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PROMOCIJAS DARBA VISPARIGS RAKSTUROJUMS

Veértéjot misdienu sabiedribu, pétnieki izmanto jédzienus “zinasanu indus-
trija” (Machlup, 1962) un “tikla sabiedriba” (Castells, 1996). Jédziens “zinasanu
industrija” norada, ka ilgtspéjigai un veiksmigai sabiedribas attistibai masdienas
ir svarigi veidot uz zinasanam balstitu raZo$anu un sekmeét tadu personibu
izaugsmi, kas spétu §is zinasanas radit. Tadus mérkus izvirza gan Eiropas Savie-
nibas, gan Latvijas ilgtermina planoSanas dokumenti. Jédziens “tikla sabiedriba”
pasvitro faktu, ka misdienu sabiedriba individs klast arvien neatkarigaks no
formalajam organizacijam, bet vairak veido savai personibai nozimigus attiecibu
tiklus. Vina iespéjas arvien plagaka méroga nodro$ina tehnikas sasniegumi
(ipasi — datortiklu attistiba). Jaunaja situacija aktualizéjas tendence, ka skolas
formalo izglitibu arvien vairak ietekmé neformala pasizglitiba. Sados apstaklos
ir svarigi meklét jaunas pieejas macibam, kuru centra atrastos skoléna personi-
ba. Viena no tadam ir dialogiska pieeja. Dialogs sniedz iespéju veidot elastigu
zinaSanu un prasmju apguvi skoléna un skolotaja sadarbiba, nemot véra abu
pusu intereses un attistibu. Veiksmigam dialogam ir svarigi, lai skoléns batu sev
izvirzijis individualu macibu meérki. Viena no pazimém, kas par to liecina, ir
izzinas interese. Ta ir kompleksa psihiska paradiba, kas balstas uz personibas
psihiskajam ipasibam, pieredzi un izpauzas ka noturiga, pasreguléta, pozitivi
rosinata vélme pastiprinati pievérsties kadam noteiktam macibu saturam.

Biitiskas parmainas piedzivo ari véstures macibu process. Si pagatnes izzinas
forma piedava paplasinatu cilvéces pieredzi. Nepiedzivojot pagatnes notikumus,
kuri dazkart ir pretruna ar masdienu demokratijas idealiem, skoléni macas ko-
rigét savu dzivesdarbibu, lai nostiprinatu demokratijas vértibas. Véstures apguvi
skoléni sak pusaudzu vecuma. Tas ir posms cilvéka attistiba, kad notiek identi-
tates veidosanas (Eriksons, 1998). Vesture dod pusaudzim iespéju palukoties uz
sevi plasaka méroga.

Pétijuma problema. Lai gan dialogs macibas nav uzskatams par jaunu
pieeju, reala izglitibas sistémas attistiba nav veicinajusi plasu ta izmanto$anu.
Jaunas informacijas tehnologijas atnem skolotajam informacijas monopolu, un
skoléni arvien aktivak noraida zinasanas, kuras nesaskata personigu aktualitati.
Sados apstaklos skola, kas atsakas no dialoga ar skolénu, riské klat par formalu
izglitibas iestadi. Vajadziba pariet uz dialogu Latvijas skolas, lai veidotu ilgtspéji-
gu izglitibu, ari rosinaja izvéléties pétijuma tematu “Pusaudzu izzinas intereses
veido$anas dialogiskaja véstures macibu procesa”.

Darba pétijuma objekts. Dialogiskais véstures macibu process.
Darba pétijuma priek$mets. Pusaudzu izzinas interese vésturé.

Pétijuma meérkis. Atklat metodologiskus principus tadam dialogiskam ma-
cibu procesam, kas veicina izzinas intereses par vésturi veidosanos.



Darba hipoteéze: izzinas interese par vésturi skolénos veidojas sekmigak, ja:

« skolotajs izmanto dialogisko pieeju;

o skolotajs un skoléns spéj panakt lidztiesigu savstarpéju dialogisku
atveértibu;

o skoléns izprot véstures lomu paspieredzes veido$ana.

Petijuma uzdevumi

1. Izanalizét psihologisko, pedagogisko, metodologisko literataru par
intereses un izzinas intereses butibu un pusaudzu intereses un izzinas
intereses izpausmes iezimém.

2. Atklat kritérijus un raditajus, ar kuru palidzibu var vértét izzinas intereses
veido$anos par vésturi.

3. Izanalizét filozofisko, pedagogisko un metodologisko literatiiru par
dialogisko pieeju macibam un véstures didaktikas principiem.

4. Izveidot izzinas intereses attistibu veicino$u dialogisku véstures macibu
modeli un to eksperimentali parbaudit.

Pétijuma filozofisko pamatu veido dialogiskas filozofijas koncepcijas: So-
krata metode, Imanuela Kanta antinomiju teorija, Martina Bubera “Es-Tas” un
“Es-Tu” teorija, Mihaila Bahtina dialogiskas eksistences un iztéles teorija, Jirgena
Habermasa komunikativas darbibas teorija, Leva Vigotska kultirpsihologiskas
teorijas, Karla Raimunda Popera atklatas sabiedribas teorija.

Pétijuma pedagogiskais pamatojums ir pedagogiskas teorijas, kas balstas
uz dialoga pieeju, atklaj izzinas intere$u butibu, attieksmju un uzvedibas veidu
sakaribas: Paulo Freires dialogiskas izzinas darbibas teorija, Rainera Vinkela
komunikativas didaktikas teorija, Hosé Ramona Flecas dialogiskie macibu
principi, Gordona Velsa dialogiskas izzinas macibu teorija, Robina Aleksandera
dialogisko macibu principi, Duglasa Bérnesa skolas un aktivo zinasanu teorija,
Jelenas Jermolajevas dialogiskas personibas un dialogiska macibu procesa
teorija, Galinas S¢ukinas izzinas intereu teorija, Ausmas Sponas attieksmju un
uzvedibas veidu sakaribas teorija.

Petijuma metodes

Teorétiskas:

o filozofiskas, psihologiskas un pedagogiskas literatiiras izpéte un analize;
o izglitibas dokumentu un macibu literatiiras analize.

Empirisko datu vaksanas metodes:

o pedagogiskais eksperiments;

o anketé$ana;

e intervijas;

e noveérojumi;

o skolénu sekmju un patstavigo darbu analize.



Statistiskas datu apstrades metodes:

Krobbaha alfa tests;
T-Stjudenta kritérijs;
divpuséjas nozimibas noteiksana.

Pétijuma baze ir Rigas Doma kora skola, Rigas igaunu pamatskola, Kocénu
novada Kocénu pamatskola, Valmieras valsts gimnazija (kopa - 80 skoléni no
8. klasém). Autora secinajumi ir izdariti, analizéjot 1069 skolénu aizpilditas
anketas un 701 skoléna patstavigo darbu, ka arl veicot 10 intervijas. Aptauja
piedalijas 208 véstures skolotaji no visas Latvijas.

Petijuma teorétiskas novitates ir:

atklati metodologiskie principi tadam dialogiskam macibu procesam, kas
veicina izzinas intereses par vésturi veido$anos;

precizéti intere$u un izzinas intere$u jédzieni, balstoties uz psihologu un
pedagogu atzinam;

precizéti situativas un noturigas intereses jédzieni un noteikti to
komponenti;

noteiktas pusaudza izzinas intereSu iezimes, balstoties uz psihologu
pétijumiem, personibas attistibas teorijam un pedagogu novérojumiem;
izstradati izzinas intereses par veésturi kritériji un raditaji;

izveidots dialogiskas pieejas raksturojums un atklata ta struktara,
balstoties uz filozofiskam un pedagogiskam teorijam;

izveidots vestures didaktisko pieeju raksturojums, balstoties uz
teorétiskam atzinam un macibu literataras analizi;

izstradats izzinas intereses attistibu veicinoss dialogiskais véstures macibu
modelis.

Darba praktiska nozime:

izstradatas un parbauditas anketas izzinas intereses limenu mérijumiem
skolas;

izstradats un parbaudits izzinas intereses attistibu veicinoss dialogisks
macibu modelis, kas izmantojams ne tikai vésturé, bet ari citos
priek$metos un ar to seminaros iepazistinati skolotaji;

izveidots un parbaudits strukturals plans izzinas interesi veicino$ai
macibu nodarbibai, kuru var izmantot vésturé un citos macibu
prieksmetos (socialajas zinibas, geografija, literatiira);

apkopotas un parbauditas izzinas interesi veicino$as dialogiskajai pieejai
atbilstigas macibu metodes vésturg;

izstradati un parbauditi panémieni skolénu un skolotaju savstarpéjas
atvértibas veicinasanai un skolénu izpratnes pilnveidosanai par véstures
zina$anu lomu paspieredzé;



o leglitas atzinas izmantotas macibu gramatu un metodisko lidzeklu
izstrade, lai ar tiem stimulétu izzinas interesi veicino$u dialogiska pieeja
balstitu metozu ieviesanu skola.

Pétijuma posmi

Pétijums sakas ar ta teorétisku sagatavos$anu, kura laika tika analizéta filo-
zofiska, psihologiska un pedagogiska literattira par interesi un izzinas interesi
ka jédzieniem un tas iezimém pusaudzu vecuma, dialogisko didaktisko pieeju
macibam, véstures didaktiku. Ta rezultata tika atklats noturigas izzinas intereses
veido$anas process, pusaudziem pieméroti noturigu izzinas interesi veicinosi
pedagogiskie stimuli, izzinas intereses attistibu raksturojosi kritériji un raditaji,
dialogiskas pieejas pamatprincipi un tiem raksturigais macibu process, véstu-
res macibu priek$meta didaktiskas iezimes. Balstoties uz tam, tika izstradatas
anketas un izzinas interesi veicino$s dialogiskais véstures macibu modelis un
tam atbilstiga macibu nodarbibas strukttra un uzdevumi skolénu paspieredzes
veido$anas pétjjumiem.

Balstoties uz $im izstradném, norisinajas empiriskais pétjjums.

1. posms. Empiriska pétijuma bazes veidosana (05.-09.2011.)

Ta laika tika izstradati eksperimenta bazes veido$anas principi atbilstigi
eksperimenta mérkim un veikti organizatoriskie pasakumi bazes nodrosinasana.

2. posms. Sakotnéjo pétniecisku datu iegisana (09.-10.2011.)

Ta laika tika veikta skolotaju anketé$ana dialoga iespéjamibas izvérté$anai;
izpétits eksperimentam izvéléto skolénu sastavs, vinu sekmes, skolotaju un sko-
lénu attiecibu raksturs; noteikti sakotnéjie izzinas intere$u limeni, veikta skolénu
aptauja, lai izvélétos izstradatajam modelim piemérotas macibu metodes.

3. posms. Veidojosais eksperiments (11.2011.-10.2012.) Skoleéni tika saga-
tavoti piedavata modela izmanto$anai un notika modela parbaude. Parbaudes
laika skoléni salidzinosi vértéja nodarbibas, kuras tika izmantots piedavatais
modelis, un nodarbibas, kuras to neizmantoja. Paraléli skoléni pildjja uzde-
vumus, kuros iegutie darbi tika izmantoti paspieredzes pétijumiem, notika
intervijas un aptaujas.

4. posms. Datu iegtisana péc eksperimenta, to apstrade, salidzinasana, in-
terpretacija (11.-12.2012.) Saja posma tika veikts otrais skolénu izzinas interesu
limenu mérijums, notika datu apstrade, tika izstradati secinajumi un tézes.

Petijuma struktiru veido: ievads, divas dalas, nobeigums, literatiiras un
avotu saraksts, pielikumi. Promocijas darba apjoms ir 165 lpp. Literatiras un
avotu saraksta ieklauti 187 darbi 6 valodas, darbam pievienoti 11 pielikumi
(kopa 211 Ipp ).



Aizstavésanai izvirzitas tézes

1.

Véstures macibu priek§meta saturs ir ipasi aktuals pusaudziem saistiba
ar vinu vajadzibu veidot jaunu paspieredzi un sniedz iespé&ju organizét
dialogisku macibu procesu, kas balstas uz pretrunas risinasanu starp
pusaudza eso$o paspieredzi un aktualo objektivo vésturisko realitati,
tadejadi veicinot izzinas intereses limena paaugstinasanos.

Eksperimenta dialogiska macibu procesa, mérot pusaudzu izzinas
intereses macibas, izmantojot kritérijus izzinas meérktieciba, noturiba,
intensitate, izzinas darbibas un profesionalas ievirzes sakaribas, atklajas,
ka palielinas skolénu skaits ar pasregulacijas atticksmém macibas
(A grupa) un paradumu attieksmém (B grupa), bet samazinas skolénu
skaits ar situativam attieksmém pret macibam (C grupa).

Dialogiska didaktiska pieeja sekmé atvértibas veido$anos un izzinas
intereses limenu paaugstinasanos, pedagogiem atzistot skolénus par
lidztiesigam personibam un veicinot vinu mérktiecibu un prasmes
pasnovértét sasniegto, integréjot macibu saturu skoléna paspieredze, ka
to prasa sadarbibas princips didaktika.



PROMOCIJAS DARBA SATURS

Promocijas darba ievada pamatota pétijuma temata izvéle un aktualitate,
raksturota risinama probléma, noteikts pétijuma objekts un prieksmets, mérkis,
izvirzita pétijuma hipotéze, uzdevumi, noraditas pétijuma metodes, pamatota
metodologija, raksturota pétijuma baze, teorétiska novitate un praktiska nozime.

Darba pirmaja dala “Izzinas interese dialogiskaja véstures macibu pro-
cesd” raksturota intereses un izzinas intereses butiba cilvéka dzivesdarbiba,
dialogiska pieeja ka pedagogiskais lidzeklis macibu izzinas procesa, pusaudza
izzinas intereses iezimes pareja no praktiskas uz abstrakto darbibu, didaktiskais
process véstures macibas un noteikti mérijumam izmantojamie izzinas interesu
attistibas limenu noteiksanas kritériji un raditaji, ka ari raksturots izzinas intere-
ses attistibu veicinoss dialogiskais véstures macibu modelis.

Intereses un izzinas intereses buitiba cilvéku dzivesdarbiba. Pétijuma
jédziens “interese” lietots ka visaptverosais, kas var raksturot dazadas izpausmes
un izpausmes pakapes ar kopéju saturu. Izzinas interese ir viens no intereses
veidiem. Sekojot krievu pétnieces Galinas S¢ukinas teorijai, par izzinas interesi
tiek saukta interese par macibam (Illykuna, 1971). Interese ir kompleksa para-
diba, kuru raksturo kognitivie, emocionalie, darbibas komponenti, tos ietekmé
sociala vide.

Psihologu teorijas pamato intereses iedalijumu situativaja un noturigaja.
Situativo interesi aktualizé negaidita situacija, kas kalpo par pamatu izzinas pro-
cesam. Situativa interese zaudé aktualitati, ja situacija tiek atrisinata. Noturigo
interesi izraisa pats individs. Tas célonis ir vairak vai mazak apzinata vajadzibu
apmierinasana un tas, ka konkréti objekti klast par individam nozimigam veérti-
bam, kuras var kalpot ka atribati vajadzibu apmierinasanai.

Pedagogu pétjjumus attieciba uz intereses veido$anos var iedalit stimulu
pétijumos un sadarbibas pétijumos. Apvienojot $o pétijumu idejas, var secinat,
ka pedagogiska sadarbiba sekmeé situativas izzinas intereses attistibu noturiga.
To atklaj izzinas intereses veido$anas procesuala shéma (1. attéls).

Paraléli izzinas interesei autori ir pétijusi ari izzinas attieksmi (Zogla, 1994)
cials stavoklis, saistits ar iespéju, ka noteiktos apstaklos visdrizak ir gaidams
noteikts rezultats, konkréti - izzinas interese. Izzinas darbibas pétjjumos pamata
tiek noteikta izzinas darbibas kvalitate no atdarinatajdarbibas lidz rado$ajai. Ar
izzinas interesi saistita ari paspieredzes veido$anas. Paspieredze ir dzivesdar-
biba iegiitas un izvértétas zinasanas, prasmes un atticksmes, kas kluvusas par
personigi nozimigam vértibam (Spona, 2004). Ja kads objekts ieklaujas skoléna
paspieredzé, tas klaist par no situacijas neatkarigu intereses stimulu.

Dialogiska pieeja ka pedagogiskais lidzeklis macibu izzinas procesa.
Dialogs ir viena no didaktiskajam pieejam macibu procesa. Ar vardu “pieeja’
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1. attéls. Izzinas intereses veido$anas pedagogiskaja sadarbiba

saprot teorétiski pamatotu principu un kritériju sistému, uz kuru balstoties tiek
izvelétas pedagogiskas sadarbibas metodes, formas un saturs. Dialogiskas pieejas
galvenais meérkis ir veidot tadu macibu procesu, kura uz lidztiesibas pamatiem
piedalas gan skoléns, gan skolotajs. Galvenie kritériji metozu un formu atlasé
ir saistiti ar sadarbibas, savstarpéjas atvértibas, skolénu mérktiecibas veicina-
$anu. Dialogiskas pieejas saknes var atrast jau seno grieku izglitibas tradicijas.
Veélakajos gadsimtos dialogs macibu procesa vairak tika izmantots ka forma, lai
sniegtu informaciju. Lazumu attieksmé pret dialogu izraisija 20. gadsimta de-
mokratiskas filozofiskas macibas, to skaita Martina Bubera klasiskais darbs “Es
un Tu” (Babers, 2010). Darba autors runa par divam cilvéka attiecibam (saitém)
ar pasauli - “es-tas” un “es-tu”. “Es-tas” saites ir neitralas attiecibas starp cilvéku
un subjektu vai objektu, kas atspogulojas misu sajutas vai pieredzé. “Es-tu”
saitém piemit attiecibu raksturs, un tajas izpauzas musu personiba. Nozimiga
loma dialoga filozofija ir ari Mihaila Bahtina atzinai par valodas dialogiskumu
un to, ka vardu jéga veidojas nemitiga dialoga (Bahtin, 1981), Leva Vigotska
atklajumam, ka bérna attistiba augstakas psihiskas funkcijas veidojas attiecibas
(tatad dialoga) ar citiem cilvekiem (Vygotsky, 1978, 57) un Jirgena Habermasa
komunikativas darbibas teorijai. J. Habermass norada, ka cilvéki, izmantojot
subjektivos tvérumus, komunikativaja procesa nonak pie konsensiem - vieno-
tiem prieksstatiem (Habermas, 1984).

Filozofisko atzinu atspogulojums musdienigas pedagogiskajas koncepcijas
sakas 20. gadsimta 70. gados. Balstoties uz Paulo Freires (Freire, 1970), Rainera
Vinkela (Winkel, 1986), Robina Aleksandera (Alexander, 2008), Duglasa Bérne-
sa (Barnes, 2008), Hosé Ramona Flecas (Flecha, 2000), Gordona Velsa (Welss,
2000), Jelenas Jermolajevas (Epmomaesa, 1997) un citu atzinam, var secinat,



ka macibu dialogs visdrizak buatu uzskatams par neatnemamu cilvéka butibas
sastavdalu, kas norisinas apzinati vai neapzinati un kura partneri var but gan in-
dividi, gan individs un izzinas objekts (tada gadijuma tas bus metaforiskais dia-
logs). No $im atzinam sintezéjas dialogiskais macibu procesa modelis (2. attéls).

1. posms: __ 2.posms: | 3. posms:

| DIALOGI |

Skolotajs:
atgadina apzinato,
jauno, pieredzei

| derigo

!

| Skoléni: vérte

apzinato, jauno,

pieredzei derigo,
jedzienu atvérto
(antinomisko)

| jegu

Skolotajs un skoléni
vienojas par
dialoga objektu

Skolotaji:
VEro un rosina

Skoléni jauta:
pasi atbild;
verte atbildes;
izvirza spriedumus,
slédzienus, versijas;
verte tos, secina,
veido savu viedokli

2. attéls. Dialogisko macibu procesa modelis

Pusaudza izzinas intereses iezimes pareja no praktiskas uz abstrakto
darbibu. Analizé&jot fiziologisko, psihologisko un pedagogisko literataru, kon-
statéts, ka pusaudza vecuma izzinas interesém raksturiga darbiba ar abstraktam
paradibam, eksperimenti ar interesu objektu atlasi, pasapliecinasanas vajadzibas
dominance, pastavibas apzinasanas vajadziba, rezultata nozimibas un sociala
vértéjuma akcentéSana, humana interesu satura ievirze. Kognitiva komponenta
attistiSanai pusaudzim piedavajams tads macibu saturs, kas nodrosina konkréta
atspogulo$anos abstraktaja un abstrakta — konkrétaja. Emocionala komponenta
attistiba svarigi balstities tikai uz pozitivo, noradot pusaudzim, ka arl negativa
pieredze kalpo vina personibas attistibai. Attistot voluntaro komponentu, ir
jarékinas ar pusaudza atro nogurumu un tieksmi péc taustama rezultata neilgas
darbibas laika. Paveicamo ieteicams sadalit posmos, kuros pusaudzis var iegtt
kadu konkrétu un vinam nozimigu rezultatu. Darbibas komponenta attistiSanai
batu svarigi orientéties uz patstavigo darbu, kura skoléns var macities pats
nospraust savus mérkus un izvértét, vai tiek sasniegti.

Vestures macibu didaktiskais process. Veicot pétijumus G. Ekerta institata
Braunsveiga (Vacija) un apzinot 470 macibu gramatas no 37 pasaules valstim,
kas iznakusas laikposma no 1920. lidz 2008. gadam, radas secinajums, ka, pie-
nemot par pamatkritériju pedagogu izvirzito didaktisko mérki, véstures macibu
procesam varam saskatit ¢etras satura veidoSanas pieejas (1. tabula).
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1. tabula. Pieejas véstures macibu saturam

Pieejas - .
) Pieejas raksturojums
nosaukums
Narativa o Veéstures maci$ana un macisanas tiek balstita uz stastiem par

pagatni, to iepazisanu, reproducésanu, analizi.

Ideologiska |e Centra tiek izvirzita kada ideologija, bet véstures fakti kalpo ka tas
pamatojums.

Kritiska « Maci$anas un maci$anas process tiek balstits uz dazadu véstures
avotu analizi, lai raksturotu kadu problému. Ipasi tiek uzsvérta
viedoklu daudzveidiba.

Personalizéta |« Veéstures apguve tiek dalita divos procesos. Pirmais ir orientéjo$o
zinaanu apgiusana (skoléns iepazist zinamu faktu kopumu, kas
palidz vinam orientéties laika un laiktelpa), otrais — padzilinats
pétijums kada véstures problematika, kas atbilst skoléna interesém.

Analizéjot dazadu Eiropas valstu macibu priek$metu standartus, atzistams,
ka tipiskas tendences atklaj Anglijas (Apvienota Karaliste), Bavarijas (Vacija),
Somijas un Krievijas macibu priek$§metu standarti vésturé pamatskola. Anglijas
standarts (The National Curriculum for England, 2011) balstas uz pareju no
“tuvas” (gimenes, dzimtas vietas) uz “talo” (valsts, pasaules) vésturi. Bavarijas
standarts ir tipisks piemérs tam, ka vésture tiek integréta plasaka socialo zinibu
sisttma (Geschichte/ Sozialkunde/ Erdkunde, 2004). Somijas standarts ir meé-
ginajums sabalansét véstures un socialo zinibu prasibas. 5.-6. klases macibu
saturs pamata tiek veidots ka hronologisks véstijums, lai skoléni izprastu pa-
saules attistibas galvenas likumsakaribas. 7.-9. klasé, padzilinati studéjot jauno
laiku un masdienu véstures tematus, skoléni macas izprast sabiedribu un savu
vietu taja (The National Core Curriculum for Basic Education, 2004). Krievijas
véstures macibu standarts (O6pasoBaTe/nbHbII CTAaHAAPT OCHOBHOTO OOILIETO
obpaszoBanua mo ucropuy, 2010) balstas uz prasibu zinat noteiktus faktus.
Latvija pamatskola pastav dalits pasaules un Latvijas véstures standarts (Macibu
priek$meta standarts “Pasaules vésture”, 2014; Macibu priekSmeta standarts
“Latvijas vésture”, 2014). Standarta ir samanama virziba no “talas” uz “tuvo”
vésturi, tomér neieziméjas skaidra atbilde uz jautdgjumu, kapéc priek$mets tiek
dalits.

Véstures ka zinatnes Ipatniba ir tas pastarpinatas attiecibas ar objektivo rea-
litati. Vesturnieku pétijums tiek veikts, kad pétama objektiva realitate ir beigusi
pastavét. Ari macibu stundas skoléni rekonstrué pagatnes ainu. Tas didaktiska
vértiba slépjas skoléna socialas pieredzes un paspieredzes paplasinasana, balsto-
ties uz personiska prieksstata un vésturiskas informacijas mijiedarbibu. Atsevis-
ki pedagogi (Garvey, Krug, 1977, Gautschi, 1999) piedava ari macibu modelus,
kuru pamata ir dialogiska pieeja.

Sveiciesu pedagogs Peters Gautsi ka vésturiskas rekonstruésanas procesa
rezultatu saskata se$u “apzinu” (Bewusstsein) izveido$anos (Gautschi, 1999).
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Minéto apzinu komponentus var arl apkopot viena sistéma, kas atklaj skolénu
veésturiskas apzinas veidosanos ka macibu mérki (2. tabula).

2. tabula. Vesturiskas apzinas galvenie komponenti

Komponenta veids Komponenta saturs

Intelektualais o Faktologiskas zinasanas.

o Orienté$anas vésturiskaja laika.

o Orienté$anas vésturiskaja laiktelpa (pasaules telpa laika
gaita).

Emocionalais o Attieksme pret visparcilvécisko vértibu izpausmém/ trakumu
véstures gaita.

o Attieksme pret kult@rnosacito vértibu izpausmém/ trakumu
veéstures gaita.

Darbibas o Veésturiskas izzinas panémienu izmanto$ana.
o Vésturisko célonsakaribu konstatéSana un izmanto$ana.
» Viedoklu izcelsmes un ietekmes analize.

Izzinas intereSu attistibas limenu noteik$anas kritériji un raditaji un
izzinas intereses attistibu veicino$s dialogiskais véstures macibu modelis. Ka
pamatu izzinas intere$u limenu mérijumiem vésturé var izmantot attieksmju
un uzvedibas veidu sakaribas teoriju (Spona, 2006). Ta nosaka tris attieksmju
un uzvedibas veidu attistibas posmus - situativo, paradumu un pasregulacijas.
Situativam posmam raksturiga uzvedibas atkariba no stimuliem, paradumu -
daléja atkariba, bet pasregulacijas - pilniga neatkariba. Ka otrs butiskakais
komponents izmantotas G. S¢ukinas noteiktas izzinas interesu limenu pazi-
mes (Iykuna, 1971). Darba tas raksturotas ka izzinas intereses meérktieciba,
patstaviba, intensitate, noturiba macibas un izzinas intereses un profesionalas
ievirzes sakaribas. Izmantoti tika ari I. Zoglas noteiktie izzinas attieksmes limeni
situativai, prasmju (paradumu) un pasregulacijas attieksmei (Zogla, 1994) un
Z. Cehlovas jaunaka pusaudza izzinas aktivitates veidosanas vértéjuma raditaji,
kas atzist atdarinatajdarbibu, interpretétajdarbibu, mekléjumdarbibu un radoso
darbibu (Cehlova, 2002). Péc iegiitajiem kritérijiem un raditajiem skolénus péc
izzinas intere$u limenu attistibas var iedalit A, B un C grupas.

Augstakajam attistibas limenim jeb A grupai piedero$ie skoléni regulari veic
macibu uzdevumus. Macibu procesa vini jatas pietiekami patstavigi, lai regulari pieda-
vatu klasei jaunas problémas un priek§metus izpétei, papildinatu skolotaja piedavajumu.
Viniem gratibas nesagada atklat notikumu célonsakaribas, pamatot tas, jaunapguto sali-
dzinat ar radniecigam paradibam un notikumu attistibu. Vini regulari velta laiku vienam
noteiktam izzinas objektam, lidz noteikta mérka sasnieg$anai nemédz mainit objektus,
spéj atrast jaunu pieeju izzinas objektam un kapinat savu interesi. Bez skolotaja palidzibas
vini spéj parvarét izzinas gratibas, nevairas no izaicinajuma izvéléties augstakas grutibas
pakapes uzdevumus, spéj logiski planot savu darbibu, ja japarvar izzinas gratibas. Vini
regulari velta brivo laiku nodarbém, kas saistitas ar izzinas objektu vésturé, tiem ir plasa
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spektra prasmes, kas saistitas ar izzinas objektu, un viniem ir nakotnes plani, kas saistiti
ar véstures apguvi.

Vidéjam attistibas limenim jeb B grupai piederosie skoléni ne vienmér bez papil-
dus atgadinajuma veic macibu uzdevumus. Vini var piedavat klasei jaunas problémas un
priekSmetus izpétei un papildinat skolotaja piedavajumu, bet tas notiek epizodiski un pa-
mata apcerot Ipasi interesantus tematus. Epizodiski vini var atklat notikumu célonsakari-
bas, pamatot tas, jaunapgito salidzinat ar radniecigam paradibam un notikumu attistibu.
Tomeér liela loma te ir uzdevuma gratibas pakapei un aréjiem stimuliem. Skoléniem var
but raksturiga kada epizodiska aizrausanas, bet sava izzinas darbiba vini ne vienmer spé¢j
sasniegt mérki. Jaunas pieejas atrasanai izzinas objektam un intereses kapinasanai viniem
nav izkoptas prasmes. Bez skolotaja palidzibas vini nespéj parvarét izzinas gritibas. Aug-
stakas gratibas pakapes uzdevumus vini pienem reti, un viniem ir neattistitas prasmes
planot savu darbibu, ja japarvar izzinas gritibas. Siem skoléniem vél nav izzinas objekta,
kam tie regulari veltitu laiku un viniem piemit nedaudzas prasmes, kas saistitas ar izzinas
objektu vésturé. Nakotnes plani, kas saistiti ar véstures apguvi, viniem var but, bet vini
par tiem nav parliecinati.

Zemakajam attistibas limenim jeb C grupai piederosie skoléni bez papildus atgadi-
najuma neveic macibu uzdevumus. Vinu zinasanas un prasmes nav ta progreséjusas, lai
vini spétu piedavat klasei jaunas problémas un objektus izpétei, papildinat skolotaja pie-
davajumu. Notikumu célonsakaribas un to pamatojumu vini apgast, tikai reproducgjot
zinasanas. Péc parauga un ar citu palidzibu vini var jaunapgito salidzinat ar radniecigam
paradibam. Vinu izzinas procesi ir nenoturigi, vini neprot izmantot interesi kapino$us
mehanismus. Mérki vini spéj sasniegt tikai tad, ja tiek izmantoti loti aktivi stimuli. Iz-
zinas grutibas viniem liek atteikties no darbibas, tapéc viniem ir svess izaicinajums un
prasmes planot savu darbibu gratibu parvarésana. Vinus reti saista kads izzinas objekts,
tapéc arl neveidojas prasmes un ar macibu saturu saistiti nakotnes plani.

Veidojot izzinas intereses attistibu veicino$u dialogisko véstures macibu
modeli, tika izmantota D. Berlaina teorija (Berlyne, 1960), kuras pamata ir
atzina, ka intereses izraisiSana biutiska loma ir pretrunai starp gaidamo situaciju
un aktualo. Modelis tika balstits uz pielavumu, ka, analizéjot pretrunu starp
savu iegiito paspieredzi un vésturisko ainu, skoléni stimulés sevi izzinas intere$u
limena pieaugumu. To var attélot grafiski (3. attéls).

Konkrétajas nodarbibas tika izmantots uz modeli balstits dialogiskas véstu-
res nodarbibas strukturalais plans.

Péc ta veidoto nodarbibu pirmajia posma skolotajs piedava vésturiskajai
situacijai analogus gadijumus no sadzives, kuri skolénam ir pazistami un sapro-
tami. Vins aicina skolénu izvirzit savu ricibas planu (ko tu daritu, ja tev batu
japretojas parspékam; ka tu rikotos, ja kads nemitigi censtos piespiest tevi melot;
ko, péc tavam domam, var pasakt situacija, kad ir javeic kads liels darbs, bet tam
tritkst lidzek]u). Otraja nodarbibu posma skoléni rekonstrué vésturisko ainu un
secina, kada bija cilvéku riciba konkrétaja vésturiskaja situacija. Tresaja posma
skoléni salidzina savu izstradato planu ar iegito vésturisko notikumu rekons-
trukciju. Vini secina, ka dazos gadijumos pagatné cilvéki rikojusies atbilstigi
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3. attels. Izzinas intereses attistibu veicinos$s dialogiskais véstures macibu modelis

vinu planam, bet daZos risinajums bijis citads. Saja posma ipasi aktualizéjas
izzinas interese, jo rodas pretrunu izraisits jautajums. TreSajam posmam auto-
matiski seko refleksija, kas noslédzas ar personigi nozimigiem secinajumiem un
paspieredzes pilnveido$anu, turklat skoléni secina, ka ne uz visiem jautajumiem
iespéjams atri atrast viennozimigas atbildes, un tas stimulé talaku izzinas inte-
reses aktualizaciju.

Promocijas darba otraja dala “Izzinpas intereses pilnveidosanas dialo-
giskaja macibu procesa vésturé” analizéta empiriska pétjjuma organizacija,
apkopoti, analizéti un interpretéti empiriska pétjjuma gaita iegitie rezultati, no-
vértéta dialogiska véstures macibu modela efektivitate, dialogiskas didaktiskas

14



véstures macibu pieejas ietekme uz skolénu un skolotaju savstarpéjo atvértibu,
atklata skolénu paspieredzes veidosanas dialogiskaja véstures macibu modeli un
analizéti skolénu izzinas intereSu mérjjumi vésture.

Izzinas intereses attistibu veicino$a dialogiska véstures macibu modela
efektivitates parbaudes process. Ta ka dialogiska pieeja skoléniem varétu bit
jaunums, radas nepiecieS$amiba sagatavot vinus darbam. Tas tika veikts ar ieva-
duzdevumiem veidojosa eksperimenta pirmaja posma. Tam sekoja otrais posms,
kura jau tiesi tika izmantots piedavatais modelis. Lai precizak noskaidrotu, ka
dialogiska didaktiska pieeja ietekmé izzinas interesi vésturé, tika veiks ari sali-
dzinoss mérjjums starp stundam, kuras tika izmantots piedavatais dialogiskais
véstures macibu modelis, un stundam, kuras ta nebija. Katram skolénam bija
jaizverté, vai nodarbibas laika vins (1) ir aktivi piedalijies visu uzdevumu veiksa-
na, (2) ir atradis jaunas idejas, (3) ir atklajis jaunas célonsakaribas, (4) ir sekmigi
risinajis macibu uzdevumus, (5) ir parvaréjis grutibas, (6) ir atradis, ko gribétu
tuvak izzinat, izpétit péc nodarbibas. Par katra kritérija izpildi skoléni pieskira
nodarbibai 1 punktu. Ta tika iegiti analizéjami rezultati (3. tabula).

3. tabula. Vidgjie skolénu vértéjumi péc dialogiskas macibu nodarbibas pa raditajiem

Raditajs 1. temats | 2. temats | 3.temats | 4.temats | 5. temats
Ir aktivi piedalijies visu 4,7 4.6 5,2 5,3 5,2
uzdevumu veiksana
Ir atradis jaunas idejas 3,7 4,0 39 4,1 4,1
Ir atklajis jaunas 3,1 3,1 3,5 4,7 4,6
célonsakaribas
Ir ticis gala ar visiem 4,1 52 5,1 5,1 53
uzdevumiem
Ir parvaréjis grutibas 4,1 5,3 5,3 5,4 5,3
Ir atradis, ko gribétu 4,1 5,0 5,1 5,1 5,3
tuvak izzinat, izpétit péec
nodarbibas

No tabulas redzams, ka strauji uzlabojas tadi raditaji ka skolénu lidzdaliba
uzdevumu veiksana, spé&jas tikt gala ar uzdevumiem un parvarét griitibas. Lénak
pieaug to gadijumu skaits, kad skoléni ir atradusi jaunas idejas vai atklajusi
jaunas célonsakaribas.

Novérojumu laika konstatéts, ka dialogiskas macibu stundas skoléni vairak
izvélas metodes, kas bija saistitas ar viedokl]u apmainu, un loti reti tas, kas saistas
ar kada konkréta fikséta rezultata ieguvi. Metozu izmantojums parsvara bija
plistoss. Skoléni izmantoja nevis visu metodi, bet tikai tas dalas. Intervijas péc
eksperimenta atklajas ari problémas, kas kavéjusas skolénus aktivak piedalities
macibu procesa: (1) skoléni ne vienmér ir spé&jusi noformulét savu viedokli,
(2) skoléni baidas no skolotaja viedokla, jo tas parasti ir saistits ar sankcijam,
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(3) izteikt viedokli traucéja skoléna socialais statuss vienaudzu grupa, (4) vél
arvien par savu uzdevumu daudzi skoléni uzskata zinasanu atspogulo$anu
skolotajam pienemama forma.

Skolénu un skolotaju atvertibas pedagogiskie nosacijumi dialogiskaja
véstures macibu pieeja. Veiksmigs uz dialogisko didaktisko pieeju balstits vés-
tures macibu modelis var Istenoties tikai situacija, kad pastav ne tikai skolotaja
un skoléna sadarbiba, bet veidojas arl savstarpéja atvértiba. Apzinoties, ka misu
skola ta var but probléma, tika veikta plasaka véstures skolotaju aptauja. Ta
balstijas uz pielavumu, ka lielaku skolénu atvértibu var panakt tie skolotaji, kuri
vairak uzticas skoléniem un mazak izmanto kontroli. Skolotajiem tika piedava-
tas atbildes, kas atklaj cetrus limenus attiecksmé pret kontroli. Pirma (stingras
kontroles limenis) liecinaja, ka skolotaji savu darbu balsta uz nemitigu kontroli.
Otras (regularas kontroles limenis) atbildes liecinaja, ka kontrole tiek istenota
regulari. Skolotaji pielauj, ka skoléni ir spéjigi macities pasi, tacu bez regularas
kontroles to nedaris. Tresas (novérotaja kontroles limenis) atbildes liecinaja, ka
skolotaji atzist skoléna pasa atbildibu par sava darba rezultatiem. Tomér, péc
vinu domam, skoléni nespéj sev nospraust mérkus, tapéc skolotajam janostajas
novérotaja pozicija. Ceturtas (liberalas kontroles limenis) atbildes liecinaja, ka
$ie skolotaji lauj skoléniem darboties patstavigi un iejaucas tikai tad, ja skoléni
to pasi ladz. legitie dati bija $adi (4. tabula).

4. tabula. Skolotaja kontroles un autoritates limeni

Limeni

Skolotaju
skaits, kuriem
vairakums
atbilzu attiecas

Skolotaju skaits,
kuriem nav
atbilzu, kuras
norada uz $o

Skolotaju
skaits, kuriem
$aja limeni ir
1-2 atbildes

uz $o limeni limeni
1. Stingras kontroles limenis 15% (31) 21% (43) 21% (43)
2. Regularas kontroles limenis 35% (72) 10% (20) 46% (95)
3. Novérotaja kontroles limenis 67% (139) 5% (11) 26% (54)
4. Liberalais kontroles limenis 6% (12) 39% (81) 53% (110)

Dati liecinaja, ka kopuma skolotaji apzinas nepiecieSamibu pariet no kontro-
les uz sadarbibu, tomér $aja procesa vél ir daudz barjeru.

Skoléniem cel$ uz savstarpéjas atvértibas veicinasanu ari tika uzsakts veido-
josa eksperimenta pirmaja posma ar izzino$o jautdgjumu sesiju. Skoléniem tika
dots uzdevums uzdot skolotajam jautajumus rakstveida, tacu reizé ar jautajumu
skoléniem bija japaskaidro, kapéc viniem $kiet, ka $is jautajums ir butisks.
Nakamaja stunda skolotajs sniedza atbildes skoléniem, un vini tas vértéja péc
10 ballu skalas. Lidzas vértéjumam skoléniem bija rakstiski japamato, kapéc
vértéjums ir tiesi tads. Jautajumu sesijas rezultati un aptaujas péc izzinas interesi
veicinosa dialogiska véstures macibu modela izmanto$anas mudina secinat, ka
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batiski skoléna un skolotaja atvértibas nosacijumi ir: (1) skolotdjs macas uztvert
skolénu nevis ka iedarbibas objektu, bet ka vértibu, precizak: toposu, eso$u
personibu, kas pati veido savu zinaSanu pasauli, (2) skolotajs labi parzina savu
macibu priekSmetu, pusaudza attistibu un tas ietekmi uz intere$u veido$anos,
(3) skoléni macibu procesa var pasapliecinaties, izteikt savu viedokli (4) skoléns
ir spé&jigs izmantot skolotaja sniegto informaciju sava dzivesdarbiba.

Skolenu paspieredzes veidoSanas, realizéjot izzinas intereses attistibu
veicino$o véstures macibu modeli. Lai izsekotu skolénu paspieredzes veido-
$anas procesam, tika veiktas aptaujas un skolénu darbu analize. Aptaujas tika
noskaidrots, kuri véstures satura komponenti skoléniem tiesi saistas ar savas
paspieredzes veido$anos. Skoléni varéja noradit, kuri temati vinus loti interesé,
interesé, ne Ipasi interesé un neinteresé. Par labako raditaju uzskatama interese
par politiskajam personibam (53% ar vértéjumu “interesé”). Tapat augsti raditaji
ir politikai (45% ar vértéjumu “interes€”), zinatnei (37% ar vértéjumu “intere-
s€”), izgudrotajiem (36% ar vértéjumu “interes€”), atklajéjiem (36% ar vertéju-
mu “interes€”) un kultarai (41% ar vértéjumu “interes€”). Skolénu komentari
liecina, ka politika un zinatne vinu izpratné ir divas sabiedribas darbibas jomas,
kuras visbutiskak ietekmés vinu nakotnes izredzes, bet kultiru pusaudzi vérté
ka identitates avotu. Minétas atzinas tika izmantotas macibu satura izvélé péc
eksperimenta parbaudama modela veidotajas macibu stundas.

Pagpieredzes veido$anas raditajs ir motivi, uz kuriem balstoties skoléni
veic informacijas atlasi. Skoléniem tika piedavats uzdevums, no kura tiem bija
jaatlasa pieci vésturiski fakti, pamatojot to nozimibu ar konkrétam motivus
atklajosam ievadfrazém. Uz to, ka vésturiska informacija tiek aktivi ieklauta
paspieredzé, norada ievadfrazes “Ja es zinu to, tad es varu izskaidrot..” un “Tas
mani mudina padomat..”, bet frazes “To ir svarigi atceréties...” un “Tas man $kita
interesanti, jo..” liecina par formalu attieksmi. Uzdevumu skoléni veica paraléli
péc eksperimenta parbaudama modela veidotajam nodarbibam un par saturu,
kas tika apgiits nodarbibu laika. Iegiitie rezultati (5. tabula) liecina, ka dialogiska
macibu modela izmantos$ana veicina to, ka skoléni spéj ieklaut vésturisko infor-
maciju sava paspieredzg, lidz ar to ta klast vinam personigi nozimiga un veicina
izzinas intereses limena pieaugumu.

5. tabula. Skolénu izvéléto ievadfrazu ipatsvars darbos

<« .
. Ja es zinu to, “Tas mani @ . _ . | “Tas man skita
Eksperimenta | tad es varu - To ir svarigi - .
. . . » mudina R » interesanti,
sesijas izskaidrot..”, padomat..” atceréties... jo.”
ey
1. sesija 8% 12% 33% 47%
2. sesija 11% 10% 37% 41%
3. sesija 12% 13% 34% 41%
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Vél ka paspieredzes veidosanas izpétes lidzeklis tika izmantots vésturiskas
empatijas uzdevums. Empatija Saja gadijuma ir skoléna spéja iejusties kada vés-
turiska varona loma. Zemako empatijas limeni apliecina tie skolénu darbi, kuri
vésturiskaja personiba spéja saskatit tikai aréjas lidzibas vai atskiribas. Vidéjs
empatijas limenis ir skoléniem, kuri spéja “atdzivinat” vésturisko personibu,
pieskirot tai cilvéciskas Ipasibas. Augstikais empatijas limenis ir skoléniem, kuri
cens$as aprakstit minétas personibas jatas un salidzinat ar savam. Ari $o uzdevu-
mu skoléni veica paraléli parbaudima modela veidotajam nodarbibam. Iegutie
dati (6. tabula) liecinaja, ka dialogiskais macibu modelis paaugstina empatijas
limeni un tatad arl bagatina paspieredzi.

6. tabula. Empatijas limenu izpausmju ipatsvars skolénu darbos

- . Skolénu ipatsvars pirms un péc dialogiska macibu modela
Limenis . «
izmantoSanas
Augstakais 26%/28%
Vidéjais 43%/51%
Zemakais 31%/29%

Augstakais iespéjamais rezultats paspieredzes tap$anas procesa ir skoléna
spéjas daudzveidigi izmantot iegltas zinaSanas un prasmes, risinot konkrétas
problémas. Lai noskaidrotu, kads limenis ir sasniegts eksperimentalaja grupa,
tika veikta aptauja, kuras laika skoléni izvértéja savas prasmes izpildit 9. klases
centralizétajiem eksameniem raksturigus uzdevumus, un noteica, ko vini varétu
darit, lai savas sekmes uzlabotu. Rezultatu salidzinasanai aptauja tika veikta ari
brivi izvéléta skolénu kopa, kas eksperimenta nebija piedalijusies.

Iegutie rezultati liecinaja, ka skoléni, kuri ir piedalijusies eksperimenta, savas
spéjas verté realistiskak, tomér skoléniem nav skaidribas, ka vini pasi varétu
meérktiecigi uzlabot savus macibu sasniegumus. Liela dala atbilzu (pat lidz 67%)
bija formalas un neapliecinaja maciSanas mérktiecibu un prasmes.

Péc $iem rezultatiem var secinat, ka dialogiskais macibu modelis sekmé to,
ka skoléni apzinas véstures lomu savas paspieredzes veidosana. Tomér paraléli
skoléniem apgtistams plass prasmju loks, kas saistits ar macisanos, mérku izvir-
ziSanu un pasnoveértéjumu.

Skolenu izzinas intereSu limenu pilnveidosanas dialogiskaja macibu
procesa. Pamatojoties uz promocijas darba hipotézi, dialogiska didaktiska pieeja
véstures macibu procesam, lielaka skolotaja un skoléna dialogiskas atvértibas
panaksana, tas, ka skoléns izprot véstures zinasanu lomu savas paspieredzes vei-
dosana, veicina izzinas intere$u limenu paaugstinasanos. Lai parliecinatos, vai
ta tas notiek, eksperimenta sakuma un beigas tika veikti izzinas interesu limenu
mérijumi. Izzinas intere$u limenu konstatésanai tika izmantota divu vértéjumu
summa- skolénu pasnovértéjuma un skolotaja vértéjuma. Dati tika parbauditi
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ar Kronbaha alfa testu. Iegutais raditajs bija 0,914, kas uzskatams par teicamu
ticamibas raditaju (a> 0,9).

Valdosais izzinas interesu limenis grupas kopuma bija B limenis. Tas ir uz-
skatams par augstu rezultatu un pamato pedagogu un psihologu izteiktas atzinas
par vésturiskas ainas apzinasanas ipaso lomu pusaudzu identitates veido$ana.

Otro reizi izzinas intere$u limenu vésturé mérijumi tika veikti eksperimenta
beigas. Aptaujai tika sagatavotas jaunas anketas. Ari Soreiz tika summeéts skoléna
pasnovértéjums un skolotaja vértéjums. legitie dati atkal apliecinaja, ka vadosais
izzinas intere$u limenis ir B. 20 gadijumos tika konstatétas ari limena izmainas.
9 skoléniem (5 zéniem un 4 meiteném) limenis bija paaugstinajies no B uz A,
11 skoléniem (6 zéniem un 5 meiteném) — no C uz B. Limena kriSanas netika
konstatéta (4. attéls).

Skoléni
45

40 -
35 32—
30 -
25 -
20 -
15—
108

|

4. attels. Skolénu izzinas intereSu limenu izmainas

40 ¢

21 M eksperimenta sakuma
eksperimenta beigas
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Nobeigums

Izstradatais véstures macibu dialogiskais modelis veicina izzinas interesu
limepa pieaugumu visas eksperimenta ietvertajas socialajas vidés (skolas).
Izmainas veidojas attieciba uz visiem limena noteik$ana izmantotajiem Kkritéri-
jiem. Tomeér sociala vide Latvijas skolas uzskatama par pretrunigu. Humanas
pedagogijas idejas mudina skolotajus pardomat attiecibas ar skoléniem, tomeér
totalitaras skolas mantojums un izglitibas vadibas politika liek saglabat daudzas
agrako attiecibu tradicijas, kas traucé atvértibai un dialogam. Dialoga sakumam
(atvértibas veicinasanai) ir butiski stimulét to, lai skolotajs spétu uztvert skolénu
ka personibu, kas veido savu zinasanu pasauli, bet sevi — ka vérojosu paligu
$aja procesa. To iespéjams panakt ar dialogu veicino$iem macibu uzdevumiem.
Skoléni, kuri macibas izmanto dialogu, aktivak ieklauj macibu materiala kom-
ponentus sava paspieredzé, tomér $o procesu kavé daudzu prasmju trakums.
Vispirms tas ir maci$anas un sava darba plano$anas prasmes, otrkart — tas ir
prasmes komunicét un pasnovértét sevi. Skoléniem trukst ari izpratnes par
zinasanu lomu sava dzivé un to, ka tiesi skolotajs var palidzét viniem pilnveidot
zinasanas. Izvértéjot sasniegto un konstatéto, var teikt, ka darba hipotéze ir
apstiprinajusies daléji.

Ieteikumi

Dialogiska didaktiska pieeja ir misdienu pedagogijas aktualitate. To nosaka
sabiedribas attistibas likumsakaribas, galvenokart principi, péc kuriem mas-
dienu sabiedriba notiek informacijas aprite. Lai veidotu jaunajam prasibam
atbilstigu skolu, pétnieku uzdevums butu stradat pie tadas metodikas teorétisko
un praktisko pamatu veidosanas, kura ka aktivs dalibnieks nepartraukti tiek ie-
saistits skoléns. Skoléns ir ne tikai uzklausams, bet macams izvirzit savus macibu
meérkus, izprast, vai tie tiek sasniegti, korigét savu darbibu un apzinat situacijas,
kuras vinam nepiecieSama skolotaja palidziba. Tie ir galvenie priek$noteikumi
izglitibas reformai. Izglitibas politikai ir butiska loma ari demokratijas nostipri-
nasana. Tas, kada sadarbiba skolénam veidojas ar skolotajiem un skolu ka iestadi
kopuma, liela méra noteiks vina nakotnes sadarbibas principus ar sabiedribu un
valsti. Dialogisks macibu process parada skolénam, ka vins var ietekmét sabied-
ribu, cik svarigi ir izvirzit pardomatas prasibas un uznemties atbildibu par savas
ricibas sekam.
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A GENERAL DESCRIPTION OF THE DISSERTATION

Assessing of the modern society, researchers often use the terms “knowledge
industry” (Machlup, 1962) and the “network society” (Castells, 1996). The term
“knowledge industry” indicates, that for successful and sustainable development
of society it is important to build a knowledge-based industry and to promote
the growth of personality, which is able to generate knowledge. Such targets are
set by both: the European Union and Latvian long-term planning documents.
The concept of a “network society” underlines the fact, that in the modern
society the individual is becoming increasingly more independent from formal
organizations, but rather tends to create their own personality significant
relationship networks. His ability is promoted by technical achievements (IT
network development). In the new situation the topical trend for the school
formal education is rising of the informal education. In such circumstances, it
is important to look for new approaches to training, which are centred on the
pupil’s personality. One of these is a dialogical approach. Dialogue provides an
opportunity to create a flexible knowledge and skills of students in co-operation
with teacher, taking into account the interests and development of both sides. It
is important for the student to be himself and put individual learning objectives
for development of the dialogue. One of the signs, that the process has started, is
cognitive interest. It is a complex psychic phenomenon based on the personality
characteristics and mental experience in a form of persistent, self-regulating,
positively encouraged desire to increase the focus on a specific learning content.

Significant changes are present in history learning process as well. History
as past inquiry form offers us an extended experience of mankind. Without
personal experience in the some events of the past, some of whom are in
conflict with modern democratic ideals, the students can improve their life-
activity to strengthen democratic values. The students begin to learn history in
adolescence. This is a stage of human development, when identity formation
has started (Eriksson, 1998). History gives adolescents opportunity to look at
themselves on a larger scale.

Problem of research. Although the dialogue in education does not constitute
a new approach, the real development of the education system has not led to
a wide range of its use. Opportunities offered by information technology take
away the monopoly of information from the teacher and students increasingly
reject knowledge, in which they do not see any personal relevance. In such
circumstances, the school, which renounces the dialogue with students, is
risking with the fact that it can turn into formal educational institution. The
need to introduce a dialogue in Latvian schools for building of sustainable
education encouraged to choose a study on “Development of Adolescent
Cognitive Interest in Dialogical History Studies”.
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Object. Dialogical history studies.
Research subject. Adolescent cognitive interest in history.

Research goal: reveal the methodological principles of dialogical learning
process that promotes formation of the cognitive interest in the history.

Research hypothesis. Cognitive interest in the history of the students
improves, if:
o teacher uses a dialogical approach;
 the teacher and the student is able to achieve equal mutual dialogical
overtness;
 student understands the role of the history in the formation of his self-
experience.

Research tasks:

o to analyze the psychological, pedagogical and methodological literature
on cognitive interests and the nature of teenagers’ cognitive interests.

o to disclose the criteria and indicators, which can be used to assess the
formation of the cognitive interests in history;

o to analyze the philosophical, pedagogical and methodological literature
on the dialogical approach to teaching history and its didactic principles;

o to create a cognitive interests promoting dialogical history teaching
model and verify it experimentally.

Philosophical base of the study. Dialogical conceptions of philosophy:
Socrates’ method, Immanuel Kant’s antinomy theory, Martin Buber “I-Thou”
and “I-It” relationship theory, Mikhail Bakhtin’s dialogical imagination theory,
Jirgen Habermases theory of communicative action, Lev Vygotsky’s cultural-
psychological theory, open society theory of Karl Raimund Popper.

Pedagogical base of the study: pedagogical theories based on dialogue
approach: Paulo Freire’s dialogical cognitive theory, Rainer Winkel's commu-
nicative didactic theory, Jose Ramon Flechas dialogical learning principles,
dialogical cognitive learning theory by Gordon Wells, Robin Alexanders’
dialogical learning principles, Douglas Bernes’ schools and active knowledge of
theory, Elena Jermolajevas dialogical personality and dialogical learning theory,
Galina Tschukina’s cognitive theory of interest, Ausmas Spona’s attitudes and
behaviors correlation theory.

Research Methods

Theoretical:

« philosophical, psychological and pedagogical literature, research and
analysis;

« qualification and training literature analysis.

28



Empirical data collection methods:

pedagogical experiment;

survey;

interviews;

observations;

student achievement and individual work analysis.

Statistical data processing methods:

Cronbach’s Alpha test;
Student’s t-test;
bilateral significance determination.

Research base: Riga Dome Choir School, the Riga Estonian Primary
School, Kocénu County Primary School, Valmiera State Gymnasium (in
total - 80 students from form 8). The author’s conclusions are based on analysis
of 1069 student questionnaires and 701 student individual works, as well as
through 10 interviews. The survey involved 208 history teachers from all over
the Latvia.

Theoretical novelty of the study:

formulation of methodological principles for such dialogical learning,
that promotes formation of the cognitive interest in history;

developed characteristics of interests and cognitive interest, based on the
findings of psychologists and teachers;

formulated situational and enduring interest concepts and its components;
designing of adolescent features in cognitive interest, based on psycho-
logical studies of personality development theories and observations of
teachers;

formulated criteria and indicators of cognitive interest developing in
history;

designed principles of dialogical approach and its structure, based on the
philosophical and pedagogical theories;

characterization of history didactic, based on theoretical knowledge and
literature analysis;

creation of cognitive interests promoting dialogical history learning
model.

Practical novelty of the study:

developed and tested a questionnaire for measuring of cognitive interest;
developed and tested cognitive interests promoting dialogical learning
model, that can be used not only history, but also in other subjects;
developed and tested structural plan of learning activities, that promotes
cognitive interest, which can be used in history and other subjects (social
studies, geography, literature);
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o collected and tested cognitive interest promoting teaching methods in
history based on dialogical approach;

o developed and tested techniques for students and teachers to promote
mutual openness and awareness of the role of history knowledge in
formation of self-experience;

« developed textbooks and methodological tools to deal with stimulation
of cognitive interest in dialogue-based approach.

Research stages

Actual study was started with the theoretical preparation, based on analyze
of the philosophical, psychological and pedagogical literature on interest and
cognitive interest, concepts and features of adolescence, dialogical didactic
approach to teaching and history didactics. As a result, persistent cognitive
interest formation process, suitable for adolescent in promoting of cognitive
interest, based on pedagogical stimuli, was found, as well as descriptive criteria
and indicators in the development of cognitive interest and basic principles
dialogical approach and history didactic features were developed. Based on
them, questionnaires on cognitive interest levels, dialogical learning model,
the appropriate course of study, tasks for student self-experience research and
overtness were created.

Based on these developments the empirical study took place.

Stage 1. Base formation for empirical research (May-Sept., 2011.)

During this step the base for empirical research was created and
organizational measures taken in accordance with the basic principles of
experimental purpose.

Stage 2. Initial exploratory data acquisition (Sept.-Oct., 2011.)

During this step teacher questionnaires for dialogue feasibility was
conducted, the group of students chosen for the experiment were evaluated
through their study success and relationships with teacher, the original cognitive
interest levels of students were established and appropriate teaching methods for
the model were selected with survey.

Stage 3. Formative experiment (Nov., 2011-Oct., 2012)

The students were prepared for the use of the model and the model was held
in check. During the research, pupils comparatively evaluated lessons, in which
the model was used and the ordinary classes. At the same time the students
performed the tasks for overtness and self-experience research, held interviews
and surveys.

Stage 4. Data acquisition after the experiment, processing, comparison,
interpretation of (Nov.-Dec., 2012.)

At this stage second cognitive interest level measurements took place and
data processing was developed for conclusions and theses.
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The research structure. The research consists of introduction, two parts,
conclusion, list of bibliography and attachments. The thesis has 165 pages.
Bibliography includes 187 works in 6 languages, 11 attachments are added (total
211 pages).

Thesis set forth for presentation

1.

The content of history as study subject is particularly acute for teenagers
in relation to their need to create a new self-experience and promotes
opportunity to organize a dialogical learning process, based on the
discrepancy between existing adolescent self-experience and actual
objective historical reality, thus contributing to higher levels of cognitive
interests.

During the experiment within dialogical learning process in measurement
of teenagers cognitive interests by using the criteria of purposefulness,
independence, intensity, persistence, cognitive activities and vocational
oriented patterns showed the increase in the number of pupils with self-
regulatory attitudes of training (Group A) and habit attitudes (Group
B), but will reduce the number of pupils with casual attitudes towards
training (group C).

Dialogical didactic approach will contribute to the formation of overtness
and rising of cognitive interest levels, when educators recognizing
students as equal individuals and promoting their ambition and skills to
self-evaluate progress through integrating the curriculum in their self-
experience, as it required by the principle of cooperation in didactics.
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CONTENT OF THE PH.D. DISSERTATION

The introduction of the thesis explains topic selection and actuality of the
research, describes solved problem, prescribes a research object, subject and
target, puts forward the hypothesis of the study, presents the tasks specified
in the study, research methods, characterizes the research base, the theoretical
novelty and practical significance.

The first part of thesis “Cognitive interests in the dialogical history
learning process” describes essence of the interests and the cognitive interests
in human life activities, dialogical approach as a pedagogical tool for cognitive
learning process, adolescent’s features of cognitive interest during his transition
from practical to abstract activity, didactic learning process of history, sets a
detection criteria and indicators used for measurement of cognition interest
levels, as well as characterizes the cognitive interests promoting dialogical
model of teaching history.

Essence of interest and cognitive interest in human life activities. In the
present study the concept “interest” is used as inclusive, which can be described
in various forms and expressions of a common content. Cognitive interest is
one of the types of interests. Following the Russian researcher Galina Tschukina
theory interest in learning is called cognitive interest (Illykuna, 1971). Interest is
a complex phenomenon, which could be characterized by cognitive, emotional,
operational components and is influenced through the social environment.
Psychological theories justifying division of interests into casual and long-
lasting. Casual interest raises in unexpected situation and serves as the basis
for the cognitive process. Casual interest loses its actuality, when situation is
resolved. Long-lasting interest is caused by individual himself. Its cause is more
or less conscious coverage of the needs and the fact, that certain objects become
important individual values, which can serve as attributes in coverage of needs.

Teachers™ studies in relation to the interest formation can be divided into
studies of stimulus and studies of cooperation. Combining research ideas of
them it could be concluded, that educational cooperation promotes development
of casual cognitive interests into long-lasting interest.

Such formation could be presented with of procedural scheme (Figure 1).

In addition to the cognitive interest some authors have studied the cognitive
attitude (Zogla, 1994) and cognitive activity (Cehlova, 2002). Cognitive attitude
emerges as a potential condition related to the possibility that, in certain
circumstances, a specific result is likely to be expected. In present situation a
result means cognitive interest. Cognitive activity is based on studies of cognitive
quality during cognitive actions from reproductive action up to creative action.
The formation of self-experience is connected to cognitive interest as well. Self-
experience contains through life activity collected and evaluated knowledge,
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Figure 1 Cognitive interest formation pedagogical collaboration

skills and attitudes that have become personally significant values (Spona 2004).
If an object fits in the student’s self-experience, it becomes the stimulus of
interest independent from occasion.

Dialogical approach as a pedagogical tool for cognitive learning process.
Dialogue is one of the didactic approaches to teaching. The word “approaches”
represents theoretically based principles and criteria according to which the
pedagogical methods of cooperation, forms and content are selected. The
main goal of dialogical approach is to build a learning process in which both
the student and the teacher participates on an equal base. The main criteria for
selection of methods and forms are related to the promotion of cooperation,
mutual overtness, pupils’ ambitions. The roots of dialogical approach can be
found in the ancient Greek tradition of education. In later centuries dialogue in
the learning process was used as a form to provide information. The breakout
of dialogue approach in education was started with democratic philosophical
teachings of the 20th century, including Martin Buber classical work “I and
Thou” (Buber, 2010). The author talks about two human relationships (links)
with the universe — “I-It” and “I-Thou” “I-It” links are neutral relationship
between man and the subject or object, which reflects in our feelings or
experience. “I-Thou” relationships have a character and they are expression
of our personality. An important role in dialogue philosophy may be given to
Mikhail Bakhtin’s opinion on language and dialogue relations: formation of word
meaning occurs in constant dialogue (Bakhtin, 1981), Lev Vygotsky’s discovery,
that the development of child’s higher mental functions is based on relationship
(dialogue) with others (Vygotsky, in 1978, 57) and Jiirgen Habermases theory
of communicative action. J. Habermas argues, that people are using subjective
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scopes, but communication process leads them to consensus or to common
concepts (Habermas, 1984).

The reflection of philosophical knowledge in modern pedagogical concepts
began in the 1970’ies. They were based on findings by Paulo Freire (Freire,
1970), Rainer Winkel (Winkel, 1986), Robin Alexander (Alexander, 2008),
Douglas Barnes (Barnes, 2008), Jose Ramon Flecha (Flecha, 2000), Gordon
Wells (Wels, 2000), Elena Jermolajeva (Epmonaena, 1997) and others. According
to their opinion we can conclude, that learning dialogue is likely to be regarded
as an integral component of human nature. It takes place consciously or
unconsciously, involves individuals as well as individual and cognitive object (in
this case it will be metaphorical dialogue). Dialogical study model synthesized
from these findings (Figure 2).
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Figure 2 Dialogic study model

Adolescent’s features of cognitive interest during his transition from
practical to abstract activity. With analyzing of the physiological, psychological
and pedagogical literature, it was found, that teens cognitive interests features
contains increasing activity with abstract phenomena, experiments with the
selection of object of interest, dominance of self actualization needs, awareness
of the need for permanence, social importance of the outcome evaluation and
content orientation to humanitarian direction. For the development of the
adolescent cognitive component a learning content must provide transition
of the practical actions into abstract and vice versa. For the development of
emotional component it is important to rely only on the positive evaluation,
indicating to a teenager, that the negative experience as well as is serving to him
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as mark of development of his personality. For the development of voluntary
component it is important to notice a rapid fatigue of adolescent and his need to
have a tangible effect in a short period. It is important to divide actions into short
phases, in which a teenager can get a significant effect. For the development of
action component it would be important to focus on the individual work of the
student, in which he or she would be able to set their own goals and to assess
whether they have been achieved.

Didactic process in history studies. By examining 470 textbooks from
37 countries around the world, that were published in the period from 1920
up to 2008 (during personal studies in Georg Eckert institute in Germany), it
was concluded, that history studies are mainly based on four content-building
approaches (Table 1).

Table 1 Approaches of the history studies content

Approaches Characteristics

Narrative « history teaching and learning is based on stories, their reproduction
and analysis.

Ideological | history teaching and learning is centred on ideology, historical facts
serve as its justification.

Critical « history teaching and learning process is based on an analysis of
various historical sources to describe a problem. Teachers especially
emphasizes plurality of views.

Personalized |« history teaching and learning is divided into two processes. The first
process is guide knowledge acquisition (the student acquainted with
a certain set of facts, which help him navigate in time and space-
time), second process is in-depth study of problems, which matches
students’ interests.

Research of the national history educational standards from different
European countries led to conclusion, that typical trends of contemporary
history teaching are represented by standards of England (United Kingdom),
Bavaria (Germany), Finland and Russia. The standard of England (The National
Curriculum for England, 2011) is based on the transition from “nearest” (family,
native places) to “worldwide” (national, global) history. Bavarian standard
is a typical example of how history is being integrated into a broader social
science system (Geschichte / Sozialkunde / Erdkunde, 2004). Finnish standard
is an attempt to balance the history and social studies requirements. In forms
5-6 learning content is created on the chronological base, so students can
understand the development of the world. In forms 7-9 the history content
represents in-depth political study of new era and contemporary history topics,
so students are promoted to understand contemporary democratic society and
their place in it (The National Core Curriculum for Basic Education, 2004).
Russian history teaching standard (O6pasoBaTenbHBINI CTaHZAPT OCHOBHOTO
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obero ob6pasosanus o ucropun, 2010) is based on the requirement to know
certain facts. History teaching in Latvian primary schools is divided into world
and Latvian history (Macibu priek$meta standarts “Pasaules vésture’, 2014;
Macibu priek$meta standarts “Latvijas vésture”, 2014). The standards represents
trend of transition from “nearest” to “worldwide” history, however, there is no
answer to the question why the subject is divided.

History as a science could be singled out for its indirect relationships with
objective reality. Historians are making investigations of objective reality which
has ceased to exist. Reconstruction of the past are present in history lessons
too. Its didactic value lies in the expansion of students self-experience, based
on interaction of personal and historical information. Some educators (Garvey,
Krug 1977, Gautschi, 1999) offers training modules based on the dialogical
approach as well.

As result of historical reconstruction Swiss educator Peter Gautshi sets
six “consciousness” (Bewusstsein) (Gautschi, 1999). All components of them
can be summarized in a single system that reveals the formation of historical
consciousness as goal of history education (Table 2).

Table 2 Main components of historical consciousness

Component Component content

Intellectual o Factual knowledge.
o Orientation historic time.
« Orientation historic space-time (world space over time).

Emotional o Treatment of manifestations of all human values / lack of all
human values in history.

« Treatment of manifestations of cultural codified values / lack
cultural codified values in history.

Operational |« Cognitive techniques used in history.
« Detection of historical causation and use of it.
« Analyses of origin of views and their impact.

Criteria and indicators for measurement of cognitive interest levels and
cognitive interests promoting model of history teaching. As a basis for the
cognitive level of interest in history measurements attitudes and behaviours
correlation theory (Spona, 2006) was used. It defines three types of attitudes
and behavioural development - casual, habitable and self-regulated. Casual
behaviour depends on the stimulus, habitable depends partly, but self-regulated
has a complete independence. As second key component cognitive interest level
features (Illyxmuna, 1971) by G. Tschukina were resorted. They are described
as cognitive interest purposefulness, independence, intensity, persistence and
correlation of cognitive interest and vocational choice. I. Zogla cognitive levels
of casual attitude, skills (behaviour) attitude and self-treatment attitude (Zogla,
1994) and Z. Cehlova set of younger adolescent cognitive activity formation
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evaluation indicators, which recognizes reproductive action, interpreting action,
searching action und creative action (Cehlova 2002 ) were involved. As result
of criteria and indicators application A, B and C groups as levels of cognitive
interest development were defined.

Higher level of development or a group A. Students from this group regularly
perform training tasks. They feel sufficiently independent in learning process and
regularly offer new problems and research subjects for classmates. They regularly create
supplements to teachers offer. They do not present any difficulties to discover causal
chain of events, to justify newly acquired information and compared it with the related
phenomena and developments. They regularly take the time to one particular object
of cognition, they are tended not to change target objects. They are able to find a new
approach to the object of cognition and to increase their interest. They can to overcome
cognitive difficulties without teacher assistance. They does not shrink from the challenge
to choose the highest difficulty level tasks and are able to plan logically their activities
for to overcome of cognitive difficulties. They regularly spend leisure time activities,
associated with cognitive objects in history, they have a wide range of skills associated
with cognitive object, and they have a future plans related to the history.

Average level of development or a group B. Students from this group partly perform
training tasks. They sometimes feel sufficiently independent in learning process and offer
new problems and research subjects for classmates. They sometimes create supplements
to teachers offer. Sometimes they do not present any difficulties to discover causal chain
of events or justify newly acquired information, compare it with the related phenomena
and developments. They sometimes take the time to one particular object of cognition,
they are sometimes tended not to change target objects, sometimes are able to find a new
approach to the object of cognition for to increase their interest. They are partly able
to overcome cognitive difficulties without teacher assistance, they sometimes does not
shrink from the challenge to choose the highest difficulty level tasks and partly are able
to plan logically their activities for to overcome cognitive difficulties. They sometimes
are spending leisure time activities, associated with cognitive objects in history, have
some skills associated with cognitive object. They partly have a future plans related to
the history.

The lowest level of development, or group C. Students from this group perform
learning tasks only if teacher controls it. Their knowledge and skills are not advanced, so
they are not able to offer a new problems and objects of research or make a supplement
to teacher. Causal chain of events and the reasons of historical events they can learn
only with reproducing. They are not able to compare newly acquired with the related
phenomena. Their cognitive processes are unstable. They do not know how to raise
interest. They can achieve some goals only by using stimuli. Cognitive difficulties
discourage them from actions, because they are unfamiliar with challenge and skills
to plan their activities for overcoming difficulties. They rarely associate with cognitive
object, so it does not produce the skills, and teaching content for them are not related to
plans for the future.

For creating cognitional interest promoting dialogical history teaching
model theory of D. Berlyne (Berlyne, 1960) was used as base. It suggests, that
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the interests are raising in situations, when expected and the actual situation
are in conflict. Model uses presumption, that the students will stimulate
growth of their cognitive interest level, if their actual self-experience would be
in contradiction with presented historic scene. The model can be represented
graphically (Figure 3).
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Figure 3 Cognitional interests promoting dialogical history study model

According to this model a structural plan of dialogical history lessons
was developed. At the first phase of lesson teacher offers household situation
familiar and understandable for students similar to historical situation. He asks
students to put their action plans for the situation (what would you do if you
should resist overpower of something, how do you respond, when someone is
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constantly trying to compel you to lie, what do you think about the situation,
when someone has taken a lot of work, but it is missing funds). At the second
phase students reconstructs the historical scene and concludes, what was the real
human action in given historical situation. At the third phase students compare
their own plan and real human actions developed through the use of historical
reconstruction of the events. As result they conclude, that in some cases in the
past people have acted according to their plan, but some solution was different.
It increases their cognitive interest level. The third phase is automatically
followed by reflection, which ends with a personally significant conclusions and
development of self-experience. The students conclude, that not all problems
can be quickly solved, and it stimulates further cognitive interests updates.

The second part of the thesis “The development of cognitive interests in
the dialogical history learning process” analyzes organization of the empirical
research, collects, analyzes and interprets the empirical results of the study,
evaluates effectiveness of the dialogical learning model, impact of dialogical
didactic approach on pupils’ and teachers’ mutual overtness, describes formation
of students self-experience during the usage of dialogical history teaching model
and analyzes measurements of the students’ cognitive interest levels in history.

Checking of cognitional interests promoting dialogical history study
model. The dialogical approach might be a novelty for students, therefore it
became necessary to prepare them for work. This was done with introductory
tasks at the first phase of formative experiment. At the second phase the proposed
mode was used. In order to determine more precisely how a dialogue didactic
approach affects cognitive interest in history, the comparative measurement
between lessons in which the model was used and lessons in which it was
not used took place. Each student was required to examine whether he or she
(1) has been actively involved in all tasks, (2) has found new ideas, (3) has
discovered a new causality, (4) has been successfully dealt with learning tasks
(5) has overcome the difficulties (6) has found something for his own research
out of lessons. Students gave to lesson 1 point for each criterion. Such results
were obtained (Table 3).

Table 3 Average student evaluations of dialogical study activities (in points)

Indicators 1. topic | 2. topic | 3. topic | 4. topic | 5. topic

Has been actively involved in all tasks 47 4.6 5,2 5,3 5,2
Has found new ideas 3,7 4,0 3,9 4,1 4,1
Has discovered a new causality 3,1 3,1 3,5 4,7 4.6
Has been successfully dealt with 4,1 5,2 5,1 5,1 5,3
learning tasks

Has overcome the difficulties 4,1 5,3 5,3 5,4 5,3
Hass found something for his own 4,1 5,0 5,1 5,1 5,3
research out of lessons
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The data confirms the rapid improvement of such indicators as student
participation in the tasks, their ability to meet challenges and overcome
difficulties. The slower increase is observed in situations students have found
new ideas or new discovered a causal link.

During the observation of the dialogical lessons, it was found, that students
are more inclined to methods, that were associated with the exchange of views,
and they are very rarely those, which are associated with any particular fixed
outcome. Methods in use were mostly flowing. Instead of the entire method
students used only some parts. The interviews which were done after the
experiment, revealed problems, that prevented students to participate in the
learning process more actively: (1) sometimes students are not able to form their
own opinions, (2) students are afraid of the teacher’s point of view, because it is
usually associated with penalties, (3) expression of their views was problematic
because their social status in peer group, (4) many students still have opinion
that knowledge must be reflected only according to teacher’s requirements.

The pedagogical conditions for students and teachers overtness in dialogic
history study approach. The successful cognitive interests promoting dialogical
learning model can be carried out in a situation, when not only a teacher and
pupil cooperation took place, but mutual overtness must be present too. It
may be a problem in our school, therefore a wide history teacher survey was
made. The research was based presumption, that greater overtness to the pupils
can achieved by those teachers, who trust more to students and less controls
them. The teachers had to select answers, that reveal four levels of the control.
First group of possible answers (strict level of control) showed, that teachers
advocates continuous control as only way for successful training. The second
group of possible answers (regular control level) also showed, that the control
is carried out on a regular basis, but teachers assumed, that students are able
to learn without the controls too. Third (observer level of control) showed, that
teachers recognize the learner’s own responsibility for the results of their work.
However, in their opinion, the students are unable to set goals for themselves
and the teacher had to stand in observer position. Fourth (liberal level of
control) showed, that these teachers allow students to work independently and
intervenes only if the students ask to do it. The data obtained were as follows
(Table 4).

The data confirms, that the teachers are aware of the need to move from
control to cooperation, however, this process have still a lot of barriers.

Pupils path to the promotion of mutual overtness was also launched the
first phase of the formative experiment. It was done through cognitive question
session. Pupils asked historical questions to teacher in written form, but with
explanation, why they think this issue is essential. During the next lesson
teacher replied to the students and students evaluated the teachers answers on a
10 point scale. In addition students explained, why they choose such evaluation.
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Table 4 The teacher’s control and authority levels

Number of Number of The number of
teachers who
.. teachers who teachers who
have majority .
Levels have no answers | have 1-2 replies
of responses - - . .
. . relating to this | relating to this
relating to this
level level
level
1. Strict level of control 15% (31) 21% (43) 21% (43)
2. Regular control level 35% (72) 10% (20) 46% (95)
3. Observer level of control 67% (139) 5% (11) 26% (54)
4. Liberal level of control 6% (12) 39% (81) 53% (110)

The results of question session and survey after checking of cognitional
interests promoting dialogical history study model encourages the conclusion,
that the substantial pedagogical conditions for students and teacher overtness
are following: (1) the teacher must acquire to perceive the student not as object
of teaching actions, but as value, or more accurately: as growing personality,
who is making up the personal knowledge, (2) the teacher must have a good
knowledge about his subject, as well as about adolescent development and its
impact on interest formation, (3) in the learning process must have a possibility
for self-affirmation and expression of their views, (4) the students must be able
to use the information provided by the teacher in his own life activities.

The formation of the students’ self-experience during implementation of
cognitional interests promoting dialogical history study model. In order to
keep track of students’ self-experience development process, surveys and analysis
of pupils’ work was conducted. Surveys showed, that components history content
for students are directly associated with the self-experience formation. Students
were able to indicate in which topics they are very interested, interested, not very
interested and not interested. For the best performance is considered an interest
in political personalities (53% of the assessment of “interested”). Similarly high
rates have policy (45% of the assessment “interested”), science (37% of the score
for “interested”), inventors (36% of the assessment of “interested”) revelators
(36% of the assessment of “interested”) and culture (41% of the assessment of
“interested”). Student comments suggested that politics and science are two
operating areas, that can most significantly impact their lives in the future, but
the culture for teenagers is a source of identity. These findings were used to
arrange the choice of content for lessons where cognitional interests promoting
dialogical history study model was checked.

As indicators of self-experience formation we can use students motifs on the
basis of which they carry out selection of information. It was offered to students
check the historical text and to select five historical facts. This selection they
had to support with continuation of one of the given introductory phrases. The
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introductory phrases “If I know it, then I can explain ..” and “It encourages me
to think ..” indicate the fact, that the historical information is included in the
assets of self-experience, but the phrases “It’s important to remember .. and “It
seemed to me to be interesting..” suggest a formal attitude. The task was carried
out in parallel with cognitional interests promoting dialogical history study
model checking and the content of texts was chosen in relation with lessons. The
results (Table 5) show, that the dialogical learning model contributes to the fact,
that students are able to include historical information in their self-experience,
so it becomes important to him personally and promotes growth of the cognitive
interests level.

Table 5 The proportions of students selected the introductory phrases

. “If I know « wrer s “It seemed
Experimental | . It encourages | “It’s important
. it, then I can . » »| tome tobe
sessions . me to think...” | to remember ..” | . . »
explain ... interesting...
1. session 8% 12% 33% 47%
2. session 11% 10% 37% 41%
3. session 12% 13% 34% 41%

As next self-experience research tool historical empathy task was used.
Empathy in this case is the pupils ability to get into a historical hero. On the
lower level of empathy students are able to see only the external similarities or
differences between historical and their own personality. On the average level
of empathy students managed to “revive” the historical personality, by giving
human qualities to him. At the highest level of empathy students are trying to
describe personal feelings of historical personality and compare with their own.
This research was done in parallel with model checking too. The data obtained
(Table 6) showed, that a dialogical learning model increases the level of empathy
and thus enriches the self-experience.

Table 6 Changes of empathy levels proportions

The proportion of students before and after the use of
Level . . .
dialogical learning model
Highest 26% / 28%
Average 43% / 51%
Lowest 31% /29%

The highest possible goal of self-experience formation is a learner’s ability to
use a diverse range of knowledge and skills in solving specific problems. To find
out what level has been achieved in the experimental group, the surveys were
conducted, during which the students assessed their skills to meet the specific tasks
of the 9th grade centralized exams, and determined what they could do to improve
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their success. For comparing of the results freely chosen students who had not
participated in the experiment were involved. The results showed, that students
who participated in the experiment were more realistic for evaluation of their
abilities, but all students have a little understanding how to improve their learning
achievements. Much of the responses (up to 67%) were formal without concrete
proposals and plans. According to these results it can be concluded, that the
dialogical learning model contributes the fact, that students are aware to recognize
the role of history in the formation of their self-experience. However students have
no broad range of skills associated with learning targets and self-esteem.

The improvement of cognitive interest levels in dialogical study process.
According to hypothesis of the present dissertation, a dialogue didactic approach
to history studies, achievement of greater teacher and pupil dialogical overtness
and the fact, that the student understands role of history knowledge in shaping
their own self-experience, promotes raising of the cognitive interest level. To
make sure that this is the case, at the beginning and at end of the experiment
cognitive interest level measurements were carried out. For detection of primary
cognitive interest level two assessments — student self-assessment and teacher
assessment — was used. The obtained data were verified with Cronbach’s Alpha
test. The resulting ratio was 0.914, which is considered an excellent indication of
the reliability (a> 0.9). The prevailing level of cognitive interests in experimental
groups was generally B level. It is considered a high score and gave reasons for
educators and psychologists express an opinion about special role of history in
formation of adolescent identity. The second measurement of cognitive interest
level was made at the end of the experiment. Again, it was summed up from the
pupil’s self-assessment and teacher assessment. The obtained data again showed
the leading cognitive interest rate as B. In 20 cases there were also changes in
the level. 9 students (5 boys and 4 girls) were taken off from B to A, 11 students
(6 boys and 5 girls) — from C to B. The level drop was not detected (Figure 4).
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Figure 4 Changes in levels of cognitive interest
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Conclusions

Developed model of dialogical history studies promotes cognitive interest
increase in all social environments (schools). Changes are formed for all criteria
used in determining the level. However, the social environment in Latvian
schools is considered to be controversial. Humanitarian pedagogical ideas
encourages teachers to reflect on the relationship with the students, but the
school totalitarian heritage and education management policy maintains many
earlier traditions that impede overtness and dialogue. For beginning of the
real dialogue it is essential to stimulate teacher’s ability to perceive students as
personalities that make up their own knowledge, but themselves - as mates in
this process. This can be achieved through dialogue-enhancing learning tasks.
Students who use dialogue in training more actively include study components
into their self-experience. However, this process is prevented by many skill
shortages. First of all they have to learn planning skills of their studies. Secondly,
they have to obtain the skills to communicate and self-evaluate. Students have a
lack of understanding about the role of knowledge in their life and how teacher
can help them to improve their knowledge. Assessing the progress and findings,
we can say, that the hypothesis of the thesis is partially confirmed.

Recommendations

Dialogical didactic approach is actuality of modern pedagogy. This is
determined by regularity of social development, particularly by the principles
of information circulation in modern society. In order to build the new
requirements for appropriate school research it would be necessary to
concentrate on methodology of theoretical and practical basis for formation
of such educational process, which continuously involves students as active
members. The students are not only to be heard, but more promoted to find out
their learning goals, to understand whether they are achieved, to correct their
activities and identify situations in which they needed help from teacher. These
are the main prerequisites for education reform.

Education policy has a key role in the strengthening of democracy. This is
collaboration with the school where student determine his future cooperation
with the principles of society and the state. Dialogical learning shows to the
student how he can influence society, how important is to set up thoughtful
requirements and take responsibility for the consequences of actions.
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