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MODEL OF STRUCTURE OF PERSONAL INNOVATIVENESS IN
EDUCATION AND INNOVATIONAL ANXIETY:
PILOT RESEARCH RESULTS

PERSONIBAS INOVACIJU PIENEMSANAS STRUKTURALAIS
MODELIS IZGLITIBA UN PERSONIBAS INOVACIJU TRAUKSME:
PILOTPETIJUMA REZULTATI

Svetlana Baigozina, Aivars Lasmanis, Eduard Saveliev,
Talivaldis MeZis, Irina Filipova

Abstract

Implementation of any innovations, been these in education, personnel management or training
in information technologies (IT), causes the necessity to consider the factor of each individual’s
willingness to accept innovations in professional or educational activity.

The questions considered in this paper are as follows:

* The attitude to innovations and to usage of innovations in professional activity and studying
process;
» The analysis of subjective evaluations of innovations in education;
» Innovativeness and innovational anxiety of the subject of educational or professional
activity;
» Parameters, structure and model of innovativeness of a personality;
*  Model of interaction between The Leary Interpersonal 8-Circuit Model of Consciousness and
innovativeness of a personality;
*  Model of comparison and linear polarization of metaprograms and innovational
anxiety;
» Interpretation of a three-dimensional model of psychological and personal qualities of
acceptance of innovations in the results of factorial analysis.
Keywords: Innovational Anxiety®, Personal Innovativeness Structure Model®, Metaprograms
Polarization Model®.

Definitions and concepts

Personal Innovativeness in the Domain of Information Technologies (PIIT), by definition, is
the willingness of an individual to accept or reject any kind of information technologies [1].
We shall define (in [2], [3]) a Level of Personal Innovativeness as a complex consisting of
personal innovational anxiety, personal behavioral models and personal sociability-directed
characteristics. This combination determines a degree of the personal attitude to any kind of
innovations on a scale of innovational anxiety and simultaneously determines the formation
of person’s behavior in situations or in the particular environment, connected with the factors
of innovational anxiety. As Factors of Innovational Anxiety we shall define the presence
of the direct or indirect, direct or postponed necessity to use any innovations (for example,
new methods of communication or computer technologies) in professional work, educational
process, or in a local information environment. As Local Information Environment we shall
define computers and computer networks (hardware), programs (software), electronic data used
for learning process, a communication facility and the communications, users of environment
(subjects), social components of the user’s communications which are incorporated in local
information technological system in local institution. The local information environment
is a component of the global information space which provides opportunity to apply the
information during professional or educational activities. In general, Local Information
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Environment is a set of objects, subjects and conditions which provide means for professional or
educational activity. Consequently, we shall define Personal Innovational Anxiety as a factor of
speed and direction in a process of the person’s development under new or changed conditions
of a local information environment.

The theoretical basis of research

The list of psychological, cognitive, sociological and personal theories and models:

1. A Field Theory in Social Sciences and a Dynamic Theory of Personality (Kurt Lewin,
1935).

A Theory of Cognitive Dissonance (L. Festinger, 1957, [4]).

A Theory of Reasoned Action (Ajzen, Icex, & Fishbein, Martin, 1975, 1980, [5]).
An Innovation Diffusion Theory (Everett Rogers, 1983, [6]).

A Social Cognitive Theory (Albert Bandura, 1986, [7]).

A Dynamic Theory of Organizational Knowledge Creation (Nonaka I., 1994, [8]).
The Interpersonal 8-Circuit Model of Consciousness, (Leary Timothy, 1958, [9]).
A Technology Acceptance Model (Bagozzi et al., 1992, Davis et al., 1989, [10]).

A Combined Technology Acceptance Model and Theory of Planning Behavior (Ajzen
I. & Fishbein M., 1980, [5]).

10. A Professional Competence Model (Albert Bandura, 1993).

11. A Unified Theory of Acceptance and Use of Technology UTAUT (Venkatesh et al.,
2003, [11]).

Last researches in nearest fields: see Ref. [14]—[26].

On the basis of the given theories and researches, a pilot-experiment and an empirical research
were organized and new models were created (see Appendixes).

N I IV N I S

Description of all stages of the empirical research

A) The first pilot-stage, January 2005
» Creating of a questionnaire and questioning 52 teachers-experts in education.
* Descriptive frequencies analysis and content-analysis of answers.

B) Results and conclusions after the first stage

1. The attitude to IT innovations on the whole is positive.
2. Respondents explain existing problems by means of external reasons.

3. The results of the content-analysis of answers on possible problems in implementation
of IT and ways of the decision: the opinion that the solution of problems depends on
external factors prevail in respondents’ sample. It means: a) significant displacement
of the locus-control of respondents to external parts of a locus-control scale, or b) the
particular level of anxiety of the respondents.

4. Conclusion after the 1% stage: respondents’ anxiety might be personal, situational or
it might be other anxiety caused by process: respondent’s anxiety can be innovational
anxiety at this moment of questioning — at the moment of active implementation of IT
innovations in education [12].

C) The second stage, September 2005
» 27 respondents interviewed.

» Content-analysis of answers.
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D) Results after the second stage

1. A list from 96 parameters (see Appendix 2) of willingness for usage of innovations
was created.

2. A grouping of 96 parameters in classes was carried out. 16 classes of parameters were
allocated and defined after the grouping.

Most and least frequently mentioned parameters were revealed.
Most and least significant parameters for respondents were revealed.
Comparison of results and reasons were revealed and described.

kW

The next hypothesis was putted forward: it is possible that the respondents of the
sample had given an inadequate evaluation of the situation; or the the possibility of
displacement of a problem of innovations exists in this sample [13].

E) The allocated defined classes of parameters of innovations

Class 01 (psi) Parameters describing psychological features of a personality;

Class 02 (mer): Parameters of purposefulness;

Class 03 (kom): Parameters of communications;

Class 04 (prof): Parameters describing professional qualities;

Class 05 (pers): Parameters of personal features;

Class 06 (zin): Knowledge in new areas;

Class 07 (iem): Skills of using new technologies;

Class 08 (pra): Abilities to use new technologies;

Class 09 (arf): Parameters describing external influence;

Class 10 (arft): Parameters describing technical factors;

Class 11 (arfk): Parameters of the communications with experts;

Class 12 (att_prof): Parameters of professional development;

Class 13 (att_pers): Parameters of personal growth;

Class 14 (anx): Parameters of situational anxiety;

Class 15 (vel): Parameters describing desire to apply an innovation;

Class 16 (attieks): Parameters of the attitude to innovations [13].

F) The third stage, September 2005
* Questioning 16 respondents to find out the evaluation of 96 parameters on a 5-mark
scale.
* The correlation and factorial analyses.
G) Results after the third stage
1. There is no correlation between the subjective evaluations of parameters of willingness
for usage of innovations and the age and the work experience of the respondents.
2. There is a weak significant correlation between the subjective evaluation of some
parameters and level and area of education of the respondents.
3. There is a weak significant correlation of evaluation of all parameters between
themselves [13].
H) Conclusions after the third stage
Two components after the factorial analysis are extracted (see Figure 1 and Table I):
internal motivation of development of a person and possible innovativeness of
a person.
I) Discussions after the third stage
As aresult of the previous pilot-research stages and supervision of groups of respondents,
it is possible to formulate the following: The level of a person’s acceptance of innovations
is influenced basically by a combination of psychological and communication qualities of
the person, the purposefulness of the development of personality, instead of knowledge
and skills [13].
= 725 —
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Fig. 1. Component Plot in Rotated Space: two
components extracted after the 3™ stage.

The fourth stage, October 2005—December 2006

*  Questioning 129 respondents to find out the value judgment of 96 parameters on a
5-mark scale.

* Factorial analysis.
Results after the fourth stage

The level of a person’s acceptance of innovations is influenced basically by a combination
of psychological and communication qualities of the person.

The level of a person’s acceptance of innovations is also influenced by the purposefulness
of the development of personal qualities.

A person’s acceptance of innovations changes during professional or study activities, it is
possible to describe the direction, the speed, the acceleration of innovativeness.

Three components are extracted (see Table II, see the three-dimensional model of
components in Fig. 2, see the two-dimensional projections of the 3D model of Component
Plot in Fig. 3, Fig. 4 and Fig. 5).

Below is a description of the dynamic process of acceptance of innovations in the personal
development and socializing of a person.

Components in Pair Nel: The speed of innovativeness of a person (IP) — the Direction of
IP (see Fig. 3)

Speed-direction (Component 1-Component 2): if the speed of acceptance of innovations
is greater, the person’s social communication direction of development emerges, and the
person’s direction on interdependence in interpersonal cooperation and joint development
are greater at the same time. If the speed of acceptance of innovations decreases,
personalized (internal) direction of development of the person increases.
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Flg. 2. Component Plot in Rotated Space Extraction Method: Principal Component Anaivss.
Rotation Method: Varimax with Kaiser Normalization.
after the 4™ stage
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L)

Direction-speed (Component 2-Component 1): if the direction of personal development is
more personalized (internal or personal-oriented), the speed of acceptance of innovations
decreases. If the direction of personal development comes nearer to external social
communication-interdependent cooperation, the speed of acceptance of innovations
increases.

Components in Pair Ne2: Speed-Acceleration (see Fig. 4)

Speed-acceleration (motives) (Component 1-Component 3): if the speed of acceptance of
innovations decreases, motivation for activities is more internal. If the speed increases,
motivation becomes more external. On the contrary, external motivation and external
locus of control mean higher speed of acceptance of innovations. Internal motivation and
internal locus of control mean lower speed of acceptance of innovations.

Hence, increase of the speed of acceptance of innovations is possible only by influencing
the person, but the speed of change of innovativeness is lower if internal motivation is
involved in a process.

Acceleration-speed (Component 3-Component 1): if motives are more internal, the speed
of acceptance of innovations is low, if motives are external, the speed is higher.
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Innovativeness of a Personality — Acceleration (motives)
a Direction of IP.

M) Components in Pair Ne3: Direction-Acceleration (see Fig. 5)

Direction-Acceleration (Component 3-Component 2): if motivation is internal, the social
direction of innovative development of the person is operated in this process. Motives
are directed on expansion of developing interdependent interpersonal cooperation and
socialization of a person. If motivation is more external, personally-guided direction of
development emerges.

It means that in a compulsory process of acceptance of innovations, a person is compelled
to direct own efforts in order to receive additional knowledge and skills. It eventually will
involve a process of conscious training and self-training. The attitude to the given process
also is important: negative or neutral attitude influences greatly the process of compulsory
acceptance of innovations in the case of external locus of control.

Direction-acceleration (Component 2-Component 3): if the direction of personal
innovativeness is more personal, the internal motives operate in the process. If the direction
is more socialized, external motives operate. It means that if the process of innovations
is imposed by the speed of development of society, it induces involvement of internal
motivation — depending on conditions and attitudes of a person.
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N) Conclusions after the fourth stage

Three components of dynamic interaction can be considered by analogy with physical
concepts — speed, direction and acceleration.

Dynamic interaction can be presented as a process of fluctuations: changes of speed
of development of the academic intelligence of a person (knowledge, skills, abilities);
directions of development of emotional intelligence and qualities of a person (psychological
and personal qualities, purposefulness, skills of communication, anxiety); changes of the
level of innovativeness of a person: process of changing the level of innovativeness under
the influence of conditions of the necessity to accept any innovations in professional or
educational activity.

Models for describing structure and interactions of concepts

In order to describe the concept of innovativeness schematically, three models of interaction
of concepts have been created:

1. The model of structure of leading innovativeness parameters PIM® is created (see
Fig. 6).

2. The model of structure “The Leary’s Interpersonal Model and Innovativeness” is
created (szee Fig. 7).

3. The model of interaction polarization metaprograms of a personality and innovational
anxiety MPM“is created (see Appendix).

Discussion and conclusions

The usage of the concept describing the level of innovativeness and practical measurement
of the level of innovativeness of a person are significant for planning and developing training
computer systems in all branches: for system engineering management in business and
manufacture; for control systems for higher and secondary education; control systems and
training of the personnel; for development of all systems of strategic and tactical planning;
for management, use and development of human resources and human capital.

The submitted theoretical models and the developed scale of measurement of innovativeness
of a person demand further studies and an additional research for verification of the concept.
The questionnaire on the structure of metaprograms and the level of in novativeness of a
personality is developed.
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Fig. 6. The Model of Structure of Innovativeness of Personality PIM® 2007
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Fig. 7. The Leary’s Interpersonal Model and Innovativeness of Personality

As there are no adequate methods for researching the given phenomenon, development of
new tools for research of the structure of metaprograms, metaprograms’ polarization and the
phenomenon of innovativeness is necessary.
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Appendix 1

The Model of Interaction Polarization Metaprograms and Innovational Anxiety MPM© 2007

As innovativeness assumes the level of willingness and application of definite models of a person’
behavior, it is possible to assume the interrelation of The Model of Metaprograms and the Level of
Innovativeness in a context of the information perception, filtration and processing process, as well as
in a context of decision-making and formation or change of a certain model of behavior of the person,
at which the extent of Innovativeness Level can be presented. During the process of the analysis of
various metaprograms, opportunities of classification and association of some metaprograms by
classes have been determined — by reception of information (Information), by the ways of processing
information, on a conclusion of information and decision-making (Output-information), by personal
traits (Personality), by communication and stress reaction (Stress-reaction). Besides, it is possible to
distribute some metaprograms in a scale with two poles, polarizing some metaprograms in the left,
central, or the right part of each metaprogram scale. The result of the classification and distribution is
displayed on the model. Consequently, in parallel scales of known Metaprograms, the scale of Person’s
Innovativeness with three areas — low, optimal and high innovativeness — is set down. Drawing up
a person’s profile on specified metaprograms, in the case when more metaprograms at diagnostics
are fixed on the right part of the scale or in the case when the metaprograms are more expressed on
the right part, the Innovational Anxiety level is more optimal. Combinations of some metaprograms
probably display the direction of innovativeness of the person’s behavioral accents.
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B2 Time (Time Duration M etaproaram)
- Past Present Future>»
B1 Time (Time Orientation M etaproaram)
- Obligate ———  Necessay —mmmm Possibiliy-
A8 Information (Modal Operation M etaprogram)
-~ Existina Non- existine=»
A7 Information (Orientation of Attention M etaproaram)
e Others We Self>
A6 Information (Direction of Attention) Metaprogram
-~ Environment / Objects - Actions —_— Aim /Task — Communication&Subiects>>
A5 Information (Focus of Attention, Concenration Metaprogram)
< Detailed, Spesific (Chunk-down) Globalization (Chunk-Up Y>>
A4 Information (Generalization M etaprogram)
- Procedure, Recipes, Stableness Choices. Chanae. Alternative3
A3 Information (Choices M etaprogram)
& Away from (Extrinsic) Towards (Intrinsic >
A2 Information (Direction, Motive M etaprogram)
& Reflexive (Passive Answers) Proactive (Active Answers¥>»
A1 Information (Behavioural Model M etaprogram)
~&To Harmony - From Disharmony To Disharmony — From Harmony=»
G3 Information (Harmony-Disharmony M etaprogram)
-~ Other Context Self>»
G2 (Reference, Focus of Force M etaproaram)
- Deduction Traduction Induction»

1 (Mental M rogram;
-<Low % HIGH»

INNOVATIONAL ANXIETY SCALE

-« LOW — OPTIMAL - HIGH
ANXIETY SCALE
-«HIGH OPTIMAL LOW3»

RIGIDITY SCALE
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Kopsavilkums

Informacijas tehnologiju inovaciju pienemsana, Tpasi izglitiba, personala vadiba un
menedZmenta, ir saistita ar nepiecieSamibu nemt véra katras personibas gatavibu akceptét
inovacijas profesionalas darbibas ietvaros. Raksta tiek apskatiti Sadi temati:

atticksme pret inovacijam un inovaciju lietojumu profesionalaja darbiba vai macibu
procesa ietvaros;

inovaciju subjektivo novert§jumu analize izglitibas joma;

personibas inovaciju pienemsana un personibas inovaciju trauksme;

inovaciju pienemsanas raditdji un personibas inovaciju pienemsanas strukturalais
modelis;

Liri personibas saskarsmes modela un personibas inovaciju pienemsanas modela
savstarpgja iedarbiba;

personibas metaprogrammu modela un personibas inovaciju trauksmes salidzinajums
un lineara polarizacija;

psihologiskas un personibas ipasibu inovaciju pienemsanas 3-D modela interpretacija
faktoranalizes rezultata.

Atslegvardi: Personibas inovaciju trauksme®, personibas inovaciju pienemsanas modelis®,
metaprogrammu polarizacijas modelis®.
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PATSTAVIGAS STUDETPRASMES
UN KRITISKA DOMASANA
KA GALVENIE NOSACIJUMI, UZSAKOT STUDIJAS

INDEPENDENT STUDYING SKILLS
AND CRITICAL THINKING AS THE MAIN CONDITIONS
FOR BEGINNING STUDIES

Irina Kazu$a

Rigas Stradina universitate
Mediciniskas biokimijas katedra
Dzirciema iela 16, Riga, LV-1007

e-pasts: edwins@btv.lv

Anotacija

Raksta mérkis ir dalities pieredzg, kas apkopota daudzu gadu garuma, stradajot ar pirma kursa
medicinas studentiem Rigas Stradina universitate (RSU). Pirmais semestris augstskola vidusskolas
absolventam ir sarezgits dzives periods. Tapéc tiek veikts p&tnieciskais darbs dazadu didaktisko

modelu aprobgsana, lai veicinatu atraku studétprasmes apgiiSanu. Ir izstradats macibu materials, kas
sekmé studentu patstavibu, vélésanos veidot savu macibu strat€giju, attista kritisko domasanu.

Atslegvardi: studétprasmes, patstavigas studijas, kritiska domasana.

Tevads

Uzsakot studijas augstskola, jauniesi lielaka vai mazaka méra sevi personificé ar konkrétu
praktisko darbibu $aja joma. Rigas Stradina universitates medicinas specialitaSu studenti savas
nakotnes vizijas jau ir arsti. Varbiit tapec dalai studentu nemedicinisko priekSmetu apgiiSana
Skiet lieka un apgruitinoSa. Nereti vini giist tam apstiprinajumu, jo neredz konkrétu un tilitgju
lietojumu materialam, kas tiek dots teorétiskajas nodarbibas.

Lai mainitu So situaciju, teorétiskais materials jadod tada konteksta, kas Jauj studentam saskatit
jégu jauniegiitaja informacija, un javirza students uz §is jégas saskatiSanu. Kad studenti
sapratis, ka zinaSanu vertiba sl€pjas zinasanu dzivotspgja, vini vélesies un spés konstruktivi
izmantot savas zinasanas.

Toposo mediku izglitiba nav iedomajama bez dabaszinatnu un humanitaro zinatou pamatu
apgusanas, bez cilvéka un apkartgjas vides eksistences savstarpgjo likumsakaribu izpratnes.
Sodienas dzives temps izvirza personibai prasibu biit ar plagam, profesionalam zinasanam,
daudzveidigam prasmém.

Tapéc aizvien svarigaka kliist studentu patstaviba — uz pieredzi balstita maciSanas, literatiiras
mekl€Sana un analiz€Sana. Uzsakot studijas augstskola jaunos apstaklos, studenti biezi nav
parliecinati, ka sp@s sevi organizet vai arl to nemaz nemak. Dazkart vérojama negativa
attieksme pret macibu kursu, kas prasa lielas piiles. NepiecieSams pilnveidot studentu
patstaviga darba prasmes un macisanas pieredzi, ipasi akcent&jot jauniesu kritiskas un radosas
domasanas nozimi. Tikai personigi nozimigas zinasanas var biit par pamatu talakai izglitibai
visa miiza garuma. MaciSanas ir informacijas uztveres un apstrades process, kura rezultats ir
atkarigs no personiga ieguldijuma, iepriek§€jam zinaSanam un motivacijas. Savukart macibu
procesa saturam un formai jarosina studenti pilnvértigi lidzdarboties taja. Sim nolikam tika
izstradats uz patstavigo maciSanos orientéts metodiskais materials un aprobétas interaktiva
darba metodes praktiskajas nodarbibas ka veicinosie faktori studiju pasorganizésanas prasmju
attistiSana.
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Didaktisko modelu izvéle

Studgjosais pats veido macibu procesu, vadoties pec konkrétiem un realiem merkiem, pats seko
savas attistibas virzibai, pats nosaka gala rezultatu. Vienlaikus ir svarigi procesa efektivitatei
izveleties pareizus tehnologiskos panémienus, veiksmigi tos kombingét, ieklaujot, jau zinamas
macibu formas: lekcijas, praktiskajos un laboratorijas darbos, konsultacijas.

PaSnoteikSanas jasaprot ka individuala sintéze — prasmes individuali iegiit, veidot un izmantot
savas zinasanas un spriedumus, patstavigi rikoties (Rubene Z. 2004).

Vislabakas metodes ir tiesi tas, kuras iesaista studentus aktiva domasanas procesa nekavejoties,
nevis tas, kuras logiskus procesus péta abstrakti, atliekot uz nenoteiktu laiku iesp&ju domat
par kaut ko realu. Turklat kritiska domasana vissekmigak attistas, ja to rosina studentu pasu
zinatkare vienlaikus ar autentisku izaicinajumu, kas studentiem $kiet nozimigi (Templs C.,
Stila Dz., Meredits K. 1998).

Studentiem ir nepiecieSamas ieprieks€jas zinasanas, lai giitu labumu no kartgjas lekcijas,
seminara, laboratorijas darba. Ja vinu prasibas p&c informacijas ir zemas, pirms iedzilinaSanas
informacijas izklasta nepiecieSams izskaidrot c€lonsakaribas. Ja prasibas péc informacijas ir
augstas, macibu process jaorganizg ta, ka apgiistama viela ir dabiski balstita uz ieprieks zinamo.

Citiem vardiem sakot, doc€tajam darbs jaorganize ta, lai, nepazeminot studiju [imeni, macibu
procesa ieklautos arT tie pirma kursa studenti, kam studiju prasmes ir nepietiekamas. Doc&tajs
un students ir sadarbibas partneri. Sim noliikam tika izstradats uz patstavigo macisanos
orientéts metodiskais materials un aprobétas interaktiva darba metodes praktiskajas nodarbibas
ka veicinoSie faktori studiju pasorganizéSanas prasmju un kritiskas domasSanas attistiSana.

Izstradajot metodisko pieeju un metodisko materialu visparigas kimijas apguvei medicinas
specialitates studentiem, tika nemtas véra studgjoso dazadas priekS$zinaSanas kimija,
pasorganiz€Sanas prasmes un macisanas stili. Bez kimijas zinasanam nav iesp&jams izzinat
dzivibas procesu norisi. Nakamajos semestros mediciniskas biokimijas un citi kursi nav
sekmigi apgiistami bez STm pamatzinasanam. Tapé&c ir nepiecieSams apgiit kimiju medicinas
augstskolas jau pirmaja macibu gada.

Macibu materials ir tikai dala no kop€ja darba. Paral€li tiek ieviestas un vienlaikus analiz&tas
ar1 dazadas macibu darba formas un vértéSanas varianti. Tabula apkopoti galvenie merki,
kas biitu sasniedzami, apgiistot patstavigas studétprasmes, veidojot savu macibu strat€giju
un attistot kritisko domasanu. Tabula veidota, pamatojoties uz RSU studiju reglamentu, kas
nosaka studiju norises kartibu profesionalajas studiju programmas. Tabula ieklautie macibu
procesa elementi nesniedz pilnigu parskatu par visam darba formam augstskola, bet konkréti
attiecinati uz popularakam darba formam ar pirma kursa medicinas studentiem.

Tabula att€lotie mérki ir sasniedzami, izmantojot atSkirigus didaktiskos modelus. Kognitivas
didaktikas merkis ir pétit tehniku un stratégiju, kas tiek lietota uzdevumu risinasana, spriesana
un lémumu pienemsana, sasaistot to ar cilvéka intelektu (Xanmepn /. 2000).

Kognitiva didaktiska modela pamata ir maciSana (zinaSanu nodoSana un parmantoSana),
pragmatiska didaktiska modela pamats ir informacijas lietoSana praktiskaja darba, komunikativais
didaktiskais modelis ir virzits uz uzdevumorientétam macibam, procesorientétais didaktiskais
modelis ir patstavigas macibas dialoga ar docétaju (Maslo 1. 1995).

Kritiski konstruktiva didaktika. Klafki ar jédzienu “kritisks” saprot pasnoteikSanas un
solidariz€Sanas sp&ju. Jeédziens “konstruktivs” norada uz koncepcijas praktisko ievirzi, tas
darbiborient€joso, t€lojoso un parveidojoso tendenci (Gudjons H. 1998).

Izveidotaja macibu materiala fakti izklastiti, pamatojoties uz pieminétajiem didaktiskajiem
modeliem, ka arT balstoties uz to, ka dabaszinatnu maciSanas procesa jacensas ieaudzinat
studentos zinatnisku pieeju, ko raksturo zinatkare, skepticisms, logisku pamatojumu un
pieradijumu mekI&Sana.
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1. tabula

Macibu procesa elementi

Studéjoso darbibas

Kritiskas domasanas
elementi

Lekcija — studiju priekSmeta
apguves veids, kura docétajs
izklasta studiju programmas
teorctisko materialu. Lekcija
ir studiju informacijas avots,
studgjosa izzinas darbibas
vadiSanas lidzeklis

KlausiSanas, analize,
pierakstiSana, saprasana

Iegutas informacijas fikséSana,
sasaisti$ana ar jau zinamo —
ierosinasana

Seminars — studgjosie
akademiska personala
vadiba uzklausa un apspriez
patstavigi sagatavotus
zinojumus

Patstaviga literatiiras
mekléSana, izlasita referéSana,
kritiska analize, jautajumu
formulésana, dialogs,
piedaliSsanas diskusija

Studgjoso kritiskas domasanas
attistiSana, prasmju apgiiSana: saskattt
un novertét bitisko, argument&t un
analizet likumsakaribas konkrétos
apstaklos — apjégsana, refleksija

Laboratorijas darbs —
studgjosie grupas akadémiska
personala vadiba veic studiju
programmai atbilstoSus
eksperimentus, analizg
iegiitos rezultatus un izdara
secinajumus

KlausiSanas, véroSana, redzeta
atkartosana, eksperimenta
analize, rezultatu noformésana
un prezentéSana

Teorétisko spriedumu parbaude:
to noliegSana vai apstiprinasana —
ierosinasana, apjégsana, refleksija

Kontroldarbs — rakstiska
zinasanu parbaude nodarbiba

Faktu reproducgsana, analize,
risinajuma variantu meklesana

Iegtitas informacijas fiksésana,
lai to sistematiz€tu turpmakai
izmanto$anai — apjégsana

Kolokvijs — zinasanu
parbaudes forma, pabeidzot
studiju prickSmeta
programmas noteiktu t€mu

Literattiras avotu p&tisana un
konspektesana, parrunas ar
pasniedzgju par doto tematu

Jauniegiitas informacijas sasaistiSana
ar jau zinamo, iesp&jamo risinajumu
vari¢Sana — refleksija

Eksamens — zinaSanu

un prasmju par studiju
prick$metu (vai ta dalu)
parbaudes forma, kura
zinasanas verte balles,
izmantojot 10 ballu sisteému

Kursa padzilinata apgiiSana
gan patstavigi, gan
auditorijas vai laboratorijas,
konspektesana, analize,
materiala sistematizéSana,
iegaumesana un izklasts
mutiski vai rakstiski

Parada prasmes izprast uzdevumus
dazados formul&jumos un

kontekstos, ka arT prasmes sistematizet
informaciju, to transforméjot un radot
jaunu informaciju — refleksija

Konference

Teoretiska un praktiska
petijuma veiksana un ta
aprakstiSana raksta vai t€z€s,
prezentéSana un piedaliSanas
diskusijas

Prasme izvirzit problému, veikt
zinatniski praktisku darbibu,
pamatot, nospraust mérkus, organizet
darbu, izklastit rezultatus mutiski

un rakstiski, personigas pozicijas
aizstavesana, vertgjot pretrunigu
informaciju — refleksija

Pretruna ar zinatnisku pieeju ir pasivitate (nevéléSanas jautat un pétit); aizspriedumi; nepareiza
informacija, kas ir iemesls izkroplotiem priekSstatiem; sistematiskuma un sprieSanas sp&ju
trikums (Templs C., Stila Dz., Meredits K.)
Saja sakara ir svarigi atzimét, ka macibu darba efektivakas izradijas tas metodes, kas
studentiem bija zinamas jau skola, tacu pilnveidotas un pielagotas augstskolas studijam. Ka
piem&ru var min&t D. Halpernas aprakstito kritiskas domasanas apgtiSanas variantu.

D. Halpernas kritiskas domasanas pamatojums balstas uz saikni starp domasanu un zinasanam.
Domasanu, kas lauj izmantot agrak ieglitas zinasanas, lai raditu jaunas zinaSanas. Par savas
gramatas mérki D. Halperna izvirza tadu prasmju apgiiSanu un attistiSanu, kas raksturo skaidru,
precizu, mérktiecigu domasanu. Praktisko panémienu baze ir kognitivas psihologijas idejas:
atmina, logiskas operacijas, uzdevumu risinasana, radosums, valoda, lémumu pienemsana.
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Vards “kritisks” nozime vért&joss. Kad més domajam kritiski, mes noveértgjam savu domasanas
procesu rezultatu, ieskaitot pasu domasanas procesu. levirze (ycranoska) kritiska domasana
ir ne mazak svariga ka kritiskas domasanas iemanu attistiSana (Halperna D. 2000).

D. Halpernas idejas par pamatu ir némusi I. ZagaSevs un S. Zair-Beks. Autori sava darba
neiedzilinas dazadu valstu izglitibas sistému analizg, bet runa konkréti par pedagogiskam
tehnologijam ka vienu no iesp&jam macibu procesa. Ar terminu “pedagogiskas tehnologijas‘
tiek domati universali maciSanas mehanismi (yHHBepcaJbHBIE MEXaHU3MBI OOyYEHHS,
uHcTpyMmenrtapuii). Pedagogiska tehnologija ir macibu procesa organizéSanas metode, kas
orientéta uz noteiktu mérki. Popularakas macibu tehnologijas, kas minamas ka piemeéri, ir
problému risinasanas tehnologija, modulu tehnologija u. c.

Autori konkréti apraksta kritiskas domasanas attistiSanas tehnologiju “rakstot un lasot”. So
metodi izstradajusi amerikanu pedagogi Carlzs Templs (Charles Temple), DZinija Stila (Jeannie
Steele), Kurts Meredits (Kurt Meredith) (Zagasevs un S. Zair-Beks 2003).

Karada pieredze, studentiem biezi vien ir griiti apkopot izlasito un uzrakstit konspektu. Rodas
iespaids, ka pieraksti tiek veikti ar domu, ka tie nekad nebiis jalasa. Musdienu tehnologiskas
iesp&jas ietaupit laiku ir radijusas nevélamu blakusparadibu — nevélésanos veidot savu macibu
materialu, nemaz nerunajot par savu macibu strat€giju.

Paraléli kritiskas domasanas attistiSanai “rakstot un lasot”, seminaros un laboratorijas darbos
tiek stimulétas studentu diskusijas. Uzdodot jautajumus un meklgjot argumentg&tas atbildes,
studenti iemacas aizstavet personigo poziciju, uzsvert biitisko, analiz&t un novertét pretrunigu
informaciju — iemacas reflektét. D. Halperna uzsver, ka maka uzdot jautajumus pozitivi
ietekmé gan to, kas uzdod jautajumu, gan to, kas atbild. Viena no labakajam metodem, kas
apvieno jautasanu un materiala parskatu, ir SQ3R metode (Survey, Question, Read, Recite,
Review): parskats, jautajumi, lasiSana, izklasts, atkartoSana. Studentiem ir jamacas jautat.
Jautajums vienlaikus ir domasSanas virzitajs. Sekojosa tabula ir jautajumu pieméri, kas palidz
studentam sakartot savu domu gaitu, aptvert vél truksto$as zinasanas un nospraust izzinas
procesa virzienu.

2. tabula
Jautajums Izmantojamas domasanas prasmes
Miniet pieméru ...? IzmantoSana
Kada veida var izmantot ...? IzmantoSana
Kas notiks, ja ...? IzmantoSana / hipotézes izvirziSana
Ka tas ir domats ...? Analize / slédziens
Kam lidzinas...? IdentificESana
Kas lidz §im bija zinams par ...? ZinaSanu aktivizé$ana
Kada veida ... saistits ar ...? Zinasanu aktivizé$ana
Kada veida ... ietekme ...? Celonsakaribu meklésana
Paskaidrojiet, kap&c svarigi ...? Analize / vErt€Sana
Vai piekritat apgalvojumam, ka ...? Vertéjums un ta pamatojums

Gatavibu spriest veicina veseliga attieksme pret diskusiju. Daudzi cilvéki jauc diskusijas
jédzienu un strida jedzienu. Diskusija nozime kada uzskata pamatoSanu, bet stridu var uzskatit
pa verbalu kautinu. Kritiska domataja raksturiga iezime ir gataviba parbaudit citu cilvéku
idejas. Atvertiba parbaudei un kritikai nenozimé, ka nevar biit savu uzskatu vai parliecibas,
bet to, ka cilveks labprat

* pienem l€émumus, kuru pamata ir pieradijumi un to izvertgjums;

* parbauda savas idejas un léemumus;

+ ir gatavs, ka citi cilveki parbauda vinu;

» pielayj iesp&ju, ka vinam nav taisniba (Fisers R. 2005).

. — 73] =
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Kritiskai domasanai nebit nav jabut originalai, katram cilvékam ir tiesibas pienemt cita cilvéka
ideju vai parliecibu ka savu personigo. Kritiski domajoss cilveks atrod problémas risinajumu
un pastiprina $o risinajumu ar pamatotiem argumentiem. Katrs no pamatojumiem savukart tiek
pastiprinats ar pieradijumiem. Ka pieradijumi tiek izmantoti laboratorijas darbos iegtitie dati,
teoretiskais pamatojums, personiga pieredze. Praktiska stradaSana laboratorijas studgjoSiem
ir nozimiga un neatnemama sastavdala kritiskas domasanas tren€sana.

Problému risinasana ka kritiskas domasanas attistiSanas metode istenojama dazadas macibu
formas, bet labakais veids gan docétajiem, gan studentiem, p&c D. Klustera domam, ir rakstu
darbs. Rakstu darba domasanas process klust redzams skolotajam. Rakstitajs, patstavigi
domajot, izmanto visu savu zinasanu bagazu. Labs rakstu darbs satur problémas risindjuma
mekl&jumus un gala atbildi, kas tiek piedavata lasitajam. Gan skoléniem, gan studentiem
rakstiSana ir griitaka macibu procesa dala (Klusters D.).

Izstradata metodiska materiala informacija ietvertas patstavigam darbam nepiecieSamas
sastavdalas (Pidkasistijs P. 1980).

+ obligatais, kas ietver zinaSanu pamatu minimumu (fakti, likumsakaribas);
 alternativais materials, kas ilustrg, apstiprina kadu ideju, vispargjo stavokli;
* informativais materials, ko lieto ka parskata materialu citu nodalu apskata, lai studentus
iesaistitu plasaka meklésana.
Veidojot macibu lidzekli, materials tika izklastits ta, lai studenti saprot, ka informacija ir

domasanas izejas punkts, nevis gala punkts, ka domasana sakas ar jautajuma uzdoSanu un
risinamas problémas noskaidro$anu un pamatotu argumentaciju.

Pétijuma rezultati

Ar jaunizveidoto macibu materialu visparigaja kimija esam stradajusi jau divus gadus. Katra
semestra beigas tiek veikta studentu aptauja. Rezultati ir izmantojami gan metodikas, gan
faktu izklasta variantu pilnveidoSanai. Jaunizveidoto materialu vért€ja gan docetaji (ekspertu
metode), gan studenti (aptauja). Aptaujajot studentus, bija interesanti uzzinat ne tikai vinu
domas par gramatas piemérotibu, bet ar stud€joso attieksmi pret macibu procesu kopuma.

60
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Iesp&jamo atbilzu varianti studentiem tika piedavati skala no “0” — pilnigs noliegums lidz
“10” — pilniga piekriSana. legtitie dati tika apstradati ar secinos$as statistikas neparametriskam
metodeém, aprékinot sakritibas starp divam atributivam pazimém (Raizs L. 2000; Ras¢evska M.,
Kristapsone S. 2000). Uz jautajumiem: “Vai macibu materials rosina meklet kopsakaribas? Vai
macibu materials ir piem&rots kritiskas domasanas veicinasanai?” studenti atbild apstiprinosi
vai gandriz apstiprino$i. Tikai 7%—-9% studentu nedod apstiprinoSu atbildi. Atbildes uz Siem
jautajumiem vert&jamas ka sakritosas. Lielaks studentu skaits dod pozitivu atbildi uz jautajumu
par macibu materiala piemérotibu patstavigo studiju iemanu apgiiSanai. legiitie rezultati ir
atteloti grafika.

Aptaujas dati lauj secinat, ka daudzas no prakse lietotajam macibu metodém lietojamas ne tikai
visparizglitojosas skolas, bet arT augstskola lidzas klasiskajam metodém. Dazado didaktisko
modelu un metozu efektivitate atkariga no to piemérotibas katram konkrétajam macibu
tematam un situacijai. Metodikas atbilstiba dazadam studentu macibu formam un sp&jam
uzskatama par veicinosu prieksSnoteikumu pozitivai attiecksmei pret apgiistamo materialu.
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Summary

The objective of this paper is to share a many-years experience of working with the first-year
students in Riga Stradin$ University. Keeping in mind that the first semester at the University
is a complicated period for a student, a research on approbation of different didactic models
has been performed in order to stimulate the mastery of studying process. A study material has
been devised that promotes independence and will of students to develop their own studying
strategies and critical thinking.

Keywords: studying skills, independent studies, critical thinking.
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DEVELOPMENT OF INDIVIDUAL AESTHETIC CULTURE
AS A PHILOSOPHICAL AND PEDAGOGICAL PROBLEM

ESTETISKAS KULTURAS ATTISTIBA KA FILOZOFISKA
UN PEDAGOGISKA PROBLEMA

Vladimirs Kincans

Latvijas Universitate
Vladimirs.Kincans@lu.lv

Abstract

The notion of aesthetic culture has not yet been universally defined in scientific terms. However, its
utmost importance draws both public and educational attention to a range of issues related to the
training of specialists compliant with modern cultural demands.

Aesthetic culture is a complex multi-level system of pedagogical interaction. On the one hand,
aesthetic culture depends on the essence of communication between members of a given environment
wherein socializing occurs. On the other hand, aesthetic culture is an integral part of both general
and individual culture. Aesthetic culture is much wider than artistic culture. Artistic culture of an
individual does not guarantee aesthetic compliance with the cultural ideal. Aesthetic culture is not
a product of a conscious and planned action aimed at an individual but process of human existence,
unique life and activity.

The notion of aesthetic culture has a vast meaning; and it may be used as a methodological basis for
the philosophy of education, pedagogy and cultural studies. It pinpoints a number of important issues
related to the nature and purpose of education, upbringing, individual and public culture.

The article gives an insight into the meaning of aesthetic development being a key category of aesthetic
culture.

Keywords: aesthetic culture, artistic culture, professional culture, purpose of education, development,
aesthetic subjects, personality.

Introduction

The title of this article may seem somewhat trivial at first. Strictly speaking, one might as-
sume that the notion of aesthetic culture is tautological. Let us try to analyze the problem
and prove that the notion of aesthetic culture is viable because it focuses public attention
and draws the education system to the problems related to the development of an aesthetic
individual.

Such notions as corporate culture, service standards, behavioral standards, speech culture,
cultural communication, political culture, physical culture, aesthetic culture, everyday life
culture and some other definitions have entered scientific terminology and our everyday
communication. Even non-specialists understand that the word ‘culture’ in this connotation
bears a different meaning; namely, it stands for a superior quality attributed to a certain
matter or its results defined as ‘cultural’. For instance, a cultural manager is an individual,
who organizes his/her activity so that its product conforms to the common perception of an
ideal in this particular field of activity or its results. In other words, a cultural manager is an
individual, who merely works well. The attribute ‘cultural’ used herein expresses our idea of
how a certain type of activity should be organized and what outcome it should ideally achieve.
Moreover, the word ‘cultural’ gains a different shade of meaning when contrasted with an
activity, which fails to comply with our image of an ideal one. This discrepancy helps us
distinguish a cultural activity and cultural products from non-cultural ones. Thus, the term
‘cultural’ is mostly used in the axiological context. Individuals resort to the word ‘culture’
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when they want to evaluate a certain phenomenon through the prism of its compliance with
a system of values accepted in a given society. (Stolowitsch, 1975, 1993, 1994; Kagan, 1995)

Let us now address the notion of culture in aesthetics. Can we consider aesthetics as any other
field where culture is used? Can we use the same measurement system in aesthetics as in other
fields of culture? By the notion of aesthetics culture a peculiarity of aesthetics is meant, which
implies that aesthetics may be expelled from the realm of culture without it. Yet, is aesthetics
viable without culture? Is it correct to ask this question with regard to the field of aesthetics,
which is essentially the process of cultural reproduction?

Wide application of the notion means that is has become a commonplace in language and
thinking. However, its disputability and a range of unsolved problems can be explained by the
fact that it is located at the very margin of three disciplines, namely, cultural studies, aesthetics
and pedagogy. The understanding of aesthetics culture directly depends on existing beliefs
about the meaning of culture, its structure and social function of culture as well as pedagogical
and aesthetics objectives dictated by the system of education. Culture is a quintessence of
experience gained by the past generations. Culture is a tool used by individuals to acquire
and multiply universal experience of the entire humankind. This feature links culture and
pedagogy. The formation aesthetics culture of an individual and education are inseparable
systems. Aesthetics culture as phenomenon firmly binds the two social systems, i.e. pedagogy
and culture, which means its position within pedagogy and culture is to be defined.

The study of the notion of aesthetics culture is not purely theoretical as it is motivated by the
needs of modern educations and contradictory pedagogical practices. It pinpoints a number
of important issues related to the nature and purpose of education, upbringing, individual
and public culture. Therefore, the notion of aesthetics culture has a vast meaning; and it may
be used as a methodological basis for the philosophy of education, pedagogy and cultural
studies. The problems related to the development of aesthetics culture should be considered
as a body that incorporates interaction between universal and aesthetics culture, between its
structural units, universal laws and development conditions.

It is possible to study aesthetic culture in great detail; yet, there are a number of associated
difficulties in this process. One of them concerns the selection of scientific research tools
for the study. What should these tools be in terms of their nature so that aesthetics, cultural
studies and pedagogy would use the same language?

The article gives an insight into the meaning of aesthetic development being a key category
of aesthetic culture.

Aesthetic development

One should be reminded of the definition of aesthetic development. Aesthetic development
is roughly the development of human ability to perceive the world aesthetically. However,
the above definition does not reveal the developmental nature of aesthetic traits of the human
being. Moreover, one’s esteem of culture, ugliness, disorder, comicalness and other phenomena
related to one’s aesthetic taste is obviously controversial, which results in a limited, referential
interpretation of the phenomenon of aesthetic development.

The notion of development is controversial, too, which has commonly been pointed out in
pedagogy. (Azapxun, 1990; Aunsidepona, 1981; Usanos, 1977; Cumonos, 1989; DnbronuH,
1994)

It may have several meanings. The first one refers to a purposeful and irreversible change
in one’s qualitative and structural traits (ontogenetic aesthetic development). The other
one applies to a broad sociocultural context, i.e. accumulation of certain aesthetic abilities
throughout human history, which provide for the perception of reality (phylogenic aesthetic
development).
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An individual acquires aesthetic traits in both cases. The process of acquisition is always
marked with a certain specimen or ideal cultivated in culture as an aesthetic example for
individual development. Generally, the ideal is perceived in a non-conceptual form and
manifested in one’s liking and disliking as to certain social groups. The ideal finds its
theoretical embodiment in preset aims and objectives for aesthetic development. The researcher
mostly relies on conventional ideal limitations, i.e. those individuals, who comply with the
ideal, are qualified as aesthetically developed ones, whereas those, who do not, are considered
undeveloped, insufficiently developed, aesthetically uneducated, immature, etc.

Moreover, the purpose of aesthetic development is ‘leveling” and individual to a certain standard
necessary for full-fledged human existence. The compliance with the aesthetic development
standard in terms of the aforementioned interpretation is considered as the only way to
introduce an individual to social aesthetic culture and promote personal aesthetic culture. On
the contrary, incompliance is believed to be a limiting factor for true self-actualization and
an obstacle to aesthetic cognition of the world. Aesthetic development is thus perceived as a
logical and practical developmental process from lower aesthetic practices to more complex
ones. The selection of advanced practices is made on the basis of authoritative permission,
which officially approves of particular specimens for compulsory study. The aforementioned
experience is frequently linked to true culture and is, thus, publicly justified.

It should be noted that the above approach is viable because the development of humanity is
understood as progression from an alienated and incomplete individual to a harmoniously
developed, free and culturally advanced personality. (Cyna, 1985; Kusimenko, 1996)

Culture is therefore regarded as an initial rule for an individual. Throughout the process of
socialization, an individual learns the totality of social achievements of the past generations.
An individual may master cultural heritage both partially and as a whole. General acquisition of
cultural values results in interiorization of the world of culture into one’s individual world.

Therefore, acquisition of world art in general and the roots of national culture in particular
are instrumental in the aesthetic culture of an individual. Acquisition of world artistic cultural
experience in its turn instigates emotional development, imaginative and associative thinking,
improves empathy, which underlies intuition being a key factor of aesthetic culture.

Yet, absolutism and normative regulation place individual aesthetic development in contradiction
with real aesthetic and artistic practices of public life. If one should adhere to the normative
approach, it is evident that most members of modern society are aesthetically inferior, i.e.,
they do not meet the high standards of aesthetic perfection.

If one views aesthetic development of an individual as compulsory ideal training, real aesthetic
culture bearers are excluded from the scene, i.e. real people, who lead their ordinary lives,
are replaced by abstract aesthetically advanced individuals. Real life proves that the aesthetic
developments of an individual and aesthetic culture of a society both are multidimensional
and controversial.

Aesthetic culture of an individual develops via the formal educational procedure and inside the
habitual human environment. Insufficient (or lack of) attention paid to the above fact results in
a gap between aesthetic theory and practical development ‘channeled’ through the conventional
educational establishments; yet, it still occurs owing to the inclusion of an individual into
the many-sided system of public relations. Aesthetic culture is formed under the influence of
environment; it is marked with direct and meaningful development interwoven with various
products of material and spiritual culture. Modern cultural environment offers its own type
models based on its characteristic aesthetic principles. In contrast to works of fine arts, whose
aesthetic message is fixed and clear, modern cultural texts are often vague and unstable.

Thus, methodological approaches, which promote complex aesthetic development of an
individual, should be preferred. Aesthetic development as understood in the context of culture
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show that contrasting artistic tastes may not be used as evidence of insufficient development,
flawed aestheticism of society or an indicator of a malfunctioning aesthetic development
system as a whole; on the contrary, these differences signal about the healthy state of the
cultural organism. The controversy between refined aesthetic taste and alternative taste has
always been an incentive and pushing force for culture. The study of cultural controversies
is the starting point for reconsideration of the previously mentioned definition of aesthetic
development of an individual.

Aesthetic development is determined by a number of various objective and subjective factors
and, therefore, it may not be limited to purposeful influence on an individual. Consequently,
it is untenable to believe that an aesthetically advanced individual may result from purposeful
skill training and load of information or certain implanted preferences. Herein lies the basic
difference between aesthetic and artistic development of an individual, while the latter is indeed
based on the acquired ability to communicate with the world of artistic values. (ITocmemnos,
1965) However, artistic growth of an individual does not guarantee his/her aesthetic compliance
with the cultural ideal. Aesthetic development is not a product of a conscious and planned
action aimed at an individual but rather the very process of human existence, unique life and
activity.

Everyone is ‘doomed’ to grow aesthetically and become an aesthetic subject. This is
proved by the fact that every individual is able to enjoy aesthetic pleasures, which are quite
straightforward and do not need any external approval or permission to qualify as aesthetic
ones. The problem consists in systematization of existing aesthetic subjects in modern
aesthetics and pedagogy.

The necessity for typological systematization of aesthetic subjects is largely explained by the
existence of various artistic tastes and, moreover, by steady and stable manifestations of these
tastes. The above facts unquestionably evidence to both specific artistic values and underlying
aesthetic dependencies subject to pedagogical and aesthetic consideration.

Typological classification of an aesthetic subject is based on the analysis of a real artistic
process and its agents. Aesthetics, likewise pedagogy, has indeed ignored the significance of
typological differentiation of an aesthetic subject and studied it as a solid and inseparable body.
Yet, the cultural variety of present-day society used as the starting point leads to a universal
conclusion that the interrelation between sociocultural belonging of an individual and specific
types of aesthetic development should become the basis for further research. The sociocultural
diversity of modern society explains the existence of various aesthetic subject models and
cultural types. It is essential for aesthetics and pedagogy to register existing differences as
to how representatives of various social groups perceive and reproduce cultural experiences
as part of their self-assertion.

Aesthetic development of an individual starts on the day of birth and activates when one is
included into socialization. The trajectory of aesthetic development depends on the essence of
communication between members of a given environment wherein socializing occurs. Mutual
interaction and pertaining communication types in the family or close environment are initial
aesthetic sources, through which a child learns different cultural patterns. Due to the fact
that an individual belongs to a distinctive social group, whose properties are different from
those of other groups, with its functional and role social models, his/her general development
(including aesthetic one) is channeled through the prism of world perception characteristic
of a given stratum. Depending on a cultural function performed by a given social group, its
world perception may be aimed at individual adjustment or direct non-reflexive inclusion of an
individual into existing public relations, whose principles should be reproduced by this person.
Another option is independent reflexive participation. Both aesthetic intentions are not mere
individual programs but rather a mode of existence and fulfillment, namely, social activity,
labor, communication, routines, leisure, inner world, etc. It is obvious that the above world
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perception types coexist within an individual as tools for one’s self-assertion as a sociocultural
being. Yet, the coexistence of various social groups in the system of culture leads to a dominant
position of a certain group. The nature of aesthetic development of an individual determines
his/her path of personal growth and attachment to a particular aesthetic subject type.

For instance, a world perception type, which favors adjustment to a given social standard,
constructs its relationships with the world so that artistic communication or aesthetic
development is mostly limited to utilitarian adoption aimed at stereotypic behavioral, thinking
and empathy patterns. Aesthetic education and art perception in the aforementioned interaction
system are used to introduce an individual to the preset world in order to assimilate in it.
In accordance with the above objective, art is regarded as a set of illustrative examples
providing information about typical social patterns and acceptable behavioral standards.

Reflexive world perception is aimed at personal growth, which stimulates individual search for
optional models in addition to typical patterns of life. Such an active position of an individual
allows choosing a suitable field of activity or even changing a course of life. In other words,
pure consumption of culture is replaced by its acquisition.

Conclusions

Thus, one’s belonging to a certain aesthetic subject type largely depends on the cultural
function performed by the social group, to which an individual belongs, its world perception
and characteristic view of culture. An individual, who acquires particular world perception,
inherits common cultural characteristics and, moreover, contributes to it. Thus, everyone may
be regarded as a complex aesthetic structure, with various types of aesthetic experience. Every
individual, in this regard, has a potential to become any aesthetic subject. It is quite uncommon
(in real life) when an individual appears as an aesthetic subject of a pure type. As a matter of
fact, a single person is able to perceive a variety of creative types. A single individual may
belong to both refined and common culture; yet, the degree of perception may be different.
A single individual may attend sports events and be a theatergoer, listen to classical music or
watch a talk show. The thirst for aesthetic pluralism is quenched due to a variety of genres
and art types characterized as adaptive or non-adaptive for their functional application. On
the other hand, objective differences in human lives resulting from their contrasting world
perception types and dominant values alongside with the opportunity to actualize a certain
structural level of aesthetic culture are evidence to differences in aesthetic subjects.

Admission of diversity in aesthetic subject types is opportune for an individual, who may
now be released of abstraction and existence out of historical context and a particular stratum,
which is favorable for aesthetic enrichment. Secondly, this new approach reveals that aesthetic
education furthered exclusively by educative efforts is impossible. Aesthetic education should
not be reduced to purposeful influence on an individual because in this case the entire system
of public relations underlying the path of aesthetic development of an individual is ignored.
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Kopsavilkums

Sis raksts veltits jedziena “estétiska attistiba” skaidrojumam, kas uzskatams par vienu no
estetiskas kulturas pamatkategorijam. Estétiska attistiba notiek dazadu objektivu un subjektivu
faktoru ietekmé. Est&tiska attistiba nav planveidiga un apzinata iedarbiba uz cilvéka personibu,
bet gan vina esibas, vina unikalas dzives un darbibas fenomens. Makslas pedagogija un
estetika ilgu laiku ignorgja estetiska subjekta principialas diferenciacijas faktu, jo uzskatija
to par monolitu un nedalamu vienibu.

Katram individam piemit daudzpakapju estetiska struktiira, kas parstav dazadus estétiskas
pieredzes tipus. Estétiska subjekta tipizacija balstas uz reala makslinieciska procesa un
estetisko subjektu analizi. Miisdienu sabiedribas sociali kulturalais neviendabigums radijis
dazadus estetiskos subjektus. Cilveku dzivesveida objektivas atSkiribas, dazada pasaules
uztvere un attieksme pret vértibam apliecina realas atSkiribas starp subjektiem ar1 estétiska
plaksné.

Dazadu estétisko subjektu pastavésanas atziSana, pirmkart, palidz atteikties no tada abstrakta
subjekta arpus véstures un konkrétas sabiedribas, ko var vienkarsi piepildit ar estétiskam
zinasanam. Otrkart, ta liecina par to, ka tikai ar apgaismibas idejam vien nevar giit panakumus
estetiskas audzinasanas lauka. Est&tisko attistibu nevar ierobezot ar mérktiecigi izstradatu
cilveka ietekméSanas sist€ému, ignorgjot visu sabiedrisko attiecibu loku, kas patiesi ir cilvéka
estetiskas attistibas iedvesmas avots.

Atslégvardi: estetiska kulttira, makslinieciska kulttira, profesionala kultiira, izglitibas mérkis,
attistiba, estétiskais subjekts, estétiskais tips, personiba.
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AN APPROACH TO THE INTEGRATION
OF QUALITATIVE AND QUANTITATIVE RESEARCH METHODS
IN RESEARCH OF PEDAGOGY

INTEGRETA PIEEJA KVALITATIVAJAM
UN KVANTITATIVAJAM METODEM
PEDAGOGIJAS PETIJUMOS

Aivars Lasmanis
University of Latvia

Abstract

Two distinct research methods coexist in research of pedagogy: quantitative methods, which seek
to measure and analyze causal relationships between variables in a framework with free values, and
qualitative methods, which examine the process of creating meanings from which new or improved
theorems are generated. Applying these two methods separately to research of pedagogy, it becomes
clear that the results obtained are incomplete and thus it is difficult to choose definitively between
quantitative and qualitative methods when embarking on a specific research. To solve this problem,
a new research method based on integrating quantitative and qualitative methods is proposed.

Keywords: Approach to the Integration, Qualitative and Quantitative Research Methods, Research
of Pedagogy (Education).

I. Introduction

The problem. According to author's experience, in the beginning of 21st century Latvian
scientists in education have been focusing on problematics regarding qualitative and
quantitatvice approach. The reason behind has been “import of ideas” and willingness “to
export own ideas” abroad.

Causal relationship. The proportion of qualitative and quantitative approaches and interface
in researches is remarkably related to research quality.

Constructs. Solution of the problem would improve the quality of researches significantly —
research results: a)reliability (suitability, safety in concrete cultural environment); b)validity;
c) practical application.

Review. The above mentioned can be approved by analysis of information made by the author
in 2007 (keyword: Quantitative And Qualitative Approaches): 1) Cambridge Journals Online
(CJO; univesral data base of full texts on information more than in 100 research journals
as well as related Internet resources in the humanitarian and exact sciences); 2) Eastview
Social Sciences & Humanities (Russia social and humanitarian journals® full text data base);
3) Academic Search Complete (designed specifically for academic institutions, is the world’s
most valuable and comprehensive scholarly, multi-disciplinary full-text database, with
more than 5300 full-text periodicals, including 4400 peer-reviewed journals); 4) Academic
Search Premier (humanitarian un social sciences’ manybranch full text data base); 5) ERIC
(education bibliographic data base); 6) ProQuest (manybranch full text and annotation data
base); 7) Publisher's SAGE journal full text database; 8)ScienceDirect (Publisher's Elsevier
journal data base); 9) SpringerLink (Internet on-line data base).

Question. What could be the possible solutions to the Integration of Qualitative and Quantitative
Research Methods in Research of Pedagogy?
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I1. Methods

In qualitative research the author has applied following research methods:

1. Content analysis. 1t included the following types of analysis: 1) Thematic analysis of
text. (The identification of themes and major ideas in a document; 2) /ndexing. A variety of
automated methods for rapidly indexing text documents exists 3) Quantitative descriptive
analysis. (To describe features of the text quantitatively). Content analysis includes phases: 1

phase. There are many texts to analyze (Data bases of the University of Latvia; URL: http:/
www.lu.lv/eng/library/databases/), the author has to start by sampling from the population of
potential texts to select the ones that will be used. Second phase, the author needs to identify
and apply the rules that are used to divide each text into segments. Third phase — coding. The
development of a coding scheme was based on the article theme. Final phase — author analyzed
the coded data, both quantitatively and qualitatively, to determine which themes occur most
frequently, in what contexts, and how they might be correlated.

2. Grounded theory — a complex dynamic iterative process in which the development of a
theory and the collection of data related to that theory build on each other. The author begins
with the raising of generative questions that help guide the research but are not intended to be
either static or confining. As the researcher begins to gather data, core theoretical concepts
are identified. Tentative linkages are developed between the theoretical core concepts and the
data. Author’s opinion is a conceptually dense theory as each new observation leads to new
linkages that lead to revisions in the theory and more data collection.

3. Nonstructured Interview.

I1I. Results and Discussion
During the research the author came to such conclusions:

1. When analizing the available accessible subscribed and test data bases (URL: http:/
www.lu.lv/eng/library/databases/), the auhor concludes that there is increasing number of
scientists using Quantitative And Qualitative Approaches in researches and the quality
is growing. Also the number of dissertations in relation with this issue is increasing. (see
Appendix A)

2. Regarding the proportion of qualitative and quantitative methods in researchess of
pedagogy (in Latvia and abroad) there can be stated kind of disappointment in quantitative
research methods. Reason for disappointment in quantitative methods is because the results
in such researches can often be “flat” (sometimes even commonplaced). In result of this
the methodical pendulum has been moved in favor to qualitative methods.

3. Inspite of this in several countries (within EU) very often the traditional methods are
used in large quanitities, e.g., questionnaire. In large scale questionnaires (international)
there is not observed the cultural environment of concrete country'. This is very typical
in comparative researches where united methodics is relevant. Observing the cultural
environment in such researches would rise costs remarkably. In result we get possible
superficiality in research (risk).

4. Nowdays in science of education there can be noticed kind of crisis connected to absence
of clear theoretical perspective. In European Union there are well worked out concepts

' The cultural environment of people group is amount of people group's existence and activity social, material and non-
material conditions; mutual attitude and interaction among individuals and objects, that determine the character of
their existence and development. The formation of people group's cultural environment and character is determined
by external environment, social conditions and concrete persons and their value orientation within the people group.
The system of people group values determines its strategy, structure and procedure in decision taking. The character
of people group cultural environment is determined by its leader — his/her personality, intelectual, emotional and will
features, value orientations.
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on macrosocial level. On national levels there are few such theories/concepts or they are
missing at all. If they are, the quality is low (reliability, validity, practicalness).

5. The culture of methodics nowdays is facing kind of decline. There are three reasons for that.
The first is related to situation® — there is need for primary data and its interpretation, but
there is no interest for those data reliability and correctness. The other reason is connected
to change of generations among scientists in education. The third reason is connected
with rapid growth of science of education without special readiness: a) the knowledge of
research supervisors in research methodology, methodics, b) technics is staying behind the
knowledge in theory of education; c¢) there are no textbooks in research technologies.

6. Regarding proportion in qualitative and quantitatvie approaches and interface in the world
there exist four positions for the moment being. The first one is so called radical position. It
asserts that those two approaches can't be conciliated. Most radical fraction of this position
asserts that, when modernism is echanged now by postmodernism, the classical pedagogy
should leave as well (as incorrect), instead of it should come “qualitative” education.
However, the “moderate fraction” of this radical position assert that quantitatvie and
qualitative approaches in education coexist simultaneously, but proportion of qualitative
approach would increase since it correspnds the modern trends. Second position is so called
position of existentialism,which asserts that each of those approaches have its own spectrum
of cognitive opportunities, own strenghts, weaknesses, opportunities and threats. From this
position there exist no criteria that could allow to judge about the prevalance of qualitative
or quantitative approach: advantage to any of those approaches depends on researcher's
existential choice. Third position is so called pragmatic position, and it is considered to be
the most popular in the world for the time being. It asserts that each of those approaches
has its own relevance zone?, i.e., there exists kind of district in research task, where the
use of some concrete approach is the most effective, even maybe the only one possible.
The choice of the approach is determined by the researcher himself, based on the research
objectives and tasks. The fourth position is so called empiric narrow position. It asserts
that there is no big diference among qualitative and quantitatvie approaches: there have
been/are still used different methods, and by this reason the discussion is meaningless,
fabricated. For example, the is no united terminology.

7. Regarding Approach to the Integration of Qualitative and Quantitative Research Methods
in Research there exist three different approaches 1) Complementation*; 2) Combination®;
3) Triangulation®.

8. Inorder to solve problem ‘The Integration of Qualitative and Quantitative Research Methods
in Research of Pedagogy”, there can be used four kinds of triangulations in research (the
author of the idea in qualitative researches Denzin, 1970). The first type of triangulation is —
data trianguation. In this type the combination of different data types, data collection and

Situation — circumstances appeared within concrete period of time, temporary situation, condition of matters
Relevant approach — approach that is important for the concrete researcher at concrete time

4 Complementation — originated from French complementaire ‘additional” < Latin complementarius . Something that
adds to one's totality, wholeness. Complementation, where each operation is capable of revealing different, interesting
zones of reality due to quantitative and qualitative research is carried out separately and afterwards, in the last stage,
they are joined to complete each other.

> Combination — originated from Latin combinatio. — 1. Connection, combination in certain order (mainly for homogeneous
subjects, phenomena, their components). — 2. A group of well-planned in beforehand methods and actions for reaching a
certain target. Combination, which seeks to achieve complementary results using the strength of one method to improve
another and carrying out an experiment first and the other after the knowledge of the first results. Most frequently, a
qualitative pilot study is followed by a quantitative investigation.

¢ Triangulation — originated from triangulatus ‘triangleshaped’. Triangulation (or Cross-validation), which combines two
or three theories or data sources to study the same phenomenon and thus gain a more complete understanding of said
phenomenon. In other words, the obtained quantitative o qualitative data will be validated by the other data since the
type of results should be the same.
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analysis there are three significant factors to be taken into account: 1) Time (longitudinal,
cross-section); 2) Space/Location (cross-cultural, across sub-cultures); 3) Participants
(individuals or groups). Second type of triangulation is Investigator triangulation. In this
type the combination of insights from different investigators; involves multiple researchers
in an investigation; using multiple, rather than single observers; Within a single study, not
across studies. The third type of triangulation is Theory triangulation. In this type the
combination of different theoretical perspectives; involves using more than one theoretical
scheme in the interpretation of the phenomenon; meta-analysis of previous research.
The fourth type of triangulation is Methodological triangulation. In this type there is a
combination of different methods; application of different methods in research of object
(intermethod strategy; between-method strategies), varying data in each of these methods
(within-method strategies); using more than one method may consist of within-method or
between-method strategies.

9. Application of those four triangulation types demands high proffesional competence
from the researcher. As basis for the triangulative thinking might be considered good
basic knowledge in research methods. According to auhor's oppinion they should already
be studied within bachelor's study programm. The argument for this affirmation is the
following: the base for the triangulative thinking should be formed in the beginning of
the study process, and not in some other stage. (see Appendix “The Cardinal Research
Methods of Pedagogy — The Base for Triangulation™)

10. When making survey about big business corporation perfomance, where there has been
current problem of the Integration of Qualitative and Quantitative Research Methods,
it can be concluded, that during last ten years they have been very much oriented on
solving this problem. Thus, for instance, “SPSS inc”’ (URL: http:/www.spss.com) has
totally 111 different solutions, that might be divided into: 1) business solutions (including
part “Scientific researches”; altogether 9 parts); 2) solutions for industries (including part
“education”; altogether 8 parts); 3) technologies (together 8 parts). Out of those 111 SPSS
solutions made by corporation, in education there might be topical 34 solutions (connected
with the Integration of Qualitative and Quantitative Research Methods), but for the moment
being there might be topical 10 solutions. The University of Latvia has bough couple of
those solutions, out of them only one might be binding. (“SPSS Base”, which is oriented
towards quantitative methods). However, in reality specialists in science of education
are not capable in this solution, because the competence in such technologies (base of
methodology) is low.

IV. Conclusions

In this article there has been narrated Approach to the Integration of Qualitative and
Quantitative Research Methods in Research of Pedagogy. The scientists all over the world
pay more and more attenion to this issue. Inspite of that, there exist four positions in the
world regarding this issue: 1. radical position; 2. position of existentialism; 3. pragmatic
position (most popular in the world for the time being); 4. empiric narrow position. For solving
the problem there exist three different approaches: 1) Complementation; 2) Combination;
3) Triangulation. In order to solve this problem, the author suggests to apply four types of
triangulation in pedagogy researches: 1. data triangulation; 2. Investigator triangulation;
3. Theory triangulation; 4. Methodological triangulation. However, in order to be able to apply
those four types of triangulation in research, the researcher has to have good knowledge in

7 SPSS Inc. is one of a leading worldwide provider of predictive analytics software and solutions. SPSS accronime for
“Statistical Package for the Social Sciences”, although it has already been used for long time as the Integration of
Qualitative and Quantitative Research Methods.
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research methods and Technologies. The author offers his solution (the chart) having utilized
theese research methods.
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Kopsavilkums

Latvijas Universitates asociétais profesors pedagogijas zinatnu doktors Aivars Lasmanis
sava raksta “Kvantitativo un kvalitativo p&tiSanas metozu integréSanas pieeja pedagogijas
petijuma” atklaj, ka pasaulé uz So bridi pastav Cetras pozicijas Saja jautajuma: 1. radikala
pozicija; 2. eksistencialisma pozicija; 3. pragmatiska pozicija (musdienas pasaulé popularaka);
4. sauri empiriska pozicija. Tapat tiek konstatéts, ka pasaulé uz So bridi pastav tris dazadas
pieejas §1s problémas risinasana:

1) komplementacija (Complementation);

2) kombinacija (Combination);

3) triangulacija (Triangulation).
Lai risinatu So problému, autors piedava pedagogijas p&tijumos lietot Cetru veidu triangulacijas:
1. datu triangulaciju; 2. p&tnieka triangulaciju; 3. teoriju triangulaciju; 4. metozu triangulaciju.
Tomér, lai pétijuma lietotu So Cetru veida triangulaciju, pétnieckam nepiecieSamas labas
zinasanas pétniecibas metodés un tehnologijas. Raksta autors piedava savu risingjumu (shému)
pétniecibas metozu apguve.

Atslégvardi: integréSanas pieeja, kvantitativas un kvalitativas petiSanas metodes, pétnieciba
pedagogija.
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Appendix A

“Researchers, whose researches have been related to
“Quantitative And Qualitative Approaches “ (years 1980-2007)

YEAR RESEARCHERS
1980. Smith, D. & Fraser B. (1980, January 1)
1983. Hare, R. &Noblit G. (1983, February 1)
1986. Chaudron, C. (1986, January 1)
1991. Richardson, J. & King, E. (1991, January 1)
1992. Roter, D. & Frankel, R. (1992)
S K Jean Lee (1992)
1996. Miyuki Sasaki (1996); idejas turpinatajs - Paul Angelis (1999)
Pernice, R. (1996, December)
1997. Allen, M. & Silver, C. (1997, April 1)
Belcheir, M. & Michener, B. (1997, January 1)
Santos, Susan Rouse (1997) Ph.D. dissertation
1998. Chen, C., Taylor, P. & Aldridge, J. (1998, April 1)

G. Parker, G. Gladstone, J. Roussos, K. Wilhelm, P. Mitchell, D. Hadzi-pavlovic, M.-P. Austin
and I. Hickie (1998)

Janet Z. Giele & Glen H. Elder Jr. (eds) (1998)
Mercer 1. Sullivan (1998)
Philip, L. (1998, February)
She, H., &Fisher, D. (1998, April 1)
1999. Borodkin, Leonid (1999)
Brian Pateman and Annette M. Anks (January 1999)
Forbes, D. (1999, October)
Francisco Cribari-Neto, Mark J. Jensen and [lvaro A. Novo (1999)
Jennifer K. Jacobs, Takako Kawanaka and James W. Stigler (January 1999)
Sara Cushing Weigle (1999)
Weigle, S. (1999, January 1)
2000. Atkinson, 1. (2000, August)
Elaine Wethington (2000)
Ilias Karasavvidis, Jules M. Pieters and Tjeerd Plomp (June 2000)
Marian Tulloch (2000)
Mary Patricia Tully, Judith A Cantrill (2000)
Reinhard Wittenberg (2000)
Russell D. Hamer (2000)
Wethington, E. (2000, June)
2001. Christian Erzberger (2001)
Laura D’odorico, Stefania Carubbi, Nicoletta Salerni And Vincenzo Calvo (2001)
2002. Frederick L. Ahearn Jr. (2002)
Howard White (March 2002)
Lazaraton, Anne (2002)
Robert Adcock (2002)
2003. Barr, S., Ford, N., & Gilg, A. (2003, August)
Oliva, J., Llunell, M., Alemany, P., & Canadell, E. (2003, December)
2004. Anastasios Merkouris, Elizabeth D. E. (May 2004)
Diekman, Shane Thomas (2004) Ph.D. dissertation
Peterson, Wendy E. (2004) Ph.D. dissertation
V. Pellegrino, E. Lucchetti, G. Boétsch (2004)
2005. Barsky, Allan Edward (2005)
Bressi, S. (2005, Summer)
Der Ananian, Cheryl Anne (2005) Ph.D. dissertation
James Panico, E. Charles Healey, Kyle Brouwer and Michael Susca (2005)
Jennifer E Lansford, Toni C Antonucci, Hiroko Akiyama, Keiko Takahashi. (2005)
Keith F. Punch (2005)
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YEAR RESEARCHERS

Plewis, 1., & Mason, P. (2005, July)
Sara K Bressi (2005)

Griel, Amy E. (2006) Ph.D. dissertation
Hicks, L. (2006, April)

2006.

Hyeon Bae, Sungshin Kim, Joing-Il Bae (2006)
Ming-Lung Hung, Wan-Fa Yang, Hwong-Wen Ma and Ya-Mei Yang (April 2006)

Theo L. Dawson, Kurt W. Fischer and Zachary
Williamson, G. (2006, June)

Dorien Van De Mieroop (June 2007)

Emad Saad (2007)

Gregory Fairbrother (2007)

Karl Neumann (2007)

McGee, T. (2007, September)

2007.
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TEACHER AS A GUIDE IN VEDIC EDUCATIONAL PHILOSOPHY
SKOLOTAJS — CELVEDIS VEDISKAS IZGLITIBAS FILOZOFIJA

Gunta OSeniece
Doctoral Student of Education, University of Latvia

Abstract

The study of the Vedas, regarded as the oldest among the literatures of the world, enables us to get
a thorough knowledge of the whole ancient Indian educational system. This paper highlights the main
characteristics of the educational system in the ancient Vedic period (c. 3000 BC to 1192 AD) and deals
particularly with the personality of the teacher — his moral and intellectual powers, his position and the
relation between the teacher and the pupil. The research questions are: Which rules and regulations
were laid down for the ancient teachers? What were their duties, qualifications, responsibilities and
teaching methods? The author’s purpose is to present various aspects of the role of teacher as a guide
and to give some perspectives for better understanding of the teacher leadership theories in present
educational systems. The central message in this paper is that teacher’s personality plays a critical
role in raising motivation and achievement among learners. In conclusion, general trends of ancient
Vedic theory towards teacher qualities and its possible legacy in the educational system of teacher
training in the modern age have been discussed.

Keywords: the role of teacher, Vedic educational philosophy, teacher as a guide, teacher qualities,
teacher characteristics.

Introduction

The interest to study the ancient Vedic view of teacher’s role has grown out of the modern
discourse on the teacher leadership as an intrinsic and important part of school and classroom
improvement. Teacher leadership is a new concept that is gaining increasing interest from both
practitioners and researchers. Over the past decades, many authors (Katzenmeyer, Moller,
Liebermann, Fessler, Muijs, Harris, Gehrke, Smylie, Fullan, Segiovanni etc.) have carried out
research on different models, approaches and forms of teacher leadership in practice. Latvian
professor Zogla (2006) accented at last ATEE conference in Klaipeda that teachers’ quality is
a holistic concept which does not depend only on knowledge and skills, but also on personal
qualities, and she stated that “teachers as well as their educators are not well prepared for
being leaders in their respective professional spheres” (Zogla, 2006, p. 140). All that calls for
better models of leadership as teacher’s professional abilities.

In 1988, Howey covered an immensely wide spectrum: “Teachers must assume leadership
positions, that will enable them to model methods of teaching, coach and mentor colleagues,
study critically and thoughtfully various aspects of classroom life, develop curriculum and
instructional materials, and strengthen relationships between the school and home.” (Howey,
1988, p. 28).

Merideth (2006) in her book “Leadership Strategies for Teachers” discusses actions and
behaviours that together define a teacher-leader and characterizes him through her own
REACH model: Risk-taking, Effectiveness, Autonomy, Collegiality, and Honour. Teachers
who seek challenges and create new process, model best practice, professional growth, and
heart, display initiative, independent thought, and responsibility, promote community and
interactive communication skills, demonstrate integrity, honesty, and professional ethics are
the type of ideal teacher-leaders in their classrooms, schools, and their professional learning
communities (Merideth, 2006, p. 3). As Merideth reminds us, teacher-leaders should place
their students’ learning as their primary goal and work within their own classroom to improve
student achievement, which is the most important practice of teacher leadership.
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It is worth noting that one of the most significant current discussions among school teachers
and a serious drawback in modern education is the lack of respect for the teacher on the part
of the students. In today’s society, many of the students seem to behave towards their teachers
as if they were their paid servants. This lack of respect for the teacher leads towards behavioral
and spiritual retardation. In the Bhagavad-Gita it is said: “Only a person filled with respect
and faith for his master can obtain wisdom” (Siddhartha Krishna, 2007). It could be useful to
analyze the reasons for lacking respect in the society from another perspective.

Different philosophies of education have presented the role of a teacher in the light of their
principles. To consider the roles, responsibilities and influence of teachers in ancient cultures
is an active step to provide teachers with leadership roles for their today’s professional
development. In this paper, an attempt is made to explain the Vedic view of the role of the
teacher as a guide in the process of educating children. The aim of this article is to demonstrate
that the educational system of the ancient India, in certain ways, anticipated some of the
fundamental theories developed by the great modern western educationalists, and to show that
the teacher’s personality holds a special place in the whole educational system; his teaching
through example and influence plays a significant role in mentoring.

In the vast range of Vedic literature, the teachers have been discussed very often. The notion
of the teacher as a guru or preceptor dates back to the ancient Indian texts known as the
Upanishads. Other ancient texts that discuss the role of the teacher include the Bhagavad-
Gita, as a section of the Indian epic, the Mahabharata, the Guru-Gita and the Ramayana. In
these texts, the ideal teacher-student relationship is exemplified in the characters guiding
children to morality and duty. That a pupil can achieve the right path only through the proper
guidance and instruction of the teacher has been first indicated in the Rigveda. The essential
features of its system were moral education and character building in addition to intellectual
and vocational learning. Vedic theory of education is an elaborate unified system of imparting
knowledge exposed in Vedic texts and practiced in Hindu society which dates as far back as
9,000 years. (Patel, 1994, p. 9)

In recent years, an increasing amount of literature on classical education in ancient India has
been published, which has been represented by a mass of authentic contemporary originals,
including Vedas, Puranas, Smrti texts, literary classics, works of scholars, scientific treatises,
foreign travellers’ narratives and other primary writings on grammar, linguistics and polity
and could give us remarkable quantity of interesting information concerning educational
matters.

Vedic Educational Philosophy

In Vedic philosophy, education is an important means to achieve the four aims of human
life, namely virtue, wealth, pleasure and liberation. Also, it is vital to the preservation and
propagation of morality, without which, declare the Vedas, we cannot regulate our society or
families properly or live in piece. Education is the means by which an individual can gain the
right knowledge, control his desires and learn to perform his duties, so that he can overcome
the impurities of egoism and delusion.

In Vedic tradition, an illiterate person is considered to be equal to an animal because, without
education, he will not be able to rise above his physical self. An immoral or evil person without
a sense of responsibility is a destructive force, which may bring misery to himself and others.
In turn, an educated person uses his knowledge for the welfare of the world and not for his
own selfish and egoistic aims. Hence, as a part of their education, in ancient India, students
were advised to do good and cultivate virtue under the careful and personal guidance of their
teachers, so that they would remain on the path of righteousness for the rest of their lives and
contribute to the welfare of the society.
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Knowledge is seen as the only means of obtaining an object like “a well placed lamp”. Regular
incessant study is the means of acquiring knowledge. Accurate knowledge adorns a person.
In the matter of execution of duties, correct and definite knowledge acquired by keen study
helps one to discriminate “the right path”. (Chatterjee, 1999, p. 153)

The supreme aim of education according to the Vedic view is not only the conversation and
transmission of traditional culture, but also the need for the renewal of experience in the
personal lives of successive generations — building a personality radiant with power and
energy. The freedom of the human mind and spirit is the special responsibility of the educator
because the strength of a society depends largely on the goodwill and freedom enjoyed by its
members (Pruthi, 2005, p. 39).

The Position of the Teacher in Vedic Culture

In ancient India, the teacher or preceptor held a position of great honour and stateliness. The
teacher was important in each of the stages of the human life because there is always the
need of a preceptor for cultivating a methodical and disciplined life as well as for securing
excellence in mundane and extramundane existence (Chaube/Chaube, 2006, p. 35). Even the
word ‘guru’ (preceptor) has a special implication of one who dispels the darkness of ignorance
and gives instruction.

It is to emphasize that the teacher was supposed to symbolize all the good ideals, traditions
and the code of behavior of the society (Pruthi, 2005, p. 23). There were also certain rules and
regulations laid down for the teachers to prevent them from becoming willful and wayward.
There may not exist any doubt with regard to their moral and intellectual excellence.

The prescribed regulations for the teacher were as follows:

1) To treat the student as his own child and be responsible for his maintenance and
residence;

2) Not to withhold from the student anything that he knows and to give the student the
full benefit of his knowledge and experience;

3) To impart education in total within the prescribed time limit (c. twelve years);

4) The daily work prescribed for the student shall be in the interest of the student. The

teacher shall not derive personal benefit from the knowledge and bodily work of the
student. (Chaube/Chaube, 2006, p. 132)

It is significant that, in the ancient times, only that person was deemed worthy of teachership,
who himself had been an ideal student during his academic career, who had his natural desire
that his truth and principles, learning and experience should survive him and promote the
good of the society, who possessed the qualities of guiding the society along the right lines,
who had the spiritual and ethical attributes, and the moral qualifications of the teacher. Only
such a person had the right to be a teacher. (Pruthi, 2005, p. 59)

It must be remembered that the ancient Vedic education policy was known for charging no
fee from the pupil. A person who taught for an income was particularly marked as one who
would trade learning and considered as condemnable. At the end of the student life the pupil
presented his teacher gurudaksina that can be described as a fee for teaching. It brings into
focus the fact that the ideal preceptor was honest and free from desire; he could treat even
a king as an object of disregard. He led a very simple life, devoid of any thing of luxury.
(Chatterjee, p. 146)

The Personality of a Teacher

The worldwide famous vedantist and Indian thinker and philosopher Swami Vivekananda
contended that “no knowledge is possible without a teacher” and attached a lot of importance to
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the personal life and character of the teacher: “A teacher must be dedicated to his profession and
teach with devotion, purity of mind and heart” (Vivekananda, 1992, Vol. I, p. 48). Expressing
his ideas about a teacher in 1897, Vivekananda said: “My idea of education is personal contact
with the teacher. Without the personal life of a teacher, there would be no education” (Bharathi/
Rao, 2005, p. 43). The teacher, according to Vivekananda is “one who teaches us the best in
life, one who is life giving, strengthening, purifying and his holiness is an inspiration. Teacher
must be a person who practises thoroughly what he preaches and would always see good in
his students — whatever may be wicked in them, is their own doing” (Vivekananda, 1992,
Vol. I, p. 48). Only a person with an attitude of renunciation can be a good teacher. A teacher
should try to influence his students through his ideal examples: “When the lotus opens, the
bees come of their own accord to seek the honey, so let the lotus of your character be full-
blown, and the results will follow” so Vivekananda, 1992, Vol. IV, p. 177).

According to Vivekananda, to impart what he has learnt to others, the teacher definitely needs
to be perfectly pure because only then value will be attached to the words he speaks.

Vivekananda lists four characteristics of a teacher:

1) The first condition — being pure in thought, speech and action — is absolutely ne-
cessary.

2) The second condition that is necessary for a teacher is that he must know the spirit
of the scriptures. It is the knowledge of the spirit of the scriptures that constitutes the
true teacher. If he has not spiritual power in himself, there will be no worthy vibration
of spirituality in the mind of the teacher, which could be conveyed to the mind of the
taught.

3) The third condition is with regard to the motive. The teacher must remember that the
only medium through which knowledge can be transmitted is love, pure love for the
entire mankind. Any selfish motive, such as the desire for money, name or fame, will
immediately destroy this conveying median.

4) The fourth condition is that the teacher should not think that he is making the child

grow: “You cannot teach a child to grow, you can only help” (Bharathi/Rao, 2005,
p. 43).

We can be safe when these conditions are all fulfilled in a teacher, if they are not, it is unsafe

to allow to be taught by him, for there is the great danger that, if the teacher cannot convey

goodness to pupil’s heart, he may convey wickedness.

Why is the personality of a teacher so important? Teacher should set an example with his life

and offer only suggestions and should not be in the habit of giving dry and lifeless advice the

pupils must realise in their own life and must live by.

The Teacher’s Responsibilities

In the process of education, the teacher is the pivotal point, and the heart of the matter.
Education takes place through the interaction between the teacher and the taught. In Vedic
culture, he is the maker of man, the true textbook for the pupil. He trains the mind, cultivates
the manners and shapes the morals of the members of the community; he teaches the art of
living.
In fact, according to the Vedic view, the teacher’s role is revered as:

1) the custodian of cultural values and identity,

2) a spiritual guide and mentor,

3) the purveyor of useful skills (Scharfe, 2002, p. 277).
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“Practically the life of a Brahmin (feacher —auth.) is the life of study whereby he becomes
the custodian of the nation’s culture to the promotion of which he has dedicated his whole
life” (Sharma, 2004, p. 94).

The following description based on numerous studies (for example, Chatterjee, 1999; Chaube,
2006; Ghosal, 2006; Ghosh, 2001; Pruthi, 2005; Scharfe, 2002; Sharma, 2004) illustrates the
main responsibilities of the teacher:

the teacher’s way of life and lived values are as the guiding light; he should be pure
and mighty as the sun;

the teacher should teach truthfully to his best ability;
the teacher must teach moral virtues side by side with teaching of other subjects;

he has to inspect the pupil’s moral conduct, and warn him of defects and transgressions
and make him seek remedies and repent;

the teacher must have the substance of his lectures thoroughly digested in his mind,
and give a lesson in a way that suits the circumstances and must not pass any fact or
theory unexplained;

the teacher may be helpful “as a friend” and give some helpful indications how some
rules should be understood;

the teacher has to take into consideration the tastes and innate tendencies of the
individual, to evaluate the internal factor of the student in planning his career.
According to the Vedic concept of integrated society, he should recognize the worldly —
spiritual, political, economical or professional — interests of a child to aspire to his
future vocation and function and the status in the society;

the teacher must have a knowledge of the capacity of his student — he should gear
his presentation to his audience like Buddha or Jesus were masters in adjusting their
sermons to the mental capacity of his listeners. Then, regarding Vedic knowledge: the
teacher is the earlier part, the student the back part; knowledge is the junction, teaching
the connection, as it is said in the Upanishads;

a good teacher must impart his knowledge to his pupils without any discrimination.
The teacher is not supposed to impart his knowledge only to the intelligent student. If
the student is meritorious and can acquire mastery in the subject, the teacher is credited
with it. But if the pupil seems to be dull or slow in grasping his study, the teacher is
not blamed. Still the teacher is highly esteemed and exalted in a venerable position if
he has the power of excellence of imparting education to the pupil of little merits and
of enabling him to succeed in grasping the sense of a subtle art of science;

the atmosphere should be free enough so the child could breathe moral health and
strength which is most favourable to the development of a spiritual life;

the teacher must form the external factor ideally — the school environment should be
peaceful and calm and imbibed with the air of disciplined, orderly and pure life;

the teacher must train the rules of behaviour towards parents, friends and enemies,
moral conduct and good habits with perfect human powers so that man can do what
is right;

the teacher must teach not in words, but through his own conduct in real life settings.
How to integrate the knowledge in life can only be understood by being in a physical
presence of a Master;

the teacher must send his student to consult other teachers, if the particular student
requires specialized knowledge in any topic;
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* in case of a pupil’s illness, the teacher has to nurse him, supplying all the medicine
needed, and pay attention to him as if he was his child;

* in the pursuit of knowledge, the teacher is the spiritual leader of the people at all social
levels.

Schartfe (2002), the Professor of Sanskrit at the University of California, in his major study on
ancient Vedic education offers a contrasting list of undesirable traits as they are described in
the Vedic literature and identifies four kinds of teachers that should be disqualified:

1) the unmethodical teacher who is compared to a pot filled with beans that lie in it without
any regularity and come out haphazardly;

2) the inaccessible teacher who is compared to a rough-stemmed palmyra tree, because
its fruit is hard to reach unless it drops spontaneously;

3) the third is the half-instructed teacher, compared to a cotton holder or tinderbox: its
small aperture makes it difficult for anything to go in, and it is equally difficult to get
anything out of it;

4) the dishonest teacher, at last, is compared to a leaning coconut tree that draws water
and nourishment from the yard but drops its fruit into the neighbour’s yard: he receives
the benefit of teaching but does not share his knowledge with his students. (Scharfe,
2002, p. 283-284).

According to the Vedic philosopher Vivekananda, the success of education depends upon the
initiative taken by the teachers in enthusing the child towards study, self-confidence, self-
realisation and self-reliance. (Bharathi/Rao, 2005, p. 39)

Relation between the Teacher and Students

In the Vedic view, the relation between the teacher and students should be pleasant and happy.
Smrti texts advise the student to regard the teacher as well as his parents; otherwise his
knowledge would become ineffective. Similarly, the teacher is equally affectionate towards
his students. The teacher and the student both are united with a common aim of preserving
and propagating sacred thoughts (Ghosal, 2006, p. 163).

As a matter of fact, teachers at the Vedic schools were forbidden to impart knowledge to
such persons as students who are jealous, wanting in simplicity and straightforwardness and
devoid of any self-control (Ghosh, 2001, p. 24). A student had to undergo a twofold course
of discipline, physical and spiritual. The highest ideal picture of teacher-pupil relation is that
the preceptor is the guardian of the pupil and is always eager for the welfare of the pupil. In
turn, the pupil is eager to obey and respect the preceptor.

In the Vedic texts, students are put in three classes: the best are compared to a goose or a
cow, the average student to a soil or a parrot, while the bad students are likened to a pot full
of holes, a goat, a buffalo or a fibrous webbing at the base of a coconut or Palmyra stalk.

1) The wild goose was credited with the miraculous ability to extract the milk out of a
mixture of milk with water. The cow feeds and ruminates (and then gives milk), as
the good scholar discerns and chooses the good while rejecting the bad.

2) Like the average student, the soil yields only in proportion to the labour and cultivation
bestowed upon it; or the student is like a parrot, which can, without understanding,
only repeat what it has been taught.

3) We found listed four types of bad students:
a) like a pot full of holes, the bad student does not retain anything;
b) as a goat roams from one field to another, so a bad student goes from one teacher
to another and from one subject to another, never attaining much;
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c) as a buffalo which stirs up the mud in a tank into which it enters, the bad student
causes confusion and trouble;

d) as the web lets the toddy run through and retains the residue, so the bad student
forgets all that is useful and remembers only that which is useless. (Scharfe, 2002,
p. 284)

However, the teacher was expected to conduct himself in accordance with the twenty-five
virtues prescribed for him. These included: “keeping an eye over his pupil, telling him what
to cultivate and what to avoid, when to be particularly attentive, instructions relating to bed,
sickness, food and company. The teacher was expected to boost the morale of this pupil,
encouraging him not to fear and to be zealous. He was to teach him nothing partially, nor
keep anything secret, nor indulge in foolish talk with him, but pardon when he noticed any
defect in him, encourage him to come forward and make him strong. The preceptor was to
look upon his pupil as his son and love him, share his food with him, never desert him in
adversity and always befriend him” (Pruthi, 2005, p. 190).

Methods of Teaching

The earliest reference to the method of teaching under a system of direct teacher’s instruction
has been recorded in the Frog-hymn of the Rigveda. It describes five stages in getting
knowledge:

1. Student’s recitation of the Vedic texts following the teacher’s pronunciation. Understanding
and learning by heard.

2. The individual work at the stage of mental aptitudes of each individual pupil.

3. Instruction by the teacher through dialogues, i.e., by way of discussing the topic through a
series of questions and answers and using of illustrations, stories and parables. Introspection
and contemplation on part of the students. Direct perception of truth through their own
experience

4. Teaching students through self-instruction (one learns by teaching). Full understanding
by exchanges of opinion and argument with one’s fellow students.

5. Lecturing to the public (leading to the perfection of an accomplished scholar). (Ghosal,
20006, p. 166—169; Ghosh, 2001, p. 28)

To sum up, it was the method of gaining knowledge through hearing, meditation, contemplation,

and recollection (Chaube/Chaube, 2006, p. 28). It is interesting to observe that, through the

ages, the technique of oral creation, preservation, and transmission of knowledge continued

with the same accuracy from generation to generation.

Vivekananda stresses the following with regard to the Vedic method of teaching and
learning:

1) Education from within — the pupils may learn to apply their own intellect — “Like
fire in a piece of flint, knowledge exists in the mind, suggestion is the friction which
brings it out” (Vivekananda, p. 28).

2) Concrete to abstract — the mind works through various stages to attain its fuller
development to deal with the abstract.

3) Individual differences — teaching must be modified according to the needs of the
students — the true teacher can immediately come down to the level of the student
and see and understand through his mind.

4) Positive suggestion — positive feedback encourages learning, negative thoughts
only weaken the students.
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5) Concentration as the best method and the key to knowledge. The very essence of
education is not collecting of facts, but concentration of mind — power of endurance
and control of the internal and external senses.

6) Faith in oneself that enables the pupil to imbibe knowledge effectively.
7) Reverence for the teacher.

8) Freedom — open discussion on all topics of study between the teacher and the
taught.

9) Purity in thoughts, speech and act is absolutely necessary in both the teacher and
the taught. (Vivekananda, Vol. I, p. 28-93)

The most relevant questions are: Are these principles and practices of ancient Indian education
still valid? Has the genuineness of the education system changed over time? Educational
principles today do not campaign for corruption, sexual promiscuity, cowardice, self-benefit
etc. On the contrary, there is an articulated policy and principle of universal values that should
guarantee human civilization. There is a directive to teach fundamental duties. The modern
education also follows the principle of specialization on the foundation of a broad spectrum
of general education and it champions individualized instruction. The difference and the
problem are in the practices — these have moved miles away from the stated principles. The
industrial model of education misconstrued the teacher’s role. Teachers teach; the responsibility
of learning is left to students and is not ensured. There is an ever widening gap between
knowledge creation and knowledge absorption (Mukhopadhyay, 2003, p. 14).

Conclusions

We tend to think of development in education as being linearly progressive, but the present paper
tries to demonstrate that there are some parallels in the modern theory which could probably
be made with knowledge existed thousands of years ago. The Vedic theory implicitly and
explicitly regards the stated attributes as requirements of a good teacher. The same attributes
are in the focus of the modern training of potential educators: intelligence, assertiveness,
psychologically safe learning environment, teaching of organized and relevant knowledge etc.
In their book, American scholars Collinson and Cook (2006) identify the same six important
and desirable conditions that foster learning as they were practised by ancient Vedic educators
thousands of years ago: “prioritising learning, fostering inquiry, facilitating the dissemination
of knowledge, practicing democratic principles, attending to human relationships, and providing
for members’ self-fulfilment” (Collinson/Cook, 2006).

But the Vedic theory also displays some facets not to be found in the modern theories and
practice of education. The main aspects not found in today’s society are the personal standards
of morality and relationship between the educator and the student.

There is a widening gap in the modern education between principles and practices in teacher
behaviour. In the Vedic view, a teacher’s life is not only an open book; it is also the most
important life-book where the disciples learn their ways of life. Each disciple should be
thoroughly exposed to teacher’s learning habits and commitment, purity of conduct, family
life, reverence for other people, etc. Compared to that, a large majority of modern day students
are exposed to indiscipline, private tuition, no adequate care, lack of learning habits and poor
conduct and lack of values. Values can rarely be taught like any other subject; values are lived
and hence inculcated through demonstration by teachers and elders, and imitation by students.
The decadence of our times is caused by poor demonstration of values as lived by teachers and
elders in the society (Mukhopadhyay, 2005, p. 101). Our modern industrial model of education
has misconstrued teacher’s role. The argument is not for closing down schools and starting
Vedic gurukulas. The argument is for a shift in practice to bring it closer to the principles. It
does not require extra financial resources; it needs a change of the mind.
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As to the question of the teacher as a guide, we must consider that central to the traditional
educational system of the Veda is the concept of teacher’s character and personality. In the
Vedic literature, he is viewed as a remover of darkness, a god in human form: without serving
him and without his blessings, a student cannot accomplish much in his life. In imparting
knowledge, the teacher shows the way, not by trial and error, but by his own example and
through his understanding of the scriptural knowledge, gained by his own experience and
practice. While the parents are responsible for the physical welfare of their children, a teacher
is responsible for their spiritual and intellectual welfare. The teacher in the Vedic tradition
not only teaches his pupil mandatory subjects, but also shapes his character and personality
by instilling in him an awareness of the world around him; the teacher urges the students to
lead a life useful to the society and face various challenges which comes across in life and
turn these into opportunities (Dogra/Gulati, 2006, p. 165). It is his moral and professional
responsibility to subject the students to rigorous discipline and shape them into responsible
adults (Jayaram V, online).

The teacher should give an inner vision and intellectual regeneration. The life of the teacher
must serve as a model to follow and imitate. The teacher should be regarded as the builder,
guide and leader of the society and considered as the most important component of the
education system.
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Anotacija

Raksta autore iesaistas modernaja diskursa par skolotaja funkcijam izglitibas un audzinasanas
procesa, 1pasi uzsverot skolotaja ka vaditaja, padomdevéja un parauga lomu (angl. “/eadership”,
“guidance”). Raksts balstas uz seno Védu, kas pazistamas ka vissenakais literatiiras piemineklis
pasaulé, un kuras atrodamas fundamentalas zinaSanas ar1 par senas Indijas izglitibas sisteému,
teoriju, kas praktizéta gadu tiikstoSiem ilgi un védiskaja kultiira saglabajusi savas tradicijas
lidz masdienam. Sis referats dod ieskatu védiska laikmeta (apm. 3000. g. p. m. &. 1idz 1192. g.
m. &.) izglitibas galvenajas nostadné€s un 1pasi izgaismo skolotaja personibu: vina moralas un
intelektualas dimensijas, prestizu sabiedriba, pienakumus, funkcijas un apmacibas metodes.
Raksta meérkis ir paradit skolotaja ka vaditaja jeb Iidera lomas dazados aspektus, tad€jadi
dodot sava veida pienesumu misdienu teorijam par skolotaja funkcijam. Galvenais uzsvars
likts uz ideju, ka skolotaja personiba ir noteicoSais faktors motivacijas un sasniegumu
veicinasanai skolénu vida. Secinajumos védiskas izglitibas teorijas principi attieciba uz laba
skolotaja kompetenc€m saméroti ar to iesp&jamo realiz€Sanu miisdienu skolotaju sagatavosanas
procesa.

Atslégvardi: skolotaja loma, skolotajs-padomdevgjs, skolotajs ka paraugs, skolotaja personiba,
vediska izglitibas filozofija.
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Abstract

Review of scientific literature at national level points to a number of research on expressing teachers’
professional competencies. However, shortage of studies of pre-service teachers’ professional and
general competencies can be noticed. One of those is competence in research activity.

Considering the above introduced realia, the article deals with a scientific problem formulated in the
following way: What are the pre-service teachers’ abilities showing their competence in teaching
practice and how is this competence determined by subjective preconditions.

Part 1 of the article discusses the conception of competence in research activity formulated by the pre-
service teachers’ in view of external and internal aspects. The examination of the latter competence
in terms of the internal aspect reveals a place of competence in research activity in a general structure
of competencies. Taking into account the model of the European qualification structure, competence
in research activity is defined as a structural component of cognitive competence. Examining the
conception of competence in research activity in terms of the external aspect discloses the content
of competence.

Part 2 of the article introduces research methodology and organization of competence in researching
and looks at preconditions for stimulating research activity of the students involved in teaching
practice.

Part 3 of the paper focuses on the results of a research on students’ competence in researching and
preconditions for stimulating research activity. The inquiry was carried out at Vilnius Pedagogical
University, Lithuania in 2006. The teachers-mentors’ attitude to competence in research activity of
the students involved in teaching practice was investigated. In addition, a reflective students’ position
on competence in research activity was analysed.

Keywords: competence in research activity, subjective preconditions.

Introduction

Changes in teacher’s roles are taking place under the grounds that the educational process is
based on the paradigm of learning. Apart from traditional teacher’s roles (teaches a certain
subject and acts as a mentor), completely new functions such as an innovator, advisor, promoter
of educational processes, researcher etc. appear. The variety of positions requires new
competencies. The paper focuses on the attitude that competence defines abilities to perform
certain activity based on personal knowledge, skills, viewpoints, experience, dispositions,
qualities and values. In order to ensure teacher’s competence necessary for performing an
adequate action, its structure and content must be fully accepted.

The educational system based on the learning paradigm finds important teacher’s competence
in research which is the ability to apply knowledge of strategic control in practical social
and research. Pre-service teachers’ competence in research can be examined in the light of
two aspects: internal and external. The examination in terms of the latter aspect reveals the
place of competence in research in the general structure of professional competencies. The
examination in terms of the internal aspect discloses its content.
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In order to define a place of competence in research in the general structure of professional
competencies, the strategy used in the article refers to the common European principles
for teacher competencies and qualifications (Common European Principles for Teacher
Competences and Qualifications, 2005). The document distinguishes four groups of teacher’s
competence: cognitive, functional, personal and ethical. Competence in research as well as
those in student acquisition, reflection and learning to learn falls into the group of cognitive
competencies.

The abilities showing the content of competence in research slightly vary in the standards of
different countries. For example, the standards of teacher training in the Netherlands (Good
quality teachers for good quality education, 2004) emphasize the ability to conduct research,
examine educational material and innovations applied at school and individually analyze
and evaluate surveyed data whereas Canada (Standards for the Education, Competence and
Professional Conduct of Educators in British Columbia, 2004) stresses undertaking pedagogical
investigation based on students’ reflections, Germany (Standards of competence for teachers,
2003; Standarts fuer die Lehrerbildung, 2005) highlights examining researched data and
educational material received from different sources integrally with building methodology,
England (Standards for the award of Qualified Teacher Status, 2005) accentuates exploring
learners’ needs identifying alterations in school, students and teachers’ activity. An adequately
chosen research strategy and methods and the ability to prepare a report on the carried out
research are emphasized in the ratified schedule of teacher’s competence in Lithuania (Standards
of competence for teachers, 2007). The content of teacher’s competence in research shows up
employing a comparative aspect to summarize the examined schedules of teacher training
in Lithuania and abroad. The content consists of the ability to choose an adequate research
strategy, structure and methods to launch investigation, the ability to undertake research on
professional activity, the ability to study the needs for teaching/learning collaborating with
school community, organizations and enterprises, the ability to process researched data using
information technologies and the ability to analyze and interpret the obtained data.

A review of scientific literature reveals that a number of investigations into expression of
teachers’ professional competencies have been carried out (Wells, 1995; Bibby, 1997; Herling,
2000; Descy, Tessaring, 2002; Juceviciené, Lepaité 2002). However, there is lack of surveys
on in-service and pre-service teachers’ competence in research. An assessment of foreign
literature indicates that professional competence of pre-service teachers is a relevant topic for
research (Intyre, 1997; Kennedy, 1997; Putman, Borko, 2000; Verburgh, Elen, Clays, 2006;
et al.). Pre-service teachers’ ability to understand research as a process and relations between
research and learning have been studied (Krieg, Sharp, 2000; Werner, 2000; Beck, Kosnick,
2002; Edwards, 2001, 2001a, 2005; Kynéslahti, Kansanen, Jyrhdma, Krokfors, Maaranen,
et al. 2006, 2007). The analysis of literature discloses that quite a few investigations are
conducted in universities and that the lecturers from the establishments of higher education
frequently give research too much prominence. Therefore, methodical educational activity
and pre-service teachers’ professional competencies encounter problems (During, Jenkins,
2005; Lehteld, 2007).

We suppose that a situation in comprehensive school is different. The teachers overemphasize
methodical activity and are insufficiently interested in educational research the number
and quality of which in comprehensive school depend on teachers’ preparation to conduct
investigations and competence in research. The perspective of educational research undertaken
in comprehensive school is obviously determined by the present situation on teacher training.
The development of pre-service teachers’ competence in research is scheduled in the curricula
of pedagogical studies. However, it is not the only condition. It is supposed that competence
in research is also determined by the subjective preconditions related to the personality of
a learner and includes professional motivation, perspective on continuing education and
mastering information communication technologies.
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Considering the above mentioned realia, the article deals with a scientific problem raising
the following questions: 1) what pre-service teachers’ abilities are demonstrated to display
competence in research during teaching practice? 2) how competence in research is determined
by subjective preconditions?

The object of the research is competence in research of pedagogy students.

The goal of the research is to disclose the content of pre-service teachers’ competence in
research, considering the subjective preconditions.

Methodology of the Research

Pedagogical-Psychological Preconditions

The article examines pre-service teachers’ competence in research and preconditions for
obtaining qualification and refers to the theory of cognitive thinking which is based on the
information-processing model used in cognitive psychology. From a cognitive point of view,
teaching is effective when the university students receive information and are encouraged
to accept active cognitive processes such as search for information, evaluation of alternative
decisions and creative interpretation and meta-cognition of results.

Instruments of Research

In order to examine pre-service teachers’ competence in research and preconditions for
obtaining qualification, methods of research including assessment of scientific literature,
surveying and statistical data analysis were applied.

The article presents the data of the survey on pre-service teachers’ competence in research that
took place in Vilnius Pedagogical University in 2006. A scientific inquiry was rather exhaustive
and aimed at evaluating teaching practice of university students having different pedagogical
competencies which were evaluated by the students themselves and by the teachers-mentors
coordinating teaching practice.

A sample survey as a model was chosen and provided applying the methods used in IEA
international research (International Association of the Educational Achievement). Cluster
sampling as a technique was used. In this technique, the total population is divided into
groups (or clusters) and a sample of the groups is selected. Then the required information is
collected from the elements within each selected group. This may be done for every element
in these groups or a sub-sample of elements may be selected within each of these groups. The
students from different departments participated in research i.e. those studying exact sciences
(informatics, mathematics), natural sciences (physics, chemistry, biology), the humanities,
social and technology subjects were surveyed after one month of teaching practice. 900
students of bachelor studies in total were questioned. Moreover, 250 mentors coordinating
students’ teaching practice in different schools of Vilnius were examined.

The questionnaire was prepared considering practical pre-service teachers’ preconditions
for competence in research in national comprehensive schools. Within teaching practice, the
university students are allowed to look after research projects launched by the learners of
the senior classes at school. Therefore, the questionnaire contained questions dealing with
supervising schoolchildren’s research. The answers to the questions of this group were the
indications of how they managed to initiate, coordinate and evaluate schoolchildren’s research
projects. The university students were evaluated by the mentors filling in the forms.

Within teaching practice, the students themselves can carry out research on educational activity.
Therefore, the questions on the surveyed participants’ research activity were included in the
questionnaire. It must be mentioned that all respondents had equal objective preconditions for
research. First, everyone had completed a theoretical pedagogy course focusing on the basics
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of research activity. Second, within teaching practice, the students were offered a possibility
of choosing one in three suggested practical obligatory tasks. One of the tasks concentrated
on research. Having chosen the latter assignment, the respondents had to conduct educational
research, prepare a report and handle it to the Department of Educology. The university
students obviously could also join other research on school educational activity. The surveyed
participants’ answers to the questions of the conducted research were aimed at evaluating
the ability to research. In addition, students’ competence in research was evaluated by the
mentors who participated in the event.

The third group of the questions covers subjective evidences determining respondents’
competence in research and embraces the ability to master information communication
technologies, professional motivation and provisions regarding continuing education (expected
postgraduate studies/Master’s or Doctor’s degree; no further studying is expected). The latter
questions were answered by the university students only.

To evaluate competence in research, the rank scale of measurement and three evaluation
ranks ‘largely succeeded’, ‘succeeded’, and ‘failed” were introduced. It was considered that
the respondents could not be involved in research. Therefore, besides three evaluation ranks
describing competence expression, an extra version of the answer ‘missed’ was added.

To process the research data, descriptive statistics was applied and correlation coefficients
and the percentage of answers were calculated. In order to evaluate statistical significance
of different positions, the ¥ (chi square) criterion was used to examine homogeneity of
population. Probability of statistical margin p < 0.05 was accepted. Critical limits of probability
of statistical margin p shows permissible margin value of statistical decisions. The statistical
decisions disagreeing with specification p < 0.05 are treated as invalid, i.e., the permissible
margin of statistical decisions which is more than 5% was established. To statistically process
the data of research, the statistical packet SPSS 14 was applied.

Results of the Research

Students’ competence in research can de disclosed supervising schoolchildren’s research
projects during teaching practice at school. The respondents are provided possibilities of
assisting the learners in planning and conducting research projects and evaluating them after
work is completed. The abilities to supervise schoolchildren’s research activities were evaluated
by the students themselves and their mentors (Table 1).

It was established that almost every second surveyed participant dealing with teaching practice
had an opportunity to conduct learners’ research projects.

Table 1.
University students’ abilities to supervise learners’ research projects in comprehensive
school: the percentage of students and mentors’ attitudes

Activity Largely Succeeded Failed Missed
succeeded

Mentors’ attitudes

Planning project activities 4.4 36.0 44 55.2

Coordinating project activities 8.4 35.2 3.6 52.8

Evaluating project activities 6.8 31.6 44 57.2
Students’ attitudes

Planning project activities 6.3 34.2 6.2 53.3

Coordinating project activities 18.4 39.0 5.2 37.3

Evaluating project activities 12.2 41.6 44 41.8
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The mentors suppose that the students were rationally planning, carefully coordinating and
evaluating schoolchildren’s research projects during the supervision of research projects.
The majority of mentors (57.2%) pointed out that the students did not evaluate learners’
research projects. The latter result could be determined by objective reasons as some of the
schoolchildren’s research projects were not finished until the deadline of respondents’ teaching
practice.

Considering the rank ‘largely succeeded’, the evaluation of students’ answers shows that the
respondents more positively evaluated learners’ abilities to coordinate and evaluate projects
(Table 1). The data of our research indicates that the students rather than their mentors better
evaluated abilities to supervise schoolchildren’s research projects. However, a statistical
evaluation of students and mentors’ attitudes to supervising project-based research discloses
that in all cases, a statistically insignificant deviation was established.

Within teaching practice, the students of Vilnius Pedagogical University have a possibility of
supervising schoolchildren’s research activity and self-sufficiently conducting investigation
into educational activity. The mentors’ position on the students’ abilities to undertake research
and a reflexive evaluation of the students’ abilities to be competent in conducting research
were examined (Table 2).

Table 2
Students’ competence in research: the percentage of students and mentors’ attitudes
Activity Largely Succeeded Failed Missed
succeeded
Mentors’ attitudes
Planning research 7.6 48.4 1.2 42.8
Conducting research 7.6 50.8 1.2 40.4
Preparing report on the carried out research 6.8 44 4 3.6 45.2
Dissemination of the results of research 5.6 332 4.8 56.4
Students’ attitudes
Planning research 16.6 64.6 2.7 16.2
Conducting research 20.8 60.8 4.3 14.1
Preparing report on the carried out research 19.6 61.2 33 15.7
Dissemination of the results of research 12.0 52.7 6.0 29.3

The assessed data shows the difference between the attitudes to abilities to conduct research of
the teachers-mentors and students themselves. The differences can be clearly seen evaluating
the attitudes of different groups according to the rank ‘largely succeeded’ and the answer
‘missed’. For example, 40.4% of the respondents indicated they did not carry out research on
educational practice. However, only 14.1% of those involved in teaching practice maintained
they did not undertake any research. Such findings require explanation. We think it could be
determined by insufficient collaboration between the mentors and students involved in teaching
practice. As research on educational practice is a task given by the Department of Educology,
it could be accomplished individually by the respondents themselves. This precondition is
confirmed by the data on dissemination of the research results. Almost one third (29.3%) of
the respondents involved in teaching practice agreed they had not been disseminating the
results of educational research. Therefore, neither mentors nor school community knew about
the carried out research of some students. To sum up, the results of research have relation to
competence in research as they revealed the drawbacks of organizing teaching practice which
are insufficient collaboration between the mentors and students involved in teaching practice
and dissemination of the research results. These conclusions obviously require new research
on students’ teaching practice.
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A statistical evaluation of students and mentors’ attitudes showing the abilities to conduct
research disclosed that in all cases, statistically significant deviation was established
(Table 3).

Table 3
Students’ competence in research: statistical significance of the percentage deviation of
students and mentors’ attitudes

Activity . df p
Planning research 8.59 6 0.011
Conducting research 8.11 6 0.029
Preparing report on the carried out research 7.12 6 0.037
Dissemination of the results of research 7.23 6 0.035

Subjective characteristics determining students’ competence in research were investigated.
We were interested if mastering new information communication technologies, professional
motivation, a position on continuing learning and the sex of a respondent could be related to
competence in research.

For example, proper mastering of information communication technologies (ICT) probably
can have a positive impact on competence in research. Such experience is required preparing
areport on research and processing the investigated data. Thus, a question about respondent’s
experience of applying ICT was included in the questionnaire.

The links between respondent’s professional motivation and competence in research were
analyzed. The circumstances of entering the university can be accepted as one of the factors
discussing student’s professional motivation: a student is studying his/her favourite subject
or studies at pedagogical university were one of the options to enter an institution of higher
learning.

The study on students’ competence in research also considered an attitude towards continuing
learning: intention to study for taking a Master’s or Doctor’s degree or having no developed
vision of continuing learning.

To display correlations between subjective characteristics and competence in research,
mathematical statistics was applied. Taking into account that the analysed characteristics
were measured using ranking and nominal scales, the Spearman rank correlation coefficients
were practised (Table 4).

Table 4
Correlation between students’ competence in research and subjective characteristics in
teaching practice: the Spearman rank correlation coefficients

Activity Sex Mastering ICT | Professional | Attitude to
motivation continuing
learning
Planning research 0.04 0.024 -0.009 0.288**
Conducting research 0.171* 0.009 0.056 0.282%**
Preparing report on the carried out 0.170* 0.017 -0.007 0.047
research
Dissemination of the results of research 0.03 0.002 0.019 0.064

%p < 0.05 **p < 0.01

The data of our research indicate that statistically significant correlation coefficients were
established considering the sex and attitude to continuing learning of the students involved
in teaching practice. However, it is very weak (*p < 0.05) and weak (**p < 0.01) correlation.
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Meanwhile, a statistically significant relation between the examined abilities of research
activity and subjective characteristics (abilities to use ICT, professional motivation) has not
been confirmed.

Conclusions

¢ An assessment of literature sources disclosed that teacher’s competence in research was

an integral part of cognitive competence expressed through the ability to choose an
adequate strategy of research, investigate professional activity, process, analyze, interpret
and evaluate researched data.

Empiric research revealed that almost a half of the respondents — the students involved in
pedagogical practice — supervised schoolchildren’s research projects. Even a major part
(almost four fifth) of the surveyed participants conducted research on educational activity.
The ability to plan and undertake research and prepare a report on the carried out study
show a high level of students’ competence in research. However, students’ abilities to
disseminate the results of the conducted research require a further development as more
than one third of the respondents pointed out they had not been involved into similar
activity.

A comparison of students and mentors’ attitudes indicates differences in defining
competencies in research. The students rather than their mentors more positively evaluate
personal competence in research. A deviation is statistically confirmed. Considering
teachers-mentors and students’ answers, an evaluation of individual abilities to undertake
research show that neither very strong nor very weak competence in research can be
distinguished. More than a half of the respondents agreed they succeeded or largely
succeeded in planning and implementing research on educational activity and in preparing
a report on the undertaken study.

Lack of studies on comprehensive school teachers’ competence in research can be noticed.
Thus, there is no information on either teachers-practitioners or pre-service teachers
more frequently conduct research on educational activity and what differences between
in-service and pre-service teachers’ competence in research are. The above introduced
problems require new research on educology, the results of which could help with evaluation
of teachers’ competence in research in the light of other professional competencies.
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Abstract

After the collapse of the Soviet Union all post-Soviet countries carried out reforms of their educational
systems. This process is rather complicated, as in parallel to the transition from one social regime
to another, the society’s consciousness also changes; this has raised questions about the impact of
values integrated in the previous ideological system upon the formation of a modern educational
policy as well as questions about the value orientation of graduates of pedagogical higher educational
establishments, who studied under the circumstances of totalitarian ideology, and their influence on
the implementation of reforms. As observations have proven in Latvia, the unwieldy course of the
educational reform and many problems related to its implementation frequently originate from the
inability of many educationalists and teachers to accept the values, norms and principles of liberal
education. This article represents an insight into the theoretical and methodological substantiation of
the comparative research “Implications of Totalitarian Values in the Post-Soviet Educational Space”.
This research identifies the value orientation influenced by totalitarianism and its implications upon
the introduction and implementation of reforms in modern Latvia.

Keywords: post-Soviet educational space, totalitarianism, implications of totalitarian values,
educational reform.

Introduction

Any educational process encompasses references to desiderata, namely, to things that do not
exist yet, but which participants of the process wish to accomplish. Accordingly, education,
including the educational system, always includes a normative aspect; not in the sense that they
comprise strict norms that need to be complied with, but in the sense that the understanding
of education itself fundamentally embodies certain values.

The question, what values should be chosen as a point of reference in a particular educational
process, is the one that helps to make this process more purposeful, more foreseeable and,
possibly, more efficient. Another thing to be considered is the fact there are no simple answers
to this question; particularly, in the opinion of numerous philosophers, people have failed to
identify the values or normative principles that all others should recognise and accept as the
basis for conduct.

Although the search for the so-called “final” substantiation of morality has not succeeded and
given generally recognised results, it does not mean that there is no possibility to establish
values on which to base, for instance, the educational process. It rather means that these values
are established politically, for instance, as a result of pragmatic political discussions.

Judging from normative documents which describe the objectives of education in the European
Union and particularly in Latvia the understanding about education is based on the liberal
tradition where a significant place is devoted to the rights and autonomy of the individual, the
ability and possibilities to make independent decisions, tolerance of different opinions, the
ability to independently apply knowledge in a specific situation. For instance, “The Educational
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Conception of Latvia” emphasizes that one of the major tasks of education is “to promote
the development of a person in a democratic society who is able to independently see and
competently solve problems, is aware of one’s belonging to a family, the nation, the state of
Latvia and the humanity, bears responsibility for one’s actions, is free and tolerant both in
views and activities”. (“The Educational Conception of Latvia”, 1994/95, 6) Unfortunately, as
many philosophers and politologists of the liberal tradition have already pointed out that the
implementation of these values in human activities is often not so successful. Why are people
avoiding attaining their “maturity”, as I. Kant put it. (Kants, 2004) Is it laziness, escape from
freedom or the result of manipulations of some kind of external powers?

Various philosophers and politologists scholars have offered various answers. (Adorno,
Horkheimer, 1947; Arendt, 1951; Berlin, 1969; Fromm, 1941; Popper, 1945; Rory, 1989) In
any case, one thing is clear: people possess various values that may run afoul, and they do
not always give priority to the values that the liberal tradition defends. It means that one of
the ways how to understand better why people do not act autonomously and do not respect
the freedom of others, is to understand the various values they possess and how the conflicts
of value influence their actions.

The introduction of an educational model that is based on the ideals of liberalism in post-
Soviet countries faces a number of difficulties. There are several reasons for these difficulties,
but one of them, possibly, is the discrepancy between those values that were recognized and
promoted in Soviet society and the values that are accepted in liberal democracies.

This is the reason why the research project “Implications of Totalitarian Values in the
Post-Soviet Educational Space” was started at the University of Latvia in September 2007.
Its objective is to explore the implications of totalitarian ideology on value awareness of
pedagogues in the post-Soviet educational space.

Research problem and context

Since the collapse of the Soviet Union, the educational reform has been carried out in all
post-Soviet countries, including those that were only under the influence of the Soviet
Union — Poland, Bulgaria, the former German Democratic Republic and others. This process
is rather complicated, as in parallel to the transition from one social regime to another, the
society’s consciousness also changes; this has raised questions about the impact of the values
integrated in the previous ideological system upon the formation of a modern educational
policy as well as questions about the value orientation of graduates of pedagogical higher
educational establishments, who studied under the circumstances of totalitarian ideology,
and their influence on the implementation of reforms.

In Latvia these and other issues have not been examined in a comprehensive and complex
piece of research, and the investigations of other countries of the post-Soviet educational space
have not been studied either.

As observations in Latvia have proved, the unwieldy course of the educational reform and
many problems related to its implementation frequently originate from the inability of many
educationalists and teachers to accept topical values, norms and principles. As foreign experts
have admitted, the reform of the educational contents, at least in the stage of basic education
continues successfully. In pedagogical practice the new standards and programmes are
perceived sceptically and frequently one faces nostalgia for values that ruled in the Soviet
educational system. This aspect encumbers the implementation of the reform in its essence.
Over the last years the issue about civic education has become topical, which has been promoted
within the framework of the European Union; this is attested by the fact that the year 2005
was nominated “European Year of Citizenship through Education”.

The comparative research “Eurydice” that was carried out in 2005 in 30 countries presented
conclusions that in almost all countries the objectives of civic education provide a possibility
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to acquire basic understanding about politics and form a civic attitude, as well as promote
active participation in public processes. In two thirds of these countries civic education is
a regular component of education for would-be teachers. (Erydice, 2005)

In Latvia’s case, the issues of the syndrome of burnt-out teachers, the status of teachers in
the society and other essential issues become more and more topical. However, issues about
resources available in education are also very important, as overloaded teachers are not ready
to accept new solutions in the area of tolerance education and to get inspiration from the
experience of other democratic countries and methodological literature.

The results of the research “Tolerance Barometer of Teachers”, completed in 2007, demonstrate
a comparatively high indicator of authoritarianism among teachers in Latvia. In general
teachers lack reference points about the themes of tolerance and understanding about the
concept of tolerance and respect towards diversity; respectively, teachers are not prepared
to solve conflicts in the class when students differ from others (nationality, race, sexual
orientation).

On the one hand, teachers believe that they do not need additional knowledge in intercultural
education and methodology, and on the other hand, teachers admit that they would not know
how to act in case there were more children who are different. (Austers, Golubeva, Strode,
2007)

The research “Implications of Totalitarian Values in the Post-Soviet Educational Space” searches
for reasons and interconnections, which could result in suggestions for teachers in respect of
the improvement of teachers’ professional studies and professional advancement, as well as
draw the attention of the makers of educational policy to the research results in the formation
of strategic plans in education and the initiation of subsequent reforms. The proportion of
totalitarian ideology in the consciousness of educational leaders and implementers influences
the choice of pedagogical approaches, determines the professional competences of teachers,
as well as establishes the value orientation of their personalities and forms their worldview.
Therefore, when analysing and evaluating the acquired data about educational achievements
within the framework of international studies, it is impossible to generalize conclusions unless
they are correlated with studies that are similar to those mentioned herein. This refers to the
issue of the quality of education and the solutions of related problems in the future.

Methodology and course of the research

With an aim to identify the implications of value orientation of totalitarianism in the
implementation and introduction of reforms in Latvia nowadays, a group of 7 researchers has
been established. It has started work on a comparative research project within the framework
of pedagogy, theology and philosophy. The research will be carried out in 6 post-Soviet
countries: Lithuania, Estonia, Latvia, Poland, Bulgaria and the territory of the former German
Democratic Republic. During the research teachers will fill out questionnaires, they will be
interviewed with the help of the narrative interview method.

At present, one of the topical issues of comparative research is the discovery of threats
to democracy. (Allemann-Ghionda, 2004) This research analyses transformations in the
educational system pointing out the pedagogical, political and social contexts.

In accordance with the inner logic of the research, three methodological approaches are
applied: the empirical, the hermeneutical and the ideologically critical. The empirical
approach is a combination of qualitative and quantitative research methods; the hermeneutical
approach relates to data interpretations; and the ideologically critical method is applied with
an aim to disclose the societal and ideological stratifications in respondents’ judgements, as
well as in critical analysis of the educational process. The particularity of the ideologically
critical method is its focus towards the identification of antiemancipation factors, i.e., the
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factors that encumber a person’s emancipation possibilities in one’s thinking and actions,
for instance, prejudices, stereotypes, destructivity etc. In comparison with topical trends of
the modern pedagogical research to explore positive experience, the emancipation studies
analyse the so-called negative experience or ideological stratifications. As mentioned above,
this methodological approach can be used in combination with the hermeneutical and the
empirical approaches in order to ensure the presence of the constructive aspect.

For purposes of data collection a questionnaire will be used that comprises expressions of a
hidden anti-emancipation character. By accepting or rejecting these expressions, respondents
confirm the totalitarian or democratic inclination of their thinking.

Nowadays the method of a narrative interview is widely applied in biographical investigations.
(Jakob, 2003; Kade, Nittel, 2003) The analysis of biographical cases is used in research to
identify regularities that provide a possibility to make general conclusions. (Fatke, 2003;
Mayring, 2002) Case studies analyse information, stories of persons, i.e., in a methodological
and controlled manner they reveal the interrelations of particular cases with common
research conclusions and statements. The aim of case studies is the verification of the existing
statements, their supplementation or acquisition of new theoretical statements.

When biographical case data are processed, case summaries are created in order to systematically
reconstruct social constructions of respondents’ narrations. Namely, in the narration the
respondent offers the construction of one’s social experience and day-to-day life. The task of
researchers is to reconstruct it according to the methodological approach. (Bohnsack, 1993)
In this research interpretation is grounded on the basic principles of the narrative interview
that is particularly suitable for the cognitive purposes to identify socio-cultural experience.

The research consists of several stages:

1. 01.09.2007-31.07.2008. The theoretical research in Latvia, the elaboration of the
instrument, the selection of international cooperation partners.

2. 01.09.2008-31.12.2009. The approbation of the research instrument, translation, the
implementation of the research in the Baltic States, Poland, Bulgaria and Germany,
the summarization and assessment of the results of the second stage and international
discussions.

3. 01.01.2010-01.09.2010. The summary, analysis and assessment of international results,
the organisation of an international conference in Riga. The publishing of the research
results, its presentation and international approbation.

The chosen approach of this research is the most advantageous economically as it does not
involve a large amount of human resources. The project managers envisage that member states
involved in the project will invest various types of resources in order to obtain national data,
thus we would gain maximal results with limited use of resources of project managers.

Close research cooperation links are being established among higher educational establishments
in the countries of the interest zone of the former Soviet Union. Taking into account the
conditions of competition of a free market, the advancement and strengthening of such
cooperation links in the future could be the decisive factor for sustainable development. By
stating the impact of the totalitarian ideological system on the modern educational processes
and activities, it is possible to identify the hidden and unrecognized threats to the development
of human resources and reduce related risks in the educational space. The status of the
University of Latvia will be strengthened as a regional research centre both in the Baltic
region and in a wider context.

As a result of the research, suggestions will be elaborated for the teachers’ educational
programmes and the creators of educational policy to assist in the formation of strategic plans
in education and the initiation of subsequent reforms.
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In the period from September until December 2007, the following tasks were carried out
within the framework of this research:

* the analysis of research materials related to the examined problems and issues in
Latvia;

+ the exploration of the concept of totalitarianism within the context of the examined
problems;

+ the development of criteria and indicators for totalitarian values;
 the search for and identification of international cooperation partners;

* the analysis of documents regulating education in the Republic of Latvia within the
context of objectives and tasks;

* the elaboration of research instruments is being continued.

General characteristics of the concept of totalitarianism

In the framework of this research, the analysis of the concept of totalitarianism is essential in
order to develop the theoretical substantiation for the research.

The concept of totalitarianism is one of the ways to characterize Soviet society. It is well
known that the historical origin of this concept comes from the works of Giovanni Gentile,
the theoretician of Italian fascism, who used it in a positive sense — as characteristics of an
ideal society. For Gentile totalitarianism meant the fact that common ideals and goals cover
not only “the political regime and the advancement of a nation, but also its will, thoughts
and feelings” (Gentile, 2004), thus it is only natural that Gentile actively worked at radical
transformation of the Italian educational system. (Arendt, 1951) After World War II the concept
of totalitarianism was used by several influential theorists in order to criticize the society that
existed in fascist Germany and Soviet Russia. The most popular works of the post-war period
that use the concept of “totalitarianism” are “The Origins of Totalitarianism” by Hannah
Arendt and “The Open Society and Its Enemies” by Karl Popper.

The concept of totalitarianism was used by these philosophers and later by such politologists
as Karl Friedrich, Zbigniew Brzezinski and Huan Hose Linz who primarily denotated
a certain kind of political system. (Friedrich, 1957; Friedrich, Brzezinski, 1956; Linz, 2000)
The explanations of the concept of totalitarianism provided by these authors certainly
are not identical, but as an operational definition we can accept the main six features of
totalitarianism listed by K. Friedrich and Z. Brzezinski: the official, “total” ideology, one
mass party, the political elite (for instance, the party) controls the army, the elite has monopoly
in the mass media, terrorist control of security forces over the society, centralised economic
management.

When we speak about the USSR, this concept was primarily referred to Stalin’s Russia, not all
period of the existence of the Soviet Union. In any case the Soviet regime, for instance, in the
1970ies, was significantly different from the one described by researchers of totalitarianism
in the post-war years. Moreover, one has to take into account that a totalitarian country and
“the new person” that this country had to create in accordance with totalitarian ideology
were ideas that have never been realized fully. (Linz, 2000) Both the mechanism how the
country functioned and day-to-day life in the USSR and its satellite countries were much more
complicated phenomena; it is impossible to express all these features by one term naming
one or the other “totalitarian”.

Thus the concept of totalitarianism as a conceptual means with whose help one could analyse
the impact of the Soviet educational system upon modern educational processes is certainly
problematic. Not all processes that happened at a Soviet school were “totalitarian”; and it is
also true that a pupil who is educated in a democratic society would find much in common
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with day-to-day life of a Soviet school. However, it does not mean that discrepancies do not
exist. For instance, the values of a totalitarian society in principal cannot coincide with the
values of a liberal and democratic society, for instance, authoritarian paternalism hopelessly
comes into collision with an individual’s autonomy. This research is devoted to and focused
on the expression of values in the educational process. The model of a totalitarian society
similarly to an ideal, or to be more precise — exactly as an ideal, embraces certain values that
may not be realized ever in full, however, they serve as constant reference points in the society
in the management and assessment of ongoing processes, and in this sense it influences these
actual processes. Therefore the concept of totalitarianism helps to highlight and characterise
the aspects of the Soviet educational system that were related to values.

Hence, it is impossible to apply the term “totalitarianism” within the context of this kind of
research in its narrowest meaning, i.e., the meaning of a political regime. This is the reason
why the works of politologists Friedrich, Brzezinski and Linz have not been applied as
the theoretical background for this research, but instead works with a more philosophical
orientation have been used, namely, “The Origins of Totalitarianism” by H. Arendt and “The
Open Society and Its Enemies” by K. Popper, as well as the lecture of I. Berlin “Two concepts
of Liberty” delivered in 1958. (Arendt, 1951; Popper, 1945; Berlin, 1969) Although these
authors analyse the political regimes, they also characterize the values that were typical of
totalitarian culture in general and the modes of behaviour that a totalitarian society promoted
and developed. Although they do not provide an expanded theory of totalitarian values, it is
possible to identify a totality of certain indicators in these texts that characterize a totalitarian
society and modes of behaviour of people living in it. Regardless of the fact that totalitarianism
was most vividly expressed during the rule of Stalin, the totalitarian values and modes of
behaviour have been preserved in the following decades.

It is doubtless that totalitarian values and modes of behaviour were also manifest in the
educational system, therefore it is possible to examine the educational process in the post-
Soviet countries and analyse to what extent the features that were criticised by opponents of
the totalitarian regime after World War II manifest themselves both in Soviet schools in later
decades and in schools and their development after the collapse of the Soviet Union.

As aresult of the analysis of the concept of totalitarianism the following criteria of totalitarian
values have been put forward:

Table 1
Criteria and Indicators of Totalitarian Values
(according to K. Popper, H. Arendt and I. Berlin)

Criteria Indicators
Lack of changes Strict control and state monopoly

- Unification and equalling
- Stability as a value (non-existence of changes means no moral problems)
- No rational attempts to improve the living conditions

- No attempts to change the existing hierarchy
The right way (one |- Ideologization and indoctrination in one truth
truth, one regime)

- Freedom creates chaos and disorder

- Absolute laws

- Prohibitions, taboos strictly regulate human behaviour
- Single correct lifestyle

- A human being identifies oneself with the law

- Desire to force people to live according to “the correct” representations

- Totalitarianism’s stereotype: lies are many-sided, but there is only one truth
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Criteria Indicators

Public institutions |- The sacral function of public institutions
as magical powers

- A totalitarian society does not recognize separate cases or contingencies
- Inconsistency between words and deeds or “double morality”

- A human being is sacrificed in the name of particular goals; sensitivity and
originality are oppressed

- Belief in an ideal, perfect society that can be achieved; confidence that it is feasible
- Self-abnegation — self-denial (unselfish work)

- Lack of critical reflection, superstition

- Blind participation in co-activities

- Anonymity of power

- Cult of heroes

- Adjusting of individual life to society

“Ours” — “Theirs”, | - Lack of tolerance in society, defined hostile groups
polarization in

- Life is a struggle

thinking ] ) ]
- It is automatically accepted that in case people act “normally, correctly”, they are
rational; the “irrational” people should be restricted
- Hostility towards life, a cynical attitude to life, scorn
- Intolerance, fear of the otherwise-minded
Collective - Focus on “the average person/student”
Responsibility - No individual/personal responsibility
- Indifference to public processes as there are no means how to influence them
- Egocentrism, egocentric bitterness (other people are to blame, no undertaking of
responsibility)
- Isolation and lack of normal social relations
Authoritarianism |- Need for a morality expert
(moral expert Enf :
SR - orcement to establish a happy future
subordination/ PPy ] )
. - Leader acts as a shepherd: watches over and takes care, imposes one’s will, though
compliance)

the motives of activities are positive
- Obedience to the superior as a virtue

- People have no personal opinions, they put up with the situation, thus masses of
people can be addressed and the acceptance of one’s opinion can be attained

The developed criteria will be applied in the elaboration of instruments for this research,
namely, the development of the questionnaire and interviews.

Discussion

It is recognized that education as a social structure is rather conservative. (Auapeesa, 2000)
Moreover, in the Soviet Union and other states of the socialism block the school was the
institution that was largely subjected to the influence of norms and standards of totalitarian
ideology. Although the educational establishments could not stay outside the processes of
public changes after the collapse of the state regime, nevertheless the model of a closed
society was preserved at times when political transformations already took place beyond their
walls. Therefore, the idea about educational establishments as institutions, which embody
and implement social changes has to be put into practice by taking into account the system’s
reforms and, particularly, by pointing out the possibilities of people’s emancipation and self-
determination.
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Theoreticians of this research offer the following problematic issues for discussions in order
to promote and contribute to the efficiency of the investigation:

» Will implications of totalitarian values help and disclose burdens of educational reforms
in the post-Soviet educational space?

* Are the established value criteria only typical of post-totalitarian societies?

* Do ideals of liberal education implicitly render assistance in finding solutions for
problems of the educational crisis?
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Kopsavilkums

Péc Padomju Savienibas sabrukuma visas postpadomju valstis tiek Tstenota izglitibas
reforma. Sis process nav vienkarss, jo paraléli parejai no vienas sabiedriskas iekartas uz
otru noris sabiedriskas apzinas maina, kas radijusi jautajumus par iepricksgja ideologiskas
sisteéma integréto veértibu iespaidu uz misdienu izglitibas politikas veidoSanos, ka ar1
pedagogisko augstskolu absolventu, kas izglitibu ieguvusi totalitaras ideologijas apstak]os,
vertibu orientaciju ietekmi uz reformu istenosanu. Ka liecina novérojumi Latvija, izglitibas
reformas smagngja gaita un daudzas ar reformas istenoSanu saistitas problémas izriet no
daudzu izglitibas vaditaju un skolotaju nesp€jas akceptét liberalas izglitibas vertibas, normas
un principus. Sis raksts ir ieskats salidzino§a pétijuma “Totalitarisma vértibu implikacijas
postpadomju izglitibas telpa” teorétiskaja un metodologiskaja pamatojuma. P&tjjuma tiek
noskaidrotas totalitarisma radito vertiborientaciju implikacijas miisdienu Latvijas izglitibas
reformu ievieSana un stenoSana.
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