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NENOZIMIBAS IPATNIBAS.
PEDAGOGIJAS VESTURE SKOLOTAJU IZGLITIBA

QUALITIES OF IRRELEVANCE.
HISTORY OF EDUCATION IN THE TRAINING OF TEACHERS

Marc Depaepe
Katholieke Universiteit Leuven

Anotacija

Saja raksta apliikota pedagogijas véstures ka zinatnes disciplinas un ka studiju kursa attistibas
ciesa saikne. Raksta iztirzati jautajumi par to, kada pedagogijas vésture tika macita, un vai
pedagogi uzskata, ka miisdienas pedagogijas vésture var bt atraktiva. Autors noliedz centienus
pedagogijas vésturi padarit par lidzekli praktisku problému risinasanai, nakotnes prognozé$anai,
tradicionalo vértibu legitimizésanai. Tikpat nepienemama ir arl pedagogijas véstures politizéSana
un ideologiz&sana gan no baznicas, gan valsts puses. Problémas pedagogijas vésturé ka zinatnes
disciplina atspogulojas arT pedagogijas véstures studiju kursa. Raksta analizg&ti §1 studiju kursa zemas
popularitates cgloni lidz II pasaules karam, kad paradigmas maina un 20. gs. 60. gadu revizionisms
(L. Kremins, B. Beilins) pavéra plasaku veéstures sociokulturalo perspektivu. 80. gados raksturiga
“jauna” kultliras vesture, bet postmodernisma laikmeta — v@stures rakstiSanas un parrakstiSanas
“bezgaligais uzdevums” ar pagatnes stastu dekonstruéSanu un demitologizésanu. Misdienas, kad
izglitiba ir kluvusi par biznesu, vesturiska pieeja aizskerso celu utilitarismam, taliteja praktiska
izmantojuma “teroram”.

Atslegvardi: pedagogijas vésture ka zinatnes disciplina, pedagogijas veésture ka studiju kurss, skolotaju
sagatavosSanas programmas.

= 13

Gandriz pirms desmit gadiem bijusais ISCHE' prezidents Jurgens Herbsts vélgjas “portretét”
pedagogijas vésturi’ Ziemelamerika un Eiropa 20. gadsimta beigas. Vin$ secinaja, ka
pedagogijas vésturniekiem vajadz&tu “no jauna [pasvitrojums mans — M. D.] pardomat savu
klatbttni profesionalas izglitibas programmas’. “No jauna” $aja konteksta nozimé, ka reiz ir
pastavejusi patiesi nozimiga, butiska pedagogijas vésture, kas patie$am bija integréta skolotaju
sagatavosanas programmas. Tas liek jautat: kada gan ir bijusi pedagogijas vésture pagatng, un
vai pedagogijas vésturei joprojam piemit potencials biit atraktivai pedagogu auditorija? Sie
jautajumi* man ka pedagogijas vésturnickam Skiet laba starta pozicija, lai atklatu starptautisku
konferenci par skolotaju izglitibas kvalitates paaugstinasanu 21. gadsimta®.

Marija Madléna Kompéra® un es’, tapat ka citi, esam méginajusi skaidrot, ka kops 19. gadsimta
pedgja ceturk$na pedagogijas véstures panakumi skolotaju izglitiba (gan ASV, gan Eiropa)
ir bijusi atkarigi no lielo meistaru (tadu ka Monténs, Komenskis, Fenlons, Ruso, Pestalocijs
un Frébels) teoriju nozimiguma un varbut vél lielaka méra no ceribam iedvest topoSajos
skolotajos “pedagogiski pareizu” attiecksmi. Francijas pedagogijas véstures standartu raditajs
Gabriels Kompérs (1843—1913) 1884. gada rakstija, ka dazadas lielo domataju pedagogiskas
teorijas ir labs paligs tikumiskai parliecinasanai. Griti izt€loties, ka Herbsts gribétu atjaunot
Sadu vecmodigu pedagogijas véstures moralizéSanu. Tapat ka citi vadoSie nozares specialisti,
kas piedalijas Spensera fonda® sponsorétaja konferencé “Jauni virzieni pedagogijas vesture”,
vin$ uzskata, ka Amerikas pedagogijas véstures zelta laikmets ir nevis 19. gadsimts, bet
gan 20. gadsimta 60. un 70. gadu kulturas revizionisma &ra, kad pétijumus ASV liela méra
noteica Beilina, Kremina un citu “metodologiski organizéta historiografija™. PatieSam, varam
pienemt', ka paradigmu mainu rosindja kultliras revizionisms: ideju vésture tika nomainita
ar pedagogijas socialas véstures postulatiem.
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Ripigaka evoliicijas izpéte tomér atklaj daudzveidibu, kas izmantojama ka pretlidzeklis
monolitajai un nevésturiskajai pedagogijas “véstures véstures” konceptualizacijai, ka to
nosaucis Sols Koens''. Heincs Elmars Tenorts un citi vacu zinatnieki jau 20. gs. 70. gadu
vidi'? novéroja, ka “jauna sociala pedagogijas véstures paradigma” var lepoties tikai ar
dalgju vienpratibu attieciba uz metodologisko problému Sauraka nozimé: vispar tiek atziti
socialvesturiskie petniecibas instrumenti un tehnikas, ieskaitot kvantitativas metodes. Tomer
tas nenovers butiskas atskiribas metodologisko problému plasaka vertéjuma, proti, jautajuma
par saikni starp teoriju un vésturi ne tikai pedagogija, bet socialajas zinatnés kopuma. Ka esmu
ieprieks noradijis”’, Rietumvacija valdija visai liela nevienpratiba par zinatnes teorétiskajam
nostadném. Pedagogijas vésturniekam, protams, ir svarigi, vai vina p&tijums ir ierobeZots lidz
pirmszinatniskam “hipotézu rezervuaram”, ka sacijis empirisko petijjumu krusttévs Volfgangs
Brezinka, vai ar1 vina pétijums ir izglitibas teorijas veidoSanas centra lidzigi ka Ulriha
Hermana vésturiskas socializacijas petijums vai ideologiski kritiskie un neomarksistiskie
pétijumi Rietumvacija un Austrumvacija'.

Sis at3kiribas teorétiskajas koncepcijas radija ari praktiskas sekas starptautiskaja pedagogijas
véstures zinatnieku vidg. “Jauna” pedagogijas sociala vésture, pateicoties Braienam Simonam,
Morisam de Vrédem un Jurgenam Herbstam, iedvesmoja ISCHE" nodibinasanu un attistibu.
Tacu ta nekavéja vecmodigu un, manuprat, pat diletantisku centienu uzplaukumu S$aja
organizacija attieciba uz pedagogijas véstures nozimigumu praktisku problému risinasana'.
Viena no gramatas, kas tika prezentéta ka ISCHE pastavigas darba grupas “Pedagogijas vésture
ka pétniecibas nozare un ka macibu priekSmets” sanaksmju rezultats, redaktorém vienkarsi
atkartoja vecmodigas 19. gadsimta “vésturiskas pedagogijas” pienémumus: “Ar piemériem no
pagatnes mantojuma [ka Komenskis, Pestalocijs, Djiiijs, Makarenko un Suhomlinskis] mé&s
varam veidot nakotnes skolotaju domasanas veidu, vinu pedagogiskos uzskatus un attieksmi
pret darbu.. Dazadu laikmetu pozitivie sasniegumi kalpo ka pedagogijas véstures prognozejosa
funkcija: tie parada vienas vai citas koncepcijas dzivotsp€ju, praktiskos risinajumus un iesp&jas
tos lietot, nemot véra jauna laikmeta prasibas.. Pedagogijas vésture ir zinatne par teorétiskas
un praktiskas attistibas likumibam (likumiem).. Pedagogijas vésture ari turpmak dos savu
ieguldijumu jaunu uzdevumu risinasana, kurus izvirza musu laiks un dikt€ modernizacijas
prasibas, ka arT 21. gadsimta izglitibas reformas™"".

Neveloties tikt apstdzeéts metodologiska imperialisma, es 1992. gada, budams ISCHE
prezidents, uzskatiju par savu pienakumu bridinat no utilitara pagatnes pedagogiska
mantojuma traktéjuma'®. Uzskatu, ka izteikta tiekSanas péc ideologiska, teorctiska vai
praktiska labuma neizb&gami izraisis mistifikaciju’® un pat v@stures prostituésanu lidz
hagiografijai®’, pedagogisko varonu kultu un véstures obligatu piesaisti miisdienam. Par $adu
viedok]u eksistenci es parliecinajos, piepemot ieligumu 1994. gada oktobr1 piedalities Kinas
un Sveices “Pestalocija projekta”, ka ari 1995. gada septembri, kad tiku uzaicinats novertet
pedgogijas véstures p&tijumus un studiju kursa docéSanu Dienvidafrikas Gautangas (bijusas
Transvalas) provinces universitatés. Abos gadijumos manas kritiskas piezimes?' sadiiras ar
vienkarSotiem spriedumiem par pagatnes macibu, slépjot ar izglitibas reformam saistitas
specifiskas pedagogiskas un politiskas intereses??.

Nacionala Itmeni saskanotie centieni popularizét Pestalocija idejas Kina médz sakrist ar
liela m@roga analfabétisma likvidéSanas kampanam, kuras centralo vietu ienem roku darba
un formalas izglitibas integracija®. Pestalociju Kina padara pievilcigu ne tik daudz vina
“pamatigais vesturiskais nozimigums”, bet gan vina “izcilais talit€jais nozimigums”, kas
atspogulojas sados secinajumos: “misu laikmeta cilvéku uzmanibu saista Pestalocija peda-

99, ¢,

gogisko ideju kvintesence, lai vaditu un veicinatu izglitibas reformu”; “aktivas macisanas kodols

miusdienas (..) joprojam ir Pestalocija pamatidejas”; “ar izglitibai veltito dzivi un nelokamo

gribasspeku Pestalocijs vienmer biis lielisks piemérs visas pasaules pedagogiem’; “Pestalocija
idejas par [darba un tehnisko] izglitibu joprojam ir nozimigas musdienu pedagogiskaja prakse”;
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“ja kadam cilvekam piemit Pestalocija universala milestiba un gataviba glabt pasauli, vigu
piepildis “svéta aizrautiba” un vin$ uz mizu klis veiksmigs” utt.>.

Ironiski, ka lidzigi m&ginajumi atrast pagatnes mantojuma derigu izmantojumu sastopami
dazas konservativas (balto) aprindas Dienvidafrika, kur “vésturiska pedagogija” joprojam
tiek izmantota, lai legitimizétu tradicionalas vértibas (neoficiali pat ar ISCHE karogu!).
Pamatojoties uz ta saucamo paedagogica perennis — fenomenologisku konstrukciju par
pedagogijas biitibu, kas atvasinata no véstures —, var sadzirdét aicinajumus péc “kultiira
balstitas” (viena kultiira) izglitibas dazadam etniskam un religiskam grupam viena valstT:
“Izglitiba un kultiira gadsimtu gaita vienmer ir bijusas savstarpgji saistitas. Kultira, religija,
vietgja valoda un vesturiskums vienmér ir bijusas autentiskas izglitibas dalas. Atcerieties to,
kad vertgjat skolu integraciju Dienvidafrika.. Dazadu kultiiru b&rnu sablivésana viena klasé
noliedz paedagogica perennis. Kura valoda, vesture, religija, normas, vertibas un kurs kultiiras
mantojums tiks macits? Nedrikst neievérot izglitibas biitibu, autentiski izglitojot b&rnus
atbilstosai picauguso dzivei. To mes esam parada saviem b&rniem. Multikulturalas skolas
daudziem bérniem tiks atnemta vinu dzimta valoda, kultiiras mantojums un religija. Parspiléti
tiek uzsvérta zinasanu, prasmju un sagatavoSanas nakotnes darbam nozime. Pedagogiski [sic!]
pamatotas ir kultiira balstitas skolas”?.

Lai gan politiskas un ideologiskas varas ietekme uz $adiem véstures p&tnicku (arT pedagogijas
vesturnieku) spriedumiem vel japierada, studgjot attiecigo socialo un kulturvesturisko kontekstu,
tas mani vedina uz domam par to, ka katoli Flandrija siki izstradaja pedagogijas véstures
macibu priekSmetu. P&c Pirma pasaules kara divi priesteri pedagogi de Hovrs un Dekéns centas
nostiprinat izglitibas katoliskos pamatus ar laikraksta Viaamsch Opvoedkundig Tijdschrift*®
palidzibu. Vinu sludinatie mérki bija “konservativa revoliicija”, “atdzimSana un kristiSana
miiZigaja atjaunojosaja katolu izglitibas filosofija”. De Hovrs uzskatija katolu dzives filosofiju
par visu modernas dzives teoriju “stirakmeni, prototipu, Platona ideju, istas pedagogiskas
domasanas bitibu, paedagogia perennis, istas pedagogiskas tradicijas pamatu, pedagogiskas
gudribas dzimto valodu, pedagogiskas patiesibas véstnesi”, péc kuras butu javerté visi
modernas izglitibas teorijas “elki” vai “nepareizie avoti”. ST kaujinieciska nostaja noziméja,
ka ne historiografija, ne pedagogijas teorija nevar biit neitralas. De Hovra vardiem rungjot,
“teorija, kas izriet no vésturisko datu modernas izpratnes, ir paradijusi, ka cilvéka, darba vai
notikuma izpratnes pamata ir personiskas simpatijas”. Tad€jadi tiek noradits, ka uz pagatni
jaskatas ar katola acim, kuras lielo pedagogijas varonu apbrinosana bija atkariga no to devuma
katoliskas izglitibas praksei. Tadel inovatorus (Saja gadijuma — reformpedagogus, kuri velgjas
sakt ar bérnu), pieméram, Elénu Keju, Dekéns un de Hovrs dévéja par lielajiem bérniem, kuri
uzradusies bérna gadsimta, “lai liktu savu izcilo bérniskibu miizseno veértibu vieta”...

Fakts, ka katoliskaja Flandrija ilgu laiku turpinaja izskanét $adi piep€mumi, neizraisa debates.
Daudz ievérojamaka, iesp&jams, ir $o pienémumu zinatniski teorétiska analogija ar pedagogijas
vestures un pedagogijas teorijas marksistiski leniniskajiem principiem bijusaja Austrumu bloka,
konkrétak — VDR, kur daudz uzmanibas tika veltits teorijas metodologiskajiem pamatiem?’
(protams, pretstatot tos Rietumu “imperialistiskajai” (lasi: kapitalistiskajai) pedagogijas teorijai
Vacija). ArT Austrumu bloka “logiska” (teorgtiska) un “vesturiska” (dialektisks) apvienojums
veidoja (vésturiskas) pedagogijas teorijas pamatu. Marksistiski leninistiskas epistemologijas
ietvaros pagatne tika vertéta ka neizbégams un nepiecieSamsattistibas process, kas ved uz
socialistisko sabiedribu. Cilvéku sabiedribas vesture tika apliikota ka Skiru konfliktu virkne.
Dazadajas skiru cinas epizodes ka konflikta kulminacijas punkti iezimgjas revoliicijas.
Kops skiru sabiedriba péc lielas revoliicijas bija transform&jusies par socialistisku (domats —
komunistisku), ta atbrivojas no savas pavélosi aklas determinisma dabas. Saja sabiedribas
forma cilveki apguva zinaSanas par spékiem, kas determiné sabiedribu. Tadg€jadi vini kluva
par véstures “kungiem” un vargja izmantot §1Is zinasanas, lai 1stenotu socialistu vestijumu
par “pestisanu”. Sis skatfjums marksisma Jeninisma pedagogijas teorija lava lietot mutatis
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mutandis®®. Progresiva nakotnes planosana un konstrugsana nav iesp&jama bez sistematiskas
pagatnes pétisanas. Tapat ka pagatne, tagadne un nakotne, ar1 teorija un prakse marksisma
leninisma bija vienotas, viena no otras (“dialektiski”) neatdalamas.

No Siem teorétiski metodologiskajiem pamatiem izrietéja daudzas funkcionalas sekas gan
izglitiba, gan pedagogijas vesturg, kas tika uztvertas ne tikai ka izglitibas teorijas centrs, bet
ar1 ka butiska vispargjas kultiiras vestures sastavdala. Vispirms, 1pasi skolotaju auditorija, bija
jaatklaj pagatnes “pedagogiskais mantojums”, jo ieprieck$gjo pedagogu “progresivas” pieredzes
parzinasana bija loti noderiga vesturiskas, plasaka nozimé — socialistiskas, apzinas veidosana.
Vel vairak, asoci€Sanas ar “socialistisko” mantojumu labi ieder&jas cina pret “imperialistisko”
arzemju ietekmi. Treskart, tika cer@ts, ka problémorientets skats uz pagatni nodro$inas
palidzibu miusdienu problému risinasana un bus paligs nakotnes paregojumiem.

Sada “divaina pagatnes izmanto$ana”? neattiecas tikai uz Austrumvaciju, bet uz visu Padomju
Savienibas ietekmes zonu*’, ieskaitot Latviju®', un tas man atgadina kultirrevizionismu ASV.
Tacu pedagogijas veéstures funkcionala vertiba ir labak izprotama, p&tot §1 macibu priekSmeta
ilgo vesturi. Lai gan Skiet, ka pedagogijas vésture no 19. gadsimta beigam ir neatnemama
ASV wu. c. valstu skolotaju sagatavoSanas programmu sastavdala, péc Pirma pasaules kara pret
to pieauga neuzticiba: Skita, ka $ai programmas dalai vairs nav pragmatiska attaisnojuma*.
20. gs. 20. un 30. gados tas noveda pie plasam debatém par pedagogijas véstures funkcionalo
vertibu. Ka liecinaja 1917. gada aptauja, tikai 12,7% skolotaju bija parliecinati, ka $is studiju
kurss viniem ir bijis noderigs®. Akadémisko pedagogijas vésturnieku atbilde galvenokart
attiecas uz priekSmeta saturu. Vini izmantoja valsts izglitibas nozimi, Saja gadijuma —
prieksSrocibas, kas bija saistitas ar Amerikas sabiedribas strukturu. Skola tika apliikota ka
demokratijas (lasi: meritokratijas) dzingjspeks, ka to dévéja Elvuds P. Kiberlijs*. Vins noteica
toni, konstrugjot lineari progresivu pedagogijas véstures skatfjumu®. Sis triumfalais stasts
ieklavas vispargja (vigu36) interpretacija par meérkorientetu progresu (Rietumu) civilizacija,
no kuras netiek gaidits nekas cits ka tikai sasniegumi (aizvien vairak un aizvien labak).

Sie funkcionalie maldi, ka Frederiks Lilgs 1947. gada nodévéja pedagogijas véstures izpratni
Amerika*, nebiit nebija beigusies. “Panakumu stasts” Kiberlija stila turpmak akcent&ja
profesionalo diskursu un pedagogu &tosu. Turklat socialrekonstruktivisti 30. gados aizvien
skalak pieprasija problémorientétu pieeju socialajas zinatnés. Tikai ta “jauna’ sabiedriba varot
spét risinat miisdienu problémas. Tadel pedagogijas vésture riskéja tikt reducéta uz dalu no
socialo pamatu kursa un koncentréta uz aktualiem notikumiem.

Tikai péc Otra pasaules kara pavéras plasaks cel$ sociokulturalai perspektivai, kura pedagogijas
vésture vairs netika uzlukota ka attistiba “formalaja pedagogija, bet gan ka pilnvertigs process,
ar kuru kultiira tiek nodota no paaudzes paaudze“*. So paradigmu mainu veicinaja ta dévetais
60. gadu revizionisms, ko zinatniski organizatoriska Iiment akcent&ja ‘“Pedagogijas véstures
biedribas™ nodibinasana 1960. gada un zurnala “Pedagogijas Vésture. Ceturk$pa [zdevums™?
laiSana klaja 1961. gada. Starp citu, §is pedagogijas véstures (jaun-?) attistibas dé] Edgars B.
Veslijs mainija savu 36 gadus ilguso séru dziesmu “Vai, nabaga pedagogijas vésture!”™! pret
gavilgjoso “Sveika, plaukstosa pedagogijas veésture!”™

Praksé revizionisms, kura galveno lomu t€lotaji bija Bernards Beilins un Lerijs Kremins,
noziméja plasaku skatu uz audzinaSanu un izglitibu. Revizionisti, bidami profesionali
veésturnieki, uzbruka tadu pedagogu ka Kimberlijs aprobezotajam tézém par valsts izglitibas
“uzvaru” amerikanu demokratija. Par to revizionisti samaksaja ar apstdzibu tados
metodologiskos grékos ka prezentisms* un evangélisms*. “Pagatne bija vienkarsi tagadne,
kas uzrakstita maza’™. “Bet vislielaka zelta laikmeta ironija bija” — ka Donato un Lazersons
raksta sava diskusiju parskata par Amerikas pedagogijas véstures virzieniem — “ka radikalie
revizionisti pievérsa sev uzmanibu, nodarbojoties ar to, ko ieprieksgjas pedagogijas vésturnieku
paaudzes bija izdarTjusas: vini pieprasija talit€ju saikni ar tagadni’™. Tik tie$am, radikalie
revizionisti, vinu vidi Maikls Kats ka pionieris, apgrieza veco Kiberlija tézi ar kajam gaisa.
. — 17 =
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Skola Savienotajas Valstis nebiit nedarbojas ka demokratizacijas dzinulis, bet gan balstijas
uz rasismu, Skiru nevienlidzibu un nevienadam iesp&jam. Ka terapeitiska izmeklgjuma ar
idealizétu pagatni pedagogijas vésturei vajadz&ja noradit turpmakas izglitibas attistibas
iespejas un prioritates, izmantojot kritisku, visuma arT neomarksistiski iekrasotu radikala
revizionisma perspektivu. Tade] tadi postrevizionisti ka Ravica apstidzgja radikalus par
kartgjo “durvju paveérsanu” propagandai un véstures politizéSanai ar vinu diezgan kreisajam
interpretacijam. Radikaliem nevajadzetu aizmirst, ka vigu petijumus iekrasoja vinu pienemumi
par tagadni, pat ja vini aizstav&ja pedagogijas vésturi, kurai ir “vinas pasas tiesibas un vinas
pasas temini™’ — ta bez RaviCas noverojusi arf citi zinatnieki*.

Tagad revizionisms varbiit ir miris, ka Herbsts atzimgja jau 80. gados*’, bet tas automatiski
nenozimé, ka pedagogijas véstures macibstundu mekl&jumi ir beigusies. Tiesi pretéji. Ravica
un citi nepartrauc “macities no pagatnes™’. Bet vinu stasti ir daudz smalkaki, aizplivurotaki
un varbit pat bistamaki neka iepriek§ minétie utilitarisma pieméri®'.

20. gs. 80. gados ASV un citur paradijas cits “jaunas” pedagogijas vestures piemérs — ta déveta
jauna pedagogijas kulturala vésture®, kas biitiba varbiit nemaz nebija tik “jauna”, jo “veca”
jauna pedagogijas vesture Vacija, lietojot Jarausa terminu®, apliikoja gan izglitibas socialas,
gan kultiiras dimensijas ka bagatas intelektualas dzives izpausmes. Sis pats bieZi uzpiisto
“paradigmu mainu” raksturojums, manuprat, attiecas uz Amerikas attistibu. Tiesam, tadi
vesturnieki ka R. Frimans Buts varbt tic€ja, tapat ka Kiberlijs, Amerikas valsts labdaribai
izglitibas sféra. Vini ar1 iezimgja, vismaz embrionali, izglitibas sociokultiiralas analizes celu
jau 40.-50. gados. Buts, pieméram, centas atrast [idzsvaru starp jégas pieSkirSanu vesturei no
tagadnes viedokla un pagatnes integritates atbalstiSanu®.

Lai ka arT nebiitu, §1 “jauna” pedagogijas “‘kulturala” vésture — kura citu vidii savu ieguldijumu
devis arT Sols Koens™, lai gan vina “lingvistiskais paversiens” pedg¢ja laika tiek apstridéts
no metodologiska viedokla® — skaidri pierada, ka prezentisms ir vairak vésturisko p&tjjumu
nosacijums neka abstrakts metodologisks gréks. Veéstures rakstiSana un parrakstiSana galu
gala pieder tagadnei. Saja zina postmodernisms nespiez miis darit neko jaunu, “bet liek to
darTt labi un izskatities daram to labi”, atzist Rojs Lavs®’. Lai ka mes nosauktu §1s aktivitates —
par “postmodernam” vai “augsti modernam” — tam vienmér vajadzes “hermeneitiku”, kas
Gadamera izpratné “balstas uz v€sturiskumu un pieredzes lingvistiskumu, mekle jeégas
identifikaciju un atminu sajiitu, ko stastitajs ka vidutajs izstrada ka tekstu, kritiski atjaunojot
un rekonstrugjot stasta “baltos plankumus”, lai sniegtu analizei runas un domu skaidribu
atbilstosi diskursa kopumam un kontekstam™®. Mgs ka cilvéciskas radibas, péc Fuko domam,
esam “noladéti” rakstit un parrakstit vésturi no tagadnes viedokla. Tas nenozime legitimizét
sistematisko pagatnes izkroplosanu saskana ar fiksétu ideologisku poziciju. Tas nozimg,
ka mums ka profesionaliem vésturniekiem ir jaizp&ta, ka més pasi racionaliz€jam, logiski
pamatojam un mask&jam savas pétljumu stratégijas, pétijuma jautajumus un interpretativas
témas, tapat ka mums vajag atklat, atmaskot iepriek$€jo paaudzu izglitibas diskursu slépto
“dienas kartibu” un retoriku®.

Ciktal més veiksmigi pildam $o “nebeidzamo uzdevumu”, pedagogijas vésture iegiist
postmodernu pievienoto vertibu: ta dekonstrug, demitologizg, un aptraipa “lielos”, “varonigos”
un biezi vien parspilétos pagatnes stastus, nevis lai izsmietu miisu prieksgajejus, vinu izglitibu
vai vinu idealus, bet lai demonstrétu, ka art vini bija “cilvéciski radijumi”, kas dzivoja konkréta
sociali vesturiska konteksta, no ka griiti abstrahéties. Tas raksturo lielos emancipatoriskos
izglitibas metanarativus un parada, ka vismaz kops 19. gadsimta pedagogija arvien vairak
atklaja pati savu dinamiku, kas, Skiet, nekadi negarantgja lielaku individa emancipaciju.
Izglitibas iesp&ju paplaSinasanas automatiski nenodrosinaja iesp&ju un autonomiju pieaugumu,
bet sp€ja novest ar1 pie paklautibas un atkaribas®. Herbstam ir pilniga taisniba, atzistot Tenorta
prasibu® pétit So paradoksu “jaunaja” pedagogijas “kulturalaja” vésturé no iekSpuses — nevis
ar konceptualizé$anu un struktiram, ietvariem no arpuses, t. i., véstures vai sociologijas
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modeliem. Un atkal Herbstam ir taisniba, kad vin$ kopa ar Tenortu raksturo §is “importa
teorijas” ka viskritiskako faktoru zinasanu trukuma par ikdienas pedagogijas (klases realitates)
vesturi, atzistot, ka izglitibai gandriz vairs nav vietas pedagogijas vesture®. Tas palidz skaidrot
vesturiskas apzinas triikumu skolotaju un pedagogu vidi. Tomér pédgja laika saistiba ar
ievérojamo spanu petijumu par skolas kultiiru® dazi pétijumi tiek veltiti arT macibu stundu
praksei®. Tacu pastav liels jautajums, vai tie sniegs tadas atbildes, kadas skolotaji un pedagogi
veletos dzirdet.

Vésturiska demistifikacija, pieméram, par pedagogisko pétijjumu praktisko nozimibu vai
par pedagogisko innovaciju ietekmi vienmér, Skiet, kaitina un sanervozgé ticigos. Tadél,
pret&ji Herbstam® (vins $aja konkrétaja gadijuma palaujas uz Dzeraldines Klifordas ideju),
es tieSam daudz neticu “pagatnes macibam” vai “macibu stundam”, ko v€sture sniegs par
skolu reformésanu®. Tapat es neticu individualai vai kolektivai pedagogiskas pagatnes un
iepriek$€jas pieredzes privatizéSanai®. Protams, izglitibas politikas veidotaji, tapat ka skolotaju
sagatavotaji®, noteikti turpinas izmantot “v&sturisko skatijumu, perspektivi”. Vini to dara
galvenokart tadel, lai sekmétu, virzitu uz priekSu savas ieceres®. Nebiisim naivi, to apstiprina
arT labgja virziena pedagogijas vésturnieces (konservativas politikes) Dianas Ravicas jaunaka
gramata par progresivas izglitibas (ar tas “hedonistisko, individualistisko, anarhistisko 60. gadu
garu”) nodartto vesturisko kait&jumu™.

Pedagogijas vésture 21. gadsimta pedagogu auditorija, mana skatfjuma, biis nozimiga tikai
ka “patiesa daba”, tas ir, kritiska, nerta, nekomfortabla™ pat pret laika parbaudi izturéjusam
patiesibam, pieméram, izglitibas mérkiem ‘“‘atturiba”, “pasdisciplina” un “pazemiba”, ko
Ravica grib iemacities no pedagogijas véstures™. Pedagogijas vesture ir talu no ta, lai batu
skolotajiem nepavism nevajadziga, lieka grezniba. Praktiska pedagoga kompetence ietver
kritisku refleksiju par savu darbibu pagatné un tagadng, 1pasi tagad, kad kritis normativas
filosofijas ideologiskais parklajums. Ka norada Toms Popkevics, “pedagogisko pétijumu
koncepcijas ka musu vesela saprata idejas par maciSanu nevar tikt aplikotas, it ka tas biitu
dabiskas, bet tas ir jacksaminé ka vesturiski pieminekli sabiedrisko attiecibu konteksta”.

Misdienu Eiropas sabiedriba ir iesaknojusies ideja par ekonomisko lietderibu un izmaksu
efektivitati. Ari izglitibas sektors nav izb&dzis no $1 neolibreralas ideologijas devita vilna.
Pastav uzskats, ka izglitibas iestadém jaspeleé “tirgus” un ar savu piedavajumu jaienem
konkrets segments vai nisa. Kvalitates kontrole tiek parsvara veikta, pamatojoties uz “klienta”
apmierinatibu, nevis kritisku refleksiju par to, ko vajadzetu sasniegt ar izglitibas palidzibu.
Izglitiba tiek pasludinata par biznesu, kas piegada zinasanas un prasmes (kartigi uzskaititas
ka sasniegumu Itmeni un attistibas mérki un uzdevumi), lai nodrosinatu vietu darba tirgt.
Neriskgjot iesaistities kulturkritiskas debatés par “izpildamo prasibu” nastas, kas tiek uzkrauta
skolai, jégu vai bezjédzibu, tomér jateic, ka $adu nostaju dominéSana draud noverst uzmanibu
no pedagogijas kulturalas veéstures. Investicijas vestures pétijuma (arT pedagogijas vestures)
miusdienas ir gruti samierinat, saskanot ar domasanu “menedzmenta” un “efektivitates”
kategorijas. Vesture ta vieta, lai atzitu tik loti v€lamo tirgus domasanu (ka prasiba p&c
“pelnas” un izglitibas “izmaksu-ieguvumu analize™), piedava neé€rtu diskursu. Veésturiska
pieeja kultiveé praktiski nelietderiga lietderigumu. Ta cel aizsargvalni pret tulitgja praktiska
labuma teroru.

No kultarkritiska viedokla distances, pétijums un izglitiba vésture (arT pedagogijas vésturg)
izvirza mérki iziet vinpus moderno laiku isredzibas, ieliekot to genézi garumgara stasta,
kura, iesp&ams, ir paradoksi’®. Ta, pieméram, vélme péc racionalitates, kur preval&josa
prasiba péc praktiska izmantojuma acimredzami nav nekas vairak ka izteiciens, ir saistita
ar modernizaciju, kam pamatus ir ielikusi pati skola tala pagatné. Ticet ka, ignorgjot vésturi,
bis iesp&jams izvairties no socialajiem procesiem, protams, ir riigta iltizija pat macibu planu
un programmu veidotajiem, pedagogijas inovatoriem, politikas birokratiem un tehnokratiem,
kuri paSreiz ir pagriezusi veésturei muguru.
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Parfrazgjot Ni¢i”®, musu uzdevums ir un paliek konstanta samierinasanas ar eksistences
vesturiskumu, vienu no neértibam, kas nekad neizzudis no §is pasauligas pasaules.

Atsauces

! ISCHE — Pastaviga starptautiska pedagogijas véstures konference (International Standing Conference for

the History of Education) — plasaka pedagogijas vésturnieku apvieniba, kas dibinata 1978. gada un kura
darbojas nozares petnieki no visas pasaules (tai skaita Latvijas). ISCHE konferences katru gadu notiek cita
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Comments on Four Recent Readers in the Field. Essay Review in Memory of Maurits De Vroede (1922-2002)
and Brian Simon (1915-2002): D. Crook & R. Aldrich (ed.), History of Education for the Twenty-First Century;
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Erziehungswissenschaft. Festschrift zum 65. Geburtstag von Albert Reble. Stuttgart, Klett-Cota, 1975;
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Summary

The article “Qualities of Irrelevance in the Training of Teachers of the History of Education”
deals with development of history of education as a discipline in close connection with history
of education as a study course in the teacher training programmes. The main issues addressed
in the article are: “what kind of the history of education was taught and does it still have the
potential to attract educationalists today?”” The author opposes aspirations to make the history
of education “relevant” in solving contemporary practical problems and making forecasts for
future policy or in legitimizing traditional values. Politicalization and ideologization of the
history of education by the church and the state also are unacceptable. The problems inside
of history of education as a discipline reflect themselves in the history of education as a study
course. The article analyses the reasons of the low popularity of the study course till the World
War II when the “paradigm shift” and the revisionism of the 60s (L. Cremin, B. Beilin) opened
wider sociocultural perspectives for history. The 80s are characterized by a “new” cultural
history of education, but the post-modern era comes with the “endless task™ of writing and
rewriting history: it deconstructs and demythologizes stories of the past. Today, when education
has become a business, the historical approach cultivates the utility of the non-utilitarian. It
sets itself up as a dam against the “terror” of the immediate practical benefit.

Keywords: history of education as a discipline; history of education as a study course; teacher
training programmes.
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TEACHER TRAINING FOR SPECIAL EDUCATION AND
INCLUSIVE EDUCATION - A CONTRADICTION?

VAI PASTAV PRETRUNA STARP SKOLOTAJU GATAVOSANU
SPECIALAI IZGLITIBAI UN IEKLAUJOSAI IZGLITIBAI?

Thomas Hofséss
Leipzig University

Abstract

An inclusive orientated school needs teaching stuff with profound knowledge and skills for pupils
with special educational needs. Teachers have to be prepared for a new role and task in a school, which
makes part of the European “Education for All” movement. The key issue is therefore teacher training
that has to develop teachers’ skills and attitudes more educational. This results also in a reform of
teacher training curricula and structure.

1. Introduction

Not least stimulated by the discussion about inclusion, equality and fairness of opportunity
in education, but also stimulated by the socio-legal roots of disabled peoples’ active social
participation in public life, a question arises: how are these aspects implemented in education
and, consequently, teacher education? Without a doubt, all EU member states are by now
advocating the unlimited right to school education for all children and youths regardless of their
type of disability or impairment. This, in itself, is a historical milestone, and one that has not
yet been reached for many children and youths in other countries. At the same time, the right
to education for all is never officially questioned in democratic societies; the question to what
extent this is actually implemented is another matter. Regarding a global-scale comparison,
the formal situation of “Education for All” is hence solved within the EU. As formulated by
The European Agency for Special Educational Needs as early as in 2003:

“The current tendency in the EU is to develop a policy towards inclusion of pupils with SEN
into mainstream schools, providing teachers with varying degrees of support in terms of
supplementary staff, materials, in-service training and equipment.” (Meijer, 2003)

Three approaches are currently prominent on the level of school and educational systems,
each of which claims to lead the path to active participation for people with disabilities and
impairments. The “one-track approach” is considered to be highly efficient in this respect.

The First (one-track) approach unites countries that develop a policy and practices geared
towards the inclusion of almost all pupils within mainstream education.

The Second (multi-track) approach contains a multiplicity of approaches to inclusion. They
offer a variety of services between the two systems (i.e., mainstream and special needs
education systems).

The Third (two-track) approach is based on two distinct education systems. Students with
SEN are usually placed in special schools or special classes. These systems are (or at least,
were until very recently) under separate legislation, with different laws for mainstream and
special needs education.

These approaches correspond to the approaches to teacher education. Each of them is
undergoing significant change, and each of them aims at the same target, a target that is a
weapon itself: inclusion. The mission, however, gets more intense when the question about
the specific understanding of inclusion that the strategy is based on needs an answer.
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In order to develop the thought from an anthropological perspective, the understanding of
inclusion may be classified as a four-step evolution:

O Educational exclusion: exclusion of all individuals who fail to achieve a general school or
performance standard, or who do not gain access to schooling due to their preconditions,
with the consequence that no educational services are devised.

O Educational segregation: exclusion of all individuals who fail to achieve a general school or
performance standard, or who do not gain access to schooling in terms of a general school
(mainstream) due to their preconditions, with the consequence that a parallel system is put
to work (special stream), in which the attempt of adapting to the students’ abilities is made.
Pre-school, attached and post-school institutions are connected herewith. The basis for
assignment to the special stream schools is individualized assessment procedures, which
legitimate the student as incapable of achieving mainstream norms and conditions. The
responsibility for the failure at mainstream education is interpreted in the sense of a relief
function. The theoretical model claiming that homogenous groups learn most effectively
is founded on this causality.

O Educational integration: identification and definition of all individuals who fail to achieve
a general school or performance standard, or who do not have access to the standard’s
fulfilment. They are, however, physically and didactically integrated via the creation of
specific learning and developmental settings within the mainstream system, which the
non-impaired students may also profit from. As integrated students, they fulfil the positive
school-systemic effect of causing the improvement of the general school’s equipment, as
integration is always seen as a school resource. As a consequence of the labelling-resource
dilemma, integrating systems tend to count a higher number of students with special
educational needs than segregating systems.

O Educational inclusion: all students, with all levels of abilities, attend one and the same
school (physical inclusion), with the twist that neither the educational nor the special
educational needs are regarded as exceptional. There is an individual learning and
development plan for each child, along the lines of which he/she is taught. This may even
lead to the dissolution of borders of the grade (mixed-age learning) or, in the case of same-
age learning, to a consistent composition of the learning group throughout up to ten years
of schooling, regardless of the individual level of learning and development. If anything,
there may be a curricular framework. The inclusive school is also closely connected to
the local community: it is, at the same time, a communal space.

Comparing these four steps to other social areas, the similarity between them and socio-legal
programs emerge when it comes to the handling of minorities, e.g., under the heading of
“integration policy.” Additionally, these four steps record a process of historical development
that necessarily displays developmental irregularities or differences. In countries which had
a differentiated special education system at their disposal at an early stage, the changeover
to the inclusion-centred school needs to be interpreted differently than in countries that were
only capable of providing a basic educational system within the past fifty years.

This is likely to be at the core of the conflict that is inherent in the discussion about processes
of transformation: the central-European countries such as Poland, the Czech Republic, the
Baltic States, but also Germany, historically have the longest-running experience in the overall
schooling of students with various types of disabilities. This generates an educational tradition
that is very resistant to further development.

2. The position of teacher training

This preview will have made the point that, in the wake of general education, teacher education
is also engaged in several processes of change and conflicts of legitimacy where it concerns
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students with special needs. This again is closely related to the corresponding traditions and
institutions of teacher education and the global challenges implied by the future development
of the education system, which, in their turn, can only be vaguely defined. However, one basic
belief is seemingly shared on a global scale: investments in education can trigger economic
prosperity. The higher the population’s average educational degree, the better the economy’s
perspective chances of growth. Teachers are seen as the propelling force of that development,
while they are themselves involved in a conflict with their own experiences and convictions as
well as with what may be expected of them in the future. Put in the perspective of students with
educational and special needs for support, this translates into another dilemma: the educational
systems’ resource control, too, relies on the efficacy of investments in education.

The current trends of teacher training may be described along three paradigms, of which
some are competing internally:

» the professionalism aspect as accentuated by special education: specific knowledge
about and for the diversity of children with needs for special educational support;

 the ethically accentuated equality aspect: students with needs for special educational
support must be treated equally to children without these needs;

* the inclusion approach as accentuated by social and educational policy: the educational
system has one and the same form for all students, which is why there is a need for one
teacher who has all the competences — inclusive education by an inclusively trained
teacher.

Contradictions, confusions, but also similarities emerge from all this pattern of paradigms.
The similarities are determined by the dilemma that has been accepted in most European
educational systems by now: that children’s education is not yet based on sufficient skills of
teachers, and that the questions for a need thereof and whether all children and youths, after
all, do have a claim for education, are not being asked. But what does “professionalism” mean
in a context that is at first hand forced to console many different foci of interest?

The underlying question is whether specialist training or an overall training of a teacher who
is able to effectively act pedagogically in varied conditions is required. The background of
this question is the process of transformation from a teacher to pedagogue.

3. The term “special educational needs”

This professional debate is always to be seen in relation to the entirety of the system as it is
currently focused; but not as a free ticket to a different educational system, which is how the
perspective of inclusion is sometimes misunderstood: as the gateway to a systemic change.
Neither multi-pedagogues nor the abolition of specialists will bring about that change. How,
then, can it be introduced? Let us turn to the major pedagogic tasks a teacher has to fulfil
if he/she has students with needs for educational and special educational support in his/her
class. Regardless of what types of students the class consists of, they should be asked the
following basic questions:

What are the lessons like?

Where does the child live?

What story does he/she bring to the classroom?

What fears and wishes determine his/her actions?

What is his/her topicality?

What is he/she currently overstrained with?

What is he/she supposed to learn?

Which options do I have for creating this child’s life and development chances?
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Competences in learning assessment are the relevant key in order to draft an individual learning
and development plan, which is independent of the location of learning and individually
related to the student. If we focus on the first question, we can encounter a difficulty: what are
special educational needs? Is it the mainstream school system itself that creates these special
educational needs as well? The term certainly means more than for an individual to be the
carrier of a disability. It suggests that children or youths, in the absence of additional support
systems, are facing the risk of not developing as expected, thus not taking their designated
position in society. This fact demonstrates the ordeal of norms, which is ever-manifested even
in democratic and inclusion-oriented societies. From a pedagogic point of view, this is only of
secondary interest, while the primary question would be: How can I describe the preconditions
for a student’s learning situation and relate it to individual and curricular development goals?
The answer may come much easier if the curricular goals are understood to be less binding
and limiting, since this perspective will put forward the individual support of learning and
development within academic plans of action.

The certainly flamboyant, heterogeneous nature of the term “special educational needs” can be
demonstrated by a look at school statistics. There are great differences among certain statistical
values: On the one hand, it is surprising that in Finland, 17% of all students are described as
students with special educational needs; on the other hand, there are rates of less than 2.5%
in other countries (Meijer 2003). This may be a result of different school systems, but also
of categories. While in a number of countries, students with severe learning impairments
are counted among the students with special educational needs, these students are simply
categorised as educational needs students in other countries: as students with no particular
need for support. In correlation with the percentage of students who leave school without a
degree, it appears that those countries who support as few special needs students as possible,
or which do not even dispose of respective support resources, are markedly standing out.
This culminates in a dilemma: Countries which strongly differentiate their school system
tend to have a lower rate of students who do not reach a degree, while countries that hardly
differentiate their school system, and accordingly do not offer specific support, generate a
higher percentage of students who fail to graduate. This clarifies that in a framework of teacher
education, regardless of the type of the school system, basic knowledge on issues of learning
and developmental diagnostics, individual learning and developmental planning, counselling
and differentiated teaching is essential.

If the goal is the European perspective of “Education for All”, based on each student’s learning
situation, then educational standards are obligatory. These standards should describe the basic
conditions of the school and educational system, the support approaches and the structure
of teacher education. A model of adapted teacher education therefore should be, at its core,
diversity-based, regardless of the individual focalisation.

4. Diversity-based teacher training

Any teacher education based on diversity will have to take into account the following features
of diversity, which may be variably relevant depending on age, but which would have to mark
the foundation of standards for teacher education:

» differences in the individual learning situation and learning competence;

* socio-cultural, as well as socio-economical differences concerning experiences of
socialisation;

» differences in experiences of migration;

» experiences that differ from a reliable social structure (familiar and extra-familiar);

» differences resulting from gender and gender role specificity.

» differences manifested in the bio-social and also disability-related learning compe-
tences.

- — 2] =



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

In practice, teachers are struggling with these differences, which are expressions of diversity
under the flag of equality. This issue originates from the traditional teacher education’s ongoing
assumption of equality in the sense of equal learning competences and preconditions being
the starting point of school learning, an equality that serves as the basis for the preferred
homogeneous learning concept. This homogeneous learning concept, however, leads to the
possibility of school system sanctions being triggered by positive as well as by negative
deviations from a medium norm: high competence- and giftedness-related resources, but
also resources identified as insufficient, have inadequate development prospects in a school
system which is analysed from the perspective of a performance medium. This is very often
supported by curricular demands and frequently executed external evaluations (comparative
work assignments), which help cement this concept of medium norms.

This analysis shows that teacher competences reach their limits at the same point where
school-systemic norms have a regulating impact on output expectations. Simultaneously,
this serves as an act of defence put forward by teachers who hesitate to implement certain
teaching methods, in particular, student-centered teaching and learning methods, which are
regarded to be rather complex. Teacher education is also focused on this type of behaviour,
since it would otherwise have to question its own forms of mediation.

This dilemmatic pattern is, to no lesser extent, posed to the inclusion-centred concept of
school and education, which is also determined by the mainstreaming paradigm. The latter
tempts us into interpreting individual development plans as the grouping of students diagnosed
with similar learning conditions, and assuming that shared learning on the same subject
is likely to be focused on areas less crucial to school performance. Even in the subject of
teacher education, the assumption that shared learning works particularly well in sports and
musical lessons is overemphasized. This, however, would imply that the same concept is less
successful in other areas such as mathematics or languages; the concept of extra-streaming
is accordingly frequented there.

Do we, then, need specialised teachers? Or will a didactically broadly educated teacher be
able to do an equally good job?

A realistic look on the tasks teachers at an inclusion-centred school are facing quickly proves
that the concept of the teacher profession is in need of a directional decision which would have
to be implemented within the framework of social policy. The decision in question is: Is the
teacher of the future going to continue to be a subject teacher, whose competence is primarily
subject-related, or is he going to be a pedagogic specialist who is able to accompany students
appropriately in pedagogic as well as professional terms? Transferred to the field of medicine,
the question would be: do we need a doctor with a competence of action in all medical areas,
or do we need doctors with core competences in one specialised discipline?

5. Conclusions

A look into the history of teacher education and the image of the teacher profession shows
that this new discussion is one that questions the conventional development of teacher
competences. At the onset of the general education system, the teachers who were recruited
were those who deemed themselves capable of combining all the skills and competences,
both pedagogic and subject-related. Those were teachers facing very heterogeneous learning
groups, since the idea of general education needed to be channeled into a structure and a
system first. The teachers’ orientation on subject disciplines made a canon possible, which
also generated the need to combine the culturally and socially necessary knowledge, which,
in turn, triggered a sustained economic development. Today, in comparison, we have a wealth
of highly specialised pedagogic and professional knowledge and highly specialised education
systems and curriculums.
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Knitting both spheres together in an inclusion-centred school is a meaningful step. Cooperation
between both competences may serve for the mastering of the task of supporting the output
under the provision of individual learning and development planning, hence displaying
educational justice. As far as teacher education is concerned, this would mean building close
links of collaboration between subject disciplines, subject didactics and special educational
disciplines in order to inform prospective teachers that educationally just, shared learning is
empowered by the cooperation of specialised and pedagogically oriented teaching staff. The
challenge for teachers educators, accordingly, is to be the first to deal with and live in this
cooperation.
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Kopsavilkums

Ieklaujosai skolai ir nepiecieSami skolotaji, kas apguvusi attiecigas zinasanas un prasmi stradat
ar skoléniem, kuriem ir specialas izglitibas vajadzibas. Skolotajam ir jabut labi sagatavotam
profesionalam darbam. Vinam ir jauna loma skolas uzdevumu veik$ana, un ta ir aplikojama
ka Eiropas kustibas “Izglitiba visiem” sastavdala. Tade] $aja publikacija galvena uzmaniba
pievérsta skolotaju izglitibai, kas spétu nodrosSinat skolotajiem prasmes un attieksmes
pilnveidoganos, uz ta balstas skolénu ar Ipasam izglitibas vajadzibam audzinasana. Sis process
paredz skolas reforméSanu, skolotaju izglitibas satura un struktiiras mainu.
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TEACHERS AS RESEARCHERS IN THE ERA OF TESTS
SKOLOTAJI KA PETNIEKI TESTU LAIKMETA

Iréna Zogla
The University of Latvia

“Life in culture is ... an interplay between the versions

of the world that people form under its institutional sway

and the versions of it that are products of their individual histories”
J. Bruner (1996, p. 14).

Abstract

Changes in education since the end of the 80-ies of the 20 century have brought innovations to our
schools, which are still steering changes in pedagogical process and teacher education. Educators
and teachers still borrow ideas from other countries and by doing so bring considerable changes to
schools. Many experiences have entered our educational systems without appropriate modifications
to match the socio-cultural context.

Some current essentialities of educational research and research as a component of teachers’
professional activities are being addressed: problems of testing, the existing practices of testing which
are poorly linked to the process of learning. Teachers are often oriented towards the procedure of
testing instead of the quality of learning. To alter this practice, in-depth research is needed aiming at
sound and effective forms of accountability, which could provide an adequate picture of schooling,
facilitate and reflect the quality of individual learning and, as a consequence, also the quality of the
learners’ achievements.

Multiple researches in education and about education are still in process. The uncertainty about the
object of educational research leads to uncertain conclusions; therefore, the implementation of research
results is limited. The article includes an introduction into the categories research in education and
research about education.

Widely practiced tests exert power; therefore, research is needed to make pedagogy move from teachers’
instruction to learners’ activity; hence, several considerations are suggested for the discussions on what
a good investigation conducted by teachers could be, as well as several characteristics are mentioned
which distinguish it from every-day problem-solving and random observations.

Keywords: research as a component of teachers’ professionalism, qualities of teachers’ research,
regularities and multiple dynamic links.

Introduction

Just devote some minutes to the following questions: What is it there in our schools that does
not satisfy me? Can my efforts make my school better? You will, certainly, come to some
more questions: What changes have taken place recently, and how do they interfere with
teachers’ experience and pedagogy? How can I know whether my pedagogy is good and to
what extent my learners’ achievements depend on it? What and how shall I investigate my
learners’ achievements, their development, or how can I estimate my pedagogical competence?
The questions themselves include a common desire — we all would like to have more balance
in our professional field to achieve more.

There is no doubt many of us would like their life at school to be more stable and clear. For
several years my master students who are at the same time teachers at schools gave almost
the same answers — we need clarity, stability, certainty which would bring some balance into
schools to feel comfortable at work. To all of us, stability means economically, politically, and
professionally well-prepared and smooth transition of paradigms, fulfilment of professional
ambitions, justice, welfare, productive communication and cooperation with the learners and
their parents.



Plenary reports

In a post-modern society, especially one in transition, as Latvia is, the lack of stability results
from economics, educational policy, intercultural dialogues, and it takes different forms to be
reacted to in schools, as well as brings imbalance into schools.

Since 1991, several novelties entered our schools: self-evaluation, developmental planning,
attestation, accreditation, and, certainly, testing. We introduced testing to make assessment
objective, and it turned into a means of keeping self-confidence of teachers and schools, as
well as the learners’ individual paths of learning under some sort of control. At least two
requirements influence educational practice: the requirements of the state institutions, for
instance, standards (societal level), and initiatives of the local bodies (disciplinary demands
towards schools of the area). Meanwhile, individual preferences, values, teachers’ abilities,
and learners’ personal needs should function as sources of goals. Thus, the balance/non-
balance between societal, institutional or bureaucratic, and individual values and needs on
the one hand, and teachers’ competent functioning, on the other hand, experience constant
influence: this balance is facilitated, violated, or ignored. Hence a dilemma: societal orientation
in a democratic, learner-centred school should have initiated teachers’ creativity, while the
institutional accountability tests have strongly moved education toward institutional goals
and a kind of control. Teachers’ individuality and responsibility, therefore, confronts a
certain normative domain. Even more — the growing diversity of population is confronted to
institutional pressures, which push learners of different cultures and individual styles as well
as their perspectives toward common goals (tests are supposed to assure these goals), and
does it to a certain extent in a formal way.

By now our teachers are not supplied enough with tools that help them follow common targets,
reach common goals and at the same time are supportive towards teachers’ and learners’
individual abilities, values, perspectives. In this situation, teachers’ initiatives confront a
possibility of their learners’ failure at the final tests. Actually, we lack institutionally recognised
and sound options adopted by teachers of final testing that meet an individual needs as well
as facilitate the development of individualities. Therefore, this unsolved dilemma is violating
humanistic, learner-centred pedagogical process and, due to it, also learners’ individual
development. Even more, the existing practices of testing poorly link to the process of
learning —during the lessons, teachers often orientate themselves towards the procedure of
testing instead of quality of learning.

The current practices of testing not only strongly affect classroom teaching-learning, but also
public views of teachers and schooling. If asked, teachers almost unanimously answer that
there is something wrong with the practices of testing, which bring destructive contradictions
into pedagogical settings.

“In addition to improving normative tests, we should consider encouraging the students to
pursue their interests and talents at some depth ... Despite the desire for options, we need
common goals and measures to identify and fix inadequacies and inequities. Yet when limited,
these accountability indicators have dramatic effects on teaching and learning” (Baker, 2007,
310). Captured by requirements and severe instructions, teachers feel themselves forced to
shorten the time for in-depth and strategic learning.

To alter this practice, we need vast research (professional) and teachers’ everyday investigations.
Therefore, we have to address several areas to introduce sound and effective forms of
accountability, which could provide an adequate picture of learners’ learning-centred schooling,
approve teachers’ choices, and, by doing so, make testing educative:

» facilitate and reflect the quality of individual learning and, as a consequence, also the
quality of the learners’ achievements;

« distinguish between the essence of the constant regularities of a learner-centred
learning-teaching, which make the pedagogical process exist, and flexible choices or
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instructional dynamics of specific classes, which teachers create to assist learning and
investigate the learners’ achievements dependent on these dynamics;

* by measurements facilitate and reflect individuals’ ability to transfer their knowledge
and strategies to new contexts of usage and self-evaluation;

» encourage the development of the learners’ many-sided abilities in accordance with
their actual and perspective needs;

+ strongly follow the logic of assessment within a learning-centred process: distinguish
achievements, spot what should be improved, formulate options to achieve more, and
offer teachers’ assistance if and when needed;

* introduce innovative changes into the programmes of teacher education and further
professional development to foster the development of the learners’ individuality.

Vast research means national projects leading to sound and constructive conclusions on
teachers’ professional development to conduct a learners’ learning-centred process, and, against
this background, to adequate pedagogical tools which integrate the content and strategies of
learning-teaching, measurement of the learners’ benefit, as well as possibilities and challenges
of the environment.

Teachers’ every-day observations should grow into constant research to provide not only
immediate feedback within the instructional dynamics, but also a sound background by
distinguishing regularities of a pedagogical process for teachers’ and learners’ targeted option
which initiate the learners’ activities and foster their individual pace of development.

Shortly on international practices

The USA have a long-lasting experience of using tests, therefore their researchers’ views
on testing and educational investigations might help us understand priorities and limits of
testing. Researchers and teachers very often report on technical shortfalls of testing used in
accountability. Several of them: deep cognition is missing, tests do not reflect the real state of
teaching and learning, they ignore findings of research of learning and transfer of knowledge,
tests do not reflect application of the learners’ knowledge, and it leads to misinterpretations,
etc (Donovan, Bransford, & Pellegrino, 1999). The evident disconnection between test-design,
their practice, and learning research is no small thing. It means that tests may not actually be
measuring the learning for which schools are responsible. Nevertheless, “we act as if tests
were valid, in the face of weak or limited evidence, making heavy and far-reaching decisions
about schools, teachers, and learners while tests have low validity and limited meaning in
accountability interpretations” (Baker, 2007).

One more observation — tests exert power. On the one hand, research shows that tests improve
the learning of what is tested (Roediger & Karpicke, 2006). On the other hand, testing results
are often linked to sanctions; teaching therefore moves to conform to the content of tests — it is
safer to practice fest-/ike items in the classrooms, and this effect can be called “score inflation”,
when “institutional test anxiety uses up all the instructional oxygen in the classroom”. This
sort of “accountabalism” (a parallel to cannibalism, when testing becomes a value in itself
and consumes much energy and time) does not improve the system of accountability itself (as
Baker quotes Weinberger), neither it supplies teachers with valid data (Baker, 2007, 310).

These conclusions call for deep investigation of learning and teaching as well as the learners’
development so that teachers can add valid data and fill in the blanks which remain after
testing. Teachers’ research becomes even more important because of the innovative character
of modern teaching and learning and accent on the learners’ individual development.

The practices of testing need wider and deeper investigation. Even a short insight allows
us to make some conclusions — let us look at the results of the international tests launched
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by The Organization for Economic Co-operation and Development and the Programme for
International Student Assessment, which include cross-curricula content, examine application
of cognitive skills up to the ability of problem solving (OECD, 2007). The figures, which
reflect the results and are organised in tables, show a great variety of performance between the
highest and the lowest achievements in different countries. Latvia is somewhere in the middle.
Certainly, some questions appear. If the collected figures reflect the reality objectively, do not
the teachers in the countries with poor results teach their learners how to acquire knowledge,
be creative or innovative? Do not they have opportunities to develop their individual potentials?
These questions again call for more research as an everyday practice of teachers in every
country to find weak points in teaching and learning or within multiple dynamic links during
classes. This would be research in education.

The variety of OECD figures reflects the variety of schooling practices in the particular cultural
settings of countries. This also creates a demand for a comparative research to investigate
cultural peculiarities, their influence on the content, strategies, organizational settings, teacher
education, as well as exchange of experiences and critical borrowing of technologies from each
other. We also need investigations of educational policies, economics, or sociology — research
about education — to explore a large variety of environmental factors.

When visiting the websites of the ministries of education, say, in neighbouring Norway and
Finland or Lithuania and Estonia as well as remote countries where comparatively high results
are reported, as Hong Kong or New Zealand, we will notice a great variety in the content,
examination practices, accountability, teacher tertiary and further education, etc. First of all,
what might seem striking is the great variety of options which are offered to the learners
and which refers not only to the content and teaching but, what is most attractive, also to the
examination practices with wide range of subject options (especially in New Zealand). Options
for secondary level learners in different countries might remind us well-known placement or
advanced placement examinations, even internationally recognised baccalaureate courses and
examinations, as well as a wide range of courses or subjects to meet the learners’ individual
needs and interests.

Teachers in Latvia know that in the early 90-ties of the previous century, poorly prepared
subject options for final examinations were introduced as an innovation in schools (and their
outcomes). These changes left outside the culture- and tradition-based experiences of schooling
in this country. All this lead to unpredicted consequences — many of school leavers applied for
programmes which they could join, not because of their interests and future plans. Instead of
their desires to meet their objectives, they had to find institutions of tertiary education where
the entrance examinations where the same as their final examinations. This was an outcome
that demonstrated non-research-based changes, when the main criteria for entrance became
the wrong choice of final examinations, and the option offered to learners, in turn, became
destructive.

Changes in European countries, especially in the enlarged EU, such as the Baltic countries,
helped launch many initiatives in schooling without deep investigation. Therefore, change
has become a constant phenomenon at schools while investigation of its reasoning, the real
improvement, impact on the learners’ achievements is being left behind considerably. Teachers
have to include research into their everyday practice to minimize the harm which often
accompanies changes in schooling. Certainly, they expect assistance from the universities:
simple and sound methods of investigation, interpretation of the OECD and other data with the
help of deep culture-based theoretical statements to guide practices, preparation of teachers for
investigations in their everyday job to balance testing, etc, in other words, making research
about education serve for creating targeted multiple dynamic links of classes.
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Paradigm changes and new pedagogical orientations —
a strong reason for investigation

Educational research has made a substantial progress due to the investigations in psychology,
educational psychology, and pedagogy in the 80-ties and 90-ties of the 20™ century. Elaborated
theories of learning triggered a considerable change in accents — research and practices in
pedagogy have moved from teachers’ instruction to learners’ activity, and this change has
reached a good understanding of what highly professional pedagogical performance is. This is
the area of conceptual changes, and the official documents of the countries as well as theoretical
publications and technological issues reflect those changes. It makes a good background for
each teacher to bring innovations to his/her everyday activities while in practice, the situations
might be quite opposite: alongside with real paradigm change in schools we can see teachers
who are not able to change their practice and even do not know why it is necessary. A deep
concern that subject teachers are doing well without innovations is not a seldom fact.

Only adequate and complex research can reveal the peculiarities and impacts of appearing
new approaches and systems in a complicated setting, which is made of paradigm changes,
teachers’ beliefs, their everyday practices, and their learners’ achievements. Teachers’
constantly practiced investigation can create a sound background for further developments
of schooling and teacher education in our changing world.

The scientific revolution that started 300 years ago has accelerated enormously, but it will
not stop at the beginning of the new post-modernism era — more things will change in more
places in the next 10 years than in the previous 100 (F. Zakaria, 2006, as quoted by Baker,
2007, 313). If our education stays trapped between traditional schooling, formal testing, etc, on
the one hand, and constantly changing learners’ needs on the other hand, the existing school
system will be of no use for the learners’ development. What is the outcome then? We can
observe that the learners’ achievements in schooling are only to some extent adequate to the
needs that the school leavers experience when meeting the reality.

Another object of investigation appears — how to make schooling (content, teaching strategies,
etc) of today’s teaching and learning valid for the learners’ life after school and their life-long
learning.

Investigations of this problem have started long ago, and some suggestions and models have
been produced within different cultures and pedagogical concepts: Glaser (1977), Klafki (1989,
1990), Baker (2007), The White Book by the European Commission (1997), etc.

There are topical and reasonable suggestions for teachers and teacher education, (see Tuning
Project), tools for quality assurance of education for democratic citizenship in schools, etc —
issues which due to its system-making power are weaving and integrating school subjects and
putting schooling into a new system (Birzea et al., 2005). Implementation of these valuable
models also needs research-based changes in schools and teacher education.

To summarise, these and other similar findings would include the following learners’ and,
certainly, teachers’ abilities to meet the challenges of a rapidly changing social situation and
help teachers get out of the trap of instruction-based teaching and learning:

» rich knowledge base, adaptive knowledge, acquired learning strategies;

» pedagogical reasoning of using ICT, electronic games, etc as a reality, which makes a
certain field of the learners’ activities with or without schools’ guidance — all of this
kind that is being constantly used by learners — to put it all into pedagogical settings
for serving the learners’ development and achievements;

+ creating assignments and options for the learners so that they have to use books and
need reading alongside with “surfing” on the Internet;

- 34
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 transference of knowledge and abilities in and for a complex problem solving, leading
to integrated knowledge and strategic thinking;

* meaningful learning, thus meaningful for the learners’ educational tasks in every school
subject, learning that is deeply rooted in the learners needs and perspectives;

» strategies of teaching leading towards powerful learning, targeted development of
the learners’ thinking to exclude the fractioned character of teaching-learning and
curricula, which are split into different, separately existing subjects;

» constant development of self-regulated, self-managed learning by using balanced
individual and partnership learning strategies;

« experiential learning, using life itself and the environment as a textbook and in addition
to the textbooks;

+ usage of virtual or real settings to acquire different social roles, competent and flexible
performance, communication skills, and individuals’ culture for life in a changeable
environment;

* development of the learners’ passion in at least one area on the background of integrated
knowledge, practical skills, and learning strategies;

» research-based schooling and integrated examinations to promote a new-quality
powerful learning, to measure integrated goals, learning experiences, ability of
knowledge and skill transference, where tests constitute only a small part of assessment
to reflect the learners’ achievements, accomplishments, and school accountability;

* learners’ choice should lead to a range of personal goals which are integrated with the
goals envisaged by the standards and which put the standard goals into a set of the
learners’ personal needs as attractive and valuable schooling.

These orientations create a lot of large and small hypotheses to be tested, formulate criteria
of transition into a learners’ learning-centred process; they should initiate teachers’ analytical
thinking and researchers’ abilities to evaluate and improve textbooks, teaching strategies, and
curricula, as well as the learners’ achievements in a guided pedagogical process. Teachers’
research will address a question: what teachers think their learners need and what the learners
think they need, as well as to what extent and how standards reflect the learners’ needs and
their implementation in teachers’ everyday work. It might happen that the first question will
initiate more questions to be answered by teachers: how the shift from instruction to learning,
from standards to personally significant and meaningful goals, from textbooks to life, from
teaching to education should be conducted, how it should take place and how it does take
place (if at all) in our everyday practices.

There is one more reason for teachers’ research. In a post-modern society, understanding of the
very nature of the social phenomena becomes of great importance for pedagogy, especially in
the era of dominating natural sciences and their influence (still strong!) on educational research.
It is a matter of serious scientific investigations and it belongs to “the field of big researches”.
Teachers investigate social reality to improve their pedagogy and provide the learners with
better opportunities to meet their individual needs for development. It is important and
sufficient to know that pedagogy as a social reality is only to a certain extent related to nature
while it crucially relates to psychology and social sciences. Therefore, teachers’ investigations
will use the conception of relationship between human beings and their environment as a
background. Since the human being is both subject and object of this relationship, consequently,
his/her achievements and development are in the centre of investigation, the concept of a
human being itself and his/her development obtains crucial importance.

The above mentioned research in the 80-ies and 90-ties has shifted the accent from a human
being’s mechanical response to the environment towards an individual’s initiated actions as
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a background of his/her development. This concept leads to the understanding that learning
is already a process of the learner’s development. Therefore, classes should perform multiple
instructional dynamics to provide the best possible opportunities for the learners’ self-
conducted learning, intellectual, emotional, and social development. In the rapidly changing
social environment, pedagogy again becomes a serious object of investigation.

Several questions arise from these statements in the context of a learner’s learning-centred
process:

* How far are learners products of nature (objects of natural sciences — defined by the
regularities of these sciences, conclusions are used in educational research) and what is
their social essence (objects of social sciences), their individual culture, which appears
in their activities and communication and which develops in a pedagogically organized
setting (learners’ achievements and development — an object of educational research)?
Why does in some cultural settings schooling lead to considerable achievements of
the learners and why does in other settings and countries it show evidence of poor
achievements?

» Issocial reality, also schooling, external to individuals or is it the product of individual
cognition and consciousness created by an individual’s mind — a way how an individual
perceives, evaluates schooling according to personally important criteria, makes
personally valid decisions? What is more important for the learners’ achievements — the
objective reality or the way the learners perceive and evaluate it (also school, teachers,
the way they function etc)?

*  What is the very basis of good knowledge, how the learners acquire it in a guided
process? What pedagogy should be chosen — how (painlessly for the learners’
development) to change pedagogical process from instructional to learners’ self-
directed learning?

These and similar questions cannot be adequately answered without investigation.

The answers include the following: teachers will respect physiology and anatomy, socio-
political reality, which they cannot change, as well as the objective reality which is reflected in
human beings’ knowledge — these are objects of other than educational sciences and teachers
will use regularities and conclusions discovered by scientists. The main field of teachers’
research will be their learners’ physical, emotional, intellectual, and social achievements
in a pedagogical setting, communication and cooperation in schools and communities,
improvement of pedagogy for the benefit of the learners. Every day teachers meet a lot of
problems and under-investigated objects and phenomena, which interfere with their learners’
development, their becoming cultured individuals in a cultural society.

Research and practices in pedagogy have moved from teachers’ instruction to learners’ activity,
pedagogical targets are too complicated and individuals’ development so varied and therefore
demanding such a considerable teachers’ flexibility that it is impossible to judge the learners’
achievements by only testing them. Therefore, tests can prompt about some achievements
while teachers need constant investigation to judge the individuals’ development (which is
the main goal of schooling) in the created multiple dynamic links within classes to interpret
the reasons of the results of testing.

Actually, the speed of changes of the social processes does not leave space for long-lasting
research programmes, piloting, improvement, and re-examination of the proposed models
of teaching and learning. Of course, we need vast national or even international research
programmes to investigate major tendencies. Targeted innovations and studies of concurrent
validity of teaching and learning becomes an everyday activity, which accompanies constant
improvement of pedagogy for the benefit of the learners. Teachers’ professional qualification
and teaching include a component called constant research; therefore, appropriate teacher
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education, tools, as well as time and financial support is needed to complete the development
of this crucial competence.

Research in education and about education

It is important to understand the object of research in education to separate it clearly from
research about education. Quite often masters’ and even doctors’ research represents a sort
of mixture comprised of research in education on the one hand and phenomena of social
environment — on the other hand. The latter is research about education or research with an
educational perspective. Therefore, first we have to answer the question, what is the essence
of a research in education?

To make it clear, we have to address Herbart’s triangle modified with the mentioned intention.
Education is targeted teachers’ and hopefully, learners’ activity to develop the learners’
understanding, intellectual abilities, emotional culture, practical skills, learning skills,
attitudes, etc. Teachers create multiple interactions between learners, learners and the teacher,
learners and the subject matter. Interactions appear under the teachers’ guidance or as the
learners’ initiative to make teaching and learning productive. By interactions we mean active
processes of interpretation and mutual relations, which constitute teaching and learning.
Teachers interpret and present subject matter to the learners. They interpret their learners
while the latter interpret their teachers and the subject matter or the content and then respond
or act accordingly. (Lampert, 2001). We can call these multiple interactions instructional
dynamics (Ball & Forzani, 2007, 530).

In learners’ learning-centred process instructional dynamics (accent on teacher’s activity)
should be changed to multiple dynamic links which include communication, learners’ initiative
in cooperation, technologies, and other, for non-stop learning during the classes (from surface
to deep and further to strategic learning).

Modified Herbart’s triangle: constant regularities and dynamic links

environment Learners environment
B ——
// \
Teacher -_ 5 Subject matter
-—

We have to distinguish between two levels of interactions.
1. Constant regularities common for any level of organized institutional education (Zogla,
1997, 8-9):
* learner-targeted, personally important, motivated activity;
* teachers’ assistance, guidance, organizing function;
» teachers’ and learners’ activities directed towards the subject matter;
* teachers’ and learners’ mutual relations which are based on interaction;

» any influences from outside teaching-learning (reflected in the triangle) enter teaching-
learning only if they are brought to classes by teachers, learners, or the subject
matter.

Therefore, organized group education is based on cooperation, it needs teachers’ activities
to help their learners understand and accept the objectives of lessons or other forms of
learning and teaching. It leads (or not) to valid, useful learners’ achievements, or it might
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also lead to formal memorization and poor applicability of knowledge — the results depend
on the character of the multiple dynamic links.

Teachers might hold deep knowledge in psychology (knowledge about the learners’
development), also deep or even strategic knowledge in the branch of sciences which is
represented by the subject matter; however, all this does not make him/her a good teacher
because only integrated knowledge and skills can form his/her pedagogical professional
knowledge and develop his/her pedagogical ability.

2. Multiple dynamic links, which occur during teaching and learning, constitute the changeable
specific pedagogical system during the classes where many changeable interactions
appear between teachers, learners, and the subject matter, and which lead to the learners’
success:

» teachers shape the interactions, react to the learners’ initiative, mood, and activities,
initiate new ideas, etc;

» teachers use their learners’ experience to help them develop their skills and abilities;

 teachers conduct the learners’ attempts to create understanding of what they are going
to or can achieve, help to create connections between their experience and the new
1deas;

» teachers initiate learners’ activities to engage with the content — compare, analyse,
evaluate, verbalise their attitudes etc;

» teachers also modify the classroom environment to make it conductive to learning.

Therefore constant regularities (general, common to organised education) appear and
are developed further through the multiple dynamic links (specific for each educational
activity, they appear in communication, cooperation, structure of the subject matter,
technologies, learners’ attitudes) which, in turn, “feed” the constant regularities and by
doing so develop a theory of pedagogy. Therefore, the object of educational research is
multiple dynamic links that help formulate theoretical statements, which constitute the
basis of education. This will be research in education, when we investigate every activity,
the subject matter — every arrow in the triangle of the mutual relations and interactions
which occur in classrooms and make education a reality.

Good knowledge of psychology is a background for understanding the learners’ development
and their needs. Good knowledge of a branch of sciences (say, mathematics) does not
mean that a teacher can transfer it into the subject matter of mathematics without good
knowledge of the learners’ abilities and of possible multiple dynamic links during the
classes. Teachers” multiple modifications can only make multiple dynamic links, which
actually are pedagogy.

Teachers as well as researchers investigate the relations between social processes and
schooling, such as parents’ institutions, number of books in libraries, financial support,
ethnic structure of the population etc. All these factors are in a way related to education and
their investigation is important for their influence on education. Such research can give new
information on the processes outside teaching and learning, and nevertheless it is research
about education. They do not reveal multiple dynamic links inside education, do not reveal
if teachers effectively conduct classes, as well as do not spot out the possible reasons of
the learners’ good or poor achievements. Therefore, researches about education belong to
educational policy, educational philosophy, and educational sociology. Even sociology or
ethnography of the learners’ groups or teachers’ activities during classes if investigated
outside the context do not reveal the multiple dynamic links and therefore are considered as
research about pedagogy or about education.
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Good intentions do not guarantee...

Good intentions do not guarantee good research (Hostetler, 2005, 17), similarly, the good
intentions of teachers do not guarantee good teaching and educational results or good
achievements of learners.

From article to article, from courses to courses, there are vigorously promoted, well- articulated
slogans, such as “Leave no child behind”, “All can learn and everyone should be taught
appropriately”, etc. Sounds familiar, but these slogans need an answer to a question articulated
by Noddings (1992): “Learn what?”’ — do we understand “what” and “whom” in a liberal or an
authoritarian, or a humanistic sense? Shall we continue being demanding towards a learner
even if his/her abilities contradict with our demands, or shall we become liberal and reduce
the demands? If we are too demanding, we face a failure in the individuals’ achievements, if
liberal, we have to think of certificates at the end of schooling — how far can we modify the
curricula to remain within the premise of the enabling standards? This is also a reason for
investigation.

Several considerations for the discussions on what a good investigation could be:

¢ Researchers must be knowledgeable, well acquainted to the process of research, and
responsible for the conclusions and decisions, which are based on the research. It means
that teachers’ as well as professional researchers’ investigation must include the ethical
component. Hostetler (2005, 17) invites us to acknowledge that research cannot be
good without the researchers’ deep understanding that what he/she does is really good
and brings welfare to teachers and learners. Therefore, they have to know what they
investigate and understand the way how they are serving the purpose (or not). To prove
the importance of the ethical component in teachers’ research, Hostetler (2007, 18) uses
a situation common for schools: two children are fighting at the back of the classroom. A
teacher should react by stepping in to stop the fight (quite a normative reaction) — a normal
teachers’ behaviour. A teacher researcher would do the same and put the situation into a
context with other observations: is it a single case or regular, has it anything to do with
human rights or a person’s need to protect oneself, etc. The separation of teachers’ roles
from the roles of researchers’ should not overdraw, and we characterise the shift from a
normative educational process to a democratic one as “one within rather away from each
other... Something vital is left out if we cannot embed the analysis within a realm of
normative factors, such as a human being’s desire for dignity and a fair chance at a good
life.” (Hostetler, 2007, 18) Analysis serves moral concerns and, even more, analysis itself
should be a moral activity, a form of practical philosophy (Carr, 2003). There is a strong
belief that teachers somewhat exaggerate the learners’ rights; therefore, productive norms
of being and doing together are being either lost or misunderstood. There is another strong
belief that learners’ human rights and teachers’ human rights exist in a context, and never
separately, to make it a background for the development of balanced experience between
one’s personal and others’ rights, dignity, etc. This balance becomes possible only if we
learn how to treat learners as human beings and only then as learners in their current
social role. Consequently, we help our learners learn to perceive us as human beings and
only on this background as teachers in our temporal social role.

¢ Research is a way to new knowledge, a kind of learning. If so, teachers should investigate
(many of them do it successfully), organise a research-based teaching, and develop their
and the learners’ research strategies in the context of life-long learning. To do so, teachers
undergo the main shift in teaching and learning — from normative, teacher- or subject-
centred pedagogy to dominating analytical and learners’ learning-centred pedagogy. This
also sounds as a nice slogan and will remain as such if we do not practice learning-domain
pedagogy instead of teaching-domain pedagogy.
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Teachers will agree that exaggerated learner-centred process might become non-pedagogical
if we exclude the normative component out of it. In any organized process, norms of being
and doing together do exist to make the process beneficiary for all and everyone. The
problem is whether the learners can distinguish between norms which provide opportunities
for everyone to achieve personally important goals and norms which violate a person’s
human rights. The balance between norms and freedom in a changeable world becomes
an object of teachers’ everyday observation and deep investigation. Constant observations
can lead teachers to generalised conclusions on this balance — do everyday appearances
in the learners’ behaviour belong to single and random fact or are they habitual and thus
demonstrate certain traits of the learners’ personal features and culture? The observation-
based articulation of the balance between norms set forth for productive functioning of a
pedagogical process will lead to the learners’ freedom and help teachers create a learners’
learning-centred pedagogy.

Understanding of this balance will lead to another balance — the one between the learners’
and the teachers’ human rights. Teachers’ experience, which develops within a highly
normative process, traps them and sometimes causes a feeling of lost illusions. We can
articulate the traditional state of mutual relations by “learners should always obey their
teacher”. Otherwise, it goes outside the traditional frames, and teachers feel lost — they lack
sound means to respond. A qualified teacher will extract some positive qualities out of each
happening, and a professional pedagogue will use even undesirable facts as a reason for
further educational activity — a learner’s non-cultured behaviour, violated human rights,
etc, will become a reason for discussions, self-evaluation, and evaluation. In other words,
the learners’ and the teacher’s mutual relations in this rapidly changing world should
become a matter of research-based education to discover a cultured way of cooperation
and communication on the background of respect towards human rights. Thus, mutual
relations become a good textbook for democratic citizenship education. Besides, several
school system-making publications are now available (see All-European Study..., 2004;
Birzea et al., 2005; Duerr, 2005; Gollob et al., 2005; Plan of Action..., 2006), and they, if
used appropriately, will help teachers create targeted multiple dynamic links.

Balance in mutual relations relates to another item of good research — responsibility of the
researchers for the validity of the collected data and their interpretation, conclusions and
suggestions or decisions made by teachers on the background of their research.

A good research conducted by a teacher will be educational. For a while, imagine teachers
evaluating the learners’ achievements. We give them scores for their success (pay attention
to the wording: they learn and we give them scores, and by doing so we exclude self-
evaluation and development of the learners’ experience of self-evaluation). For instance,
we give scores in maths irrespective of the learners’ particular backgrounds: experience,
abilities, social situation in which he/she lives and belongs to, values he/she follows, etc.
Traditionally teachers will give scores for maths as the standards denote it, while teachers
researchers will investigate the reasons of good or bad learners’ achievements to conduct
appropriate and pedagogically valid assistance to the learners’ self-conducted learning;
they will modify the subject matter accordingly. Learners go to school because they do not
know things they should know, they go to school to become able to use their knowledge and
learn how to learn; therefore, professional teachers will not only answer to their learners’
articulated needs but also initiate the development of their needs, which will become a
motive of their self-development by acquiring the targets set forth by standards.

There is one more problem for discussion in the context of teachers’ investigation. Professional
researchers, educators, and doctoral students work out theoretically sound and practically
tested pedagogical models. The models provide the learners with good opportunities to
achieve in a certain educational area or a subject. Quite often these models function only
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when they are “in the hands” of the researcher, the author of the model. As soon as another
teacher uses them, the results become vague, and teachers return to their usual practice. The
reason is embedded in the research itself — the authors of the models practice research-based
teaching and learning, and by doing so they reach deep or even strategic learning and deep
understanding of the model’s pedagogical value. A teacher’s understanding conducts his/
her choice in the classroom — puts specific actions into a logical, learners’ learning-oriented
chain or multiple dynamic links which lead to the desired achievements or re-direct the
learners’ actions towards the desired achievements. Teachers have to adopt new models,
identify their suitability for a certain setting before they use them.

0 A new classroom culture based on several principles has started in the 90-ies, and it
can be adopted and developed in schooling on the background of teachers constant
investigations:

« anatmosphere of individual responsibility of teachers and learners, communal sharing
of moral values, and partnership;

» mutual respect between teachers/educators and learners, which will not enter the
classroom just because we wish it to enter — classroom settings or multiple dynamic links
should be created; their design, teacher-conducted learning, self-conducted learning,
etc should lead to the manifestation of these values in our mutual relations;

» establishment of a community of discourse that facilitates constructive discussion,
questioning, friendly criticism, etc — a full range of non-stop dialogues in the class-
rooms;

* usage of learners’ information and knowledge obtained outside classrooms and
programmes in the classroom, respect towards the learners wish to know more as well
as their developed abilities in particular areas.

Research has several characteristics which distinguish it from every-day problem-solving
in classrooms and observations. Teachers need the latter, and observation might be random,
therefore insufficient for deep conclusions. To improve teaching-learning, research meets the
following characteristics:

* it is targeted, systematic, planned, and controlled;

» research makes an important component of teachers’ professional everyday activity,
therefore teachers should be educated for it;

» research combines theoretical analysis and empirical investigation, looks for theoretical
statements and background to check subjective observations and beliefs by the objective
reality;

» research is a synthesis of teachers’ professional education, experience and reasoning;

+ it is self-correcting due to new knowledge on the object of investigation — the main
reason and outcome not only of teachers’ but also of every scientist’s research.

Research to know more

In the context of teachers’ research, it is worth to discuss research as a kind of learning and
getting new knowledge in more detail. To start with, there is Gadamer’s statement: “Only a
person who has questions can have knowledge.” The author continues: “...there is no such
thing as a method of learning to ask questions, of learning to see what is questionable. On
the contrary, the example of Socrates teaches that the important thing is the knowledge that
one does not know.” (Gadamer, 1989, 365) In other words, if we realise what we do not know,
we start learning (with a teachers’ assistance, self-directed — learn from textbooks, from
observations in everyday life, or by a targeted investigation of a problem).
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Research can start with simple questions: what is this, how it develops or functions, how
to better use it, etc. Even if there is no school for learning to ask questions, every lesson in
a learners’ learning-centred classroom is designed so that it initiates the learners’ and the
teachers’ questions. A good practice of initiating questioning and keeping discussions hot
in the classrooms is a matter of teachers’ professionalism, and investigation of it might lead
to a non-stop learning and put current teaching and learning into the context of life-long
learning, or even more — it might transform everyday learning to a life-long affair. A good
teaching and learning would open the learners’ minds for new questions and new discussion,
while the normative process might satisfy teachers by reaching an answer to close or stop
questioning. (A learner gives an answer close to a textbook, and the teacher, being satisfied
with the learners’ reproduction, closes further questioning, thus closes further thinking.) The
latter way leads to some knowledge of the learners, but it does not lead to learners’ ability of
seeking reasons for questioning and self-conducted learning.

Knowledge which learners, or, might be, also teachers do not know is a special case of
teachers’ investigation. I dare to suggest that knowledge which we do not know yet is the main
content of teaching and learning — the reason why the learners go to school. It is here that we
remember Vygotsky’s “zone of proximal development”, and the main question for a teacher’s
research is: whether I locate my teaching into this zone for every individual, do I facilitate
his/her emotional, intellectual, physical, and social development in the best possible way? In
other words, do I create multiple dynamic links, which keep learning and teaching targeted

and leads to the learners’ success.

The suggestion might sound as ideal, but this is still the background understanding of learning
as development and teaching as facilitating the learners self-conducted learning. It becomes
even more important in the field of expanding information, where learners sometimes know
more than the standards of a subject suggest and do not know simple things, which might
appear to be basic for further learning. This imbalance should also become an object of
teachers’ research.

Teachers learn methods of educational research in the institutions of tertiary education, and
programmes of teacher education do include possibilities to develop this experience. If the
suggested scope and quality is not sufficient, it is easy to improve the situation. The state of
mind imbeds this ability — a state of teachers’ as researchers’ mind.

Here I would suggest a discussion on creativity as a teacher’s professional quality. Do teacher
education programmes include enough possibilities for the students to be creative? The question
leads not so much to the essence of creativity, but to the way how the educators conduct classes
at the universities. I dare to conclude that students’ creativity correlates to their reading — the
amount, quality, and achievements of reading both professional literature and fiction. From
time to time, the educators feel captured by the students’ poor reading and limited scope of
their mind and thinking, when practical activities and discussions become vague due to it.
Development of thinking starts at our schools, and therefore teachers’ and learners’ reading
and speech constitute a serious object of teachers’ concern and research. Actually, success
will come by the way how teachers present the assignment and whether reading is included
there — it might happen that there is nothing to investigate as teachers simply skip reading
exercises and therefore reading drops out of the multiple dynamic links in the classrooms.

A syndrome of over-flooding information and accessibility of mass media might be a reason
for poor reading, and this fact itself is a reason for teachers’ research. I should say, not so much
the impact of media, which should be investigated (let us leave it for professional researchers),
but the way we should conduct learning so that learning itself is attractive and reading, as
well as thinking and learners’ views, which are shared in the classrooms, become a personally
important value. Teachers need new knowledge of good teaching in today’s schools. I should
invite teachers and educators to address the learners’ needs, which they experience and which
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they should experience, to be compatible in this world. Classroom activities will be targeted
if teachers find a way to meet such needs as being important and able to demonstrate one’s
achievements during the classes and in as many subjects as possible — a need for belonging
and personal freedom, a need for identification and dignity, a need for being honest and being
treated honestly. Thus, teachers present the subject matter of each class at school in a way
that initiates learners’ thinking.

The USA colleagues on the background of the lesson study (the USA context might initiate
some ideas for other countries) suggest three types of research in order to make the still
dominating instruction as a form of teaching and learning most effective, vigorously explore
lessons’ potential, use research as a tool for improvement and change the instruction-domain
for the learning-domain:

» creation of a broader knowledge-base about the lesson study and its possibilities to
develop sound ideas of the central features of lessons nowadays;

» explication of the lesson study’s mechanisms;

» cycles of design-based research that test key design features and create “actionable
artifacts” to leverage learning at new sites (Lewis et al., 2006, 10).

I would like to add one more — a research-based modification of the subject matter and
pedagogical tools to make lessons conductive to meeting the learners’ needs (those which our
learners clearly articulate and those which must be developed, as the need to know more, the
need to question, the need to discuss, the need to express and prove ones views, etc).

Instead of conclusions

From a humanistic perspective, a teacher as a human being demonstrates his/her behaviour
in the classroom, protects their and their learners’ rights, where other human beings (their
learners) have come to develop their potentials in a humane setting. In this setting we, human
beings, are in the temporal roles of a learner and teacher, therefore our mutual relations are
based on common humane values and represented by pedagogical means. We conduct research-
based classes and investigate pedagogical means if they lead teachers and learners towards
their personal freedom and competent performance.

It might be a specific, pedagogically non-conducted situation of a classroom, where normative
thinking develops on the background of normative traditions, which violate personal rights
and mutual relations. Investigation can help teachers understand the essence of a humanistic
approach in pedagogy and its practices in creating multiple dynamic links during classes,
which are conductive towards learning and respectful towards individualities.

A large amount of professional literature sometimes causes a negative effect — if it is so vast
that one is not able to acquire it all, there is no use of even starting. Teachers’ reading might
also be a problem to investigate, especially the way how reading develops teachers’ pedagogical
thinking in creating a learners’ learning-centred process.

The considerable workload of teachers sometimes stops them in their choice of a new way
to improve organised classroom setting, even more, leads them away from perceiving
investigation as a component of their professional competences and activities, makes them
consider it as an additional duty which is neither paid for nor supported. Teachers need
appropriate knowledge and simple tools for constant investigation in classrooms, they also
need support in the development of their belief that research will make their job targeted and
therefore less complicated; furthermore, that it can lead to better achievements.

All the above-mentioned is extremely important for good education; still, we have to distinguish
between research in education and research about education to make teaching and learning
a learners’ learning-centred, thus an effective pedagogical affair.

S S
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Kopsavilkums

Izmainas izglitiba un pedagogija kops pagajusa gadsimta astondesmitajiem un devindesmitajiem
gadiem ieviesa skolas inovacijas, kuras vél joprojam maina pedagogisko procesu un skolotaju
izglitibu. Daudz ideju un risinajumu ir aizgits no citam valstim un kulttram, pienemot tos ka
ieverojamu uzlabojumu skolu darba, daudzi risinajumi ienaca izglitibas sisteémas bez pilnvertigas
izp&tes un modificésanas atbilstosi pedagogiskajam tradicijam un kultirkontekstam.

Dazas aktualitates, kuras attiecas uz pedagogiskajiem pétijjumiem un izpéti ka skolotaju
kompetences un darbibas nozimigu komponentu, ir apliikotas $aja raksta: test€Sanas problémas,
to nepietickama saikne ar macibu procesu, testu parversanas par paSmerki un spécigu kontroles
formu — §is un citas problémas aicina skolotajus pétit pedagogisko procesu, ta efektivitati,
skolénu sasniegumus organizéta pedagogiska vide.

Plasu nacionalo pétijumu un konkrétu pedagogisko paradibu izpéte ka skolotaja darbibas
komponents ir apliikots, piedavajot diskusijai vairakas domas par to, kas varétu bt produktivs
skolotaja pétijums ikdiena un kas epizodisku noveéroSanu skir no pétijuma, lai pamatotu
pedagogiski korektu Iémumu par labu skoléna attistibai.

Daudzi p&tijumi ir veltiti pedagogijai, tomér pétnieka kliidas izp&tes prickSmeta izvele izpauzas
neprecizos secindjumos un ieteikumos. Tade] raksts aptver ievadu divu jédzienu izpratné, proti,
peétijumi pedagogija un petijumi par pedagogiju jeb ar izglitibas iegisanu saistiti p&tijumi,
kas palidzes pétniekiem korekti izmantot testus.

Misdienas plasi izmantojamie testi iegiist parsvaru pedagogiskaja procesa, tade] tie nevar biit
produktivi izmantojami bez padzilinatiem pétijumiem, lai parveidotu macibas no macisanas
ka galvenas darbibas uz macisanos — ne tikai skol€na, bet ar1 skolotaja macisanos, kas klist
iesp&jama pétnieciska macibu procesa.

Atslégvardi: pétnieciba ka skolotaja profesionalitates komponents, pedagogisko pétijumu
priekSmets.
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