5778 vaikai, 2006 m. — 5926 vaikai, remiantis Socialinés apsaugos ir darbo ministerijos
duomenimis, 2007), skai€ius bei iskyla vis daugiau problemy dirbant su jais. I§ ¢ia kyla
mokslinio tyrimo problema: Kaip vyksta vaiky globos namy auklétojy ir pradiniy klasiy
mokytoju permanentinis bendradarbiavimo kompetencijos ugdymas?

Tyrimo objektas — vaiky globos namy auklétojuy ir pradiniy klasiy mokytoju permanentinis
bendradarbiavimo kompetencijos ugdymas.

Tyrimo tikslas — atskleisti vaiky globos namy auklétojy ir pradiniy klasiy mokytoju
permanentinio bendradarbiavimo kompetencijos ugdymo galimybes.

ISsikeltam tyrimo tikslui igyvendinti formuluojame Siuos darbo uzdavinius:

1. ISanalizuoti moksling literatiira, siekiant nustatyti permanentinio bendradarbiavimo
kompetencijos ugdymo ypatumus, vaiky globos namy auklétojy ir pradiniy klasiy mokytojo
vaidmenj bendradarbiavimo procese.

2. Nustatyti, kaip realiai vyksta vaiky globos namy auklétojy ir pradiniy klasiy mokytoju
permanentinis bendradarbiavimo kompetencijos ugdymas.

3. ISanalizuoti vaiky globos namy auklétojy ir pradiniy klasiy mokytojy permanentinio
bendradarbiavimo kompetencijos ugdymo situacijos galimybes.

Metodai: mokslinés literatiiros analiz¢, dokumenty (content) analize, apklausa rastu, kiekybiné
duomeny analizé.

ISvados

1. Dokumenty ir literatiiros analize iSrySkino, jog vis spartéjantis gyvenimo tempas daugelio
sri¢iy specialistus skatina nuolat stiprinti savo profesing kompetencija. Be daugelio
pedagogams svarbiy kompetencijy isskirtina yra bendradarbiavimo kompetencija, kuri
lemia auk$ta nariy lygiavertiSkumo pripazinima, pasitikéjima vienas kitu, galimybe
susitarti, priimti bendrus sprendimus, iniciatyvuma. Vaiko i$ globos namy mokykliniams
pasiekimams, mokymosi motyvacijai, saves vertinimui, savijautai daro itakos vaiky globos
namy auklétojy ir pradinés mokyklos aplinky saveika — ju bendradarbiavimas. Nuolat
bendraujant vaiky globos namy auklétojams ir pradiniy klasiy mokytojams, kuriama saugi
ir palanki vaikui i§ globos namy aplinka, uztikrinamos salygos nattiraliai vaiko psichinei
ir fizinei raidai bei padedamos spresti vaiko i§ globos namy mokymo (-si) ir aukléjimo (-si)
problemos.

2. Tyrimu nustatyta, kad vaikuy globos namy auklétojy ir pradiniy klasiy mokytoju
permanentinis bendradarbiavimo kompetencijos ugdymas suvokiamas kaip nuolatinis, visa
gyvenima trunkantis bendravimas ir bendradarbiavimas, kurio metu dalijamasi abipuse
informacija, bandoma rasti panasiy ugdymo formy, nuolat vyksta vaiko i§ globos namu
ugdymo (-si) ir mokymo (-si) stebéjimas bei stengiamasi pasiekti geresniy darbo rezultaty,
o pagrindiniais vaiky globos namy auklétojy ir pradiniy klasiy mokytojy permanentinio
bendradarbiavimo kompetencijos ugdymo motyvais ivardijami: efektyvesniy mokymo (-si)
ir aukléjimo (-si) rezultaty bei bendro tikslo ir rezultato siekimas.
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3. Vaiky globos namy auklétojai ir pradiniy klasiy mokytojai nurodo $ias permanentinio
bendradarbiavimo kompetencijos ugdymo problemas: vaiky globos namy auklétojy\
pradiniy klasiy mokytoju abejingumas, pasyvumas, neigiamos nuostatos, noro ir laiko
stoka. Nustatytos Sios problemos sprendimo kryptys: pedagoginis vaiky globos namy
auklétojy Svietimas, jy noro bendradarbiauti skatinimas, pradiniy klasiy mokytoju
neigiamy nuostaty i teigiamas keitimas vaiky globos namy auklétojy atzvilgiu.

4. Tyrimo rezultatai parod¢, jog vaiky globos namy auklétojy ir pradiniy klasiy mokytoju
siilymai bei pageidavimai gerinant permanentinio bendradarbiavimo kompetencijos
ugdymo galimybes biity Sie: bendro tikslo siekimas, tolerancija vienas kitam, abipusis
supratimas ir pagarba bei nuolatinio rysio palaikymas.
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AN INNOVATIVE APPROACH TO STUDIES
AT LATVIAN POLICE ACADEMY

INOVATIVA PIEEJA STUDIJU PROCESAM
LATVIJAS POLICIJAS AKADEMIJA

Aldona Homicha
Latvian Police Academy, Latvia

Abstract

Module studies at Latvian Police Academy are oriented towards the achievement of the main goal
of our education — to develop the professional competencies of perspective police officers. It seems
that interaction of the principles of both module studies and constructivist theory provides the most
effective conditions for systemic implementation of module studies. The principle of construction of
a person’s individual experience is implemented in the studies, cooperation, communication and the
individual, subjective processing and integration in their own experience.

During the first stage of the research, students acquired basic and professional knowledge (basic
studies). This is the basis for a deeper understanding, and they are in this way prepared for the second
stage of studies (module studies).
We implement the basic items of constructivism in module studies.
The main priorities of the studies are:
* deep and aware understanding of individual learning, personal responsibility for studies, and
their results;
» freedom and creativity of the students, display of activity in the process of constructing their
knowledge, skills and attitudes in a positive emotional atmosphere;
» development of perspective policemen’s professional competences in a systemic consequence —
through acquisition of simple and complicated professional competences;

» the changing role of an educator: he/she becomes an observer, organiser, partner, and
adviser.

Pedagogical cooperation becomes more effective when the aim of the study module is clear to the
students, the objectives are clearly defined, and the methods are chosen adequately.

1. The principles of constructs’ approach ensure integrated theory and practice in the professional
education of prospective police officers.

2. Module studies integrate several study courses.

Module studies give a background for education of a new type of police officers who are
responsible for their high quality and creative job.

The paper is based on the results of the questionnaire in which students evaluated the module studies,
emphasizing the achievements and weak points of the studies.

Keywords: module studies, constructivism, professional competence.

Introduction

Recently Latvian police has undergone numerous reform processes. Some of these reforms
still are in process and others will never finish, therefore it is important to be aware of the
need to adapt police training and development to the needs of the society.

The reform is aimed at adjusting the work of the Latvian police and the training institutions
to the requirements of the European legislation. Professionalism of a police officer is based
on harmonized police legislation in accordance with the basic principles of the European law,
professional training performed according to the state educational standard and the standard
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of the profession, and in-service training (retraining) put into the process of the service. The
main aim of Latvian Police Academy is to train new police officers to be participating members
of a democratic society. By doing so, the academy aims at providing them with possibilities
for their personal development with the help of broad and up-to-date knowledge as well as
promotes research and innovation, thereby joining the process of the creation of the common
European higher educational environment (Meikali a, 1997).

At the same time, we can observe some tension between the police institutions and the
professional requirements of the police officers. The structure of Bachelor studies takes
into account mainly the practical aspects but does not solve the problem that the workplace,
which the students will join after their studies, demands far more practical than theoretical
knowledge.

First, policing is to a great extent a practical job. It centres on judging and coping with definite,
often complex, dynamic situations. Prospective police officers need training for this goal.
The students’ aim is to obtain a qualification and professional competence for their duties as
police officers as well as possible.

Students have to develop personal, communicational, management and other competencies
(key qualifications) as well as improve their physical fitness. At the same time, they
have to be ready for the service as police officers in a free democratic society, foster the
foundations of democracy, and achieve the ability to adapt to social conditions and professional
requirements.

In 1999 the Senate of Latvian Police Academy (LPA) has passed a decision of introducing
module studies. Its implementation at the academy was aimed at improving professional
quality of services provided by police. LPA staff, in cooperation with the Soros Foundation,
have translated and modified seven multimedia study modules of COLPI (Constitutional and
Legal Police Institute). The academy improved the modules according to Latvian legislation
and taking into account the specific policeman’s job. Police training and education should
include a problem-solving method to train police officers to be flexible, independent, and
ready to take the lead.

The aim of the article is to analyze the process of implementation of module studies and discuss
the first experience. The paper is based on the results of the questionnaire in which students
evaluated the module studies, emphasizing their achievements and weak points.

Module studies at Latvian Police Academy: the first experience

Module studies are based on integration of the process of studies. What does integration in
higher education mean? From an integration perspective, education should make a system
which helps students develop a complete vision of the world and be conscious about their
place in this world (Gibbson, 1979).

Integration in the study process is an integration of separate components of the study process
such as the aim, tasks, methods and result into a whole system.

The aim of integration is not only to combine knowledge from different subjects (integration
on the level of content) but also to promote a student’s personal development in all aspects
(integration as a method which helps to emphasize student’s needs, attitudes).

Students at Latvian Police Academy face many different kinds of problems: wrong notion of
the future profession, no clear understanding of police officers’ duties, doubts about choosing
a police officer’s job, huge amount of various information. In this context, it is important
to organize studies so that they reflect closer-to-future-job situations and the requirements
of daily routines, using modules of professional character. Implementation of such kind of



4. Teachers professional development and research competence

modules is based on the context and collaboration between different departments at Latvian
Police Academy and Police College.

On the one hand, educational standards and study plans for police profession do not have strong
requirements as to the scope and sequence of separate study courses or subjects. Therefore, it
is possible to provide opportunities for modifications of different study courses; it also provides
an opportunity of free scheduling — both in the aspect of content and time.

On the other hand, a study program as a whole complex is not so flexible to changing and
modifying it to various educational goals. Therefore, it is more effective to split the program
into comparatively autonomous modules using them in different ways — by using the modules
in different variations within one study programme and adding modules to other study
programmes.

The choice of modules causes some difficulties to students — what kind of module to choose, to
the educators — how to harmonize different requirements. Module studies are more effective if
we have enough information about selection possibilities, if the students are highly motivated
and the educators are qualified. Planning and implementation of module studies require a
high level of professional competence from the educators, both in the specific study subject
and in pedagogy.

The Academy implemented practical links to the profession by choosing the appropriate
educators and by including special study courses into the curriculum. Practical lecturing was
implemented in the basic studies, embedded in everyday police work and in special modules
that were mostly organized as separate units.

The program of module studies of the experimental students’ group was accepted and split
into two stages: theory and practical training.

During the first stage the students acquired the academic and the basic professional knowledge
(basic studies). The students were responsible for learning of theoretical fundaments of
police service. We still cannot ignore the fact that the content of theory teaching at the Police
College does not always meet the direct needs of the practical training at the Police Academy.
Introduction to professionally related study courses will facilitate better coordination between
the theory and practical training. During the first stage, the students acquired basic knowledge
in the following study courses:

1) professional terminology in foreign language;
2) the rights of state institutions;
3) overall physical training;
4) professional physical training.
During the second stage the students had three modules:
I) crime on the streets;
2) traffic checks;
3) domestic brawls/requests for help.

That was a preparation for the second stage (integrated studies) when the students were
involved in practice-oriented studies (various training units connected with practical policing),
acquiring the whole complex of knowledge, skills, motivation, orientation and patterns of
understanding that can be used in the workplace. For example, we train when and how a
weapon may be used, how to drive a patrol car in alert situations, how domestic brawls are
operated etc.

Motivation, orientation and patterns of understanding are job-related because successful
work needs good professional knowledge as well as social competence: leadership qualities,
management and communication skills.
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The experimental group of students was split into three small groups of 10 students. Qualified
tutor officers, who acquired the module studies at two Selma’s Police Colleges in Germany,
trained each group.

Practical experience of police officers determined the content of module No. 3 “Domestic
brawls/requests for help”. We asked the tutors to be responsible for demonstrating to the
students what a real operation is like in an everyday service. Various training units related
to practical policing were included, e.g., measures like arresting, searching, handling and
using means of force, taking down reports, carrying out interrogations and safeguarding
themselves.

Before the module studies started, the students had learnt philosophy, principles, structure,
content, and methods of the studies. One of the most important steps was, first of all,
determination of students’ motivation, interests, analysing the requirements of the Standard
of Policeman, taking into account the following principles of their job:

(a) observance of human rights;

(b) professionalism, efficiency and effectiveness;

(c) safety of police officers;

(d) community involvement in diminishing crime;

(e) detection of current problems connected with crimes.

Then students were aware of current problems in the society, they determined the goal
according to the selected theme together with a tutor, had discussions about objectives,
elaborated alternatives and chose the solutions how to work in extreme situations, discussed
the tools and methods of coping with dangerous situations.

The driving force of students’ activities is their need for self-realization. The growth of
students’ personality happens in line with their self-awareness and self-determination.
Participating in such kind of activities, students had a possibility to express themselves and
realize their needs and intrinsic motivation for work.

Students felt themselves very responsible for the studies during the whole process of
professional activities.

During the planning stage of module studies, students had clear vision of their own needs,
motivation and they determined themselves what kind of knowledge they need; evaluated and
chose appropriate methods, social and organizational forms, planned theoretical worksheets
and practical exercises, further activities and expected results together with a lecturer.

The implementation stage was based on cooperation and interaction between an educator
and students, and it aimed at promoting perception of students’ self-determination through
choice during the module studies. The specific features of the job determined the learning
content and were implemented by the chosen most popular job-related situations from one’s
everyday policing. These working situations were a basis for selection of definite themes and
their acquisition in different study courses. The themes were analysed in various aspects,
educators widely used role-play as a method.

During the studies, a changing psychological condition has facilitated the development of
the students’ stable personal qualities. Module studies became more attractive when the
students got an opportunity of creative work. The students tried to evaluate the content of the
objectives, to find effective methods for achieving the goal, developed their organizational,
communicational and management skills, improved their physical condition. Creative study
process promoted cognitive processes and logical thinking, introduced changes in students’
psychological condition. Students’ intrinsic motivation increased. During the module studies,
students’ experience developed, they became mature in checking their own skills in new
situations and demonstrating new creative solutions.
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During the evaluation stage students evaluated the outcomes of the studies: what results
they had achieved compared to the educational goal set, how much they had progressed as
personalities, what kind of changes had happened in their attitude system. Organizational,
management, leadership and communicational skills as well as the professional physical
condition had developed to the top and medium level. The lecturer’s evaluation and students’
self-evaluation of educational outcomes became closer. The students were active during all
stages of module studies but the lecturer played a role of observer and adviser.

The themes (units of exercises) of module No. 3 were analysed in consequence. Every
situation was split into some phases and discussed from the point of view of legislation, and
then practical actions in accordance with every exact situation were repeated many times.
After the students acquired all the selected themes, they continued with the whole complex
of exercises (a big role-play).

During the process of integrated studies the main principles of constructivist theory have
been taken into consideration (Bruner, Anglin, 1973; Piaget, 1970):

» creative interaction process among the lecturer, student and the learning content is
based on the principle of student’s choice, freedom and responsibility for his/her own
studies;

+ studies require an active student’s position in constructing his/her individual experience
through learning, communication, cooperation;

* depth of student’s knowledge depends on conscious and purposeful activities (acting
with a clear aim and determination); on positive emotional teaching and learning
environment;

* student’s readiness for performing the most complicated actions depends on the
previous level of student’s achievements, on his/her experience of performing simple
and various actions which are part of the complicated ones;

» the role of the lecturer has changed, he/she has become an organiser, adviser,
observer.

Many methods were used during the process of module studies: role-play, competition, practical
exercise and demonstration, project, verbal methods etc.

Presentation of the results

During the module studies, the lecturers observed the students and evaluated the level of
their professional competence: the scope of knowledge and its practical use, management,
communicational, safeguarding skills, and the way they use them in different situations etc.

It was important to see how the students evaluated their level of professional competence.
We show only some aspects of the dynamics of students’ professional competence, like
leadership and management skills, cooperation and communication skills of working in
a team, professional physical condition, acquisition and usage of safeguarding techniques
(Figure 1).

The question was about priorities of module studies in improving the level of student’s
professional competence. Students have identified the level according to the development of

their skills. Students’ evaluation of their cooperation and communication skills corresponds
mostly to a medium level (56.6%) and to a high level (30%).

First, successful work needs professional knowledge as well as personal and social competence.
Because contemporary society is not satisfied with policing style in which repressions are a
priority, modern philosophy of policing — community policing — is worked out (Garonskis,
2005). Therefore, the questions which are related to the improvement of communication skills
among people are of great importance.
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Figure 1. Self-evaluation of professional competence of the students of LPA (N = 30) (%)
Light grey = high level; dark grey = medium level; white = low level.
Item 1 = Cooperation and communication skills
Item 2 = Leadership and management skills
Item 3 = Professional physical condition
Item 4 = Acquisition and usage of safeguarding techniques

Second, another area of vital importance is working in a team. Teamwork and comradeship
mean good cooperation, help and mutual responsibility. Responsibility includes preventing
colleagues from making mistakes, not joining them in making mistakes and not covering the
mistakes afterwards.

Next, leadership experience and later leadership competence is one of the core skills and
abilities police officers have to improve. 63.4% of the students have evaluated their leadership
and management skills as corresponding to a medium level, 20% — to a high. In the educators’
opinion, students do not have enough experience regarding subject knowledge and leadership
competence. However, police officers have to be self-confident; maybe that is a reason for
such high results.

Police officers’ job requires good health and physical fitness; students should do practical
work and safeguard themselves. Less than half of students (46.6%) think their level of physical
condition is good enough for a police officer’s job, but 40% of students find it very good.
At the academy, we need stronger selection criteria for students and sometimes we fill the
vacancies despite of insufficient physical condition. However, the physical strain of the studies
can become a health risk for some students.

As to the last item — acquisition and usage of safeguarding techniques — students have evaluated
these skills as corresponding to a high level (30%), and to a medium level (53.4%). Actually,
the academy should employ lecturers with practical skills, who are able to demonstrate all
the techniques by themselves. In reality, only a few tutors can do it.

According to the students’ opinion, the leadership and management skills have developed
most of all (63.4%), the students’ level of professional physical condition (46.6%) has improved
the least.

The next question was connected with the main priorities of module studies. Students gave
ranks to four items (Figure 2). Item 4 — More engaging lessons and personal satisfaction
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of studies — was most often mentioned as the first choice (12 choices from 30). The second
choice was given to item 3 — More creative work and job-related situations (9 from 30). Item
1 —Whole (integrated) view of professional things — was the third most often mentioned choice
(12 students from 30). Item 2 — More choice, freedom, responsibility for studies — was selected
as the fourth choice (10 from 30).

3
item 1
item 4
2 item| 3
item 4
1 [item[3
item 2
item 1
0 2 4 6 8 10 12 14

Figure 2. The main priorities of module studies (LPA students’ evaluation, N = 30)
Item 1 = Whole (integrated) view of professional things
Item 2 = More choice, freedom, responsibility for studies
Item 3 = More creative work and job-related situations
Item 4 = More engaging lessons and personal satisfaction of studies
1, 2, 3, 4 are the ranks

The research data show that students have difficulties of integrating knowledge of separate
study courses into a theoretical system or method they can use. Students need time to integrate
new knowledge into their old experiences. There is a contradiction between various study
courses, their volume and the integration criteria (what, how much and where can we
integrate?). It is necessary to identify the key requirements and ideas of each subject and how
they fit into the whole picture in order to assure effective learning.

Despite these negative moments, students are very satisfied with the new approach to studies,
which gave them an opportunity of creative solutions, freedom and choice.

It was interesting to analyse students’ answers to the question of the main weaknesses of
module studies (Figure 3). The students gave the first rank to item 3 — Lack of good equipment,
buildings, finances — 11 answers from 30. The second rank was given to item 2 — Insufficient
volume of necessary knowledge, skills — 12 from 30. Item 1 — Organization and scheduling
of module studies can be better — was the third most often mentioned choice (12 from 30).
Students gave the last, fourth, rank to item 4 — Professional competence of some lecturers
could be higher — 24 answers from 30. The most important aspect of effective implementation
of the module studies is tutors’ qualification and professional competence.
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Figure 3. The main weaknesses discovered during module studies
(LPA students’ evaluation, N = 30)

Item 1 = Organization and scheduling of module studies can be better
Item 2 = Insufficient volume of necessary knowledge, skills

Item 3 = Lack of good equipment, buildings, finances

Item 4 = Professional competence of some lecturers could be higher
1, 2, 3, 4 are the ranks

The first results on the effectiveness of the implementation of module studies were noticed
when students passed the qualification exams: the students were good at their practical
performance and solutions of practical tasks.

Educators have emphasized the most positive moments of the implementation of module

studies:
1. Students were highly motivated for module studies (showed their interest in role-playing
and desire to work in this way).
2. Students have improved leadership and cooperation skills and communication skills
of working in a team.
3. Students have improved practical skills of using weapons.
4. Every student has had an opportunity to play a role of a police officer involved in
various crime situations.
5. Students have improved their professional physical condition.
The main weak points of the module studies, which the educators have pointed to, are as
follows:
1. Students need to deepen their knowledge of basic studies;
2. Students are not ready for successful communication in conflict situations when it is
necessary to reduce aggressive behaviour and avoid using weapons;
3. The level of students’ tactical knowledge in job-related situations is low;
4. There are too many students in a group — 30 persons;
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5. There is an insufficient number of qualified educators who have practical experience
at police institutions and who can successfully cope with practical situations.

6. There is insufficient supply of new equipment, buildings and finances.

Conclusions

0

Traditional studies at Latvian Police Academy are more theory-oriented and have a smaller
number of practical exercises for the students. Practical police training must be oriented
to practical needs and must be strictly evaluated in regard to its benefits for the future
working place.

The use of modules in the studies has been started in Latvian Police Academy, and the
experience has been positive. Use of modules may be one of the possibilities to solve the
problems of integrated studies.

During module studies the main police officers’ professional competences — leadership,
management, physical fitness, communication — are developed, but they still need further
improvement.

Students need qualified lecturers with experience of practical work (not every expert is
good at teaching) and an amount of expert knowledge, best possible equipment, buildings
and finances for achieving top professional competence of prospective policemen.

Police officers’ job requires good health and physical fitness; hence, the student must
correspond to the requirements of practical work and safeguarding. We need well-
elaborated criteria for the admission to the Academy as a precondition for the quality of
the police officers’ professional education.
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Kopsavilkums

Raksts ir veltits petijumam par Latvijas Policijas akadémijas (LPA) studentu profesionalas
kompetences pilnveidosanu. Pretruna, kas pastav starp policijas izglitibas iestadém un
profesionalajam prasibam pret policista darbu, akcenté dazas probléemas tradicionalaja
izglitibas procesa LPA. 1999. gada LPA senats noléma akadémija ieviest modulu studijas, lai
pilnveidotu toposo policistu profesionalo kompetenci. PEtijuma piedalijas 30 eksperimentalas
grupas studenti. Pirma pieredze modulu studiju ievieSana sniedza pozitivus rezultatus:

» modulu studijas lauj skattties uz policijas darbu ka pievilcigu;

» tas sniedz studentiem vairak brivibas, atbildibas un izv€les studiju procesa;

» radaiespgjas veidot savu pieredzi, individuali stud&jot sadarbiba un saskarsmg, radosa
un pozitiva studiju vidg;
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» studenti attista vadiSanas, saskarsmes un sadarbibas prasmes, pilnveido profesionalas
sagatavotibas Iimeni modelétas realas dzives situacijas, apzinoties skaidru mérki un
apmierinot vajadzibu péc pasrealizacijas.

Realiz&jot modulu studijas, tika atklatas dazas nepilnibas:

* studentiem pietrikst akadémisko zinaSanu un profesionalo zinasanu pamata
studijas;

» studentiem sagada gritibas integrét zinasanas no dazadiem studiju kursiem vienota
teor&tiska sistéma vai metode, kuru vini var lietot praksg;

e ir svarigi aicinat darba ar studentiem kvalificétus lektorus, kas ir ari profesionali
praktiskaja darba;

* augstas prasibas pret policista darbu pieprasa izstradat zinatniski pamatotu personala
atlases sisteému (p&c noteiktiem kriterijiem);

» augsti kvalific€ta policista izglitibai nepiecieSama jauna tehnika, macibu laukumi,
materialie [idzekl]i.
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STUDENTU MOTIVACIJAS VEICINASANA
VIZUALAS MAKSLAS STUDIJAS

FACILITATING STUDENTS’ MOTIVATION
FOR VISUAL ART STUDIES

Daiga Kaléja-Gasparovica
Rigas Pedagogijas un izglitibas vadibas augstskola, Latvija

Anotacija

Ievads. Vizualas makslas studijas ir viena no iesp&jam sekmét studentu — toposo skolotaju —
kreativitates attistibu, bagatinat vinu pieredzi un paplasinat iesp&jas pasaktualizacijai. Pasizpausme
vizualas makslas studijas veicina studentu motivaciju vizualas makslas apguvei.

Darba merkis. Teorétiski analizét un parbaudit prakse, ka radosa paSizpausme vizualas makslas
studijas veicina studentu motivaciju vizualas makslas apguvei.

Materiali un metodes. Teorétiska, empiriska — intervija, situacijas analize.

Rezultati. Radosa pasizpausme vizualas makslas studijas veicina motivaciju bagatinat savu radosas
darbibas pieredzi, apgiistot vizualo makslu.

Secinajumi. Vizualas makslas studijas, kur radosas pasSizpausmes procesa iesp&jams sevi realizet
makslinieciski radosa darbiba, students apjaus savu individuali radoSo potencialu, giist tictbu savam
sp&jam un uzdrikstas bt pats. Tiek Istenota vajadziba p&c pasrealizacijas, darbiba klust personiski
nozimiga. PozitTvas izjiitas procesa veicina ieinteresétibu jaunai pieredzei, veicina motivaciju vizualas
makslas apguvei studijas.

Atslegvardi: motivacija, vizualas makslas studijas, pasizpausme.

Ievads

Misdienas dzives dinamika izvirza individam prasibu radosi realizet (istenot, aktualizet) sevi
daudzveidiga dzivesdarbiba. Skolotaju pedagogiskais darbs ir nepartraukts radoss process, kas
prasa attistitu ieks€jo kreativitati. RadoSs skolotajs spés attistit skolénus musdienu dzivei un
radosSai tas uztverei. Viens no personibas attistibas merkiem ir pasaktualiz&ties, un vizualas
makslas apguve studijas ir iesp&ja bagatinat studentu radosas darbibas pieredzi, paplaSinot
paSaktualizacijas iesp&jas, un sekmét studentu ka topoSo skolotaju radoSas personibas
attistibu.

Pasrealizacijas procesu var ierobezot pagatnes pieredzes negativa ietekme. Pieredze ir viens
no komponentiem, kas vai nu mazina, vai veicina vizualas makslas apguves motivaciju. To
apstiprina reala situacija augstskola: studijas uzsak studenti, kam piemit stereotipiski prieksstati
par vizualo makslu, noliedzosa attieksme pret individualajam radosajam spg&jam un zema
motivacija bagatinat savu radosas darbibas pieredzi. No ta var spriest par skolas macibu stundu
saturu vizualaja maksla, pieeju tas apguve. Miisdienas vel joprojam tiek kultivéts vadmotivs —
izglitot ar makslu, orientgjoties vienigi uz sasniedzamajiem rezultatiem (tradicionala zimeésanas
skola — noteiktas zinasanas un prasmes), ignorgjot vizualas makslas apguves procesu, kur
katram ir iesp€ja sevi realizet atbilstosi savai iekS€jai vajadzibai.

Neobjektivitate radoSo darbu vert&juma, iztritkstosais pozitivais pardzivojums procesa mazina

motivaciju Tstenot sevi vizualaja maksla. Studentiem piemit psihologiska barjera uzdro$inaties
realizet sevi radosi makslinieciska darbiba.

Lai veicinatu studentu motivaciju bagatinat savu pieredzi vizualas makslas studijas,
pedagogiskaja procesa jarada tadi apstakli, lai studenti emocionali atraisitos, lai darbiba
vizualas makslas studijas ieglitu personisku jégu un klitu par vinu vispusigas attistibas
avotu.

1 J—
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Darba merkis

Teorgtiski analizét un parbaudit prakse, ka radosa pasizpausme vizualas makslas studijas
veicina studentu motivaciju vizualas makslas apguvei.

Materiali un metodes

Pedagogisko terminu vardnica skaidrots, ka motivs ir iek$gjs, rosinoss faktors vai apstaklis,
pamudinoss iemesls, kas izraisa noteiktu personibas ricibu, blidams pamata darbibai, ricibai,
kura veérsta uz noteikta mérka sasniegSanu. J€dziens motivs tiek definéts ka process, kas
nodroSina vélmi darboties, lai sasniegtu mérkus. Motivacija ir ricibas pamats, kas realizgjas
mérk1 (PelSe, Ruperte, 2003). Motivacija ir raksturota ka motivu kopums, kas rosina un
pamato darbibu, ricibu, uzvedibu, attiecksmes, vajadzibas un intereses. Motivacija ir cel§ uz
sasniegumiem, un ta veidojas dazadu faktoru ietekmé: audzinasanas, skolotaju un Iidzcilveku
atticksmes, sekmju, macibu procesa un individualas darbibas rezultata. Pedagogiskaja procesa
motiva un mérka attieksmes veido macisanas jégu individa izpratn€. Motivacija ir individa
apzinata ieinteresétiba veikt noteiktu darbibu. Ta ir ierosmju komplekss: vajadzibas, stimuli,
ideali, mérki, vertibu orientacijas. Visas ierosmes, savstarpgji saistitas, veido sist€ému, kas
nosaka cilveéka uzvedibu, pieskir tai ievirzi un intensitati (Vorobjovs, 1996). Noteikti apstakli
un prasibas darbojas ka attistibas faktori tikai tad, ja tie ir nozimigi pasam individam
(Bozovica, 1959, 1968; gpona, 2004).

Vajadzibas, iesp€ja pasrealiz€ties, pasvertejums, pasciena, vide, pedagogs—personiba ir dazi
faktori, kas motive darbibai un pozitivi ietekme sasniegumus. Nozimiga ir individuala ieksgja
motivacija — vajadziba péc paScienas, paSapzinas, atziSanas, paSaktualiz€Sanas iesp&am
(Liegeniece, 2002). Ieksgjais darbibas rezultats ir faktors, kas ietekmé pozitivu darbibas motivu
nostiprinasanos. Darbibas teorija (JleonTtses, 1959, 1975) paredz, ka darbibai ir ieks€js rezultats
(darbibas subjekta izmainas un personiska pieredze) un ar&js rezultats, mainita objektiva
realitate, kas makslinieciskas darbibas gadijuma ir jaunradits makslas darbs (Birkerts, 1922,
1937; Dauge, 1925; Dale, 1921; Anspaks, 2004).

Makslas nozimi cilvéka attistiba jau kops 19. gs. beigam raksturo mérkis — audzinasana maksla
(Birkerts, 1922, 1937; Dale, 1921). Musdienas makslinieciska jaunrade un tas izpratne vairs
nav tikai elitara makslas joma vien, ta kluvusi demokratiska un saistita ar aicinajumu sevis
realizacijai un attistibai. Personibas attistiba nav tikai noteiktu zinaSanu, prasmju un iemanu
iegiiSana (tradicionala ziméSanas skola), ta paredz vértiborientaciju veidosanos, atticksmi pret
zinasanam un to lietoSanu (pasizpausmes modelis).

Tas norada, ka primarais nav tikai makslas produktu radiSana, bet gan sevis pilnveide un
attistiba, jaunu dzives kvalitaSu un vértibu sistémas maina, kas virzita uz pasapzinu un
pasizpausmi visos vecumposmos. Saja aspekta makslinieciskas prasmes var raksturot ka
nepiecieSamibu analizét, vertét, eksperimentet, riskét, but atvértam visam jaunajam un
uzdrosinaties paust sevi Vel nebijusos makslinieciskas darbibas veidos. Tatad — radosas
personibas attistiba.

Radosi orientéts cilveks giist ticibu pats savam sp&jam un drosmi palauties uz sevi (pukcoH,
1963, 2002; Fromms, 1962, 1994), sp&j improvizet, interpretét, ar prieku uztver jaunu,
negaiditu situaciju, iedvesmojas no apkartgjam parveértibam (Macioy, 1954, 1982; Dpuxcos,
1963, 2002).

Svarigi ir apzinaties kreativitati sevi un tas attistibas iesp&jamibu. lepazisti pats sevi! Sac
pats ar sevi! Apzinies kreativitati sevi! Atbrivo un aktualiz€ sevi! Pilnveido sevi! Uzdriksties
bt pats! (FOHr, 1957, 1992)

Pedagogisko procesu pieauguso auditorija raksturo aktivitates ideja — domajot, pardzivojot,
darot (Liegeniece, 2002). Aktivitates ideju var attiecinat uz pedagogiska procesa organizaciju
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vizualas makslas studijas. Prieks par procesa pardzivoto un praktiski istenoto rada jaunas
gaidas ritdienas prickam. Apmierinot vienu vajadzibu, rodas vajadziba apmierinat nakamo.
Vajadzibu apmierinasanas procesa veidojas uzskati, parlieciba, pieredze. Tas cilvékam
ir objektivi nepiecieSams, un $1 nepiecieSamiba cilvéka apzina atspogulojas interes€s un
centienos.
Interese ir viens no uzvedibas, domu un gribas virzibas nosacijumiem, specifiska attiecksme
pret objektu, ko nosaka $a objekta nozimigums dzivé un emocionala pievilciba (Spona, 2004).
Tas norada, ka, nodrosinot daudzveidigu vizualas makslas apguves procesu, akcentgjot to ka
vertibu, tiek uzturéta aktiva studentu interese, veidojas pozitivi darbibas motivi, tieck sekméta
motivacija. Vajadzibas, intereses, pardzivojumi darbiba palidz studentiem sasniegt darbibas
merki.
Vizualas makslas studijas, sekméjot pozitivu pardzivojumu makslinieciskas darbibas procesa,
notiek studentu attieksmju veidoSanas — vértibas, meérki, briviba, patstaviba, atbildiba. Tas ir
ciesi saistits ar radoSas personibas attistibas procesu. Vizualas makslas studijas tas Istenojas
ka:

* interese apgiit jauno vizualaja maksla,

e giit baudu no jaunatklata,

* veleSanas lietot zinaSanas jaunrades procesa,

¢ radosi domat, darboties.

Izmantojot pasizpausmes modeli, vizualas makslas studijas tiek sekméts maciSanas process
(vizualas makslas valodas apguve, pardzivojums, paSatklasme, attieksmes maina, pozitiva
paspieredze, likumsakaribu apjausme, jeégas izpratne). Tas norada, ka paSizpausme vizualaja
maksla ietver rado8as darbibas individualo aspektu. Taja tiek 1stenots mérkis, kura primarais
ir personibas attistiba.

Uzskatami tradicionalas ziméSanas skolas un paSizpausmes modelu pedagogisko seku
salidzinajumu var apliikot 1. tabula.

1. tabula
Tradicionalas zimésanas skolas un pasizpausmes modelu pedagogisko seku salidzinajums
(Lovenfeld, 1961)

Imitacija — attéloSana Pasizpausme — radiSana

(merkis — produkts, izglitiba) (mérkis — process, maciSanas, personiba)
Ekspresija noteikta [TmenT, kam nav sakara ar paSa | [zteiksmiba atbilstosa katra individa personibas
personibu limenim
Paklauta vai atkariga domasana Neatkariga domasana
Frustracija Emocionala atbrivosanas
Ieteikumi un ierobezojumi Briviba un plastiskums
Sekosana stabilai, tradicionalai formai Viegla piem@rosanas jaunai situacijai
Atkariba, sastingums un ticksme paklauties citam | Progress, panakumi un laime

Tradicionalas zim&Sanas pieeja tieck déveta par imitaciju, taja tiek att€lots noverotais, bet
paSizpausme tiek trakt€ta ka radiSana. Atklasmé, jaunradé cilveks giist patiesu prieku, un
tas nav tikai ka atalgojums, bet nodrosina stimulu talakiem pé&tjjumiem un atklajumiem
(Lovenfeld, Lambert, 1975).

1. tabula var salidzinat katras pieejas izvirzito mérki. Orient€joties vienigi uz produkta kvalitati,
zinasanu un prasmju apguvi, imit€jot un attelojot redzeto, individam tiek ierobezota briviba,
ignoréts individualais aspekts, veidojas atkariba no pedagoga. Ieteikumi un ierobezojumi,
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sekoSana stabilai, tradicionalai formai, frustracija ir pretstata brivibai un neatkaribai,
progresam, elastibai, individualajai izteiksmibai, ko veicina paSizpausmes pieeja vizualas
makslas studijas. Process kliist studentam personigi nozimigs.

Vizualas makslas studijas augstskola pedagogiskaja procesa ir jarespekté studentu personigais
nozimigums. Personigi nozimigas studijas raksturo brivpratiga iesaistiSanas, jégpilna darbiba,
paspieredzes bagatinasana. Ja studenti saskatis jegu vizualas makslas apguvei studijas, radisies
vajadziba péc atziSanas, pascienas, paSaktualizacijas iesp&jam, studenti biis motiveti jaunai
radosas darbibas pieredzei. Tas norada, ka docg€taja un studenta sadarbibai biis panakumi tikai
tad, ja pasa studenta radisies véleéSanas izzinat, darboties, vajadziba sasniegt mérki, attistit
sev1 noteiktas TpasSibas un paradumus. Tas ir divpusgjs process — mijiedarbiba starp docétaju
un studentu, savstarp&ja informacijas uztversSana, vértéSana un ietekméesanas.

Pasizpausmes pieeja vizualas makslas apguvei studijas ir viena no iesp&jam lidzsvarot
intelektualo, emocionalo un gribas attistibu, cikliski sekmgjot studentu radoSo personibu.

e Intelektuala attistiba — zinasanas, prasmes, iemanas, radosa domasSana, atmina.
* Emocionala attistiba — atticksmes, vértibas, mérki, briviba, patstaviba, atbildiba.
* Gribas attistiba — mérktieciba, prasme parvarét gritibas, neatlaidiba.

Iedvesmas avoti radosSajai pasizpausmei var biit vide, dabas un makslas objekti, individuala
pieredze, iztele, jutas un veélme sevi realizé€t makslinieciska darbiba. Iesp€ja izzinat, attélot,
izteikt sevi, relakseties, baudit, pardzivot ir motivgjosas darbibas, kas sekmé velmi sevi
realiz€t makslinieciska darbiba. Individualais ieguldijums un ieguvums ir procesa kvalitate,
kuru var vertet.

Atbilstosa vide, kura iesp€jams izpaust patiesa “Es” spontano ekspresiju, ir viena no radosas
pasizpausmes rosinoSiem faktoriem. Kreativitate tiek raksturota ka process attistiba, kura
labaka sagatavoSanas ir pati radosa darbiba. Ta ir intelektuala spéle, kura lauj cilvekam biit
patiesam, fantazet, biit neierobezotam un brivam (Masloy, 1954, 1999). Kreativaja radiSanas
bridi cilveks ir tuvak savam ieks€jam “Es”, kas vinam 1slaicigi lauj atbrivoties no trauksmes
un cinas, no uztraukuma un kontroles, no apzinatas pielagosanas un piepiiles. RadiSanas
bridi cilveks ir vairak integréts, viendabigs, pilniba organiz€ts un paklauts objektam, kas
vinu ir parnémis (Gadamers, 1977, 2002). Personibas integracijas procesa dala ir atgrieSanas
pie neapzinata un pirmsapzinata, kas liela méra ietverts pirmatn&ja un beérniskigaja (Masloy,
1954, 1999).

Individuala ekspresija, spéle ar vizualas makslas materialiem un vizualas makslas valodas
elementiem pasizpausmes procesa sekmé studentiem iesp&ju izpausties bez sasprindzinatibas,
veicina b&rniskiga atraisiSanos. Brivi spélgjoties ar Iinijam, formam, ir iesp&jams radit dazadas
vizualas izpausmju formas. To apstiprina Itena atzina, ka makslas radiSanas procesa nozimiga
ir briviba un spontanitate (Itten, 1963), ta sasaucas ar Gadamera macibu par spéli. Taja pausts
viedoklis, ka maksla ir ka sp€le — ta tikai tad sasniedz tai piemitoSo merki, ja sp€létajs atraisas,
giist prieku par procesu, nevis rezultatu (Gadamers, 1977, 2002).

Atzina par vizualas makslas daudzveidigajam iesp&jam un apguves procesa variativitati
pamatojas vizualas makslas funkciju un procesa daudzveidiba. Uzskatami tas attelots 2. tabula
(CromoBuy, 1999; Gadamers, 1977, 2002; Velss, 2005).

Daudzveidigi organizéta vizualas makslas apguves procesa students sevi pilnveido, attista
un iegiist jaunu dzives kvalitati, maina vertibu sistému un saskata jégu savai darbibai.
Humans pedagogiskas darbibas stils vizualas makslas studijas nodro$ina pedagogiska procesa
merktiecigu organizaciju, veidojot radosu vidi, kura studenti jutas brivi un psihologiski
atraisiti. Ta galvena 1patniba ir studenta un docétaja meérku tuvinaSanas, studentu vajadzibu
apmierinasana rado$as, originalas, pat netradicionalas vizualas makslas darbibas formas,
kuras studenti izjit aktivu sadarbibu ar docétaju.
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2. tabula
Vizualas makslas funkcijas un process
Funkcija Process
Maksla ka Spéle Atbrivosanas, atklasme, process ka vertiba. Vieglums, parsteigums, intriga.
Process ir stingri noteikts, rezultats — nezinams.
Maksla ka atklasme Koncentrésanas uz procesu un rezultatu (makslas darbs — personiba — dzive).
Maksla ka ekspresija Monologs. Sugestija, katarse. Emocionala pieredze un pardzivojums.
IejuSanas savas izjuitas, makslas telos, Tstenibas objektos.
Maksla ka radisana Veélme izmainit realitati, radt risinajumu (vajadzibai, funkcijai, jautajumam),
radit telu, savu pasauli, veidot un uzlabot savu dzivi.
Maksla ka komunikacija Saruna, dialogs. Estétiska uztvere. Mérktieciba. Satura (jiitas un domas) un
formas mekI&jumi. Vizualas makslas valodas izpé&te.
Maksla ka informacija Atmina, informacijas vaksana un fikséSana. Savu zinaSanu apkopojums.
Kolekciju veidosana.
Maksla ka vértiba un Apliecinat sevi ka vértibu. Savas atticksmes formulésana un izteik$ana
novertgjums Pasaules uzskats. Viedoklis. Pozicija. Paraudzisanas uz sevi no malas un

novertesana. Diskusijas par vertibam.

Lai organiz&tu daudzveidigu pasizpausmes procesu, pedagogam ir jabiit apveltitam ar radosas
personibas Tpasibam, jaattista individuali profesionalas pasibas:

* prasmi iedvesmot un aizraut,

e radoSumu,

» Ilidztiesibu sadarbojoties,

+ atvertibu un vélmi paSam pilnveidoties.

Jegpilnas darbibas rezultata studijas kliist personiski nozimigas. Studenti kltist ieintereséti,
mérktiecigi un ir radusies vajadziba sasniegt mérki — apgit vizualo makslu, paplasinat radosas
darbibas pieredzi. Tatad merktieciga darbibas procesa virziba nodro$ina studentu motivaciju
sekmigai vizualas makslas apguvei studijas un radosSas personibas attistibai.

Pasaktualizacijas procesu var ierobezot pagatnes negativa pieredze. Bitiski ir palidzét
studentiem atbrivoties no §Ts pieredzes, mainit prieksstatus par savam sp&jam. To var 1stenot
pedagogiskaja darbiba, novertgjot psihologisko rezultatu — apmierinatibu vai neapmierinatibu
ar darba procesu. Sekundars paliek materiala produkta vertgjums, jo ieks€jais darbibas
rezultats ir faktors, kas ietekmé pozitivu darbibas motivu nostiprinasanos un radosas
personibas veido$anas procesu.

Lai veicinatu studentu motivaciju, ir svarigi vizualas makslas studiju procesa radit iesp&ju
pasrealizeties, sekmét adekvata pasvertéjuma veidosanos, palidzet saskatit individuali radoSo
potencialu un atbrivot domasanu no stereotipiskiem priekSstatiem. Sp€ja parvarét uztveres
stereotipus ir saistita ar radoSu refleksiju, konstruktivu savas pieredzes strukturéSanu. Radosas
pasizpausmes process tiek organizets ka ekspresija, kura students giist spécigu pardzivojumu
un emocionalu pieredzi.

Atzina, ka maksla ir spéle, kur students psihologiski atbrivojas, koncentr&jas uz procesu, ir
pamata pedagogiska procesa organizacijai. Process ir stingri noteikts, bet viegls, rezultats —
iepriek§ nezinams. Ta ir intriga, parsteigums un atklasme.

Rezultati

Pasizpausmes pieeja vizualas makslas apguve tiek 1stenota RPIVA studiju procesa. Studentu
motivacijas sekméSanas iesp€jas tika praktiski parbauditas peétijuma. Petijjums norisinajas
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vienu studiju gadu, un taja piedalijas 300 RPIVA studenti studiju programmas “Sakumskolas
skolotajs ar tiestbam macit vienu priekSmetu pamatskola” un “Pirmsskolas un sakumskolas
skolotajs” (pilna laika un nepilna laika studijas).

Izvirzot problémas jautajumu, tika pienemts, ka paSizpausmes pieeja vizualas makslas studijas
sekmé studentu motivaciju. Prieks par procesa pardzivoto, giita atklasme, rada jaunas gaidas
ritdienas priekam. Tas apzinati ieinteres€ studentus jaunai pieredzei un motivé vizualas
makslas apguvei.

Autores divdesmit piecu gadu ilga makslinieciska un pedagogiska darba pieredze noteica
petijuma problémas aktualitati: studijas augstskola uzsak studenti, kuri skolas gados guvusi
negativu pieredzi vizualas makslas apguve, viniem piemit stereotipiski priekSstati par vizualas
makslas vértibam un studijam. Studentiem piemit noliedzoSa attieksme pret individualajam
radoSajam sp&jam vizualaja maksla, trikst ieinteresétibas makslas procesos.

Nestandartizeta intervija tika lietota ka metode, lai noskaidrotu studentu motivacijas [tmeni
studiju kursa sakuma un tas attistibas dinamiku. Intervijas priekSrociba ir iesp€ja runat ar
studentiem briva gaisotng, ekspresivi reagét situacija, variét jautajumu secibu. Intervijas laika
studenti jutas psihologiski atraisiti un atklati pauda mirkla izjatas, ta rezultata tika ieguts
patiess studentu pasizjutu portretejums vizualas makslas studiju procesa.

Intervijas jautajumu saturs ietvéra vizualas makslas tematiku un studentu pieredzi makslinieciski
radoSaja darbiba. Intervija sniedza parliecinoSu situacijas ainu, jo katra studenta atbilde
bija bagatinata ar balss intonaciju, mimiku, kustibu, zestiem un ricibu, kas dod spilgtaku
raksturojumu un pilnvértigaku rezultatu pétijumam. Rezultativa situacijas aina tika ieguta,
noverojot $adas pazimes:

e izteicieni un to saturs,
* neverbalas izpausmes (mimika, zesti, poza),

* riciba (atri vai l€ni iesaistas saruna un darbiba, neiesaistas saruna un darbiba).

Nestandartizeta intervija tika noskaidrota studentu inferese par jaunu pieredzi vizualaja
maksla un attieksme pret vizualo makslu ka vértibu, viedoklis par tas nozimi cilveku dzive.
Tas raksturo studentu mérktiecibu. Intervija, paraléli izvirzitajiem jautajumiem par individualo
pieredzi, tika arT izmantotas vizualas makslas darbu fotoreprodukcijas, lai noskaidrotu, kada
ir vigu interese un attieksme pret vizualas makslas dazadu stilu darbiem.

Rezultati rada, ka 147 no 300 studentiem ieklaujas pozicija reti ir interese par jaunu pieredzi,
studentu attieksme pret vizualo makslu ir rezervéta. Ka liecina vinu izteikumi, tad ta ne visiem
uztverama, saprotama un realiz€jama. Analiz€jot makslas darbu attelus, studentu reakcija
mainijas atbilstosi attela piedavatajam makslas stilam. Vinu mimika bija visai nievajosa,
vert§juma izteikumi negativi par modernistu raditajiem makslas darbiem. Realisma stila
darbi tika noverteti pozitivi. Par to var&ja spriest péc atzinigiem izteicieniem, izsaucieniem:
“Man patik, jo ir ka dzivs.” Sie studenti vizualas makslas darba vértibu nosaka (vértg) pec
principa “patik” vai “nepatik”, “saprotu” vai “nesaprotu”. Studentu izteicieni norada, ka
viniem pietriikst zinasanu un pieredzes. Vinu uztvere aprobezojas ar vizuala téla realistisku
atainojumu. No realitates atSkirigs att€lojums makslas darba viniem nav ne saprotams, ne
pienemams. Vinu interese un attieksme pret vizualo makslu ir visai stereotipiska. Studentu
izteicieni atklaj atzinu, ja vizualas makslas darbs nekalpo individualam komfortam, tad tas
nav interesants. Piem&ram: “Es tur neko nesaprotu!”, “Man nepatik — tur jau neka nav!”, “Ta
nemaz daba nemédz biit!”, “Ta jau bérns tik zime! Katrs ta var!”, “Mans bérns uzzimé labak!”,
“Tas pavisam jocigi!”, “Vins$ jau galigi neprot zim&t, un makslinieks skaitas!”

P&c netiesa intervija pausta viedokla var spriest, ka Siem studentiem ir sveSa makslas uztveres
koncepcija: maksla ir uztverama emocionali, izjiitot pardzivojumu. Analiz&jot makslas darbu
att€lus, tika parrunats, ka realistisku pasaules att€lojumu ir iesp&jams iegiit un dokumentet
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ar misdienigam tehniskam foto iericem. Makslas darba svarigaka par fotorealitati ir vizuala
izteiksmiba, kompozicija, krasa un kolorits, pardzivojums, kads rodas makslas darbu radot
un uztverot. Studentiem ir priekSstats, ka vizualo makslu jaapgtst maksliniekiem, ta ir elitara
un citiem ta ir lieka.

Rezultati rada, ka 100 studentiem daZreiz ir interese, 53 studentiem vienmér ir interese par
jaunu pieredzi, pozitiva atticksme pret makslu un tas novitatém. So studentu izteikumi liecina,
ka tiek pienemts arT citads viedoklis par vizualas makslas izteiksmes formu un saturu. Par
to liecina studentu mérktiecigie zesti un parliecino$a poza intervijas laika. Vinu vélme un
prasibas, skatoties makslas darbus, ir giit vairak pozitivu emociju. Nav svarigs jédzieniskais
saturs, bet gan vizualas vertibas makslas darba, kas skatitaju uzruna emocionali. Piem&ram:
“Man patik makslinieki ka Pauluks, Bérzins! Vini sava maksla ir “suligi”. “Pie Kuindzi darba
staveju ka hipnotizé&ta!” Tas liecina, ka nedaudzi studenti makslas darbus uztver emocionali,
1zjiit un pardzivo tos ka vértibu, pozitivi noverte to nozimi cilvéka dzive.

Netiesa intervija studenti atklaja savu uzskatu, ka vizuala maksla un tas apguve veido cilveka
dzivi interesantaku un daudzkrasainaku. Par to liecina aizrautigi izteikumi un sajiismas pilni
skatieni un mimika. Tatad vini novért€ makslas daudzveidigo nozimi un jégu cilvéka dzive.
Studenti pozitivi verte jaunas tendences vizualaja maksla, interes€jas par kultiiras norisem.
Vinus saista ari modernas tehnologijas, vizualas valodas novitates un interpretacijas makslas
darbos. Par to liecina pozitiva atticksme izteicienos, logisks spriedums par kultaras dzivi,
plasa interese par dazadam makslas jomam.

Studenti pauda personigo uzskatu, ka vizualas makslas apguve bagatina vigu pieredzi un
pieskir dzivei jaunu kvalitati. Vini pauda prieku par iesp€jam veidot individuali atSkirigu
estetisku vidi, vel&jas iepriecinat citus, iepazit apkartejo pasauli jauna kvalitate, iepazit sevi.
“Sorit redz&ju, ka kokos gaismas rotalajas! Un kadas krasu spéles!”

Petijuma vidii un beigas studenti tika atkartoti iztaujati. Rezultati rada, ka attistibas dinamika

ir pozitiva. Samazinajies studentu skaits pozicija reti, pieaudzis pozicijas daZreiz un vienmér,
ir interese par jaunu pieredzi. legiitie rezultati uzskatami redzami 1. attela.

mérktieciba: interese par jaunu pieredzi

reti dazreiz vienmeér
140 7
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sakums vidus beigas sakums vidus beigas sakums vidus beigas

1. att. Intereses par jaunu pieredzi attistibas dinamika
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Secinajumi

0

Kreativitates attistibas un pasrealizacijas priek$noteikums ir sevis izzinasana un savu
sp&ju potenciala apzinaSanas, adekvats pasveértéjums. Nav iesp&jams pasrealizeties, ja
individs neizjut sevi ka atskirigu no citiem un neapzinas to ka veértibu.

Radosums tiek saistits ar domasanas sp&ju attistibu un attieksmju mainu. Tas tiek raksturots
ka process attistiba, kura labaka sagatavoSanas ir pati rado$a darbiba. Atklasmé, jaunrade
cilveks giist patiesu prieku, kurs nav tikai ka atalgojums, bet nodrosina stimulu talakiem
pétijumiem un atklajumiem.

Vizualas makslas apguves process studijas ir mérktiecigi organizeta docétaja un studentu
sadarbiba, kura veidojas personibas attieksme pret apkartéjo pasauli un sevi taja — vertibas,
ideali, normas, mérki, principi.

Students ir ieinteres€ts un motivéts vizualas makslas apguvei, ja tas apguves process ir
jégpilns. Tas klist individuali nozimigs, ja students pardzivo procesu ka vertibu, izjiit un
noverte izmainas sevi, personiska attieksmé.

Pétijuma rezultati parada, ka vizualas makslas studijas tika veicinata motivacija, un ir
pozitiva attistibas dinamika.
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Summary

The dynamics of modern life demand for an individual’s flexibility, carrying out the diverse life
activities, where creative self-manifistation (self-realization, self-actualization) is necessary —
both in the competitive labour market and in the private life that gives a new sense to and a
way for self-actualization. Considering the issue of creative self-manifistation, teachers are of
particularly great importance because their pedagogical work is a continuous creative process
that requires a developed internal creativity. A creative teacher is the only one who is able
to develop students for today’s life and its creative perception. The Visual Art studies are an
opportunity to develop creative personalities of students. If self-actualization is an aim of the
personality’s development, the acquisition of Visual Art at the tertiary level is an opportunity
to enhance students’ experience and to facilitate self-actualization. An individual is able to
realize his/her self-actualization only if he/she has a positive attitude to him/herself. However,
this process can be limited by the individual’s negative experience. The real situation in the
today’s higher education establishments confirms that tertiary level students need to explore
more the possibilities of acquiring Visual Art. Owing to students’ previous negative experience
obtained in their schools, they are not interested in the art process; the students have a negative
attitude to the individual’s creative abilities and lack motivation.

The aim of the paper is to offer a theoretically based analysis and an empirical study on how
creative self-realization enhances students’ motivation in the Visual Art studies.

Methods. Analysis of literature and analysis of situations.

Discussion and results. A creatively oriented individual believes in his/her abilities and is able
to rely on him/herself. The individual’s creative development is often delayed by stereotypes.
The Visual Art studies serve to find his/her real I, that is, the individual’s creative potential.
The ability to overcome stereotypes is connected with creative reflection and construction of
his/her experience. The process of creative self-manifestation is organized as an expression
in which students get strong and emotional experience. Art as a play when students become
psychologically free is focused on the process. The process is strongly determined, but easy.
The result is unknown, it is an intrigue and a surprise.

Conclusions. The Visual Art studies, through which self-realization is possible in a creative
activity of a creative self-manifestation process, are to form attitudes and to develop the
features of a creative personality. A student realizes his/her individual creative potential, starts
to believe in his/her abilities and dares to be him/herself, fulfils the need of self-realization.
Positive feelings experienced in the process motivate students to obtain new experiences of
creative activity.

Keywords: motivation, self-manifestation, Visual Art studies, individual expression.
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BIOPSYCHOSOCIAL CORRELATES
OF TEACHERS’ WORK MOTIVATION

SKOLOTAJU DARBA MOTIVACIJAS
BIOPSIHOSOCIALA KORELACIJA

Justina Liesiené, Auksé Endriulaitiené
Vytautas Magnus University, Kaunas

Abstract

Work motivation is a potential predictor of employees’ turnover, job satisfaction, commitment, job
performance and psychological wellbeing. It might be an especially important factor when we are
dealing with employees whose work is related to children and youth (e.g. teachers). Researchers
argue that motivated teachers work more effectively and contribute to learning motivation and school
adjustment of their students and at the same time recent studies show lower teachers work motivation
comparing with other professional groups. The objective of this study was to find some biological
(gender, age and health), psychological (personality traits) and social (marital status, children, school
type and qualification level) factors that might be related to teachers’ work motivation. It was also
predicted that subjectively perceived job effectiveness might contribute significantly to the model of
teachers” work motivation.

310 Lithuanian employees were examined. There were 143 teachers from three schools among
participants. The questionnaire constructed according to the instructions of Vroom Expectancy
Theory was used to assess work motivation. Personality traits were assessed by Big Five Inventory.
Biological and social factors were tapped by socio-demographic questions and some questions about
teachers’ health. Two items scale was devised for assessing perceived work effectiveness. Correlations,
comparison of averages and Path analysis was used to analyze the data.

Contrary to the expectations and previous results there was no significant relations among age, gender,
personality traits, social factors, perceived work effectiveness and teachers” work motivation. Only
health was positively related to work motivation in school setting and this result is consistent with
previous findings. Path analysis didn’t show any factors that could be good predictors for teachers’ work
motivation. The results revealed that only perceived teachers’ work effectiveness might be predicted
by conscientiousness, openness to experience, school type and qualification level. As different work
motivation models were found for teachers and employees of other professions, possible explanations
of this difference were discussed.

Keywords: teachers’ work motivation, biopsychosocial model.

Introduction

Nowadays when there’s permanent competition among different organizations, many authors
discuss the importance of different factors that may impact the effectiveness of the organization
(Lau & Shaffer, 1999; Vasiliauskas, 2000). Looking from the psychological perspective
organization can gain the point only by its employees’ efforts. Almost all authors agree that
the main guarantee of the effective organizational functioning is personnel (Mullins, 1999,
Poluchina, 2004). Previous research has shown that the most important factor that impacts
the efficiency of work performance and wellbeing in the organization is work motivation
(Woodard, Cassill & Herr, 1994; Barrick & Mount, 2005; Wood & Beckmann, 2006).
According to Mullins (1999) if the leader wants to increase the effectiveness of organization he/
she has to increase the employees’ work motivation. If we deal with school the main indicator
of effective functioning is the level of students” knowledge and there is known that teachers’
motivation is related to the students’ learning motivation (Jesus & Lens, 2005; McClure,
20006). Although teachers’ motivation is such an important factor for young generations, results
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of the recent studies show that work motivation among teachers is even lower than in other
professional groups (Jesus & Lens, 2005; Pithers & Fogarty, 1995). Especially the problem
of low motivation arises when we deal with Lithuanian teachers.

In this study the work motivation is based on one of the process motivation theory- Vroom’s
Expectancy Theory. Vroom’s theory primarily postulates that employees will perform best
when they expect their assigned work to be feasible and to lead to outcomes that they value.
According to Vroom (Woodard, Cassill & Herr, 1994), people‘s behavior depends on how
they see the situation and not on actual situation or shown by the boss. The implication is that
if we want to have employees with high motivation level, we have to indicate their individual
expectations and create such an environment that fits their expectations.

According to Langfred & Moye (2004), work motivation and work performance depend on
individual differences and organizational structure. To investigate the possible predictions of
teachers’ work motivation we use the implications of the biopsychosocial model which tells
that person‘s wellbeing and performance are influenced by three types of factors (biological,
psychological and social) in any kind of situation (Crossley, 2000). There’s a prediction that
the same kind of factors are related to work performance. Almost natural that there is the
endless number of factors that might be related to our performance but for our study we have
chosen most common ones or these ones that have been used in previous researches. Usually
researchers find the relationships between separate factors and work motivation and the main
idea of our study is to investigate the integrated influence of chosen factors on teachers’ work
motivation.

Age, gender and biological health are taken as the biological factors in this study. According to
Irwin and Millstein (1986) biopsychosocial risk model, age is a biological factor. Many authors
agree that age is related to work motivation but they still argue how (Kanfer and Ackerman,
2000; Woodard, Cassill & Herr, 1994). In this study we have a prediction that elder teachers
are more motivated to work than younger. Many authors agree that gender is an important
predictor of different work behavior (Carlson ir Latta, 1980; Bishay, 1996; Blickle, Schlegel,
Fassbender & Klein, 2006). Some authors deny the importance of gender in work performance
(Hausknecht, Day & Thomas, 2004). We predict that women are more motivated to work than
man. Health is usually related to employees‘ age so it is almost natural that the combination of
health and age is related to work motivation. Maslow*s hierarchy of the demands shows that
sick person will hardly work hard and try to reach some aims in his/her job. So we predict
that teachers with poorer health are less work motivated.

Many authors agree that personality traits are related to work performance and job satisfaction
(Jong, Velde & Jansen, 2001; Judge & Ilies, 2002; Latham & Pinder, 2005). Big 5 personality
traits model describes stable emotional, interpersonal, experience and motivation constructs
that can explain personal behavior in different situations (Mount and others, 2006). This model
is most often used in the recent research related to work behavior (Judge & Ilies, 2002; Barrick
& Mount, 2005; Mount & others, 2006). Previous research has revealed the significant relation
between conscientiousness, emotional stability and work performance (Judge & Ilies, 2002;
Neubert, 2004; Lee, Ashton & Shin, 2005; Barrick & Mount, 2005; Mount & others, 2006;
Wood & Beckmann, 2006). Openness to experience, extraversion and agreeableness might
be useful if we want to predict desirable work performance in some special professions (Jong,
Velde & Jansen, 2001; George & Zhou, 2001; Neubert, 2004, Barrick & Mount, 2005; Wood
& Beckmann, 2006, Mount & others, 2006). Summarizing the possible relations between
personal traits and work motivation, we predict that teachers’ conscientiousness, extraversion,
agreeableness, openness to experience and emotional stability are positively related to work
motivation.

Although job satisfaction is primary related to personal characteristics extrinsic factors are
also very important when we want to clarify the background of teachers’ work motivation
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(Bishay, 1996). Research made in Belgian population revealed that employees of public setting
are less motivated to work than ones in private setting (Buelens & Broeck, 2007). Although
wellbeing and work performance are related to feeling of importance and the higher level of
responsibility (Bishay, 1996; Zinovieva, Dienes & Ten Horn, 2000; Langfred & Moye, 2004),
we predict that who work in a gymnasium are more motivated than those who work in a
secondary school. There were not found any researches that compared the work motivation of
married/single or having/don’t having children employees. Still the family is the nearest social
environment so we predict that married and having children teachers are more motivated to
work than single and without children because of the higher responsibility level. Managers
while choosing the employee think that one of the most important factors is education. Hong
and colleagues (1995) research showed that persons of different educational level are influenced
different by the same motivators. Riepe (2004) showed that high educated people have higher
level of achievement seeking than students. We predict that teachers’ qualification level is
positively related to work motivation. Summarizing the in significance of social factors we
predict that more motivated are married, having children, higher qualification and working
in a gymnasium teachers.

Method

Sample and Procedure. 143 teachers from three schools participated in this study. 167 people
of other professions were in a comparative group. There were 236 (76%) female and 74 (24%)
male. The age range of participants was 18 to 76 years with a mean of 35 years.

Measures. The questionnaire constructed according to the instructions of Vroom'‘s Expectancy
Theory (Woodard, Cassill and Herr, 1994), 43 items, was used to assess teachers’ work
motivation (cronbach’s alpha = 0,90). There was 20 items (cronbach’s alpha = 0,83) which
participants had to rate on a Likert scale from 1 to 5 according to the individual importance
of each item (for example items “good salary” or “social status which i get from my job”).
Then the same 20 items (cronbach’s alpha = 0,70) were given with the instruction “If you did
your job perfect, would these 20 items describe your job.” Additionally there were 3 item
(cronbach’s alpha = 0,92) related to the importance of individual efforts in the work place.
Subjectively perceived effectiveness was assessed using 2 items (cronbach’s alpha = 0,69):
his/her work effectiveness from individual and leaders position that had to be rated on a
Likert scale from 1 to 10. Personality traits were assessed by Big Five inventory (Oliver John
and others, 1991), 44 items (cronbach’s alpha = 0,62). There were assessed such personality
traits as Extraversion (cronbach’s alpha = 0,75), Agreeableness (cronbach’s alpha = 0,69),
Conscientiousness (cronbach’s alpha = 0,70), Emotional stability (cronbach’s alpha = 0,75),
Openness to experience (cronbach’s alpha = 0,50). Biological and social factors were tapped
by socio-demographic questions and some questions about teachers’ health (cronbach’s
alpha = 0,70).

Results

First of all we analyzed separate correlations and compared averages. Our results didn‘t reveal
significant relation between subjectively perceived effectiveness and work motivation among
teachers (r = 0,091, p > 0,05). This fact is contradictory to the Vroom‘s Expectancy Theory.
There is a significant such relation among employees from other professions (r = 0,141%,
p = 0,015).

Next step was to check the relations between separate biopsychosocial factors and work
motivation (table 1). We used spearman correlations, t-values and ANOVA analysis. There
we can see that only health is significantly positively related to work motivation (p < 0,05).
Other researched factors are not related to work motivation (p > 0,05).
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Table 1
Relations between biopsychosocial factors and work motivation
Biopsychosocial factors Relation with Work Motivation
Criteria p value
Biological |Health r=0,176 0,043
Gender t=1,588 0,115
Age r=10,026 0,768
Psychological | Extraversion r=0,067 0,450
Agreeableness r=0,147 0,097
Conscientiousness r=0,098 0,269
Neuroticism r=-0,034 0,707
Openness r=0,052 0,563
Social School type =-1,578 0,117
Qualification level r=-0,028 0,754
Marital status F=1,805 0,117
Children t=0,245 0,245

After we had checked correlations and compared averages of motivation in different factors
groups there were constructed few structural models using Path analysis. There we can see the
model constructed of all the researched biopsychosocial factors, subjectively perceived work
effectiveness and work motivation (figure 1). Important indicators of this model show that this
model is not proper for our data (RMSEA = 0,126; CMIN/DF = 3,243; CFI = 0,133).
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Figure 1. Biopsychosocial factors of teachers’ work motivation:
structural equation modeling 1

After we had constructed the structural model using all biopsychosocial factors in the next
model there were left only these factors which were significantly related to either subjectively
perceived work effectiveness or work motivation (figure 2). This model fits our data and
shows that subjectively perceived work effectiveness can be predicted by conscientiousness,
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openness to experience, qualification level and school type (RMSEA = 0,023; CMIN/DF =
1,076; CFI = 0,984). Path analysis didn’t show any factors that could be good predictors for
teachers’ work motivation.
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Figure 2. Biopsychosocial factors of teachers’ work motivation:
structural equation modeling 2

To compare the results there was made the model of employees of other professions (figure 3).
There we can see (dark red arrows) that extraversion and conscientiousness are good
predictors for work motivation through subjectively perceived work effectiveness (RMSEA
= 0,047, CMIN/DF = 1,352; CFI = 0,843). Different work motivation models were found
for teachers and employees of other professions. Relation between subjectively perceived
effectiveness and work motivation is the main difference between teachers and people from
other professions.
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Figure 3. Biopsychosocial factors of work motivation among other professions:
structural equation modeling

Comparing structural models of teachers and other professionals show that social factors
are more important for teachers. Also we can see the difference between personality traits
that effects work effectiveness. Almost natural that openness to experience is significant in
a teachers’ group.
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Discussion

Our study revealed some interesting results. There were no significant relations among age,
gender, personality traits, social factors and teachers’ work motivation. Only health was
positively related to work motivation in school setting. Teachers with poorer health are less
motivated to work. Results don‘t confirm any of previous controversial researches where age
was significant related to work motivation (Woodard, Cassill & Herr, 1994; Warr, Miles &
Platts, 2001; Kanfer & Ackerman, 2004). Our study support the idea that gender is not related
to the level of work motivation (Hausknecht, Day & Thomas, 2004).

Results of this study are contradictory to previous researches where different personality
traits were related to the level of work motivation (Jong, Velde, Jansen, 2001; Judge & Ilies,
2002; Latham & Pinder, 2005; Barrick & Mount, 2005). None of the five personality traits is
significantly related to work motivation. It denies the idea of Bishay (1996) that job satisfaction
is primary related to personal characteristics. On the other hand the same authors tells that
big 5 traits fit more for some scientific research and explanations but not for job performance
where should be measured more concrete and narrow personal traits. Kanfer & Ackerman
(2000) suggest not to use big 5 traits in a work motivation research. There's also told that
a great influence have situational factors that may adjust the relationship between personal
traits and behavior (Barrick & Mount, 2005). It is thought that unusual situations can raise
behavior that doesn‘t fit the personality traits. We can also think that a person can have some
personality trait but it can be not shown for others or just have no impact to his/her work.
Finally none of the social factors used in our study is significantly related to work motivation.
This fact is contradictory to the idea of Bishay (1996) that extrinsic factors are also important
when we deal with work motivation. On the other hand maybe there are some others important
social factors that are related to work motivation and were not used in our study. The fact that
the majority of the previous significant relations between biopsychosocial factors and work
motivation are not confirmed in the sample of teachers shows that teachers work motivation
has to be analyzed in different ways.

Our performance is influenced by the combination of the endless number of factors. There’s
much more useful to measure the common impact than separate relations. We used Path
analysis to analyze the predictors for teachers’ work motivation. We constructed a structural
model of researched biopsychosocial factors, subjectively perceived work effectiveness and
work motivation. Path analysis didn’t show any factors that could be good predictors for
teachers’ work motivation. Only subjectively perceived teachers’ work effectiveness might
be predicted by conscientiousness, openness to experience, school type and qualification
level. Trying to reach the higher effectiveness level there is important to evaluate teachers’
conscientiousness and openness. There‘s is also important to find the main differences between
gymnasium and secondary schools and understand which of the gymnasium characteristics
can make teachers work more effectively.

Different work motivation structural models were found for teachers and employees of other
professions. Subjectively perceived work effectiveness has a significant influence on work
motivation among people of other professions. The fact that the structural models are different
for teachers and other professionals raises the questions for the future research. Vroom’s
motivation model fit in the sample of other professions but it might be not useful for teachers’
sample. The instrument we used involves twenty important aspects of job but it might lose
some information important especially for teachers, so in might be useful to investigate some
other factors that might be related to teachers work performance in the future research. Another
possible limitation of our study might be a small sample.

Finally the most unexpected result was found about the relation between subjectively perceived
work effectiveness and work motivation in a teachers’ sample. The fact that subjectively
perceived work effectiveness is not significantly related to teachers’ work motivation is
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contradictory to the results of previous research with the people of other professions (Woodard,
Cassill & Herr, 1994; Wood & Beckmann, 2006). The main possible explanation of such results
among teachers is that teachers are not motivated from outside, the same as in African countries
(Bennell, 2004) or India (Ramachandran & Pal, 2005). Our result show that for teachers the
most important motivators are good salary, attention, good physical work environment, nice
communication with colleagues and feeling of safety but still they don’t think they can get
these things even if they worked perfect. So teachers don‘t see the aim to work harder. In
different words if they think that they work well still it doesn‘t mean that they are motivated
to work. This study illustrates the majority of social and financial problems in a sample of
teachers in Lithuania.
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PEDAGOGISKA VIDE KA PIRMA STUDIJU GADA STUDENTU
ADAPTESANAS KOLEDZA VEICINATAJA

ADAPTATION OF THE FIRST YEAR STUDENTS TO THE
PEDAGOGICAL ENVIRONMENT

Inga Odina
Sarkana Krusta medicinas koledza, Latvija

Anotacija

Studijas medicinas koledza atskiras no studijam citas koledzas ar savu specifiku. Studiju programma
“Maszinibas” studenti ieglist masas profesiju. Masa ir persona, kas patstavigi apriipé pacientus,
piedalas arstnieciba, vada pacientu apriipes darbu, izglito pacientus, vinu gimenes loceklus, apriipes
komandas loceklus un sabiedribu. Lai studgjosie kltitu par profesionaliem sava izvélétaja profesija,
viniem ir cItigi jamacas, japilnveido komunikaciju prasme un prasme stradat komanda. Diemzgl
studiju sakuma daudzi studenti neizprot masas profesijas biitibu, nozimibu apriipes procesa un
to, ka, uzsakot studijas medicinas koledza, ir daudz jamacas un japilnveido sevi. Uzsakot studijas,
studentus satrauc tas, vai vini ir gatavi studijam, viniem nav izpratnes par studiju darbu, vini
nepazist jaunos studiju biedrus un docétajus. Sis satraukums rada spriedzi un trauksmi studentos,
kas savukart trauc€ adapt@ties jaunajos apstaklos un pilnvertigi uzsakt studijas. Tade] docétajiem ir
svarigi izprast trauksmes jédzienu un trauksmes izraisitas organisma reakcijas. Lai studentus labak
sagatavotu studijam un lai vini adaptétos koledzas un pedagogiskaja vide, pirma studiju nedgla ir
adaptacijas nedgla.

Atslegvardi: adaptacija, trauksme, stress, vide, mijiedarbiba.

Pedagogiska vide ka adaptésanas veicinatajs

Docétajs kopa ar studentiem veido pedagogisko vidi un pedagogiskas situacijas. Izglitibas
videi un situacijam janodrosina mérktieciga, efektiva, briva un radosa izglitoSanas. Docétajs
nevis vada studentu, bet virza izglitoSanos, nodrosinot nepiecieSamo un dazkart plasaku
mérku aptverSanu, ka arT meérku un to sasniegSanas celu izvéles iespgjas.

Vide ir svarigs, bet ne vienigais komponents studiju procesa. No docétaju viedokla svarigs ir
ar1 garigums, briviba un atbildiba (@panxi, 1990).

Seit nevar neminét ari vidi, kura notiek studiju process. Tas ir izglitibas iestades (koledZas,
skolas, augstskolas) telpas ar savu iekartojumu, majigumu, nepiecieSamo aprikojumu un
resursiem, kas arT iespaido studiju procesu. Runajot par cilvékvidi, to var definét ka laiktelpas
visu argjo apstaklu kopumu, kas atrodas fiziska un psihiska mijiedarbiba ar cilvéku, ietekmejot
ta dzivibas procesus un psihisko komfortu (Vides zinibas, 2000), kas nav mazsvarigi studiju
procesa.

Videi var izdalit vairakus [Tmenus vai subsistémas: endosistéma, mikrosistéma, mezosistéma,
eksosisteéma, makrosisttma un megasistéma. Endosistéma ir persona ka atveérts sistémisks
kopveselums. Mikrosistema mijdarbiba notiek starp cilvéku un visiem vina tuvakas vides
elementiem, piem&ram, koledzas studentu grupa. Mezosisteému veido vairakas mikrosistémas,
pieméram, koledZas grupa un gimene. Studenta, uzvedibu parasti nosaka vairakas mikrosistémas.
Eksosistemu veido apkartne, kura vismaz viena no mikrovideém cilveks tiesi ieklauts nav, bet
netiesi tas ietekmei ir paklauts, pieméram, studenta, docé€taja vai vinu tuvinieku darbavieta.
Pedgja cilveks tiesi ieklauts nav, bet netiesai ietekmei parasti ir paklauts. Makrosistému veido
mikrosist€émas, mezosisteémas un eksosistémas. Tai nav izteikts apkartgjas vides raksturs, bet
gan ir noteiktas kulttiras, subkultiiras vai ideologijas raksturs.
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Megasistéma integréts makrolimenis, mezolimenis un mikrolimenis, ka ar1 pasaules ITmena
vados$as paradigmas, domingjosas vertibas, pamatnostadnes, procesi, tendences, kas ietekmé
gan izglitibu, gan medicinu (Hirsto, 2001 u. c.). Lai sekmétu studentu adaptéSanos, docétajam
janem véra visi vides komponenti.

Pétfjums balstits humanpedagogijas atzinas. Humanpedagogijas pamata ir studenta un
docétaja sadarbiba, kad vini klst par partneriem (Williams, Burder, 1999; Blima, 2001),
kuri, izmantojot kopigus lidzeklus, sasniedz mérki. Partneriba rada droSibas izjttu, 1idz ar to
pozitivu vidi un sekme piederibas izjutu. Ir studenti, kuriem meérkis ir skaidrs, un vini censas
to sasniegt — iegiit masas profesiju. Tacu lielakajai dalai studentu diemzgl §1 mérka nav, jo
vini ir uzsakusi studijas medicinas koledza dazadu apstaklu dgl.

“Ja cilveka darbibai ir mérkis un vajadziba to sasniegt, vinS mobiliz€ savus garigos un fiziskos
spekus §1 mérka sasniegSanai” (Spona, 2001:80). Tadél docétajam jaizvélas tadas studiju
metodes, kas nostiprina mérka izpratni. Darbibas 1stenoSana studentiem nostiprinas prasmes
un paradumi, pilnveidojas personibas sp€jas, potencials.

Studiju procesa svariga ir mijiedarbiba starp doc&taju un studentu. Rezultats mijiedarbibai
starp docetaju un studentu biis tikai tad, ja pasa studenta “radisies vajadziba, veléSanas izzinat,
darboties, izveidot sevi noteiktas pasibas, paradumus” (Spona, 2001:71). Dalai studentu,
kuri iestajas medicinas koledza, nav ista priekSstata par medicinu un masas profesiju. Tapéc
nozimigi jau pirmaja nedéla vinam radit priekSstatu par izvéleto profesiju, par studiju procesu
un ta 1stenoSanas kartibu. Vina “jamodina” v€léSanas izzinat un darboties. Jo tas, ko mes
neizprotam, rada miisos bazas un satraukumu, bet tas, ko esam izpratusi, miis var ieinteres&t
un mudinat darboties. Darboties kopa ar citiem studentiem un docétaju.

Sadarbiba ir macibu attiecibu un savstarp&jas bagatinasanas pamats, ka ar1 pamats vértibu
apmainai starp studentu un docétaju, studentu un studentu (Cehlova, 1995). Vértibu apmainai
miisdienas ir biitiska nozime, 1pasi jau tadel, ka daudzas vertibas ir degradétas un jaunakajai
paaudzei sveSas. Svarigi akcent&t tadas vertibas ka izglitiba, zinasanas, cilvekmilestiba,
nesavtiga riciba, laba dariSana un citas, kas miisdienu medicina, masas profesija, ir tik loti
nepiecieSsamas. Katrs cilveks ir iejiitibas un cienas verts, tacu, apriip&jot pacientu, Sis vertibas
ir 1pasi nozimigas. Cilveki, kuri nonakusi veselibas apriipes iestadg, ir 1pasi jltigi un prasa
papildu uzmanibu.

Lidzigi arT pirma studiju gada studenti prasa papildu uzmanibu no docétaja. Studentiem ir
nepiecieSama Ipasa uzmaniba, lai veicinatu vina ieklauSanos studiju procesa un koledzas
vide. Docétajam ir jauznemas vadosa loma, lai palidzétu studentam adaptéties. Sim nolikam
koledza tiek organiz€ta un istenota adaptacijas nedéla, kura studenti tiek iepazistinati ar studiju
procesu koledza un masas profesiju.

Studenti Sajas nodarbibas ne tikai Jauj sevi vadit docétajam, bet ari pasi aktivi darbojas.
Tadgjadi studiju procesa vaditaja (docé€taja) jeb grupas darba vaditaja loma nav vaditaja vai
priekSsédetaja loma, bet vinam drizak ir koordinatora loma.

Studentu iesaistiSanos studiju procesa ietekm& gan vinu intereses un nosprausta mérka
sasniegSanas nozimigums, gan iepriek§ iegiitas zinaSanas un pieredze. Pieaugusie savu
maciSanos balsta pieredzé. Ta raksturojas ar sadarbibu, neformalu gaisotni, savstarpgju
uztic€Sanos un cienu (Blima, 2004).

Uzsakot studijas koledza, dala studentu jutas nedros$i par savu izvéli, par sp&ju adaptéeties
jaunajos apstaklos, par sp&ju stud&t un apgit izvéleto profesiju. Humanaja mijiedarbiba uz
studentu problémam jaskatas no vinu viedokla, jo ta var palidzet veidot vinu paSapzinu,
atbildibu un stiprinat motivaciju (Liegeniece, 2003).

Docétaja un studenta sadarbiba, kas vérsta uz studenta intereSu un vajadzibu ievérosanu,
sp&ju attistibu un motivacijas veicinasanu, sekmes ar1 studentu adaptéSanos koledzas vide.
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Attistiba var notikt, kad darbiba ir saistita ar vajadzibam. Vajadzibas izraisa darbibu, kuras
rezultata tiek apmierinatas vajadzibas, un Saja darbibas procesa atkal rodas jaunas vajadzibas
(Karpova, 1994). Ka atzimé A. Karpova (1994), tikai personigi nozimigs motivs, intereses,
vajadzibas un cilveku motivgjosi faktori ir aktivitates avoti, jo ieklauSanas darbiba ir personibas
sisttmveidojoss pamats.

Lidzigi ar1 E. P&tersons (1931) ir teicis, ka “ZinaSanas tikai tad ir 1stas, un tam tikai tad ir
nozime, ja tas ierosina uz talaku darbibu un mudina interesi, kas patikama karta saista un
valdzina cilvéka apzinu”.

Darbiba, adaptacijas ned€la kopa ar citiem studentiem un doc€taju students pilnveido savu
sadarbibas prasmi, aktualizé prasmi macities, kas sekmé studentu veiksmigu adaptéSanos
koledza. Studenti un docétajs dalas pieredzg, izverte situaciju, bagatina viens otru un veido
sadarbibu. Tacu doc@taja un studenta sadarbiba biis produktiva tikai tad, ja studentam “radisies
vajadziba, vélesanas izzinat, darboties” (Spona, 2001:71).

Docetajam studiju procesa ir vairakas lomas. Vins ir gan gids, gan skolotajs, gan atbalstitajs,
gan konsultants. Docétajs ka gids palidz studentiem noteikt jaunas personibas izaugsmes
iesp€jas, ka skolotajs veido pozitivu macisSanas vidi, ka atbalstitajs palidz rast labako iesp&jamo
risingjumu un ka konsultants palidz veidot nepiecieSsamas prasmes (Koke, 2003).

Pirma studiju gada studenti ir ar atskirigu pieredzi. Dala studentu ir divpadsmitas klases
absolventi, dala ir ieguvusi ieprieks citu izglitibu, un dala ir beigusi masu paligu izglitibas
programmu. L1dz ar to adaptacijas nedglas saturs “Apriipes filozofija”, kas ir ievads specialitat,
dalai studentu ir nezinama un lidz ar to jaunas informacijas iegiiSanas iesp€ja un dalgji ar1
parsteigums. Savukart studentiem, kuriem jau ir priekSstats par masas profesiju, tas ir ka
zinasanu nostiprinasana un papildinasana.

Adaptacijas nedéla tiek organizeta, izmantojot grupu un paru darbu. Ta ka pirma studiju gada
ir 30 studiju programmas “Maszinibas” studenti, tie strada grupas pa pieciem studentiem.
Studenti cits citu var labak iepazit, apmainities ar informaciju un dalities pieredze. Docétajs
adaptacijas nede€las laika studentus mudina mainit darba grupas, lai padaritu grupu darbu
daudzveidigaku. Savukart studentu personiska ieinteresétiba veicina studentu aktivu lidzdarbibu
un iesaistiSanos. AtbilstoSa macibu metozu izvéle palidz studentam un doc€tajam sasniegt
kopigo mérki — studentu adaptésanos koledzas pedagogiskaja vidg, tas ir humanpedagogijas
noliks.

Pétijuma humanisma koncepcija istenota socialaja konstruktivisma un interaktivo macibu
teorijas. Socialais konstruktivisms populars kluvis ped&jo desmit gadu laika ASV un Eiropa.
“Liela mera konstruktivisms ir integréjis kognitivismu, socialo macibu teoriju, skoléna/
studenta darbibas kompetenci u. ¢.” (Zogla, 2006:159).

Sociala konstruktivisma pamata ir Vigotska teiktais, ka zinasanas ir relativas un ka tas iespaido
sociala un lietu vide, kura cilvéks atrodas un kura ir zinasanu avots.

Konstruktivistu idejas ir saméra jaunas. To priek3gajejs ir frandu filozofs Z. Ruso ar
“romantisma pedagogiju, progresivo izglitibu, projektu metodi, humanistisko izglitibu, atvérto
izglitibu, atklajumu macisanos un skoléncentréto izglitibu”. Seit tiek uzsvérts macisanas un
domasanas socialais konteksts. Tiek uzsveérta maciSanas nozime sadarbibas apstaklos un
pievérsta uzmaniba, lai studenti veidotu pozitivu identitati ka lietpratigi problému risinataji
grupa. Grupa ripé€jas par katra tas dalibnieka ieklausanos, par sadarbibu ar doc&taju un par
attieksmju un iemanu attistibu studiju laika (N. L. Geidzs/D. C. Berliners, 1999:494, 250).

Grupa darbojas studenti gan ar pieredzi medicina, gan bez tas. Mijiedarbibas laika studenti
savstarp€ji bagatinas, palidz cits citam ieklauties kolektiva un veido sadarbibu ar docétaju.

Sadarbibas grupu un komandas darba pamata ir Iidzdaliba katra studenta individualo zinasanu
konstruéSana. ZinaSanu nozimiguma izpratne veidojas lidzdarboSanas procesa, to pamata
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ir atzina par to, ka students uz pieredzes pamata konstrué jaunas zinaSanas — jeédzienus,
kategorijas, to sist€ému, ka arT to, ka neviens vina vieta to nevar izdarit (Zogla, 2006:178).

Socialajam konstruktivismam ir savi pienémumi par zinaSanam, macisanos. Zinasanu
konstrugésana valoda nodrosina socialo funkciju, bet savukart macisanas ir socials process, kas
istenojas, cilvekiem iesaistoties sociala darbiba. V. Klafki runa par maciSanas un macisanas
procesa struktiira izveidi. Macibu/studiju vienibas konkreta, tacu mainama organizacija un
norise, ieskaitot macibu/studiju socialas formas (grupu darbs, frontals darbs, darbs paros) un
metodiskos elementus. Studiju saturu nedrikst izklastit mehaniski, janem veéra ar1 socialie
maciSanas/studésanas procesi (Klafki, 1989, Klafki, 1992, Gudjons, 2007). Studenti darbojas
grupa, konstru€ jaunas zinaSanas, kas balstitas uz vinu ieprieksgjo pieredzi.

Zans Piaze (Piaget, 1970) uzsver, ka cilveks veido savas zina$anas. Vin$ rundja par “bérnu
ka petnieku”, akcentgjot dabisko zinatkari. Lidzigi ir ar studentiem. Medicina ir interesanta
zinatne. Katru gadu ta mainas saistiba ar zinatnes attistibu. Pilnveidojoties zinatnei, mainas
arT veselibas apriipe un iesp€ja palidzet pacientiem ir daudz plasaka. Uzsakot macibas,
studentiem ir japarada iesp&jas gilit jaunas zinaSanas un tas, ka tas var€s palidz&t citiem
cilvekiem. Studentiem ir jarada bagatiga maciSanas/studéSanas vide, lai viniem biitu iesp&ja
pétit, iegiit jaunas zina$anas. Z. PiaZé runa par pasreizéjas pieredzes un jaunas informacijas
strukturéSanos akomodacijas un asimilacijas procesa.

Zinasanas apgiistamas pilnigak, organiz€jot skoléna (studenta) aktivitati socialaja vide
(L. Vigotskis, 1960). Ja students aktivi darbojas vide, kas atbalsta studiju procesu, ja vins
sanem piemérotu palidzibu, studéSana biis efektivaka. Macibu lidzekli ir kognitivas stratégijas
vaditaji, piemeram, rakstisks materials, kas nodrosina studentus ar informaciju. Materialam ir
atbalsta funkcija, lai varétu noteikt savu pasreiz€jo izzinas limeni un, attalinoties no atbalsta,
sasniegt augstaku izzinas ltmeni. Macibas (studijas) dod labumu tad, ja tas iet attistibai pa
priekSu (N. L. Geidzs, D. C. Berliners, 1999:108). Adaptacijas nedéla studentu darbu grupa
atvieglo sagatavots materials, kura saturs atbilst konkrétas dienas t€mai. Studenti materiala
veic piezimes, komentarus, atzimé neskaidros jautajumus u. c.

Dzeroms Bruners (1996) uzskata, ka izzinas attistibai nepiecieS$ama mijiedarbiba starp
padomdevgju (doc&taju) un studentu. Vins atbalsta domu, ka studenti pasi konstrug zinasanas.
Katrs students individuali veido izpratni, ka vin$ macas. Konstrugjot izpratni, vin$ macas.
Maci8anas ir personigi un sociali nozimigu konstrukciju veidoSana, kuru nepiecieSams skaidrot,
lai to izprastu. Tade] ir nepiecieSama mijiedarbiba starp docgtaju un studentu. Stradajot darba
grupa, studenti ne tikai mijiedarbojas ar citiem studentiem, bet arT veido mijiedarbibu ar
docetaju. Docétajs ir ka koordinators, kurs vada grupu darbu, palidzot studentiem izprast
neskaidros jautajumus. Darbojoties studenti ieglist ne tikai jaunu informaciju, akcenté
ieprieks€jas zinasanas, bet ar iegiist prasmi savstarpéji sadarboties.

Maci$anos (studésanu) darot akcentgja Dz. Djaijs (1938). Lidzigi ka Z. Piaz&, Dz Djiiijs macibu
procesa uzsver personigas pieredzes nozimi, ka ari socialo faktoru nozimi individualas
pieredzes veidosana (Dewey, 1974). MaciSanos vins raksturo ka darbibu, kura individa
zinaSanas veidojas sadarbojoties un zinasanas tiek veidotas uz iepriek$€jas pieredzes pamata.
Vins norada, ka pieredzes veidoSanas pamata ir savstarp€ja sadarbiba un nepartrauktibas
princips. Tacu Dz. Djuijs (drou, 2000) saka, ka aktivitate vél neveido pieredzi, jo ta ir
saistita ar izmainam, kuras var palikt tikai par pareju, ja nebiis saistitas ar apzina sekojoSiem
sledzieniem.

Studentu “maciSanas ir cilvéka Tstenibas personigi nozimiga un apzinata pasaule — dabas,
sabiedribas un sevis mérktieciga izzinaSanas vajadzibu apmierinasana brivpratiga saturu un
formu izvele sadarbiba ar doc&taju, ar vina atbalstu un palidzibu” (E. Maslo, 2003:92).

Svariga ir savstarp&ja sadarbiba gan studentam ar studentu, gan docétajam ar studentiem. .. ja
pastav kopg&ji mérki un noluki, aizspriedumi un slépts naidigums var zust un ta vieta var staties



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

mazak saspiléta sadarbiba vai pat draudziba.” Dazadi ir ne tikai studenti un doc@taji, bet dazadi ir
ar1 pacienti, ar kuriem studenti sastapsies prakse veselibas aprupes iestade. “Izglitibas uzdevums
ir iemacit saskatit to, cik dazadi ir cilveki, un apzinaties, cik loti lidzigi un cits no cita atkarigi ir
visi.” Studijas nodroSina skolénam (studentam) macities (stud€t), zinat, darit, sadzivot, biit paSam
(Z. Delors, 2001).

ArThumanistiska psihologija par izzinas galveno lidzekli uzskata nevis c€lonisku izskaidrojumu,
kas nozimé objekta ieklausanos kadu ar&ju sakaru sist€tma, bet ieks€ju izprasanu, kura
pamatota uz divu subjektu Iidzpardzivojumu un savstarp&ju iedzilinaSanos, kur viens sevi
domas nostada otra vieta un skatas uz pasauli vai sevi pasu ar otra acim (I. Kons, 1982).

Lidziga doma izskan ar1 DZ. Vatsones (Watson, 1988) apriipes teorija. Teorijas pamata ir ciena
pret cilveéka sp&ju mainities. Konkréta dzives posma individs (Saja gadijuma students) no
apkartgjiem gaida izpratni. To var sniegt docétajs, kurs ir profesionala masa vai arsts. Students
velas biit uzklausits. Vins savas emocijas nodod docétajam, kuram ir japiemit makslai izjust
un pargemt $is izjutas. Ta ir maksla transformét studenta izjiitas sevi un nepiecieSamibas
gadijuma nodot tas talak ta, lai nakamais sanémejs varétu uztvert to nianses. ledzilinoties
mes iegiistam izpratni par otru cilvéku un vina ricibu kada konkréta situacija un varam vinam
palidzet.

Metodes

2007. gada septembr1 veicu pétijumu par trauksmi medicinas koledzas pirma studiju gada
studentiem. PEttjuma mérkis bija noskaidrot, vai adaptacijas nedéla palidz studentiem mazinat
trauksmi un veicina adaptéSanos. P&tijuma piedalijas 30 respondenti — pirma studiju gada
studenti, kuri studijas bija uzsakusi $aja studiju gada.

Pétijums pamatojas uz C. D. Spilbergera definétajiem trauksmes diviem aspektiem: 1. trauksmes
stavokli (T-stavoklis, state anxiety) raksturoja subjektivi, apzinati uztverti draudi un spriedze.
Tie saistiti ar autonomas nervu sist€mas kairinasanu. 2. trauksmainibu ka personibas iezimi
(T-iezime, trait anxiety) raksturoja iegiita uzvedibas dispozicija, kas mudina cilvéku objektivi
drosu situaciju uztvert ka draudus saturo$u, mudina reagét ar T-stavokli, kura Iimenis neatbilst
objektivam briesmam (Spielberger, 1985).

C. D. Spilbergera un kolegu izstradata trauksmes stavok]a un trauksmainibas ka iezimes
noteikSanas anketu STAI (State-Ttrait anxiety Inventory (Form Y), Spielberger, Gorsuch,
Lushene, Vagg & Jacobs, 1982) izmanto atsevisku individu trauksmes un trauksmainibas
raditaju noteikSanai.

PétTjuma tika izmantota STAI-Y latvie$u valodas versija, kas tika aprobéta D. Skugkovnikas
promocijas darba “Trauksme latvieSiem un Latvija dzivojoSiem krieviem ” 2004. gada.

Rezultati un diskusija

P&tijuma piedalijas 30 respondenti — pirma studiju gada studenti. Respondentu vecums no 19
lidz 55 gadiem (sk. 1 tabulu un 1. att€lu).

1. tabula
Respondentu vecuma grupas
Vecu(lél;d%)rupa Studentu skaits
19-39 22 (73,4%)
40-49 4 (13,3%)
50-69 4 (13,3%)
Kopa 30 (100,0%)
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1. attels

Gan situativa trauksmainiba, gan trauksmainiba ka personibas dispozicija ir raksturiga
ikvienam cilvékam. Tas pamata ir adekvata reakcija, kas palidz cilvekam mobilizeties dazadas
situacijas.

Cilveki, kuru trauksmainibas raditajs ir zem vid€jiem trauksmes un trauksmainibas raditajiem
sava vecuma grupa, sava dzive ir mierigaki, iztiek bez straujiem jitu uzplaiksnijjumiem. Tacu,
jo vairak trauksmes raditaji atSkiras no vid€jiem raditajiem, jo iesp&jamaka $ada individa
neadekvata reakcija uz draudosu situaciju. lesp&jamas griitibas mobilizeties darbam, ka ar1
saskarsmes problémas ar citiem cilvékiem. Pazeminats trauksmes ltmenis var noradit uz
respondenta nesp€ju vai nevéleéSanos objektivi atbildét uz jautajumiem.

Ja cilveku trauksmes un trauksmainibas raditaji atbilst vidgjiem raditajiem attiecigaja vecuma
grupa, individs parsvara sp&j adekvati novertét situaciju un atbilsto$i reagé. Liclaka dala
gadijumu vina trauksme darbojas ka mobiliz€joss faktors, kas palidz veiksmigi atrisinat
problémas.

Savukart, ja cilvéka trauksmes un trauksmainibas raditaji parsniedz konkrétas vecuma grupas
vidgjos raditajus, iesp&jams, ka individs ne vienmér sp&j adekvati reagét uz situaciju. Individam
iespgjamas straujas garastavokla mainas, asaras, nervozéSana par paredzamajam griittbam,
ilga un nekonstruktiva savu kliidu analiz€Sana, nedroSiba, bailigums, neticiba sev. Jo vairak
trauksmainibas raditaji parsniedz vidgjos raditajus, jo iespgjamaka rakstura akcentuacija —
cilveka piederiba pie trauksmainas personibas tipa (Skuskovnika, 2004).

STAI aprakstosas statistikas raditaji (sk. 2. tabulu).

2. tabula
19-39 gadi 40-49 gadi 50-69 gadi
T-stavoklis 38,43 36,74 35,18
T-iezime 43 40,73 42,12

Trauksmes mertjumi pirma studiju gada studentiem tika veikti pirmaja studiju diena (adaptacijas
ned€las sakuma) un piektaja studiju diena (adaptacijas ned€las beigas). TreSais merijjums tika
veikts divus ménesus vélak. Grafikos att€lota dinamika, ka normalizgjas T-stavoklis konkr&ta
vecuma grupa.

T-stavok]a pirmaja mérjjuma maksimalais vertgjums ir 74 punkti, bet minimalais veért&jums
35 punkti. Vidgja vertiba — 49,2 punkti. T-stavokla otraja meérijjuma maksimalais vertéjums
ir 63 punkti, bet minimalais vért€jums 28 punkti. Vidgja vertiba — 39,8 punkti. Savukart T —
stavokla treSaja merjjuma maksimalais punktu skaits ir 48, bet minimalais 28 punkti. Vidgja
vertiba — 34,5 punkti (sk. 2. attelu).



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

No datiem varam secinat, ka T-stavokla maksimalais punktu skaits vecuma grupa ir
samazinajies, salidzinot pirmo mérjjumu ar otro un treSo mérijjumu. Salidzinot ar STAI
aprakstosas statistikas raditajiem (38,43), var teikt, ka situativas trauksmainibas raditaji otraja
un treSaja merjjuma ir tuvu vidgjiem raditajiem attiecigaja vecuma grupa.

Dinamika, ka normalizéjas T-stavoklis vecuma
grupai no 19-39 gadiem

80

20

mérijjumi

—— 1.mérjums —— 2.mérjums 3.mérjums

2. attels

T-stavokla pirmaja m&rjjuma maksimalais vert&jums ir 63 punkti, bet minimalais vertgjums
35 punkti. Vidgja vertiba — 49,0 punkti. T-stavokla otraja meérjjuma maksimalais vert&jums
ir 48 punkti, bet minimalais vert€jums ir 26 punkti. Vidgja vertiba — 38,0 punkti. Savukart
T-stavokla treSaja meérjjuma maksimalais punktu skaits ir 34, bet minimalais 24 punkti. Vid&ja
vertiba — 30,5 punkti (sk. 3. att€lu). No datiem varam secinat, ka T-stavokla maksimalais
punktu skaits vecuma grupa ir samazinajies, salidzinot pirmo mérjjumu ar otro un treSo
mérfjumu. Salidzinot ar STAI aprakstosas statistikas raditajiem (36,74), var teikt, ka situativas
trauksmainibas raditaji otraja un treSaja mérjuma ir tuvu vidgjiem raditajiem attiecigaja
vecuma grupa.

Dinamika, ka normalizéjas T-stavoklis vecuma
grupai no 40-49 gadiem
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3. attéls

T-stavokla pirmaja mérjjuma maksimalais vért€§jums ir 54 punkti, bet minimalais vertéjums
38 punkti. Vidgja vertiba — 47,8 punkti. T-stavokla otraja meérjjuma maksimalais veértgjums
ir 45 punkti, bet minimalais vert€jums 30 punkti. Vidgja vertiba — 41,0 punkti. Savukart
T-stavok]a treSaja merjjuma maksimalais punktu skaits ir 43, bet minimalais 29 punkti.
Vidgja vertiba — 30 punkti (sk. 4. att€lu). No datiem varam secinat, ka T-stavok]a maksimalais
punktu skaits vecuma grupa ir samazinajies, salidzinot pirmo mérjjumu ar otro un treso
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mérfjumu. Salidzinot ar STAI aprakstosas statistikas raditajiem (35,8), var teikt, ka situativas
trauksmainibas raditaji otraja un tresaja meérjjuma ir tuvu vid€jiem raditajiem attiecigaja
vecuma grupa.

Dinamika, ka normalizéjas T-stavoklis vecuma
grupai no 50-69 gadiem

—— 1.mérjums —— 2.mérjums 3.mérjums

4. attéls

T-iezimes pirmaja mérjjuma maksimalais vertgjums ir 58 punkti, bet minimalais veért&jums
29 punkti. Vidgja vertiba — 43,1 punkti. T-iezimes otraja m&rjjuma maksimalais vertéjums
ir 57 punkti, bet minimalais vertgjums ir 28 punkti. Vidgja vertiba — 42,7 punkti. Savukart
T-iezimes tresaja merjjuma maksimalais punktu skaits ir 57, bet minimalais 28 punkti. Vid&ja
vertiba — 41,9 punkti (sk. 5. att€lu). No datiem varam secinat, ka T-iezimes maksimalajam
punktu skaitam vecuma grupa ir nelielas izmainas, salidzinot pirmo mérijumu ar otro un
treSo m&rfjumu. Tas liecina par T-iezimi ka personibas iezimi. Salidzinot ar STAI aprakstosas
statistikas raditajiem (43,0), var teikt, ka T-iezimes raditaji ir tuvu vidgjiem raditajiem
attiecigaja vecuma grupa.

Dinamika, ka normalizéjas T-iezimes vecuma
grupa no 19-39 gadiem
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5. attéls

T-iezimes pirmaja mérjjuma maksimalais vertejums ir 45 punkti, bet minimalais veért&jums
27 punkti. Vidgja vertiba — 38,0 punkti. T-iezimes otraja meérjjuma maksimalais veértgjums
ir 47 punkti, bet minimalais vertejums ir 26 punkti. Vid€ja vertiba — 39,0 punkti. Savukart
T-iezimes tresaja merijjuma maksimalais punktu skaits ir 47, bet minimalais 26 punkti. Vidgja
vertiba — 38,3 punkti (sk. 6. att€lu). No datiem varam secinat, ka T-iezimes maksimalajam
punktu skaitam vecuma grupa ir nelielas izmainas, salidzinot pirmo mérjjumu ar otro un
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treSo merfjumu. Tas liecina par T-iezimi ka personibas iezimi. Salidzinot ar STAI aprakstosas
statistikas raditajiem (40,73), var teikt, ka T-iezimes raditaji ir tuvu vidéjiem raditajiem
attiecigaja vecuma grupa.

Dinamika, ka normalizéjas T-iezimes vecuma
grupa no 40-49 gadiem
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6. attels

T-iezimes pirmaja mérjjuma maksimalais veértéjums ir 50 punkti, bet minimalais vertejums
30 punkti. Vidgja vertiba — 40,5 punkti. T-iezimes otraja mérjjuma maksimalais vert&jums
ir 46 punkti, bet minimalais vertéjums ir 29 punkti. Vidgja vertiba — 39,8 punkti. Savukart
T-iezimes tre$aja mérijjuma maksimalais punktu skaits ir 46, bet minimalais 29 punkti. Vid&ja
vertiba — 39,8 punkti (sk. 76. att€lu). No datiem varam secinat, ka T-iezimes maksimalajam
punktu skaitam vecuma grupa ir nelielas izmainas, salidzinot pirmo mérijumu ar otro un
treSo merfjumu. Tas liecina par T-iezimi ka personibas iezimi. Salidzinot ar STAI aprakstosas
statistikas raditajiem (42,12), var teikt, ka T-iezimes raditaji ir tuvu vid€jiem raditajiem
attiecigaja vecuma grupa.

Dinamika, ka normalizéjas T-iezimes vecuma
grupa no 50-69 gadiem
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7. attels

Secinajumi

1. Doc¢étajs kopa ar studentiem mérktiecigi veido pedagogisku vidi, lai pardzivojums no
situativi pozitiva pakapeniski un nepartraukti paraugtu stabila apmierinatiba ar savu
poziciju un darbibu pedagogiskaja vide.

2. Grupveida un paru darbiba pastiprina studentu un docétaju sadarbibu, mazina vides radito
trauksmi un spriedzi.

3. Adaptacijas ned€la veicina studentu adaptéSanos medicinas koledzas pedagogiskaja
vide.
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Summary

The studies in the College of Medicine differ from the studies in other colleges. The students
studying in the Nursing programme obtain a nurse’s qualification — a profession in which one
is independently taking care of the patient, participating in the treatment process, managing
patient care, and educating the patient, the carer team and society. The students have to study
hard to become professionals in their chosen profession, improve their communication and
teamworking skills. Unfortunately, many students do not understand the real meaning of the
profession at the beginning of their studies, its importance in the patient care process and the
fact that during the studies in the College of Medicine they have to master their skills and
perfect themselves. However, the students are worried whether they are ready for the studies;
they are confused and insecure about the study process, as well as their new fellow-students
and the lecturers. Their concern causes stress and a feeling of alarm, hindering the adaptation
to the new conditions and starting the studies properly. Due to the aforementioned, it is essential
that the lecturers understand the notion of alarm and the reactions of the body to it. The first
study week is the adaptation week, in which the students are prepared for the studies, their
adaptation to the college and pedagogical environment is facilitated.

Keywords: adaptation, stress, feeling of alarm, environment, interaction.
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SHOULD THE FUTURE TEACHERS’ ENTERPRISE OF
FOSTERING NEW PROJECTS BE A NORM OR AN EXCEPTION
TO THE RULE? (“DISCOPROVITA” — TO LEARN FOR LIFE)

VAI TOPOSO SKOLOTAJU UZNEMIBAI UN PROJEKTIEM
VAJADZETU BUT NORMAI VAI IZNEMUMAM?
(“DISCOPROVITA” — MACITIES DZIVEI)

Karine Oganisjana
University of Latvia

Abstract

The 21 century has started the era of lifelong learning. The most crucial role in its realization belongs
to teachers who are to be competent in all the eight domains of lifelong learning. The research, which
was conducted in order to explore to what extent these eight competences are developed in future
teachers — 120 students of pedagogy of the University of Latvia - revealed that they need to develop
their enterprise competence in order to be more equipped for the requirements of today’s life. However,
the students contend that the existing forms and content of the study at the university cannot foster
their enterprise competence. Therefore the course, “Vital life skills in study process”, was elaborated
and offered to the students — the future teachers of English. While researching the peculiarities of
enterprise-fostering study processes, the idea of creating students’ enterprises (projects) was put
forward. The aim of one project was to create a new educational game, one that is also entertaining,
for secondary schools in the cooperation with the author and the students. The game “Discoprovita”
(disco pro vita), which means “to learn for life”, was created, presented and first played in the State
Centre of the Youth Initiative (VJIC) of Ministry of Education and Science of Republic of Latvia in
April, 2007. It was evaluated very positively both by the participants of the game and experts.

The paper deals with the international evaluation of the game performed afterwards by the participants
in the Comenius and Grundtvig contact seminar “Learning by doing”, representing 21 European
countries. They were presented only parts of the game. The conclusions drawn in the course of
this evaluation answer the questions to what extent such an enterprise of future teachers is worth
developing, as well as, in what way it may enhance students’ enterprise competence.

Keywords: future teachers, students’ enterprise, students’ enterprise competence, educational —
entertaining game for secondary school.

Introduction

To keep abreast of the dynamically changing times and not to lag behind the current
requirements for knowledge and technologies, one ought to become a lifelong learner. The
working group “Key Competences” of the “Education and Training 2010” Work Programme
(2004) of the European Council and Commission defined the following eight domains of key
competences of lifelong learning:

* communicating in mother tongue;

* communicating in at least one foreign language;

* mathematical literacy and basic competences in science and technology;

» digital competence;

* learning-to-learn;

* interpersonal and civic competence;

* entrepreneurship;

* cultural expression.
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From here on, instead of ‘entrepreneurship’, the word ‘enterprise’ will be used as the latter
is a broader concept and concerns all spheres of life — according to Paul Kearney (2000):
“Enterprise is about having ideas and using initiative, resourcefulness and determination to
generate something of value-even when things may be difficult and uncertain. It is taking
advantage of what might be, rather than accepting what will be. In a business setting it is
called entrepreneurialism, but enterprise is also needed to run a club, a household, a good
classroom or to help yourself and others.”

In order to promote the development of their pupils’/ students’ enterprise competence,
teachers themselves ought to be enterprising. To determine how enterprising future teachers —
120 students of different specialties of pedagogy of the University of Latvia — are, their
preparedness for lifelong learning was researched in 2006. The full course of the research will
be reflected in the article to be published in the journal of the EARLI Center for Qualitative
Psychology'.

However, two fragments of that research given here may give some ideas of the conclusion
made:

* The students consider that out of the key competences, they need to develop their
“entrepreneurship” (E) and “learning-to-learn” (LTL) to increase their preparedness
for lifelong learning and ability to function successfully in a knowledge society (see
figure 1).
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Figure I. Competences which respondents need to develop in order to increase their
preparedness for lifelong learning

» Atthe same time these students — future foreign language teachers — are sure that with
the existing study content and forms at the University, they will be able to develop the
competences of

1) “communication in foreign languages” (CFL), which could be expected as foreign
languages are their specialty;

2) “learning-to-learn” (LTL) (see figure 2) most successfully. As for “entrepreneurship”,
it cannot be promoted very effectively.

! Oganisjana K., Koke T. Developing Students’ Enterprise. The Gap between the Needs and the Reality. Qualitative
Psychology in the Changing Academic Context. Center for Qualitative Psychology. EARLI (see the abstract in http:/
www.qualitative-psychologie.de/files/abstracts _cqp 2006 riga.pdf)

358




4. Teachers professional development and research competence

CE

ICC

LTL |

DC

Ket competences

MLBCST

CFL l

T T T T T T T
o 5 10 15 20 25 30

Total points

Figure 2. Competences which can be successfully developed with the existing
study content and forms at the University

Thus the aforementioned reveals a certain problem: to increase their preparedness for lifelong
learning students need to develop their “entrepreneurship” while the existing study content
and forms aren’t able to provide it in full measure. This conclusion wasn’t made only based
on students’ self evaluations, but on the author’s one-semester observation of the students’
behaviour, ways of learning, thinking, sharing, doing their homework and final work as
well.

In order to research in what way study process should be organised to promote students’
enterprise competence, the author elaborated a bilingual English Latvian optional study
course “Vital life skills in study process” (Dzives aktualas prasmes studiju procesa, 2007)
for University students, which was attended by the future teachers of English. Along with the
theoretical course, the students were given the opportunity to generate a new idea, elaborate
an appropriate scheme of its implementation and finally realize it in real life. This idea was
a new educational — entertaining game “Discoprovita”, which has already been played and
presented to different audience since its first approbation in the State Centre of the Youth
Initiative (VJIC) of Ministry of Education and Science of Republic of Latvia. It became
possible only due to the cooperation of the students of the University of and the author. The
course of the creating of the idea till its final implementation into life was full of unexpected
hindrances and, as a result, everybody acquired a great deal of experience from it. It was a
specific enterprise of the students — future teachers of English, where they had to overcome a
number of personal problems and take the risk of facing the unknown situation and audience
with a new idea.

1. The objective factor for judging about the development of students’
enterprising capacity

A consistent universal theory does not exist in entrepreneurship / enterprise, but rather it
consists of several different approaches including psychology, sociology, anthropology and
economics as analyzed and concluded by Virtanen (1997). Having summarized several
prominent sources of research on entrepreneurs, Joseph F. Singer (1990) made a list of about
80 character traits of enterprising people, which demonstrates the impossibility of creating a
universal portrait to fit for all of them, and, as a result it is a tough task to define enterprise
on the ground of personal traits only, as some of them are even in contradiction with each
other, e.g.: Reserved — Open; Conservative — Innovative; Bold — Modest, etc.

That means that it is reasonable to judge of the promotion of students’ enterprising capacity or
competence not only based on the changes in their behaviour (that is the subjective component
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of the researcher’s observation) or students’ self evaluation (that is students’ subjective
opinion about changes in themselves), but which isn’t less crucial, to evaluate the result of
their enterprising activity.

It is in line with the theory of Peter Drucker (1993), who is regarded as the founder of the
study of management by the worlds of business and academia. He argues that entrepreneurship
is neither a state of being nor just making plans that are not acted upon. It begins with
actions, the creation of a new organization. He considers innovation to be the specific tool
of entrepreneurs, the means by which they exploit change as an opportunity for a different
service. Entrepreneurs need to search purposefully for the sources of innovation, the changes
and their symptoms that indicate opportunities for successful innovation. Not every new small
business is entrepreneurial or represents entrepreneurship, if the businessmen do what has been
done many times before, though they surely take a risk. Only by applying new management
concepts and management techniques, designing processes and tools, creating new markets
and new customers, they become entrepreneurs.

Transforming this idea onto a more universal platform of enterprise, it can be concluded that
students’ enterprising capacity could be measured by the level of innovativeness and social
value of the product of their enterprising activity. That is the main reason why the author,
after analyzing different approaches to this issue, has come to the following definition of
“enterprise”: Enterprise is an individual’s complex capacity to identify, generate and realize
new socially valuable opportunities (the course of the analysis is published in the selected
materials of the conference “ATEE Spring University. Teacher of the 21% Century: Quality
Education for Quality Teaching”, 20006).

Such an approach to the interpretation of “enterprise” sheds light on how the objective
component of the progress of students’ enterprise capacity could be evaluated — that is, by the
new socially valuable opportunity generated and realized by the students. It enables as well
to cope with one more problem. There are various approaches to categorizing “enterprise” in
many different ways considering it to be a competence, a special type of behaviour, a capability,
a skill, a potential, a capacity, etc. For whatever assumption the final result could serve as
a convincing argument. Thus, by organizing the study process according to the principles,
logics and planning of enterprise:

+ students will generate and realize some ideas, by the social value and innovativeness
of which it will be able to judge of their enterprising capacity;

» students participate in a real enterprise, and this participation is crucial in developing
their enterprising capacity as proved by Zhadaev (2)Kanaes 2001) in his dissertation;

» students have to activate all the complex of capabilities which make the basis of
“enterprise” stated by Paul Kearney (1999) — 1) identifying, assessing and managing
risks; 2) collecting, organizing and analyzing information; 3) generation and using
creative ideas and processes; 4) solving problems; 5) recruiting and managing resources;
6) matching personal goals and capabilities to an undertaking; 7) working with others
and in teams; 8) being flexible and dealing with change; 8) negotiating and influencing;
9) using initiative and drive; 10) monitoring and evaluating; 11) communicating ideas
and information; 12) planning and organizing.

The study process, while working with the students — future teachers of English of the
University of Latvia, was organised taking account all the above mentioned peculiarities of
enterprise fostering education. As a result the educational — entertaining game “Discoprovita”
was created. As the local evaluation by the players and the Latvian specialists of education
was very positive, it was principal to research whether our colleagues from other European
countries as well consider it to be a new socially valuable opportunity for school pupils to
learn.
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2. The scheme of planning the work of the team while elaborating the idea of
“Discoprovita”

The work with the students of LU had different stages, including both theoretical training of
creating new ideas, using different techniques, particularly by Edward de Bono (2005) and
practical part of elaborating the scheme of realizing the idea of the game into life. The scheme
given below displays the analysis and planning through which the team had to pass in order
to create and present the game “Discoprovita” — it looks like an adapted version of a business
plan given in the course on management in small business (The Small Business, 1997, 8).

The team had to take various types of risks in different stages of the project, overcoming
personal lack of confidence in acting in uncertainty and changing situations out of university

Analysis of the
situation with
educational games
in Latvia

Strengths of the team: v Games in the Latvian market

- The students of the team were

motivated to try themselves in
a creative activity connected
with their future profession.

The students knew what
activities school children
would like as they had finished
school not long ago.

Their teacher (the author)
had a long term pedagogic
experience of work in school
and knew what children need
for becoming successful
learners.

Weaknesses of the team:
The students mainly did not
have the needed skills and
experience of creating new
ideas for school and working
with school children as they
were only in the second course.

For some of the students
Latvian isn’t mother tongue
and they were not so self-
assured in situations when they
had to speak in public.

The main goal:
to create an educational-entertaining
game for secondary schools of Latvia,
which would promote pupils’ vital life
skills.

Tasks:
1) to invent such a name for the game
which would reflect its main idea;

2) to create the symbol of the game;

3) to create tasks on attention,
inventiveness, logics, non standard
thinking and multi-subject
problems, which pupils may come
across in real life situations;

4) to create musical tasks;

5) to elaborate an attractive scenario
of the game;

6) to work out the system of
evaluation and reward;

7) to work out a balanced style of
combining humour, entertainment,
actions and serious learning
through playing.

Strategic needs:

1) to find an institution which would
render assistance in organizing the
presentation space and players;

2) to make the team complete by
involving more students;

3) to get presents with the symbol of
the faculty (LU PPF) for rewarding
the participants of the game

Educational games available for
school children are mainly meant for
playing on computer.

Intellectual games shown on the
Latvian TV require mainly good
memory and encyclopedic knowledge.

There are few, if there are any,
games in which children are to use
their knowledge got in school for
solving different problems in real life
situations.

The existing games are mainly for
checking knowledge, but not for
developing players.

Opportunity for a new game
School children need such a game
which would foster their non-standard
creative approach, attention, critical
and logical thinking, social skills,
enterprise and other important life
skills.

The game to be had to show how
pupils could use in life knowledge got
at school, thus emphasizing the role
and importance of school in preparing
pupils for life.

Problems facing the team:
There was time limit — only three
months for elaborating the principles
and content of the game and preparing
the presentation.

The team had to find an equipped
hall appropriate for playing the game,
invite players -secondary school
pupils, as well as experts of pedagogy
who would evaluate the game.

Scheme 1. The analysis and planning of the work of the team while creating the game

“Discoprovita”
361
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walls. The students became more socially experienced as they worked not only with their
course mates from the University of Latvia but as well with specialists of the Youth Centre,
students from Latvian Academy of Sport Education and pupils of Agenskalna Grammar
School. There also were situations when some misunderstanding and disagreement might
occur due to different viewpoints among the team members — however all the positions were
discussed and most appropriate decisions were taken.

The students of the team took all the responsibility of managing the process of the presentation
of the game and evaluation of the players’ answers, including the entertainments in the intervals
between the parts of the game. Later on the game was analysed and evaluated by the students
with the perspective vision for the future. So, it was a real enterprise with all its peculiarities
in the course of which future teachers acquired the experience of creating a new opportunity
and offering it to the society.

3. The external evaluation of “Discoprovita” made by European specialists of
education
The European evaluation of the game was carried out on the basis of two components:
1) quantitative data obtained by survey;
2) reflections of the respondents on the game.
3.1. The evaluation of “Discoprovita” based on quantitative data

The evaluation of the game “Discoprovita” based on quantitative data by questioning 52
participants of Comenius and Grundtvig contact seminar for partnership projects “Learning
by doing”, November 28" — December 2", 2007 is given below. The questions’ short versions
are given in the right column.

O Did you like the idea of the
game?

No answer E May the game be valuable for
the students of your country?

B Can it develop players'
competence to use their
knowledge in life?

O Can it develop players'
competence to identify new
opportunities?

HE Can it develop players'
competence to generate new
valuable ideas?

B Can it develop players' flexibility
in changing situations?

Yes

Rather yes

B Can it develop players'
enterprising mindset and
initiative?

Ols "Discoprovita" a new
oppotunity for pupils to learn?

Rather no

B |s "Discoprovita" a socially
valuable opportunity to learn?

B |s "Discoprovita" an attractive
opportunity to learn?

0 5 10 15 20 25 30 35 |m|s the game worth popularizing?
Number of the respondents

Figure 3. The evaluation of the game “Discoprovita”
by the participants of Comenius and Grundtvig contact seminar, 2007
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Conclusion: The picks of the answers “yes” and “rather yes” in the diagram reveal that
the respondents consider the educational — entertaining game to be a new socially valuable
opportunity for European pupils to learn.

3.2 The reflections of the respondents on the game

The analysis of the quantitative data shows the general tendency of the opinions. However,
of special value are the respondents’ reflections on the game, as exactly in them we see
their emotions, attitude, perspective vision, appreciation, potential cooperation, criticism
and the idea of adapting the game for other players’ needs. In this paper these reflections
aren’t processed by using any programmes like AQUAD for qualitative researches, as in
this peculiar case the author considers the spectre of opinions expressed by representatives
from different EU countries even more relevant than the formal counting of the frequencies
of factors. Though, in order to observe how frequently the two important factors — 1) "new”
and 2) “socially valuable” opportunity to learn were emphasised in the reflections, the parts
of the text, concerning them, will be marked correspondingly in bold or italic. Some of the
reflections are cited below.

0 The ideas are extremely innovative and the basic is that it’s in the mind of everyone.
We simply don’t know how to use practically our thoughts. It enables the student to act
practically and use every aspect of their knowledge. It reveals a new perspective of life.
Discoprovita is a new direction of thought and action. Appeal is not only to students
but to teachers as well and to everyone! Thank you very much for the opportunity to see
something different and to realize again how important is imagination and creativity in
life! Cyprus

¢ Perfect. I am going to implement this teaching method at our school. I wish this game
would grow into a normally used method of integrated learning. I would like to offer this
game for my colleagues at school /city. Lithuania

¢ The idea of linking the subjects in a chain-like way with practical ideas is excellent- using
everyday applications. It will help students to think logically and constructively. Maybe,
increasing their ability to “think outside the box”. Very interesting for students in a practical
manner and will help them develop their problem solving abilities for every subject and
every day life. Thank you! Finland

O It makes anyone think over logically and apply the knowledge you have got. This game
might be interesting in order to involve students into learning process and motivating them
to learn for life, not only for good marks. Pupils/students will develop life skills how to apply
theory in real life situations. Anyone can use the game while teaching different subjects at
school (any kind of it). I'd like to get the game ideas about the game on English spelling
mistakes since it’s closely related with my teaching job. Thanks a lot! Lithuania

¢ Interesting way of presenting knowledge. /t would be great if it was published in a book
and in this way it could be used in school. It would be beneficial both for students and
teachers and it would increase motivation among both. Poland

¢ It would have been interesting to see the full game played out. | fee! it would excite children
to play the game. UK, Scotland

¢ I am not a teacher, but I totally agree with your ideas, i.e. comparisons. I don’t know if
there is a similar game, but this one is very useful. How will you advertise it? / can promote
your game. Sweden

O The idea of the game is very creative. I don’t teach in a school but I think that a teacher
would have to check the game. Discoprovita represents an innovation in the field of
social habits. Thank you for your lecture. It has been a very interesting moment. Italy
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¢ It doesn’t fit Danish conditions. I think Danish pupils are used to a different way of teaching
than Latvian pupils. Maybe it’s good for Latvian students/pupils and for pupils of other
countries, but I don’t think that it’s suitable for Denmark. Denmark

¢ It was an interesting approach to problem solving. I think it will encourage joint problem
solving. United Kingdom.

¢ Interesting but we can’t do that all the time. Rather difficult with a big group. I mean if
the pupils are too numerous. France

O Great !!! It would be fantastic if you could participate in our youth projects with some
sessions of “Discoprovita”. So I'll write to you, phone and invite. Hoping for cooperation.
Latvia.

¢ I like the idea of works in groups and the emphasis in discussions. The idea could be
adapted to younger students. Spain

¢ Yes,it’s a good fun first of all. In Lithuania there is a similar problem of lack of relationship
between real life and theory (numbers) which makes the learning process boring and
sometimes impossible. Developing vital life skills is of crucial importance not just for
students, but for the teachers as well. The idea is brilliant, would be great if it was spread
in my country and help education system become more flexible and learner — friendly.
I just loved the presentation. Lithuania.

O Benefit for the students of linking disciplines rather than looking at them in isolation.
Level of difficulty might be a barrier for some. Adapting to suit needs of those is crucial.
United Kingdom.

¢ This game permits to learn for life. France.

¢ Would like to see how it can work with adults with learning difficulties and disabilities. Would
like to try it with my trainees — Adults with learning disabilities. United Kingdom

Conclusion: The text marked shows obviously that “Discoprovita was evaluated mainly
to be a socially valuable opportunity for learning and some of them emphasised its being
innovative.

Summary

The European evaluation of the game “Discoprovita” based on the quantitative data and
reflections of the participants of Comenius and Grundtvig contact seminar show that the game
was admitted to be a new socially valuable opportunity for pupils to learn. That it may serve
as an objective reasoning for concluding that the students’ enterprise capacity increased in the
course of the creation of the game, as the team was able to create a new valuable product for
the school (see the author’s definition of “enterprise” in chapter 1). In its turn that speaks well
for welcoming students’ enterprise (projects) and making it rather a norm than an accidental
happening in the study process at the universities, that is if educators are motivated to foster
the developing of their students’ enterprise capacity.
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Anotacija

21. gadsimta sakas miizizglitibas &ra. Miizizglitibas realizacija visbutiskaka loma ir skolotajiem,
kuriem vajadzetu biit zinoSiem visas astonas miuzizglitibas kompetences sastavdalas.
P&tfjuma mérkis bija noskaidrot, kada méra §ts astonas kompetences ir attistitas nakamajiem
skolotajiem — 120 Latvijas Universitates pedagogijas studentiem. Tas paradija, ka viniem
nepieciesams attisttt savu uzn€mibu, lai biitu vairak “apbrunoti” Sodienas dzives vajadzibam.
Taja pasa laika studenti uzskata, ka eso$a universitates macibu forma un saturs nevar veicinat
uznémibas kompetencu attistibu. Tade] ar1 tika izveidots kurss “Dzives aktualas prasmes
studiju procesa”, kuru bija iesp€jams noklausities studentiem — topoSajiem anglu valodas
skolotajiem. P&tot macibu procesa Tpatnibas, kas vargtu veicinat uznémibas attistibu, radas
ideja izveidot attiecigu studentu “uznémumu” (projektu) ST projekta mérkis bija autorei kopa
ar studentiem radtt izglitojosi izklaidgjosu spéli vidusskolam. Spéle “Discoprovita” (disco pro
vita nozimé “macities dzivei”) pirmo reizi tika prezent€ta un aprobéta Latvijas Republikas
Izglitibas un zinatnes ministrijas Valsts jaunatnes iniciativu centra 2007. gada apr1lt un tika loti
pozitivi novértéta gan no spélétaju (vidusskolnieku), gan no pedagogijas ekspertu puses.

Raksts sniedz ar1 parskatu, par to, ka So sp€li novertja starptautiska Comenius and Grundtvig
kontakta seminara “Learning by doing” dalibnieki — 21 Eiropas valsts parstavji. Nosléguma,
kas apkopo §T starptautiska kontakta seminara dalibnieku viedoklus, sniegta pozitiva atbilde
uz jautajumu — vai ir mérktiecigi praktizét talak analogiskus studentu uznémumus (projektus)
un vai tas var veicinat studentu uznémibas attistibu.

Atslégvardi: toposie skolotaji, studentu uzné€miba, studentu projekti, izglitojosi — izklaidgjosa
spéle vidusskolai.
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THE QUALITY OF AIM-SETTING AND ACHIEVED RESULTS IN
ENGLISH FOR SPECIFIC PURPOSES (ESP) STUDY COURSE AS
REVEALED IN OPINIONS OF LECTURERS AND STUDENTS

LIETISKAS SVESVALODAS KURSA MERKU IZVIRZISANAS
UN SASNIEGTO REZULTATU KVALITATE STUDENTU UN
DOCETAJU SKATIJUMA

Ieva Rudzinska
Latvian Academy of Sport Education

Abstract

The aim of this article is to explore some aspects of the quality of English for Specific Purposes (ESP)
study course in several higher education institutions as gathered from the opinions of lecturers and
students.

The quality of ESP study course is viewed as consisting of five blocks: leadership and aim setting,
study activities, students’ and lecturers’ actions in study processes and an assessment of the study
achievements. In this article we have investigated the quality of aim setting, study processes and the
results of it.

The method of research was questioning and interviewing students and teachers of different Republic
of Latvia’s (LR) higher education institutions (HEIs). The sample consisted of 32 lecturers and 210
students from 11 Latvian higher education institutions. To compare the results and exclude most non-
characteristic tendencies, methods of mathematical statistics were used.

The results showed that although there were rather many statistically significant differences in the
evaluation of the mentioned aspects of quality management demonstrated by the opinions of students
from different types of higher education institutions in the ESP course, still for most students the most
important aim of the study course was connected with acquiring knowledge, whereas the teachers
considered it to be the use of knowledge and skills.

The results attested that the majority of students from universities considered “learning to learn”
their most important learning experience, but students from other HEIs thought it was the language
learning skills. From the standpoint of teacher’s activities, the most important ones were appropriate
teaching methods, including devotion to enough of individual work, motivating students, teacher-
student relationships and systematic study course structure, consisting of clear deadlines as well as
testing of what is being taught. Teachers were sure that students’ learning was rather well than not-
so-well managed. They viewed that the proof of it was the results shown by students.

Keywords: higher education institutions, aim awareness in English for Specific Purposes (ESP),
quality management.

Introduction

The article deals with the quality management system in one study course — ESP or English
for Specific Purposes — offered at a number of higher education institutions. The aim of the
article is to explore some aspects of the quality of English for Specific Purposes study course
in several higher education institutions in lecturers and students’ opinion.

Quality management is an open system, consisting of the input or resources — processes and
output or results. An educational institution has 2 inputs (Educational management: strategy,
quality and resources, 2001):

1) the course program and the aims of the institution,
2) every individual student.
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The abilities of an individual student is his or her ability to take from an institution in
full measure what it has to offer. The difficult task of teachers is to put together a study a
program and a corresponding individual student, so that he or she derives maximum good
as a result.

The development of quality system can help solve these problems and give added value to
teaching and learning in a given higher education institution.

In the European Union for quality management on the level of separate higher education
institutions, the total quality management model developed by Netherland Institute of Quality
1s widely used, which, in turn is based on European model of excellent entrepreneurship
(Pildavs, 2002). The European model of excellent entrepreneurship is developed by European
organization for Quality Management or EFQM, and consists of 9 blocks: leadership, policy
and strategy, staff management, partnership and resources, the processes, the satisfaction of
the staff, clients and society as a whole, and main results of work.

If we consider this model as consisting of 3 parts then first four blocks (leadership, policy and
strategy, staff management, partnership and resources) characterize input, processes are stated
explicitly in the fifth block, and the output of the system is characterized by four remaining
blocks (the satisfaction of the staff, clients and society as a whole and main results of work).

Although the quality of separate study courses in higher educational establishments usually
is not evaluated, common practice is to evaluate the quality of teaching separate subjects
at secondary schools by performing their accreditation (The quality of teaching English in
Latvian schools, See: www.akreditacija.lv).

The quality of teaching separate subjects at secondary schools is evaluated according to three
groups:

1. The quality of students’ work.

2. The quality of teachers’ work

3. The quality of assessment.

Taking into account the ideas of quality management system discussed above we added 2 more
blocks to the list:

4. The quality of aim setting;.

5. The quality of main results (it involves staff and client satisfaction, main results of
work).

In this article we will focus on the quality of aim setting and the quality of main results, since
other aspects of quality management will be discussed in following papers.

Aim setting is an important part of every activity and class, let alone the whole study course.
These are usually leaders who elaborate the vision and the mission, settting forth aims.

In The Report, which International Commission of Education for the 21st Century delivered
to UNESCO (Delors, 2001), the main aims of education were articulated as follows:

1. Learning to learn. In order to learn, one should use ability to concentrate, as well as
memory and thinking processes. Old style teachers were providers of information, but
now the teachers should teach the students to evaluate and use effectively the information,
which they often have gathered themselves. The students should be taught to seek for
information, relate it to their background knowledge, and evaluate it.

2. Learning to do. It means preparation for future work. Employers do not require skills,
but competence, which would unify skills of social behavior, ability to work in a team,
take risk. Life-long skills include ability to communicate, work together with others,
control ad solve conflicts. In technologically highly developed society we need new type
of behavior, including stable, effective relations among people. To make them one needs
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intuition, charm and ability to keep together team. It is difficult to imagine study Programs
developing such skills.

3. Learning to live together with others. This type of education is one of the most important
in contemporary education because of too much violence experienced in our world. Ability
to make dialogues and debate are important factors of education in the 21st century.

4. Learning to be should enable every person to solve his or her problems. It should give
person the freedom of choice and imagination, which is necessary to foster talent and, as
far as it is possible, determine one’s life.

The results of investigations concerning effective learning (Educational management, 2001)
show that teachers have an indirect role in determining the results of their students’ work, it
is connected with providing effective learning conditions for their students.

Learning is promoted by wide circle of skills, e.g. ability to explain, put high intellectual order
questions, maintain effective group dynamics, ability to involve students in effective forms
of cooperation. In order to foster motivation, it is necessary to receive feedback: this can be
said about both, the teacher and student work.

The notion of quality in education should also include process quality, which means that it
is important to find out how students get experience and how they participate in educational
system. The provider of educational service should take into account the variety and change
of needs, recognizing individualities of students and those who provide service.

Levaci¢ (Levacic, 2001, pp. 127-137) stresses that teaching is:
* not only a reaction to clients’ wishes, it is also the satisfaction of their needs
* the understanding of clients’ needs and wishes

* the finding of balance between clients’ needs and wishes, the reaction should be
adequate and service should be provided.

Taking into account the above mentioned ideas, we developed the methodology for the
research.

Methodology of the Research
In this article we have analyzed:
1. the quality of aim setting
the most valuable learning experience during study course
the evaluation of the quality of students’ learning management
the reasons why the mentioned quality has been evaluated as high or low and

A

ideas for improving the mentioned quality.
The quality of aim-setting according to the criteria are as follows:

a) clarity of the aims for the study course, i.e setting of individual aims of students at
the beginning of the study course

b) monitoring of these aims over a period of time.

1. Clarity of the aims is researched in a twofold fashion: first, the students were asked if the
aims of the study course are clear to them (question Al). The answers were evaluated according
to dichotomous scale; next, with the help of a free question “What are the aims of the study
course?”, the respondents were asked to articulate these aims. Their answers were coded in
2 major groups, linking aim setting with students (A4 1) and teachers (A4 2). Subgroups
included aims connected with acquiring of knowledge (A4 1 1), developing of skills (A4
1_2), use of knowledge and skills (A4 1 3).
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A2 and A3 are questions inquiring if the students had set their own aims at the beginning of
the study course and if, during the study course, the students had checked if they had reached
them. The answers were evaluated according to dichotomous scale.

2. The most valuable learning experience during study course is researched with the help
of open question “What was your most valuable learning experience in this study course?”.
The answers were coded according to the aims set for the Education for the 21% century, ande
presented in the Report discussed above. Thus knowledge is coded as T29 1, skills as T29 2,
among them T29 2 1 are language learning skills, T29 2 2 is learning to be, T29 2 3 is
learning to live together. We only added 1 more group of codes (T29 3), connected with use
of the obtained knowledge and skills.

3. The reasons why the mentioned quality has been evaluated either high or low were
investigated with the help of open question “Why do you think students’ learning is well or
not so well managed?”. Good management of students learning was coded as EV2 1, and not
so good as EV2 n. Students’ factor in good learning management was coded as EV2 1 1,
teacher’s factor — as EV2 1 2, basis for good learning management from teacher’s side —
as EV2 1 2 1, activities of good learning management from teacher’s side are coded — as
EV2 1 2 2;results of students’ learning and teacher’s teaching —as EV2 1 3. The category
of “not-so-well managed students’ learning”, as dependent on the student factor, was coded

EV2 n_1, and dependent on the teacher factor —as EV2 n 2.

4. Respondents’ ideas about ways of improving the quality of students learning management
was researched with the help of open question “What could be done to improve the management
of students’ learning?”. The answers were analyzed according to system of codes, consisting
of 3 main factors — EV3 1 —student factor, EV3 2 —teacher’s factor and EV3 3 —institutions
factor. Each factor has a list of sub-factors, thus EV3 1 has 2 sub-factors, EV3 2 17, and
EV3 3 7.

The statistically significant or non significant differences between opinions of students from
different types of higher education institutions (HEIs) were explored with the help of Student
criterion for 2 independent samples.

The sample

The sample consisted of 32 lecturers and 210 students from 11 Latvian higher education
institutions. The students weree grouped into 3 independent groups™

1) A group— 60 respondents from LR state university type higher education establishments.
Among them were students from Latvian University and Riga Technical University.

2) B group— 103 respondents from LR non-university type higher education establishments.
Among them were students from Latvian Academy of Sport Pedagogy, Rezekne Higher
Education Institution and Latvian Police Academy.

3) C group — 47 respondents from LR by legal persons established non-university higher
education establishments and colleges (or private higher education institutions). Among
them were students from Albert College, Institute of Transport and Communications,
Baltic International Academy and International School of Practical Psychology,
altogether.

These 3 groups represented basic types of Latvian higher education institutions.

4) D group — 32 teachers represented all the mentioned higher education establishments,
and also School of Business Administration “Turiba” and Stradin§ University.

5) S group — a derived group, e.i. all students together — altogether 210 respondents.
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The results and conclusions

1. The awareness of aim setting

In Table 1 we have compared numbers of students who gave positive answers to questions
about aim awareness of their ESP study course, in Table 2 we have compared opinion of
students with those of teachers.

Table 1
Comparison of aim awareness among students of different HEIs
Code, the number A B « A C “ B C “
of respondents
al 53 96 0 53 41 0 96 41 0
a2 30 64 0 30 33 1 64 33 0
a3 17 51 1 17 28 1 51 28 0
a4 43 75 0 43 25 0 75 25 1
a4 1 37 57 0 37 19 1 57 19 0
ad 11 30 45 0 30 14 1 45 14 0
a4 12 5 10 0 5 6 0 10 6 0
a4 13 9 10 0 9 4 0 10 4 0
a4 2 7 21 0 7 4 0 21 4 0
* Statistically significant (1) or statistically insignificant (0) differences.
Codes Al, A2, A3, A4, A4-1, A4-1-1, A4-1-2, A4 1-3 and A4-2 are described in methodology section.
Table 2
Comparison of aim awareness among students and lecturers
Code, the number of respondents S D *
al 190 Not relevant Not relevant
a2 127 21 0
a3 96 26 1
a4 143 11 1
ad 1 113 11 1
a4 11 89 3 1
ad 12 21 3 0
a4 13 23 5 0
a4 2 32 2 0

*Statistically significant (1) or statistically insignificant (0) differences. Codes See above.

Comparing answers to questions Al and A4 (See Table 1), we can conclude that although about
2/3 of university students assert that the aims of the study course are clear to them (question
Al), considerably less students can describe them (question A4).

From Table 1 and 2 we can conclude that in researched non-university type HEIs and private
HEISs statistically more students are checking if they have reached their individual aims in
ESP study course than in researched university type HEIs. Statistically more students from
researched private HEIs have set forth their individual aims than students from researched
university type HEISs.

More students from non-university type HEIs have been able to describe the aims of their
ESP study course than the students from researched private HEIs.

More University students tend to link the aims of ESP study course with students themselves
(not with teachers) than students from private HEIs. More University than private HEIs students
consider that the aim of study course is to give knowledge.
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More students than teachers consider that the students regularly check the fulfillment of their
individual aims during study course and link the aims of ESP study course with students
themselves.

Most teachers consider the most important aim of the study course being the use of knowledge
and skills, but most students think it is connected with acquiring knowledge.

Teachers among aims mention raising awareness of one’s and other cultures, but students
have not mentioned it.

2. Most valuable learning experience
Picture 1 illustrates students’ most valuable learning experience in A group.

codes 29 3
t29 2 3
t29 2 2
t29 2 1

t29 2
t29 1
t29

0% 20% 40% 60% 80% 100%

respondents (p.c.)

Picture 1. The percentage of different types of most valuable
learning experience in group A

T29: the percentage of students giving answer to this question, T29 1: knowledge,
T29 2: skills, among them T29 2 1 — language learning skills, T29 2 2 — learning to be,
T29 2 3 —learning to live together, T29 3: use of the obtained knowledge and skills.

Gaining of knowledge is considered as university students’ most valuable learning experience.
Data about other HEIs are assembled in Table 3.

Table 3

Students’ most valuable learning experience in an ESP course
Code, the
number of A B * A C * B C *
students
T29 50 84 0 50 31 1 84 31 1
T29 1 45 66 0 45 18 1 66 18 1
T29 2 7 22 0 7 10 0 22 10 0
T29 2-1 3 18 1 3 9 1 18 9 0
T29 2-2 4 3 0 4 2 0 3 2 0
T29 2-3 3 6 0 3 1 0 6 1 0
T29 3 2 6 0 2 8 1 6 8 1

* statistically significant (1) or insignificant (0) differences

T29: the percentage of students giving answer to this question, T29 1: knowledge, T29 2: skills, among
them T29 2 1 - language learning skills, T29 2 2 — learning to be, T29 2 3 - learning to live together,
T29 3: use of the obtained knowledge and skills.
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Students from university and non-university state HEIs are more aware of their most valuable
learning experience than investigated students from private HEISs.

More students from universities and non-universities consider “gaining knowledge” their most
valuable learning experience as compared to students from private HEISs.

More students from non-university type HEIS and private HEIs considered that their
most valuable learning experience was language learning skills than the respondents from
universities. This fact would indicate that private and non-university type HEIS pay more
attention to developing language learning skills.

More students from universities than from private HEIs consider their most valuable learning
experience being learning to live together. But more students from private HEIs than from 2
other types of HEIs consider their most valuable learning experience being use of the obtained
knowledge and skills.

3. The reasons why the quality of students’ learning is well or not-so-well managed are shown
in Picture 2.

codes ev2 n_2
ev2 n_1

ev_2n

ev2 | 3

ev2_ 122

ev2 | 2

ev2 | 1

ev2_|

ev2
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the number of respondents (%)

Picture 2. The percentage of respondents from state non-university type HEIs, indicating
different causes, why students’ learning is well (ev_2 1) or not so well managed (ev_2 n)

Codes: EV2 1. good management of students learning is as, EV2 n: not so good management of
students learning. EV2 | 1: EV2 1 2: students’ factor in good learning management, teacher’s
factor as EV2 1 2, EV2 1 2 1: basis for good learning management from teacher’s side,
EV2 1 2 2: teacher activities of good learning management; EV2 1 3: results of students’
learning and teacher’s teaching, EV2 n_1: not so good management of students’ learning depending
on student, EV2 n_2: not so good management of students’ learning depending on teacher.

From Picture 2 we can conclude that B group students consider that students’ learning is for
most part well rather than not-so-well managed, that students’ learning management depends
more on teachers than on students, and more important are factors are those connected with
real teacher activities than with basis for it, which can be, e.g. good teacher education. From
teacher’s activities the most important ones are appropriate teaching methods, including enough
individual work, motivating students, teacher-student relationships and systematic study course
structure, consisting of clear deadlines, testing what is being taught. Other groups of students
show similar results; therefore we have not provided them explicitly.

Teachers are sure that students’ learning is rather well than not-so-well managed. They view
that the proof of it is the results shown by students.
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4. Students’ and lecturers’ ideas about what can be done to improve students’ learning
management are illustrated in Picture 3.

codes
ev3_3
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ev3
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Picture 3. Group B answers to question
“What can be done to improve students’ learning management”?

EV3 1: student’s factor, EV3 2: teacher’s factor, EV3 3: institution’s factor.

From Picture 3 we can see that the majority of group B students are convinced that the
changes should be brought about by teachers, but the institution also has an important role in
improving students’ learning management. Many students complained that the study rooms
could be better, more up-to-date equipment should be used and the number of classes should
be increased.

The teachers, as most important factors, identified the necessity to agree on common aims
and assessment criteria, increase the number of classes, and provide opportunities for students
to have practical experience abroad.

We hope the expressed results and conclusions will interest Study Program managers, teachers
and the teachers of teachers.
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Anotacija

Kompetence pedagogija tiek skaidrota ka sp&ju kopa, kuru var iegiit dzivesdarbiba, to nemitigi
pilnveidojot. Makslas pedagogija profesionalas kompetences veido gan zinaSanas par makslas
procesiem, gan prasmes izmantot $Ts zinaSanas konkréta situacija, gan sp&ja but atvértam jaunam
zinasanam. Vienotas Eiropas veidoSanas ir sekméjusi integréSanas procesus, attistot ideju par
vienotu pieeju izglitiba kopgja socialkultiiras telpa. Raksta autores analizé ELIA (European League
of Institutes of the Arts) izstradata projekta Eiropas rezultatus dejas izglitibas joma, kura uzsverta
nepiecieSamiba veidot kopgjus profesionalos standartus dejas izglitiba gan bakalaura, gan magistra
studiju programmas ITment.

Izmantojot ASV un Australijas pieredzi deju skolotaju nacionalo standartu un no tiem izrietoSo
kompetencu izveid€ un ELIA izstradatas rekomendacijas, raksta pé&titas deju skolotaju profesionalas
kompetences un to pilnveides iesp&jas Latvija. Tiek izmantota Rigas Pedagogijas un izglitibas vadibas
augstskolas pieredze divpakapju deju skolotaju izglitibas (bakalaura, magistra limenis) izveidg.
Analizgts profesionala bakalaura Deju un ritmikas skolotajs un profesionala magistra Dejas pedagogija
studiju programmu saturs un organizacijas veidi deju skolotaju profesionalo kompetenc¢u pilnveidei
Bolonas procesa pamatprincipu — konkurétspgja, kvalitate, pieejamiba — konteksta.

Atslegvardi: kompetences, dejas izglitiba, pieredze, pilnveide.

Tevads

Misdienas pedagogija kompetence tiek skaidrota ka sp&ju kopa, kuru var iegiit dzivesdarbiba,
to nemitigi pilnveidojot. Skaidrojuma pamata ir darbibas teorijas atzinumi par izzinas
priekSmetisko un garigo vienotibu. Lidz ar to kompetence jaapliiko no subjektiva (spéjas,
pieredze) un objektiva (pieredzes giiSanas iespgjas) aspekta.

I. Tilla apgalvo, ka kompetences priekSmetiski saturisko struktiiru veido divu komponentu —
subjektiva un objektiva — mijiedarbiba. Pirmaja komponenta ietilpst individualaja pieredze
pamatotas sp&jas, otraja — pa$pieredzes, citu un pasaules pieredzes giitas iesp&jas. Sada pieeja
kompetences skaidrojuma norada, ka cilvekam rodas arvien jauni izaicinajumi, nemitigi
pilnveidot pieredzi.

A. Bruks (Bruck,2002) analizé kompetenci ka rezultatu un veido kompetentas personas
raksturojumu — ta ir spgjiga realiz€t savu nodomu, tai ir zinaSanas un prasmes nodoma
stenoSanai, ta sp&j sekmigi organizet darbibu jaunas, sarezgitas situacijas.

Analizgjot kompetenci ka darbibu un art rezultatu, 1. Tilla veido kompetences definiciju:
“ .. ta ir pieredzes giiSanas iesp&jas pamatota sp&ju un pieredzes individuala kombinacija.
Procesualaja izpratné ta nemitigi pilnveidojas, jo sp&jas attistas muzilgi, pilnveidojas pieredze
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un rodas arvien jaunas pieredzes giiSanas iesp&jas. Kompetence ka rezultats izpauzas konkrétas
situacijas darbibas kvalitates ltment” (7i//a,2005,39).

Makslas pedagogija profesionalas kompetences veido gan zinasanas par makslas procesiem,
gan prasmes izmantot §1s zinaSanas konkr&taja situacija, gan spgja bt atveértam jaunam
zinaSanam. SareZgitu integracijas un diferenciacijas procesu rezultata makslas pedagogija
ietver sevi vairaku objektu sféras — zinatnes un makslas, patiesa un skaista vienotibu un
savstarp&ju mijiedarbibu cilvéka iesp&ju izzina un attistiba (Anspaks,2006,19.).

Pétijjuma mérkis un uzdevumi — analizét deju skolotaju profesionalas kompetences un
konstatét to pilnveides veicinoSos faktorus izglitiba.

Pétijuma priekSmets — deju skolotaju kompetencu pilnveide.

Pétijuma metodes — pedagogiski psihologiskas literatiiras, projektu dokumentu, studiju
programmu analize.

Petijuma teorétiskais pamats

Vienotas Eiropas veidoSanas ir veicinajusi integréSanas procesus kopgja socialkultiiras telpa.
Procesu aktivizéSanas garants ir sabiedribas interese par bazes kompetencém un iespgjam
tas integrét Eiropas Savienibas izglitiba. Daudzas valstis ir veikti apjomigi p&tijumi un
projekti, vérsti uz kompetences kategorijas pétisSanu. Analizgjot vairaku starptautisko projektu
rezultatus, I. Tilla nonak pie atzinas, kas kompetences attistibas un pilnigoSanas izpratni
misdienu skatfjuma raksturo mijsakaribas starp maciSanas, sadarbibas un sazinas sp&jam,
pieredzi, tas giiSanas iesp&jam (7ifla,2005,42).

Par nozimigu dokumentu dejas izglitiba uzskatams 2001. gada ELIA izstradata projekta
Potential Changes in Higher Dance Education in Europe through the Bologna Agreement
rezultati (pieejams: http://(www.k.12waus/certification/profed/competency/2007standards/
Dance.pgf). Taja analizeta situacija dejas izglitiba sesas Eiropas valstis — Somija, Anglija,
Cehija, Niderlandg, Zviedrija, Portugalg, lai izstradatu vadlinijas un rekomendacijas dejas
izglitibas straujakai ieklauSanai kop&ja Eiropas telpa. Projekta gala dokumenta uzsverts, ka Sim
nolikam nepieciesams veidot kop&jus profesionalos standartus deju izglitiba gan bakalaura,
gan magistra studiju programmas limeni. Tada veida tiek veicinata studiju mobilitate, dejas
izglitibas ieklauSanas Eiropas multikulturala vide un nacionalas piederibas saglabasana.

Projekta empiriskais pétijums liecina, ka dazadas Eiropas regiona valstis ir gan kopigais,
gan atsSkirigais dejas izglitibas satura un organizacija. Atskirigi ir studiju ilgumi, ieglistama
kvalifikacija (dejotajs, deju skolotajs, horeografs), ar1 pieskirama grada zinatnu nozare (makslas
zinatnes, humanitaras zinatnes). Kopé&ja pieeja ir studiju programmu satura (Iidzigi studiju
priekSmeti: klasiska deja, moderna deja, dejas kompozicija u. c.), ka ar1 studiju organizacija
(pieredzes uzkrasanai aktivi tiek izmantotas meistarklases, koncertdarbiba, prakse u. c.
veidi). Projekta iegtita informacija un pieredze veido pamatu turpmakajam solim vienotu
deju skolotaja profesionalo kompetencu izstradasanai un ievieSanai, kas sekme tris Iimenu
(bakalaura, magistra, doktora) izglitibas saskanosanu un ievieSanu Eiropa.

Pasaules pieredz€ redzam jau izstradatas pieejas deju skolotaju profesionalo kompetencu
izveidé. Par vienu no interesantakajam raksta autoru skatijuma ir Australijas pieredze.
1994.-1995. gada projekta rezultata tika izstradats un ieviests dejas pedagogu standarts 7The
Australian Guidelines for Dance Teachers (pieejams: http://www.ausdance.org.au/outside/
interest/competency/assess.html).

Projekta visplasaka veida tika iesaistitas vadosas dejas makslas augstskolas un sabiedriskas
organizacijas. Ta rezultata izstradatas deju skolotaju darbibas vadlinijas, izveidots deju
skolotaju nacionalais standarts un atbilsto$i tam — deju izglitiba apgiistamas kompetences.
Vadlinijas un standarta uzsverta profesionala &tika, sadarbibas prasmes, zinasanas deja.
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Deju skolotaju zinasanas Australijas nacionalaja standarta tiek iedalitas 2 Iimenos:

D

2)

zemakais — reproduktativais [imenis (recreational), kura tiek apgiitas dejas atpiitai,
komunic&$anai un socializacijai (community and social dance). ST pieeja tiek lietota
darbam ar bérniem pirmsskola, skola, dazadas intereSu grupas, cilvékiem ar 1pasam
vajadzibam;

augstakais ITmenis — apgiitas profesionalas dejas tehnikas, kompozicija, priekSnesumu
veidoSana, saistiba ar citam makslam. Deju skolotaji tiek sagatavoti profesionalam
darbam ar studentiem, kuri v€las veidot dejotaja karjeru.

Abi zinasanu ITmeni ir savstarpgji saistiti — tikai apgustot zemako ltmeni, deju skolotajs var
turpinat apgit augstaku zinaSanu ltmeni. Izmantojot deju skolotaju nacionalo standartu un
izstradas kompetences, Australija ir izveidota sist€miska pieeja deju apmacibai visparizglitojosas
un profesionalajas macibu iestades.

Interesanta ir arT ASV pieredze profesionalo deju skolotaju kompetencu izveid@. [zstradatajas
nacionalajas deju skolotaju darbibas vadlinijas teikts, ka to filozofisko pamatu veido atzinas
par to, ka

)
2)
3)

4

maksla ir civilizacijas ieguvums,

makslai piemit universala valoda,

makslas studijas attista cilvéku kognitivas prasmes, kreativitati, ta sagatavojot cilvekus
dzivei 21. gadsimta,

zinasanas un prasmes makslas tehnologijas tuvina cilvéku izpratni par makslinieciskiem
procesiem.

Pamatojoties uz vadlinijas definétajam pamattézem, ir izstradats ASV deju skolotaju profe-
sionalo kompetencu standarts, kuru veido

1)
2)
3)
4

pamatzinasanas dejas tehnikas, kustibu ontologija,
izpratne par dejas procesualo aspektu,

izpratne par maksliniecisko procesu sakaribam,
dejas kulturvesturiskais konteksts,

5) saistiba ar miisdienu sabiedriskajiem procesiem,

6) dejas pedagogiskais aspekts (pieejams: http.//www.k.12waus/certification/profed/

competency/2007standards/Dance.pgf).

1. tabula
Deju skolotaju profesionalas kompetences (ASV pieredze)
Nr. p. k. Kompetences
1. Pamatzina$anas dejas tehnikas, kustibu ontologija
1.1. Izprast dejas elementus — telpu (darbiba, apjoms, virzieni, [imeni, forma, parvietoSanas veidi,
sakaribas); laiku (ritms, temps, taktsmers)
1.2 Izpratne par kustibu organizacijas principiem
1.3. Izpratne par dejas ekspresiju un tas komunikativajam ipasibam
1.4. Izpratne par dejas procesualo aspektu — kreativitate, priekSnesums, atsauksme
L.5. Spéja analiz&t deju, izmantojot terminologiju un bazes konceptus
1.6. Zinasanas par horeografiska procesa struktiiru
2. Izpratne par makslinieciska procesa saturu un organizaciju
2.1. ZinaSanas un prasmes dejas veidoSanas pieredze
2.2 Zinasanas un prasmes dejas iestudéSanas pieredze
2.3. Dejas ekspresivais un komunikativas aspekts
2.4. Zinasanas par horeografiskam formam
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Nr. p. k. Kompetences
Izpratne par dejas kvalitatém — térps, gaisma, scenografija, skana, tehnologijas
3. Izpratne par maksliniecisko procesu sakaribam
3.1 Izpratne par dejas saistibu ar citam makslam
3.2. Zinasanas par dejas attistibas regionalajiem procesiem
3.3. Sakaribas starp maksliniecisko darbibu un rezultatu
4. Dejas kultiirvesturiskais konteksts
4.1. Izpratne par dejas attistibas vesturiskajiem procesiem
4.2. Izpratne par sabiedribas socialajam izmainam un to atspogulojumu deja
5. Saistiba ar musdienu sabiedriskajiem procesiem
5.1 Dejas izglitibas filozofija un sociala baze
5.2. Dejas izglitibas nozime sabiedribas attistiba
5.3. Izpratne par plagiatu dejas maksla
6. Dejas pedagogiskais aspekts
6.1. Izprast dejas pedagogijas mérkus
6.2. Spé&ja kustibu demonstrét
6.3. Spé&ja sintezét/analizét horeografisko darbibu
6.4. Spéja komunicét
6.5. Saskarsmes prasmes dejas iestudéSanas procesa

Par deju skolotaju kompetencém arzemju literatiira galvenokart tiek spriests makslas izglitibas
filozofijas konteksta. S. V. Stinsone (Stinson) raksta Realitates, miti un prioritates: deju skolo-
taju kompetences (Stinson, 1993) analiz€ kompetencu veidoSanas problémas deju skolotaju
izglitiba. Vina tas saskata pretruna starp makslinieciskiem mekléjumiem deja un birokratisku
pieeju dejas (un arT citu makslu) izglitiba. Autore uzskata, ka standarts ne vienmer ir sp&jigs
nodroS$inat augstsvertigus makslinieciskos rezultatus, ja taja netiek ievérots personibas (deju
skolotaja) nepiecieSamo 1pasibu kopums — tolerance, empatija, saskarsmes un komunicésanas
sp&jas.

Petijuma rezultati

20. gadsimta beigas Latvija strauji attistas nozaru pedagogija, tostarp ari makslas apaks$nozargs.
Ka uzsver A. Spona, kultiiras un makslas apaksnozare Latvija attistas nevienmérigi, tatu
tas attistiba ir ieintereséti ne tikai zinatnieki, bet arT sabiedriba kopuma, jo ““ .. pedagogijas
zinatnes nozaru kompleksa attistiba un stabilitate var nodroSinat sabiedribas dzives kvalitates
pilnveidosanos, humanisma attisttbu un nostiprinaSanos valsts sabiedrisko organizaciju
darbiba, cilveku stavstarpgjas attiecibas (Spona, 2004, 35. Ipp.).

Latvija dejas izglitibu iesp&ams iegtt J. Vitola Latvijas Miuzikas akadémijas (JVLMA)
horeografijas makslas profesionala bakalaura un profesionala magistra studiju programma,
Latvijas Kultiiras akadémijas (LK A) modernas dejas bakalaura studiju programma, Rigas
Pedagogijas un izglitibas vadibas augstskolas (RPIVA) profesionala bakalaura Deju un
ritmikas skolotajs un profesionala magistra Dejas pedagogija studiju programma, Liepajas
Pedagogijas akadémijas (LPA) profesionala bakalaura studiju programma Sporta un deju
skolotajs. Studentu uznemsana LKA un JVLMA notiek vienu reizi etros gados, bet RPIVA —
katru gadu pilna un nepilna laika studijas. LPA studiju programma ir licencéta un taja stude
1. kursa studenti. Raksta autores uzskata, ka $ads sadalijums veido logisku un sakartotu deju
skolotaju un horeografu apmacibas sistému, izslédzot nevajadzigu konkurenci augstskolu
starpa un nodro$inot gan dejas pedagogijas, gan dejas makslas attistibu Latvija.

Par dejas pedagogijas attistibas atskaites punktu Latvija varam uzskatit 1996. gadu, kad
RPIVA tika atklata profesionala bakalaura studiju programma Deju un ritmikas skolotdjs. S1s
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programmas absolventi (vairak neka 150) laika gaita ir kluvusi par Latvija pazistamiem deju
kolektivu vaditajiem, intereSu izglitibas skolotajiem, metodisko apvienibu vaditajiem, rajonu
un Vispargjo Deju svetku virsvaditajiem. Ar 2007. gadu RPIVA studijas uzsakusi profesionalas
magistra studiju programmas Dejas pedagogija studenti. Par nozimigu notikumu dejas
pedagogijas nozares attistibas veicinasana ir uzskatams arl pirmais aizstavétais promocijas
darbs dejas pedagogija Dejas kompozicijas prasmju pilnveide studentu makslinieciskaja
darbiba (Spalva, 2007).

Profesionala bakalaura studiju programmu Deju un ritmikas skolotdjs raksturo inovativo metozu
ievieSanu studiju procesa, dejas teorijas saistiba ar praksi pedagogiskas un makslinieciskas
darbibas mijattiecibas. Par programmas aktualitati liecina studiju programmas absolventu
augstais reitings darba tirgii, ka ar1 fakts, ka 19 §is programmas absolventi ir kluvusi par
rajonu Deju svétku virsvaditajiem un metodisko apvienibu vaditajiem. Studiju programmas
Deju un ritmikas skolotajs pasnovértejuma zinojuma formuléti uzdevumi:

1) pilnveidot studentu motivaciju deju skolotaja profesionalo kompetencu pilnveidei,

2) veicinat studentu pétniecisko darbibu,

3) veicinat studentu ieklausanos Latvijas kulttirvide,

4) pilnveidot studiju programmu, ievieSot inovativas pieejas pedagogija, psihologija, dejas
didaktika (pieejams: www.aiknc.lv).

Ieprieks$€ja personiga pieredze deja ir svarigs nosacijums studiju uzsakSanai programma Deju
un ritmikas skolotdjs. RPIVA ir izstradatas un Augstakaja izglitibas padome apstiprinatas
Papildu prasibas reflektantiem profesionald bakalaura studiju programmd Deju un ritmikas
skolotajs horeografisko prasmju parbaudei. 1zstradatas prasibas un vert€Sanas kriteriji nosaka
nakama deju skolotaja bazes zinasanas, kuram studiju procesa ir japaraug profesionalas
kompetences. Profesionalo sp&ju parbaudé tiek konstateta reflektantu izpratne par dejas
tehniku, telpas un laika aspektu deja, sanemot vértéjumu balles no 1 lidz 10.

2.1. tabula
Profesionalas prasibas reflektantiem profesionala bakalaura studiju programma
Deju un ritmikas skolotajs

Prasibas Maksimali iegiistamas
balles
Dejas tehniskais izpildijums 4
Dejas izvietojums laika 3
Dejas izvietojums telpa 2
Emocionalais/vizualais tels |

2.2. tabula
Kriteriji dejas tehniskajam izpildjjumam
1 balle Zems izpildjjuma ltmenis; minimalas prasmes dejas tehnika, apgtti 2—3 kustibu elementi,
izpildijuma neprecizitate, kustibu nenobeigtiba, nav izpratnes par izveidotas dejas zanru
2 balles Vidgjs izpildijuma ITmenis; kustibu elementi apgiiti dazu kustibas kombinaciju ltmenf,
neliela izpratne par izveletas dejas zanru
3 balles Vidgji augsts izpildijuma [Tmenis; apgiitas vairakas izverstas kustibu kombinacijas,
izpildijuma precizitate, izpratne par izveletas dejas zanru
4 balles Augsts izpildjjuma Itmenis; deja sastav no daudziem kustibu elementiem; izpildijjuma
precizitate, lakonisms, izpratne par izpildamas dejas zanru un stilu
0 balles | Neatbilst prastbam
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2.3. tabula
Kriteriji dejas izvietojumam laika
1 balle Izpildijuma atbilstiba miizikas ritmam
2 balles Izpildijuma atbilstiba miizikas melodijai, ritmam, frazéjumam
3 balles Izpildijuma atbilstiba miizikas melodijai, ritmam, fraz€jumam; nianscta darbibas

atbilstiba miizikas raksturam
0 balles Neatbilst prasibam

2.4. tabula
Kriteriji dejas izvietojumam telpa
1 balle Neliela izpratne par dejotaja izvietojumu telpa, nav izpildijjuma dinamikas, saistitas ar
telpas izmantoSanas iesp&jam
2 balles Izpratne par dejotdja daudzdimensialu izvietojumu telpa
0 balles Neatbilst prasibam

2.5. tabula
Kriteriji un raditaji izpildijuma emocionalajam/vizualajam telam

1 balle Izpildijuma makslinieciskais [Tmenis, emocionalitate, izveletajam dejas zanram atbilstoss
vizualais risinajums
0 balles Neatbilst prasibam

Studiju kursu saturs paredz mérktiecigi attistit studentu profesionalas zinasanas un prasmes,
integrét teorétiskas atzinas studentu praktiskaja darba, veicinat studentu makslinieciskas
darbibas kvalitates.

Dejas pedagogijas nozarei attistoties, par aktualitati un nepiecieSamibu ir kluvusi deju skolotaju
miizizglitibas programmas veidoana Latvija. Sim nolikam Rigas Pedagogijas un izglitibas
vadibas augstskola ir veikti vairaki nozimigi petijumi:
1) analiz&ts profesionala bakalaura studiju programmas Deju un ritmikas skolotajs studiju
saturs Eiropas pieredzes konteksta (N. Sagunas bakalaura darbs RPIVA deju un ritmikas
skolotaju studiju programmas darbibas analize),

2) pétita situacija deju skolotaju darba tirgi (ESF projekts VPD1/ESF/PIAA/05/
APK/3.2.5.2./0004/0164 Talakizglitibas programmas izveide un aprobdcija RPIVA
Deju un ritmikas skolotaja studiju programmas absolventu profesionalas kompetences
paaugstinasanai),

3) izstradatas rekomendacijas deju skolotaju kompetencu pilnveidei talakizglitibas un
miizizglitibas konteksta (ESF projekts VPD1/ESF/PIAA/05/APK/3.2.5.2./0004/0164
Talakizglitibas programmas izveide un aprobdcija RPIVA Deju un ritmikas skolotaja
studiju programmas absolventu profesionalas kompetences paaugstinasanai).

Projekta rezultati liecina, ka lielaka dala deju skolotaju (79% no 82 aptaujatajiem) strada
ar vairaku vecumposmu dejotajiem — bérniem, jaunieSiem, vid€jas un vecakas paaudzes
dalibniekiem). Tap€c darba tirgii ir arvien pieaugoss pieprasijums pec vispusigi attistitiem,
zinoSiem deju skolotajiem, kuri ne tikai maca apgiit horeografiju un dejas tehnikas, bet art
izprot vecumposmu psihologiskas un fiziologiskas ipatnibas, cilvéku anatomiju un fiziologiju,
kustibu ontologiju; kuri sp&j izprast un analizét deju gan psihofiziskaja, gan makslinieciskaja
aspekta.

2007. gada RPIVA tika ieviesta profesionala magistra studiju programma Dejas pedagogija.
Ta pilnveido bakalaura Iiment iegiitas profesionalas kompetences dejas teorija un praksg,
zinatnisko problému risinasana, dod iesp&ju deju skolotajiem turpinat izglitibu doktorantiiras
programmas, ar1 nodros$ina dejas pedagogijas zinatnes nozares attistibu Latvija. Nemot véra
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pasaules un Eiropas pieredzi, situaciju Latvijas izglitiba un darba tirgli, RPIVA ir izstradats
profesionala magistra studiju programma apgiistamo kompetencu saturs, kura teorétisko
pamatu veido Latvijas intereSu izglitibas skolotaja standarts, kas vispariga veida nosaka
nepiecieSamo zinaSanu, prasmju un iemanu apjomu (pieejams: http./www.izmpic.gov.lv/
Standartu_reg/Skolotajs.pdf).

2.6. tabula
Apgiistamas kompetences atbilstoSi profesijas standartam

Nozares teorijas studiju kursi (11 KP)

Personibas attistibas Prasme izvértet audzeknu personibu izaugsmi

teorijas pedagogija Prasme orientgties psihologijas literatfira un izmantot to profesionalaja un
zinatniskaja darbiba

Dailrades psihologija Izpratne par radoso darbibu

Prasme atklat audzéknu radoSumu

Rados$o sp&ju atraisiSana, inteligences un kompetences paaugstinasana
P&tfjumu organizacija un | legit, analiz&t, atlasit informaciju un izmantot to p&tnieciba

norise Prasme veikt p&tniecisko darbibu

Prasme izmantot sist€misku pieeju zinatnisku problému risinasana

Lingvistiskas macibas Prasme veidot stilistiski un gramatiski pareizu un precizu rakstu valodu
Prasme izmantot iegiitas zinasanas macibu programmu un

metodisko materialu izveide

Prasme pilnveidot zinasanas valodas kulttiras ka zinatnes nozares
pamatjautajumos

Kulttiras menedzments Prasme izstradat radoSos projektus

Prasme stradat komanda

Prasme organizet maksliniecisko darbibu

Profesionalie teorijas un prakses studiju kursi (15 KP)

Inovacijas dejas Prasme veikt pedagogiskas darbibas analizi
pedagogija Prasme pilnveidot profesionalo meistaribu
Dejas pedagogijas veésture | Prasme apgit nacionalas kulttiras vértibas
Latvija Pilnveido zinaSanas bérnu deja un latviesu tautas deja
Veido vésturisko un sisteémisko pieeju dejas pedagogijas procesu analizé
Tradicionala miizika Prasme apgiit kultiiras vertibas un tradicijas
Izprast globalizacijas procesu ietekmi uz tradicionalo kultaru
Dejas analize Prasme novertet radoSos sasniegumus

Attistit pasnovertéjuma prasmes

Prasme pilnveidot analitiskas prasmes

Deju muizikas literatiira | Prasme nodrosinat bé&rniem un jaunieSiem emocionalo un estétisko labklajibu
Rosinat makslinieciskas izzinas intereses

Kustibu terapija Prasme noteikt audzeknu individualas Ipatnibas

Prasme pétit personibu attistibu

Prasme veikt individualo korekcijas darbu

Prakse (14 KP)
Meistarklases Pilnveidot profesionalo meistaribu
Asistenta prakse Apzinat labako pedagogisko pieredzi

Izmantot jaunakas atzinas macibu satura un metodika

Iestudéjumu veidosanas | Prasme lidzdarboties radosSajos projektos
prakse

Merktiecigi organizéta divu Iimenu (bakalaura, magistra) dejas pedagogijas programmu
istenoSana RPIVA ir efektivs macibu un macisanas lidzeklis deju skolotaju muzizglitiba.
Saja procesa neatkarigi no formalas izglitibas sistémam katrs var veidot savu personigo
kompetencu modeli, kas ir nepieciesams aktivai pedagogiskai, makslinieciskai, zinatniskai
un organizatoriskai darbibai.
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Secinajumi

RPIVA izveidotas divu limenu (bakalaura, magistra) studiju programmas veicina zinasanu
sabiedribas veidosanos Latvija, pilnveido deju skolotaju profesionalas kompetences pedagogiskas
un makslinieciskas darbibas vienotiba, sekmé zinatniski p&tniecisko darbibu un nodrosina deju
skolotaju profesionalo pilnveidi atbilstosi miizizglitibas koncepcijai. Profesionalo kompetencu
attistibas garants ir studiju programmu p&cteciba, konkur&tspgja, kvalitate un pieejamiba. Deju
skolotaju kompetences pilnveidojas, izkopjot individualaja pieredze, paspieredz€ un pasaules
pieredz€ giitas zinaSanas un prasmes.
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Abstract

Competence in pedagogy is defined as a set of abilities acquired through life experience,
undergoing constant improvement. In art pedagogy, professional competence is comprised
of knowledge about the art processes as well as the skills to use this knowledge in specific
situations, and the ability to be open for new knowledge. The creation of a united Europe
facilitated the process of integration, developing the idea of a common approach in education
in a common socio-cultural area. The authors of this article analyse the results of the project
elaborated by ELIA (European League of Institutes of the Arts) in the field of dance education
that emphasises the necessity of creating common professional standards in dance education
at both the bachelor’s and master’s level. Using the experience of USA and Australia in
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establishing national standards for dance teachers and the resulting competences as well as
the recommendations worked out by ELIA, the authors of the article analyse the professional
competences of dance teachers and the possibilities of their improvement in Latvia. The
article shares the experience of Riga Teacher Training and Educational Management Academy
in the creation of two-stage dance teachers’ studies. The content and organisation of the
professional bachelor’s programme Dance and Rhythmics Teacher and the professional master’s
programme Dance Pedagogy have been analysed from the point of view of improvement of
teachers’ professional competence in the context of the basic principles of the Bologna process:
competitiveness, quality, availability.

Keywords: competences, dance education, experience, improvement.
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HOW DO STUDENTS DIFFER IN LEARNING STYLES AND
ACHIEVEMENTS IN LANGUAGE LEARNING?

KA ATSKIRAS STUDENTU MACIBU STILS UN VALODU
PRASMJU LIMENIS?

Anna Tatarinceva

Dr. Paed., Associate Professor
Transport and Telecommunication Institute
Riga, Latvia

Abstract

The paper presents the investigations of various aspects of gender differences of male and female
functioning in society, culture, language and learning. The research analyses the influence of the gender
factor on students’ social behaviour, language learning, their preferences of the pattern of knowledge
in various aspects — cognitive, emotional abilities, learning styles, and achievements.

Keywords: gender, learning style, hemisphere, human brain, language, achievements, differences,
influence, cognitive skills.

1. Introduction

The question of gender differences in intelligence or academic achievements has been debated
for centuries and the issue has taken on particular importance in the past twenty five years.

The most important thing to keep in mind about this debate is that no responsible researcher
has ever claimed that any male-female differences on any measure of intellectual ability are
significant compared to the differences between each sex as such.

Investigations of gender differences in proficiency and skills have a long history, but there
still is a need for further analyses. There is always a need for information regarding reasons
why such differences emerge, how they are developed, how they influence individual learning
style, human cognitive abilities and achievements in different spheres of life.

The aim of the research is to investigate the influence of the gender factor on students’ learning
style and achievements in the process of language learning.

The object of the research is students’ language learning
The subject of the research is students’ gender-based learning style.

The methods of the research are an analysis of pedagogical, psychological, sociological
literature, an empirical study of the data on students’ gender differences.

The tendency to dissociate language and gender was mostly introduced in the western
intellectual tradition. One of the most interesting questions is, how these two notions —
language and gender —are bound to each other. The distinction between the essence of notions
sex and gender is a frequent topic for debate in research and epistemology. A common use of
the term sex restricts it to biological, or physiological distinctions between males and females,
while reserving the term gender to refer to the psychological features or attributes associated
with such categories as feminine or masculine that are developed through socialisation (Deaux,
2005; Oakley, 1992).

The usage of the term gender is also more accurate for the connection to the gender system
identified by researchers (Hirdman, 1998; Harding, 2006; Scott, 1999), since it marks
the cultural and structural dimension. The term gender denotes social, psychological, or
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behavioural characteristics, not biological or anatomical. Gender roles are culturally prescribed
behaviours and traits that dictate how males and females should act.

The inviolability of human life, individual freedom and integrity, the equal value of all
humans, equality between women and men are the values a higher school should form and
bring about (Lpo, 2004). The gender aspect of cognitive performance is one important part
of this goal. Research on human cognitive abilities or intelligence showed the assumption of
female intellectual inferiority (e.g., Shields, 1995; Rossiter, 1992; Dijkstra, 2006). But some
investigations produced scientific evidence that females and males are equally intellectually
capable (Elliot, 1991; Gadwa & Griggs, 1995).

We have to be aware of that if gender is a social phenomenon, one should be able to find
linguistic evidences of it, since language is the primary means by which we create the
categories we help our students to learn.

Patterns of gender differences are deeply rooted in the mass media as well as in national
belief systems. Many of the reflected beliefs address notions of gender differences in cognitive
abilities, proficiency and achievements.

Francis Galton was the first who claimed the empirical scientific ground to conclude that
women tend to be inferior to men in all their capacities (Galton, 1907, referred in Shields,
1995). One of the many examples by Shields illustrates the logic of that time: “That men should
have greater cerebral variability and therefore more originality, while women have greater
stability and therefore more common sense, are facts both consistent with the general theory
of sex and verifiable in common experience.” (Shields, 1995)

Females, considered the opposite to males by default, were seen as more restricted or even
invariable intellectually: “A woman is a rule, typical, but a man is an individual. There is
incomparably less variation among women than men. If you know one woman, you know
them all, with but few exceptions” (Dijkstra, 2006).

It seems particularly important to contrast such ideas with well-founded results of what the
socially constructed reality is. These problems are always present when gender differences,
their influence on individual learning style and achievements are in focus.

I1. The Essence of Learning Style

Let us return to the title of the paper and analyse how gender differences influence students’
learning styles and achievements in language learning.

Learning style is the whole, unique, genetically predetermined complex of characteristic
conditions under which an individual functions in his/her conscious intellectual activities —
concentrates, perceives, processes, retains, and applies new and difficult information — in the
unity of progress in learning and acquisition of learning objectives of curriculum with the
help of successful interaction with the learning environment and a creative use of one’s own
potential (Tatarinceva, 2005).

Every student has a characteristic learning style regardless of his/her intelligence or socio-
economic status. Psychologists have identified which elements of individual learning style
are biologically imposed, stable, and which elements could be developed during individual
life experiences.

The following elements of individual learning style are genetically predetermined:

* the type of information processing (the dominance of the left/right hemisphere of
human brain), and

» perceptual strengths (the level of the development of auditory, visual, tactile, kinaesthetic
sensory canals) (Milgram, 2000; Dunn, 1998; Griggs, 1991).
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Learning style is a reasonably stable characteristic, only some elements of it, such as
motivation, responsibility for learning and social preferences can be changed as a result of
maturity and strong personal efforts.

At least three-fifths of the learning style is genetically predetermined, and this biological
determination of individual learning style works during an individual’s life-time (Karpova,
1994; Milgram, 2000; Griggs, 1991). An individuals’ responses to sound, light, seating
arrangements, intake, the optimal time of day for learning, closely connected with the process
of information processing, are also biologically predetermined (Anastasi, 1988; Dunn, 1998;
Restak, 1999; Thies,1999).

Such factors as age, achievement level, gender, culture can influence individual learning style
and individuals’ achievements in learning (Ebel, 1999; Milgram & Price, 2003; Cavanaugh,
2002; Grebb, 1999).

Let us analyse the influence of the gender factor on students’ learning style and their
achievements in learning in more detail.

II1. The Influence of the Gender Factor on a Student’s Learning Style and
Achievements in the Process of Foreign Language Learning

Males and females learn differently (Grebb, 1999; Ebel, 1999; Dunn, 1992). Males tend to
be more kinaesthetic, tactual, visual, need more mobility in a more informal environment,
are more nonconforming and peer motivated than females. Females tend to be auditory,
self- and authority-motivated, need significantly quieter atmosphere while learning; they are
more conforming than males (Marcus, 1999; Pizzo, 2000).There are fundamental differences
among male and female ways of communication (Thomson, 1995). Thomson believes that
male learning focuses on competitions, status and independence. In contrast, female world
focuses on intimacy, consensus, sometimes independence. Social preferences of males and
females are also different in the process of learning.

Male students prefer learning tasks connected with competitions in hierarchical groups, while
female students learn by collaboration in small groups in which mutual liking is important
(Dorval, 2000).

Males feel more comfortable in a lecturer’s role, which is a demonstration of expertise and
status, females prefer a listener’s role, as a desire to collaborate, be liked by products of a world
of connections, not status (Aries,1996; Fox, 1999). Females prefer to share their expertise with
others rather than rivalling with them. Ong (1999) suggests that females prefer to keep peace,
they see the orders that males give them as provocative and challenging while male students
see suggestions that females make as infuriating and bossy (Cavanaugh, 2002).

Male and female students show clear differences in their approaches to learning tasks
connected with problem-solving. Males produce a mass of short spurts of speech, females
produce big blocks of talk. Male students prefer to get learning tasks which give them an
opportunity to speak more in public settings; females prefer to speak more in private settings,
they see conversation as an important way of maintaining relationships (Dorval, 2000; Tannen,
1992).

Females excel at language tasks requiring perceptual speed, males do better on general
information tasks. Females prefer tasks connected with remembering verbal information,
faces, names, object locations, landmarks along a route, have better episodic memory, but
males do better on travel directions tasks (Colley, 2001; Ong, 1999). Females have advantages
on measures of verbal fluency, vocabulary, quality of speech; males are better on writing, but
they often have difficulties in tasks connected with perception of speech, experience reading
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disability, they do better on tasks connected with logic, problem-solving situations (McMahan,
2002; Petrovsky, 1999; Feingold, 1999).

Male students dismiss problems of others or change the subject. Females listen to, confront
problems, and encourage other people. These two approaches to language learning problems
are poles apart. Male and female students have different approaches to reading tasks. Consistent
female advantages were found in expository and narrative item types (Bress, 2000; Rosen,
2005).

Students’ approaches to document reading can be explained by a psychometric theory of
cognitive abilities according to which, differences in performance on any cognitive task are
caused by differences in several underlying abilities based on the gender factor (Gustafsson
& Elley, 2004).

Females don’t have much advantage on document tasks because written words often involve a
numerical and spatial content, but males excel at these reading tasks (Carrol, 2003). Reading
belongs to the verbal domain, though reading is a key skill in almost any cognitive task.
A student’s reading proficiency is interpreted as a reflection of several certain cognitive
abilities, depending on the nature of the reading material used for the language study and
individual differences in cognitive abilities and perception, that is, learning style. A visual
search in documents demands students’ attention, perceptual skills, requires a reader to
follow directions, to connect different pieces of information in order to integrate and compare.
Documents often involve the requirement to process numbers. Numbers have a strong negative
emotional loading for some students. This factor is expressed much more in females, and it
may affect their performance (Thompson, 2005).

Females have advantages in three measures of reading: speed, reading vocabulary, a level of
comprehension. The themes of reading tasks account for different students’ achievements based
on the gender factor. Females do better on narrative texts, where the themes are connected
with human beings, romantic love, strong feelings, human activities. This study supported the
hypothesis that the topic of a reading task is important for the student’s achievement as well
as for understanding gender differences in students’ learning styles (Gates, 2001, Taube &
Munsk, 1996).

IV. Possible Biological Explanations of Gender Differences in Students’
Learning Styles

At least three-fifths of the learning style is genetically determined, the cognitive abilities of
information processing and perception are biologically predetermined. Human behaviour is
mostly influenced by hormones related with gender activities. The hormone that seems to have
the greatest impact is testosterone. Prenatal hormones contribute much to the development
of human brain and sensitise certain parts of the brain, namely, the hypothalamus, regulating
the level of human activity. Males and females have different amounts of prenatal hormones,
which may lead to differences in male and female brains. Prenatal hormones significantly
shape cognitive abilities (Luria, 1975; Sperry, 1989).

Some researchers look for gender differences in the overall size of the brain (Springer &
Deutsch, 1997; Rogers, 2000; Fausto-Sterling, 2000), others concentrate on specific parts of
the brain.

One area that has become the focus of many investigations is the region of the brain, called
the corpus callosum. Some research shows that a portion of this bundle of nerve fibres towards
the back of the brain (the splenium) is larger and more rounded in female brains than in male
brains.
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The function of this part of the corpus callosum is to link together the parts of the left and
right hemisphere that control speech and spatial perception. The larger splenium may be
related to female advantage on some measures of speech production and comprehension. The
organization of male brains may give them advantage on visual-spatial tasks (Allen & Gorski,
1990; Halpern, 1992; Wood, 2003).

Some investigations suggest that both hemispheres of the female brain may be active during
certain tasks, while only one hemisphere of the male brain is active during the same tasks. Part
of the bundle of fibres connecting the two hemispheres is thicker in the female brain, which
allows better interaction of the hemispheres. It could explain why males excel on visual-spatial
tasks and females have advantage on verbal tasks (Rider, 2005; Fausto-Sterling, 2000).

The right hemisphere of the brain has developed faster than the left hemisphere, which is why
the left hemisphere is more vulnerable to the relatively high level of prenatal testosterone that
male foetuses are exposed to (Halpern, 2000; Geschwind & Galaburda, 1999). As a result,
the right hemisphere of the male brain is thought to be stronger; it assumes more control than
the left hemisphere.

Females, on the contrary, have more balanced left and right hemispheres in terms of control.
That is why males do worse on tasks associated with more activity of the left hemisphere and
better on tasks associated with more activity of the right hemisphere. Many verbal tasks are
associated with greater activity of the left hemisphere, whereas solving spatial tasks and some
logical tasks are associated with greater activity of the right hemisphere. As a result, males
perform better on spatial and logical tasks, but females perform better on tasks connected
with the humanities and music.

The research suggests that hormones, especially testosterone, have great impact on the
development of cognitive abilities, but much more research needs to be done before we can
make any certain conclusions about hormones, gender differences related to performance of
tasks and cognitive abilities in general.

V. The Empirical Study of Students’ Gender Differences in Cognitive Abilities
in Latvian Higher Schools

The questionnaires included 64 questions connected with students’ learning preferences and
were given to students of different higher schools of Latvia in the academic year 2007. 192
students of the age of 18-33 participated. We had 66 male students and 79 female students.
Thus, the male students comprised 46%, female students 54%. The statistical significance
of gender differences was checked with the help of the test “The Angular Transformer of
Fisher” for all samples.

Some of the results are displayed in the Table:

Number Criterion Male Female
students, % | students, %
1 Left-handedness 23 28
2 Better developed auditory skills 24 28
3 Better developed visual perceptional skills 18 19
4 The optimal time for learning:
a) morning hours 14 20
b) afternoon and later 23 19
¢) evening hours 64 61
5 The accomplishment of learning tasks:
a) students never completed their tasks 33 42
b) students sometimes completed their tasks 35 33
c) students always completed their tasks 30 25
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Number Criterion Male Female
students, % | students, %

6 The preferences of a structure of a task:

a) students preferred unstructured tasks 48 39

b) students preferred partly structured tasks 39 39

¢) students preferred strictly structured tasks 12 22
7 Social preferences while learning:

a) students preferred autonomous learning 24 30

b) students preferred learning in groups 33 28
8 Noise while learning:

a) students preferred learning in silence 27 29

b) students preferred learning with a sound in the background 39 37
9 Light while learning:

a) students preferred bright light 26 43

b) students preferred dim light 35 35
10 Design:

a) students preferred formal design 12 14

b) students preferred informal design 58 42
11 Preferred skills in discussions while learning

a) listening 47 38

b) speaking 14 14
12 The preferred order of obtaining learning material

a) the main idea at first, then the details 38 59

b) the details at first, then the main idea 41 25
13 Sense of time:

a) have a good sense of time 42 54

b) do not have a good sense of time 6 8
14 Drawing conclusions:

a) on the basis of facts 36 38

b) on the basis of intuition 17 18
15 It is more easy to find:

a) similarities 29 38

b) differences 34 28
16 Solving learning problems:

a) students who always solve problems 23 11

b) students who sometimes solve problems 62 68
17 The number of solutions of a problem:

a) students who find several solutions 45 48

b) students who find the only solution 12 16
18 Readiness for changes:

a) students who are always ready 55 71

b) students who are never ready 11 18
19 Readiness for life-long learning:

a) students who are always ready 32 44

b) students who are never ready 35 14
20 Preferences of using illustrations or figures while learning:

a) students who prefer to use illustrations 20 53

b) students who prefer to use figures 26 16
21 Students who do not use the internet while learning 30 51
22 Students who prefer learning languages 23 43
23 Preferences of learning:

a) students who prefer learning logical subjects 42 35

b) students who do not prefer learning 11 14

logical subjects
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V1. Conclusions

According to the data obtained through the questionnaires given to the students of different
Latvian higher schools, we can identify gender differences in 23 various aspects of the students’
learning, social, emotional, cognitive abilities, learning styles. Students can learn effectively
if their learning needs and goals are appropriately diagnosed.

A student’s development occurs in the areas of cognitive and affective domains if a learning
task, instructions, methods, variable learning programs and the mode of presentation of new
and difficult information corresponds to the student’s gender-based learning style and his/her
cognitive abilities and if the student has a possibility to choose completely his/her own way
of the accomplishment of a learning task.

According to the Dual Coding Theory (Pavio, 1986), if new information is introduced through
the primary sensory canal and then is deliberately reinforced through the secondary sensory
canal, it will be acquired significantly better. Thus, we can considerably improve students’
achievements in learning, taking into account their gender factor, approaches to learning,
preferences to a certain type of tasks, the peculiarities of the development of sensory canals,
the type of information processing, and the level of the development of emotional and social
components of students’ learning styles.

The more we know our students, their needs, goals, learning styles, cognitive and emotional
gender-based differences, the more we can help them to improve learning achievements.
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Kopsavilkums

Petijuma sniegta dzimtes faktora ietekmes analize uz individu garigo sp&ju dazadiem
aspektiem un vingu sasniegumiem macibas, darbibas socialajiem aspektiem. Tiek apliikota
dzimtes faktora ietekme uz studentu maciSanas stilu, vinu kognitivajam sp&jam.

Atslegvardi: dzimums, maciSanas stils, smadzenu puslode, smadzenes, valoda, sasniegumi,
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