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AN APPROACH TO MANAGEMENT EDUCATION:
INTERDISCIPLINARY MODEL

Andreas Ahrens
Hochschule Wismar, Germany

Jelena ZaScerinska
Centre for Education and Innovation Research, Latvia

Julija Melnikova
Klaipeda University, Lithuania

Natalia Andreeva
Immanuel Kant Baltic Federal University, Russian Federation

Abstract. In business practice the paradigm has changed from global business to hybrid
business. This shift requires a new quality of management education in order to bring out next-
generation managers and leaders. The aim of the research is to shape an approach to
management education through interdisciplinary research underpinning elaboration of a
hypothesis on an innovative approach to preparing next-generation managers and leaders
within management education. The meaning of the key concepts of “approach” and
“principles” is studied. Moreover, the study demonstrates how the key concepts are related to
the idea of “management education”. The study shows how the steps of the process are related
following a logical chain: analysis of the terms “approach”, “principles” and “conditions” —
approach to management education — conclusions. The novel contribution of this paper is the
hypothesis on an innovative approach to preparing next-generation managers and leaders
within management education.

Keywords: Approach, conditions, interdisciplinary research, management education,
principles.

Introduction

Business activity has shaped and been shaped by various social and political
forces within the couple of past decades. Table 1 provides a historical perspective
on business development during the past decades (Zascerinska et al., 2016). The
present paper shortly characterizes global business and hybrid business in order
to form an approach to preparing next-generation managers and leaders in
management education. It should be noted that the terms leaders and managers
are used synonymously in the present contribution. Global business is described
by a churning global marketplace (Haertle, 2007). This kind of global market

© Rézeknes Tehnologiju akadémija, 2017
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Management Education: Interdisciplinary Model

reveals that understanding the fundamental connections between business, the
environment, and society is significant (Haertle, 2007). The roles and
responsibilities of business as a global force become more urgent and complex,
and concepts related to societal responsibility and sustainability gain recognition
as essential elements in business management (Haertle, 2007). By hybrid
business, a combination of traditional business methods such as warehouses and
order fulfillment services as well as use of modern technologies is initially meant
(Zascerinska et al., 2016). By use of modern technologies, application of
Information and Communication Technology, web technologies, mobile
technologies, etc for business purposes is defined (ZaSc€erinska et al., 2016).

Table 1 Business in different historical periods of the past decades

Phase Hlsto.rlcal Business approach
period

1. 1980s De-Industrialization (a process of social and economic change
caused by the removal or reduction of industrial capacity or
activity in a country or region, especially heavy industry or
manufacturing industry)

2. 1980s Deregulation (the process of removing or reducing state
regulations)

3. 1990s Global Business (international trade or a company doing business
across the world)

4. 2000s Hybrid business (enterprise which does not only make use of
traditional methods of distribution, but also makes use of Internet)

It should be noted that the term hybrid business has been developing that
influences a combination of elements overviewed in Table 2 (ZaScerinska et al.,

2016).
Table 2 Different elements of the different terms of hybrid business

Number | Different elements of the different terms of hybrid business

l. - traditional business methods such as warehouses and order fulfillment services
- modern technologies

2. - operation of the company as well as
- related companies that serve different sectors of the marketplace

3. a company that chose to operate concurrent operations geared toward meeting
the needs of two or more consumer markets

4. - business capacities and
- social goals

5. - for-profit business and

- non-profit business (Hoffman et al., 2012)
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Analysis of the different terms of hybrid business presented in Table 2 leads
to such a new definition of hybrid business as a business strategy that blends
traditional business methods, alternative business methods as well as use of
modern technologies (ZaSc¢erinska et al., 2016). By alternative business methods,
delivery a significantly higher value for end customers in a way that de-links
revenue growth from full time equivalent (FTE) growth is determined. Social
entrepreneurship can serve as an example. Hence, this new definition of the term
hybrid business has complemented a number of combinations of elements
delivered in Table 2. This newly defined term hybrid business allows proposing
that business in general and hybrid business in particular are becoming more
complex. Thus, new quality of administration, management and deep leadership
is needed (Haregreaves, 2006). Increasing complexity and interdependence
require new approaches (Haertle, 2007). Companies need integrative management
tools that help embed different participants’ concerns into their strategic thinking
and daily operations (Haertle, 2007). They need support as they internalize and
integrate the issues into the core of hybrid businesses, engage in dialogue with
stakeholders, and report their conduct (Haertle, 2007). They require talented and
ethical leaders who cannot only advance organizational goals and fulfill legal and
fiduciary obligations to shareholders, but who are also prepared to deal with the
broader impact and potential of hybrid business as a positive force in society
(Haertle, 2007). Any meaningful and lasting change in the conduct of corporations
must involve the institutions that most directly act as drivers of business behavior,
especially academia (Haertle, 2007). Academic institutions help shape the
attitudes and behavior of leaders through business education, management
education, research, management development programs, training, and other
pervasive, but less tangible, activities, such as the spread and advocacy of new
values and ideas (Haertle, 2007). Through these means, academic institutions
have the potential to generate a wave of positive change, thereby helping to ensure
a world where both enterprises and societies can flourish. For higher education
institutions, finding appropriate answers and making decisions on tertiary
curricula aimed at shaping the attitudes and behavior of leaders needs to come to
a common understanding and implementation of the following (Zogla, 2014):

- The nature, definition and process of the New Generation learning and
its characteristic features, achievements at each level of tertiary
education. Learning should not be considered the target in itself — the
learners’ optimal developmental success should be achieved in
learning.

- Didactic models appropriate for the New Generation learning to strike
the targets of the learners’ generic knowledge and practical skills, as
well as achieve intellectual, emotional, social qualities of an
autonomous learner ready for non-stop, life-long self-fulfillment.
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- Educators’ professional education should be focused on the
development of reflective practitioners able to conduct inquiry-based
didactic process with a special attention to dialogues, manage the
transition of tertiary teaching curriculum to a learning curriculum.

- The New Generation learning supported and personalized at higher
education institutions leads to the learners’ individual meaningful
achievements and development of their abilities of doing,
communicating, cooperating, reflecting and responsible decision-
making.

It should be noted that leaders could be formed and educated from the
perspective of the next generation, too. Within the present contribution, a
perspective from the next generation means engagement and inclusion of the next
generation in development of academic institutions. Thus, next-generation leaders
play such a two-fold role in management education: on the one hand, next-
generation leaders are prepared within management education for enabling
todays' and tomorrows' business participants to play a more active role in the
innovation process, to make informed choices and to engage in a democratic,
knowledge-based society in order to boost creativity and competitiveness
(Horizon, 2020, 2013) in the context of the contemporary situation in the world
described by a number of crises such as social, economic, financial, political, etc.,
on the other hand, next-generation leaders are the co-contributors to the
advancement of management education. As managers are involved in everyday
human interaction, management education puts the emphasis on managers’ social
cognition. For managers, social cognition plays the key role as social cognition
implies understanding the behavioural motives and stable dispositions of
themselves and other persons and groups (Van Overwalle, 2009). Social cognition
i1s supported by mirror neurons that may be important for understanding the
actions of other people, and for learning new skills by imitation. Hence, a shift to
an innovative and effective approach based on the use of mirror neurons for
preparing next-generation leaders is necessary in management education. The aim
of the research is to shape an approach to management education for bringing out
next-generation leaders underpinning elaboration of a hypothesis on an innovative
approach to preparing next-generation leaders within management education. The
meaning of the key concepts of approach and principles is studied. Moreover, the
study demonstrates how the key concepts are related to the idea of management
education. Interdisciplinary research is carried out within the present investigation
as interdisciplinary research assists in synthesizing, connecting and blending
ideas, data and information, methods, tools, concepts, and/or theories from two or
more disciplines in order “to make whole” (Repko, 2012). The present
interdisciplinary research is based on a number of scientific disciplines such as
management, management education, pedagogy, psychology, neuroscience, etc.
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The process of interdisciplinary research proceeds from an issue separately
explored by two or more scientific disciplines in Phase 1 through the same issue
examined by the synergetic point of view of more scientific disciplines in Phase
2 to results of the analysis interpreted in Phase 3.

Theoretical Framework

The term model is a pattern of individual’s or individuals’ interpretation of a
phenomenon (Ahrens, Purvinis, ZaScerinska, & Andreeva, 2015). It should be
noted that, in the present contribution, the term phenomenon is defined as
regularities that are unexpected and unexplainable against the background of
existing knowledge, including extant theory and that are relevant for the scientific
discourse (Von Krogh, Rossi-Lamastra, & Haefliger, 2012). Models can be
presented in a variety of forms such as verbal, graphic, computer, etc. (Ahrens,
Purvinis, ZaSCerinska, & Andreeva, 2015).

Approach is a set of theoretical principles (Karapetjana, 2008). For the
purposes of further theoretical analysis, it should be noted that, in the present
contribution, education is part of pedagogy. Application of interdisciplinary
research to the term principle allows defining it from two perspectives: from the
external perspective, principle is a shared combination of beliefs and assumptions
that determine researchers' attitude to the world, their behaviours’ norms and
activities, from the internal perspective, principle is an individual combination of
beliefs and assumptions that determine researcher's attitude to the world, his/her
behaviour’s norms and actions (Ahrens & ZaSc¢erinska, 2015). New principles of
education have been identified (Spona, 2014): 1. Collaboration between peers and
generations. 2. Basing education on the achievements of youths including next-
generation leaders in the development of a personality. 3. The principle of free
choice in union with responsibility and autonomy. However, these principles refer
to all kind of education. For responsible management education, six principles
have been specified (Haertle, 2007): Principle 1 Purpose means to develop the
capabilities of students to be future generators of sustainable value for business
and society at large and to work for an inclusive and sustainable global economy.
Principle 2 Values intends to incorporate into academic activities and curricula
the values of global social responsibility as portrayed in international initiatives.
Principle 3 Method proposes to create educational frameworks, materials,
processes and environments that enable effective learning experiences for
responsible leadership. Principle 4 Research emphasizes to engage in conceptual
and empirical research that advances understanding about the role, dynamics, and
impact of corporations in the creation of sustainable social, environmental and
economic value. Principle 5 Partnership highlights to interact with managers of
business corporations to extend knowledge of their challenges in meeting social
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and environmental responsibilities and to explore jointly effective approaches to
meeting these challenges. Principle 6 Dialogue points out to facilitate and support
dialogue and debate among educators, business, government, consumers, media,
civil society organizations and other interested groups and stakeholders on critical
issues related to global social responsibility and sustainability. Analysis of the six
principles for responsible management education reveals that these principles
refer to the model of global business. Along with the paradigm shift from global
business to hybrid business, elaboration of new principles or, in other words,
approach, for management education is required.

Research Results

In order to determine new principles for management education, use of
principles has to be outlined. Thereby, principle is a condition of activity (Belickis
et al., 2000) or management education in the present paper. A condition means a
circumstance from which the implementation of a process, process or activity
depends (Belickis et al., 2000). Management education as part of pedagogy
traditionally depends on research within psychological science as psychological
research provides the basis for pedagogical and, consequently, educational
developments in terms of organization of educational environment, curriculum,
institution activities, and etc. (Ahrens & ZaSCerinska, 2014). Against this
background, in the last decades educational neuroscience plays an important role
in solving practical as well as theoretical problems of pedagogy (Praulite et al.,
2014). Educational neuroscience is a branch of cognitive neuroscience connected
with problems of education which on the basis of neurological mechanisms gives
ability to solve different topical pedagogical problems (Praulite et al., 2014).
Using instrumental research methods educational neuroscience gives ability to
explain neural processes of such phenomena as perception, comprehension,
memory and thinking (Praulite et al., 2014). There are different opinions about
use of neuroscience in pedagogy. Some pedagogues point out that there is no
necessity for the knowledge about brain structures in order to criticize outdated
teaching methods (Bruer, 1997; Qansari & Coch, 2006). In turn, other pedagogues
highly evaluate the role of neuroscience in pedagogy (Praulite et al., 2014). The
usage of educational neuroscience in solving pedagogical problems is promoted
if such issues are clarified (Geake, 2009; Ott, 2012) as What is the role of
neuroscience in pedagogy? How and when will educators be connected with
pedagogical neuroscience? What are the positive sides of pedagogical
neuroscience? What are the weaknesses of pedagogical neuroscience? Thus,
management education as part of pedagogy is also formed by neuroscience. It
should be noted that, in its turn, pedagogy facilitates the promotion of
neuroscientists’ professional knowledge, competences and behavior aimed at
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ensuring new discoveries, innovations, etc. Neuroscience has emerged as a new
paradigm. Neuroscience identifies the various functional parts of various
psychological features of the human mind (Hariharan et al., 2014). In other words,
neuroscientists analyse which structures in the brain support the mental processes
involved in social cognition (Hariharan et al., 2015). This complements the inter-
relationships between pedagogy and neuroscience with psychology. Therein, in
the present research, conditions are regarded as the inter-relationships between
pedagogy, neuroscience and psychology (Ahrens & ZaScerinska, 2014). The
inter-relationaship between pedagogy and psychology reveals that psychology
serves as the basis of pedagogical developments. The inter-relationship between
pedagogy and neuroscience assists to explain neural processes of such phenomena
as perception, comprehension, memory and thinking (Praulite et al., 2014) or, in
other words, cognition. As managers are involved in everyday human interaction,
more emphasis is put on managers’ social cognition. This capacity is known as
theory of mind (ToM) or mentalizing. Social cognition includes the cognitive
processes used to understand and store information about other persons including
the self, interpersonal norms and scripts (or procedures) to navigate efficiently in
the social world. The social cognition has been studied from various theoretical
and methodological perspectives, most notably social psychology and social
neuroscience. Social psychologists investigate how we perceive and interpret our
social environment including other persons, groups, and the self, how we build
social knowledge structures that reflect the norms and values of society, and how
this is influenced through conscious and unconscious processing mechanisms,
which sometimes lead to biased judgments (Gilbert & Malone, 1995; Trope &
Gaunt, 2000; Van Rooy et al., 2003). In turn, among neuroscientists it is
commonly assumed that the capacity to mentalize depends on cognitive brain
mechanisms that are potentially dedicated specifically to social reasoning.
Neurological evidence from studies of brain lesions (Apperly et al., 2004; Wood
et al., 2005) supports this hypothesis. However, there exist diverse social
inferences. This diversity in social inferences is consistent with neuroscientists’
modular view on the brain where social cognition is seen as a neural circuit with
a set of related and highly intertwined, but separate processes that are each
specialized in some aspect of the social mentalizing system. Social cognition is
supported by mirror neurons that may be important for understanding the actions
of other people, and for learning new skills by imitation. Many researchers in
cognitive neuroscience and cognitive psychology consider that mirror neurons
provide the physiological mechanism for the perception/action coupling. The
relationship between psychology and neuroscience facilitates identification of
various functional parts of various psychological features of the human mind
(Hariharan et al., 2015) or, in other words, functions of individual cultural
development. The findings of the present research on the inter-relationships
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between pedagogy, neuroscience and psychology serve as a source of principles
of management education. As mirror neurons play the central role for managers
in understanding the actions of other people within human interaction, the list of
circumstances from which management education depends contains the scientists’
finding on the physiological mechanism provided by mirror neurons for the
perception/action coupling as pointed in Table 3 (ZaSCerinska et al., 2016).

Table 3 Principles of management education

Principle of
Circumstances management
education
The inter-relationaship between pedagogy and psychology reveals that Principle of
psychology serves as the basis of pedagogical developments. feasibility
The inter-relationship between pedagogy and neuroscience assists to Principle of
explain neural processes of such phenomena as perception, reasonableness
comprehension, memory and thinking (Praulite et al., 2014) or, in other
words, cognition.
The relationship between psychology and neuroscience facilitates Principle of
identification of various functional parts of various psychological functionality
features of the human mind (Hariharan et al., 2014) or, in other words,
functions of individual cultural development.
Many researchers in cognitive neuroscience and cognitive psychology Principle of
consider that mirror neurons provide the physiological mechanism for mirrorness
the perception/action coupling.

As principle is a condition of activity (Belickis et al., 2000), the principle of
feasibility is a condition of shaping an opportunity for managers in management
education as opportunity means gaining individual experience in a certain social-
cultural environment (Tilla, 2006). The principle of reasonableness serves as a
condition of use of appropriate management education for managers. The
principle of functionality is a condition of delivering qualitative management
education to serve the purpose for which management education is designed. The
principle of mirrorness is a condition of understanding of managers’ learning
outcomes and achievements.

Conclusions and Recommendations

The findings of the interdisciplinary analysis allow formulating such a
hypothesis as management education is effective if the principle of feasibility is
applied to shaping an opportunity for managers in management education, the
principle of reasonableness serves as a condition of use of appropriate
management education for managers, the principle of functionality is used to
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deliver qualitative management education in order to serve the purpose for which
management education is designed, the principle of mirrorness is implemented
for analysis of managers’ learning outcomes and achievements in management
education. The present research has /imitations. The inter-connections between
hybrid business, pedagogy, management education, organisational management,
psychology, neuroscience, social cognition, mirror neurons have been set. Further
research tends to focus on empirical studies in management education. And a
comparative research of different countries could be carried out, too.
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TALM ACIBA ARSTNIECIBAS PERSONU
PROFESIONALA PILNVEID E — IZAICIN AJUMS,
IESPEJAS UN RISINAJUMS

Distance Learning for Health Care Professionals -h@llenges,
Opportunities and Solutions

Baiba Avota
Latvijas Universiites Rgas Meditnas koledza, Latvija

Abstract.The research was done in the framework of intesa@ntific project grant of Riga Medical
College of the University of Latvia. The study tptdce between 01.04.2016.- 01.11.2016.

Aim of the research. To evaluate feasibility andessity for further education courses for medical
personnel in form of distance learning and to assbe newly developed distance learning course
methodological material for continuing education.

Methodologyquantitative — 2 surveys, where the results appiyné focus group only.

Results. There is a low supply of vocational furéhducation in medicine in form of distance leamin
and the majority - 61% of nurses and physiciansiasits have never used such materials, while 77%
of respondents acknowledge that distance learrsngeccessary. The main barriers, interfering with
successful learning according to 33% of respondargdack of time and 28% lack of self-motivation.
Distance learning materials, are very interestimglaf high quality, as the respondents evaluated wi
5 and 6 points (in 6-point scale).

Conclusion. Distance learning is needed not ontybf@adening the supply, but the necessity is also
determined by the demand, which is attributed ¢ctifme and financial savings.

Keywords:distance learning, e-learning, e-studies, educatio

levads
Introduction

Sobid lielakais vairums augstskas stu@josie ir inforracijas tehnolgiju
paaudze, kura ir uzaugusi ar aAgpauktu pieeju inforracijas tehnolgijam un
internetam. Mcibsgkiem ir nepiecieSams pigot naciSanas un ATiSarks
metodes atbilstoSi stagSo prasram, pragbam un vajadibam. Rdejo gadu
laika lielu popularititi gast talmaciba, jo @ tiek uzskata ka erts, ekonomiski un
laika ziha efekivs veids & apdit zinaSanas. Latv§j talmaciba atistas leni kaut
ar citur pasau ta ir loti popubra dazdas discipinas - ekonomik, valodnietba,
biznesa vatha. Petijuma dati paida, ka &lmacibai rakotné biis svarga loma
izglitibas sisgtma. (Worm, 2013; Mehrdad et al., 2011; Smith et2009).
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Baiba Avota. #lmaciba arstniegbas personu profesiahi pilnveict — izaicinzjums, iespjas
un risingjums

Nemot \&ra ekonomisko sitaciju mediana un uzlabojotarstnieabas
personu izgtibas kvaligti, padarot to pieejaaku, 2016. gada janvi tika uzakts
darbs pie Latvijas Univeraties Rgas Meditnas koledzas (LU RMK), iekf
granta - ziatniski petniecisk projekta: “T almaciba arstniecbas personu
profesiomla pilnveidz — izaicinzjums, iespjas un risin;jums”. Projekts saateja
no divam ddam: 1) ziratniski petnieciska ddas, kuru rezudti ir aprakstti Sap
publikacija; 2) interakivu talmacibas kursu izsiide un realizcija e-studiju vi@,
arstnieagbas personualakizglitibai. Projekta ilgums: 20.01.2016- 20.01.2017.

Petifjuma merkis: izvertet talakizglitibas kursuistenoSanas ieg@s un
nepiecieSaibu @lmaciba, arstniedbas personu profesialiaja pilnveice.

Pétijuma metode: kvantitaiva — 2 aptaujas.

Talmacibas raksturojums un izpete
Distance learning: characteristics and research

Talmaciba ir studiju forma, kurd@rstnie@bas personas -asas, msu paigi,
arsta palgi - var izmantot sav darba viei, tieSsaistes réha, nododot
informaciju citam persoAm, savuldrt, jauras ziraSanas var uzreiz pielietot
praks, tadejadi, uzlabojot ves@bas apiipes kvaligti visa Latvijas teritorij.

Izglitibas likuma 1. paat 26. punki talmaciba tiek defigta: “T almaciba —
izglitibas ieguves neltienes formas paveids, kuru rakstufipasi struktuéti
macibu materdli, individuals maciSarmis temps,ipaSi organizts izgitibas
sasniegumu ne@vtejums, k& arr dazzdu tehnisko un elektronisko seas tdzelu
izmantoSana(lzglitibas likums,1999). Poziais aspektsatmacibai ir tas, ka
talmaciba ir izgitibas studiju forma, karkatrs var racities sev izdewga laika,
vieta un temp, savulirt studjoSiem pbat motivetiem, kuri paSi S§ sevi
organizt akivam nacibu darbam (Ilvanova, Kristovska & Slajdj 1999).

Talmaciba ir senaideja ar jaunu nosaukumuajmiciba la izglitibas forma
tiek izmantota jau kops 1700. gada, kagtimu materili tika piegadati ar zirgu
pajugiem, \&lak ap 1900. g., izmantojot pasta smt. Laika posmno 1920.g.
l1dz 1960.g.almaciba tika realizta, izmantojot elektronisko datanpaidi - radio,
televizorus (TV), kops 1970.gdkz 1980.g. izmantoja ieprieks ierakas kasetes.
Laika posm no 1980.g.10z 1990.g. @imaciba saka izmantot telekonferences,
video konferences un TV programmas (Harper, Chere&, 2004). Misdieras
izglitiba tiek izmantota datora bait apnaciba, kuru iesgams realizt vairakos
veidos. Datora balgd apnmaciba var notikt asinhroni kad informacijas
tehnolgijas (IT) ir paSas par sevi, komuadia notiek caur e-pastu umpnjumu
deliem. Sinhronj kas tiek veikta ra#a laika rezma ar instruktoru, racibsgeku,
kas piesidzies sistmai. Neatkaiga maciSarus — stu@joSais viens pats soli pa
solim apgist noteiktus racibu materilus un pilda noteiktus uzdevumus, liela
nozme ir paskontrolei (Naidu, 2006).
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Analizgjot literatiiru, talmaciba tiek uzskata par tikpat efektu maciSaris
veidu ka tradiciorala apnaciba — khtienes lekcijas. Nisdieras profesioalaja
literatiira talmaciba tiek g@tita un analizta no vaiikiem aspektiem. &ijumi rada,
ka talmaciba ka izglitibas forma piesaista plasu stjo$o loku: & ir pieejama
cilvekiem ar sped@lam vajadzbam, @ ir iesggjama cil\ekiem, kas atrodasrpus
savas valsts robezas (Welton et al. 2000; Jeffetieal., 2001; Slaigs, 2005;
Bjarne, 2013; Mehrdad et al., 2011).

Talmaciba daudzas pasaules vaistiekarojusi stabilu vietu izifibas sistma
tai skaii afn medianas jom. Mediana ir & joma, kué papildus tedtiskam
zinaSaram nepiecieSama kritigk doniSana, pieredzeidz ar to macibu
metodiskos matetius nepiecieSams sagatavat, tlai  gs ziraSanas un
kompetences tiktu aptps at talmacibas studiju forra. Tapec biezi vien studiju
proced talmacibas studijas apvieno arakkenes studgm (Smith et al., 2009).
Tapat nasas,arsta paiga profesija ir praktiska profesija, laur jaapdist praks
izmantojamas prasmes, kompetences, kad nepietiek tikai afjueapdgiSanu:
injekciju veikSanu, pacientu baroSanu, zondes i@l u.c. procedam.
MaciSaras interned nav domata visiem. RImacibas studiju forma nosaka, ka
cilvekam ir jabut motivetam nacities pasam un discipitam (Lowery et al.,
2014). MaciSaras motivaciju nosaka arkatra cilveka individialas vajadzbas un
maciSaras stili (Slaidis, 2005; Ehlers, 2004).

Analizgjot literatiiru ir apraksti vél citi motivejosi faktori, kas liek izgleties
un ieviest izgtibas iestde papildus tradicioflai metodei dlmacibu un e-studijas
formu: tas ir moderni, inovai un misdiengi; apnaciba nav sargita; lietogja
dato nekas navajnstak, lai studtu pietiek ar prlakprogrammu un internetu ar
kuru paldzibu piekast e-studiju videi; maiis metode no dikBanas
pierakstSanai kiide uz sarunu par galveno, izpratni un sadaub macibsgEka
darba laika ietaujums, piemram, testu &rteSana autoatiski, izdarot
iestatjumus; tliteja atgriezenisk saikne; var apvienot ar dtlenes lekcigm
(Yining et al., 2012; Kapenieks, 2013).

Pateicoties inforaciju un komunikiciju tehnolgiju (IKT) izplatibai un
attstibai ir vaiaki pozitivie aspekti: racibu laika un vietas iZle nav tik svaigs
arguments;tz ar to ir iespams izmantot plasSai &nkauditorijai adre&us studiju
materalus. Izmantojot msdieras pieejaras multimediju tehnolgijas, iesgjams
macibu materilus veidot interakvus, idz ar to palielinot motiaciju apdit
studiju kursu. Viena no jaakam talmacibas metoém, ko izmanto medioas
studips ir virtualas kiiniskas sitwicijas ar raliem pacientiem, kas ir asinhrona
(students darbojas se¢lama laika, individuali), daudzpugga vide studentam,
kura vinS var stidat ar virtualu pacientu (Lowery et al., 2014). E-studiju &id
macibsEkam rodas iesja viegkk un atrak veikt audzknu zinaSanu @rbaudi,
izmantojot daZdus, taj skai& automatiztus, ziriSanu grbaudes veidus, kas
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letaupa laiku, k ai nodroSinailiteju atgriezenisko saikni (Burns, 2011; Ghasemi
et al., 2016).

Pétijuma metodolggija
Methodology

Petijjuma izveleta kvantitaiva metode — 2 aptaujas. Aptasijpiedalas
resondenti -arstniedbas personas. Aptauja &#eta ar nerki iegat kvantitaivus
raditajus par arstniedbas personu profesigias pilnveides kursuistenoSanu
talmaciba.

Pirma aptauja notika laika periacho 01.03.2016.1dlz 01.05.2016., kuru
merkis bija, ‘izvertét talakizglitibas kursustenoSanas iegfas un nepiecieSaiu
talmaciba”. Petijjums veikts daddas Latvijas kinikas, ka afi elektroniski, nostot
aptauju uzarstniedbas personu e-pastiem. Nankkam iediti rakstiski etikas
komisijas atzinumi par aptaujas veikSanttijBma daibnieki: nasasarstu paigi,
masu paigi. Kopuni izdalkitas 200 anketas un 500 elektroniskiitas aptaujas.
Petijuma piedatjas n=210 respondentu.

Otra aptauja notika laika peri@aho 01.09.2016i1dlz 30.11.2016., aptaujas
merkis bija ‘“izvertet talmacibas kursa izstidatos, metodiskos, matehus
talakizglitibasistenoSanaidlmaciba” . Petijuma daibnieki LU RMK studtjoSie,
ieprieks kvalifikaciju ieguvusi respondenti -@sas urarstu paigi, kuri koledz,
Sobid, apdist kadu no glakizglitibas program@am. Pirms aptaujas aizpikhnas
respondenti tika gastreti talmacibas kurg, Moodle vict. Respondentiem bija
pieejami interakvi talmacibu materli par €mu: “ Bria¢u apitpes pamati”, kas
seV ietver €mas -adas anatomija un funkcijaggdas veseluma bgpumi, brices
klasifikacija un apiipes pamati. & kursa matedla apguves respondenti veica
studiju kursa nogrtejumu. Ko talmacibu kur tika resistréti 138 respondentu.
Aptaup piedaijas n=55 respondentu.

Petijuma rezultati un analize
Results and discussion

Pirma aptauj piedatjas 210 respondentu, kur 85 % (n=179) bijasas, 7%
(n=14)arsta paigi, 7% (n=14) rasu paigi un citi aptipes spealisti 1% (n=3).
Petfjjuma ieklauti respondenti ar dadam pamatspecialitém- kirurgijas apnpes
masas, interas apfipes nmasas, ambulatas apfipes atsta paigs u.c., torar
aptaujas rezulti parada, ka 44% (n=90) respondentu nav sediifikada no
pamatspecialitém. Retijuma piedafjas respondenti vecuin no 22- 75
gadiem,vecuma grapno 22- 49 gadiem piedgs 67% (n=141) respondentu,
saidzinosi liels respondentu skaits bija veaumo 50- 75 gadiem 33% ( n= 69).
Vidgjais respondentu vecums 44 gadi.
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Apkopojot ieditos rezulitus, liela d¢a 61 % (n=126) respondentu ieprieks
nav izmantojusi profesiatas pilnveides kursusalimaciba, kas paida, ka
petijjuma respondentienaltnaciba vagtu bit jauna, neziama nacibu forma.

lesgejamas barjeras, aggtot ziraSanasalmaciba, 33% (nN=69) respondentu
min laika tikumu, 28% (n=59) pasmotieiju trakumu, jo paSanmaplano nacibu
grafiks. lespjami aif citi faktori, kuri getijuma netika noskaidroti, piegnam,
nesaistoSas kursénhas, informciju pieejanibas ttikums, piedvato materilu
kvalitate, piedvato materilu izmaksas. Pozits maditajs, ka 27% (n=57)
respondentu ieprieks ir izmantojusi iegpapdit ttmas &lmaciba, ko piediva e-
visit.lv un medkursi.lv vietnes. a88s rezulits no&da uz interesi un ami,
izmantot profesiofias pilnveides kursuglimaciba. Sada interese tika izteiktazar
petfjuma, apkopojot iegtos rezulitus, nowrtgjot talmacibu kursu
nepiecieSaiu, kur kopura 77% (n=160) respondentu atzina, ka profesion
pilnveide &lmaciba ir nepiecieSama, kur no 77% respondentiem 50% QéF1
aptauji ataZmeja, ka profesioala pilnveide &lmaciba ir nepiecieSama un 27%
(n=56)loti nepiecieSama.

Neliela pretruna rodas andjat jau@jumus par kursu pietiekaiyu un
nepiecieSaibu (skat. 1. tabulu

Jaugjuma par profesioalas pilnveides esoSo s#dju un profesioalas
pilnveides kursu pietiekatnu talmaciba 26% (n= 55) respondentu uzskata, ka
kursi @lmaciba Sobid Latvija ir pietiekoSi, savukt no 26% (n=55)
respondentiem 19% (n= 39) uzskata, ka kulsnaciba ir nepiecieSami un 4%
(n=9)loti nepiecieSami.

lesgjams, ka respondenti patirhacibu kursu raélo situaciju ir donajusi
kopun@, nemot \&ra ne tikai &lmacibu formu, bet arklatienes kursus, kur
piedavajumu klasts irloti liels un ar ttmu iz\€le ir pieejama dada.

1.tah Respondetu ert&jums par talmacibu kursu pietiekamibu un nepiecieSartbu
Table 1The respondent evaluation of the necessity for digte learning courses

Vai Sobid ir e T
pictiekosi Novertgjiet talmacibas kursu nepiecieSalpu:
profesiornalas . . Kopa
pilnveides kursi—| _ N&v | DaAg | \oneciesami| ko
I _ | nepiecieSami nepiecieSami nepiecieSami
talmacibas forma?
Ja, ir pietiekoSi 1 (0,5%) 9 (4%) 36 (17%) 9 (4%) @5%)
Jair, bet maza 1 (0,5%) 8 (4%) 24 (11%) 23 (11% 56 (27%)
izvele
NE, nav pietiekoSi 0 4 (2%) 15 (7%) 15 (7% 34 (16%0)
Nezinu 2 (1%) 24 (11%) 29 (14%) 10 (5% 65 (31%)
Kopa 4 (2%) 45 (21%) 104 (50%) 57 (27% 210
(100%)
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Projekta realizcijai loti svaigi bija izzirat, kuras medimas €&mas
respondentus interesapdit talmaciba (skat. 2. tabulu).Apkopojot aptaujas
rezulétus un sakrtojot piedivatas talmacibas €mas prioriéri, ka svaigako
talmacibas €mu 38% (n=80) respondentu atzina neatliekamo rmEdio
palidzibu. Rezulits vagftu bat saisits ar obligtu prasbu apgit So €mu
arstniedbas personu pgstra uztuéSanai un sertifikcijai. Otru svaigako
talmacibas €mu 33% (n= 68) respondentu atzinaidorapnpi. Interese par bcu
apiipi varctu bat saistta ar to, ka pc Latvijas Republikas Cenatas Statistikas
parvaldes datiem (http://www.csb.gov.lv) Latvijasl#votaju vida ir vérojama
popukcijas novecoSana un @@ gada @uma iedzvotaju ipatsvars ir
saidzinoSi augsts. Hroniskastoes, pieraram, trofiskas artedlas un venozas
culas, ir werojamas gados vekiem cilvekiem, &pec ar jauijumiem par biicu
apiipi arvien vaiik saskaras dadu specialdSu @arstavji — arsti, arstu paigi,
masas, nasu paigi, ai farmaceiti. Teddtiskas un praktisks ziraSanas par pareizu
un bitices sivoklim atbilstoSu bicu apiipi, prasmeas pielietot ir faktori, kas
ieteknt brices dmanu, pacienta dzes kvalifiti un arstniedbas iestzu un
pacientu izmaksas (Franks, Barker, Collier, et 2016). Balstoties uz So
aktualitati tika izveleta €ma: “Brucu apiaope”, kura tika iekauta projektaalaka
realizicija, izstradajot interakivus kursa mateiius tlmacibai un tika veikta
kursu aprobcija.

2.tab.Priorit aras talakizglitibas kursu ttmas, talmacibu forma
Table 2The priority distance learning topics of further edation courses

Teémas n %
Kliniskas, diagnostisks procedras 56 27%
Apriipes processstenosa praks 53 25%
Braicu aprape 68 33%
Kardiovaskudras slimbas un pacientu afpe 34 16%
Gastroenterolgiskas slintbas un pacientu ajjpe 28 13%
Abdominala kirurgija un pacientu appe 22 11%
Traumu guvusu pacientu ape 39 19%
Neatliekama medianiska palidziba 80 38%
Pacientu apiipe perioperava periodi 12 6%
PlauSu un elpoSanas]essliniibas un pacientu afpe 23 11%
Gariga aprape 59 28%
Cukura diabts un pacientu appe 46 22%
Entegla un parentala baroSana 35 17%
Cits 30 14%

52% (n= 109) respondenu Eapditu ttmas &lmaciba, izmantojot lasmus
materdlus un 40% (n=83) izmantojot video lekcijas. Reaslt paida
respondentudlamas, atbilstodkas maciSaras metodes, kaii rezults vagtu bat
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saisims ar to, ka Solt Latvia masam, arstu paigiem nav pieejamas un
lesggjams maz ziamas un izmantotas citas aaibu metodes atmaciba,
pientram, interakivi materali, kura var gan klaugies, gan las, gan parbaudt
savas ziaSanas unitizdarboties, &afm maz pieejamas tieSsaistes lekcijasakur
var ne tikai klaugies, bet veidotiiteju atgriezenisku saikni.

Otra aptauj, piedaijas n=55 respondentu, no kuriem 82 % (n=45)
respondentu bija ar asas kvalifikaciju un 18 % (n=10) respondentu anstu
paliga kvalifikaciju.

Novertejot talmacibu kursa izs@idato materilu kvalitati, 46 % (n=25)
respondentu tosevte ka teicamus un 53% (n=29gN¢ ka izcilus, 1 respondents
verte ka labus, kas ir pozis raditajs, lai turpiratu ieskto darbu pie interaktiem
materaliem. Pozitvs \ertejums bija at par mateéila saturisko atbilsbu, kur 89%
(n=49) respondentu uzskata, ka satursilgilratbilst gaidtajam. Tapat 31%
(n=17) respondentu atzina, ka interaid materili bija interesanti un saistosi ar
to, ka tika izmantota interaktide, kas noun¢ akiiva daiba naciSaras laika,
savulart 67% (n=37) respondentu atzina, ka matebija interesanti un saistosi
ar to, ka vatja parbautt savas ziaSanas. ZiaSanu @Sparbaude ir viens no
butiskiem priekSnosagimiem, izstidajot materadlus talmaciba, svaigi, lai
students akvi It1dzdarbotos, vatu parbaudt, nostiprirat iegatas ziraSanas, kas
savulart paaugstina acisaras motivaciju.

Izstradajot un piedivajot talmacibu kursu, svagi bija noskaidrot, vai
respondenti sastap ar kidam tehniskim grititbam materilu apgué. Rezuléti
paiada, ka 67% (n=37) respondentu nebijuitdpas, savukt 46% (n=25)
responendentu bija tigas gitibas, jo apgstot interakivos matedlus dazreiz
neziraja, ko atert, kur spiest, kas liek alreiz parskait un piestidat pie
sagatavoto mateifu informaciju un saprotadibu.

Kursa mateiils, kuru aprobja respondenti, atbilst 4 ak&diskam stundm,
66% (n=36) respondentu atzina, ka i@ditais kursa matedis atbilst noteikim
akacgmiskam stundm, savuldrt 35% (n=19) respondentu atzina, ka ir
nepiecieSams ikkks laiks, lai apgtu &idus mateélus. Rezulits ir skaidrojams ar
to, ka katram ir ail@rigs nacisarss stils uratrums, &pec ne visiemalmaciba his
pienemama racibu forma, Ipat &ida matefla apguvei ir nepiecieSama liela
pasmotivcija, kam nepiecieSams #igs nmacisaras laiks.

Pozitvs raditajs ir tas, ka 66% (n=36) respondentu ir gatavi raakar
izstradato kursu &ilmaciba, kas atbilst 4 akadhiskam stundm, robeZs no 71dz
10 eiro un 25% (n=14) d&i gatavi. Sids rezulits vagtu bat saisits ar
ekonomisko ieguvumdpasi rgionos dzvojosm un stddajosam masam, jo
macoties &lmaciba, nav nepiecieSams izmantot finanddzéKus transporta
pakalpojumiem, lai ndkitu kursu norises vief édinaSanas pakalpojumiem un
nak$osanai.
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Secirajumi
Conclusion

Arstniedbas personu profesialias pilnveides kursiatmaciba ir atZstams
maciSaris veids, kas Latvijpamat tiek realiZts video lekciju formata.

Talmacibas galvenais ietekjoSais faktors,arstniedbas persoam, ir
pasSmotivciju trikums un laika ttkums.

Arstniea@bas persoim Sobrd tiek piedivati profesiorilas pilnveides kursi
talmaciba, bet liekka dda 61% respondentalinacibu iepriekS nav izmantojusi.

Profesionlas pilnveides kursiatmadba ir nepiecieSami ne tikai, laitku
plagks piedivajums, bet nepiecieSalbbu nosaka pieprgams, kas saistns ne
tikai ar laika ietaupumu bet ar ar finansSu ietaujpumu.

Jaunu profesiditas pilnveides kursuéimas aktualitti nosaka aktalie
jautajumiem vesabas apiipe un obligita prasba sertifilacijai.

Projekta laili izstradatie kursa matedli talmacibai ir kvalitatvi, lai apditu
macibu €mas saturu un atbilst ieprieks notarktaka@miskam stundm.

Summary

The article comprises information on the developneémlistance learning and its
significance in study process, and focuses on tharaement of new professional
development courses in form of distance learnirge drticle reflects only a part of the
entire project, concerning the research focus group

The paper reflects 2 surveys, first of which wasoagplished with an aim “to
evaluate feasibility and necessity for further edion courses for medical personnel in
form of distance learning”, while the other sunamed to assess the newly developed
distance learning course methodological materiatémtinuing education.

Distance learning is a relevant form of further @ation for medical personnel, as
participants can learn in a favorable time, placé pace. The main hindering factor
affecting successful distance learning is the laickme and self-motivation.

Distance learning for professional developmenvtéalable for medical personnel,
but the majority of respondents (61%) haven't ppasly used this form of education.

Professional development courses are essentiathugacknowledged by 76% of
respondents; this is attributed not only to a wisigoply, but also determined by time
and financial savings. New professional developneentse topics are determined by
current problems in patient care and mandatoryirements for medical personnel
certification.

During the project our team developed high quatlistance learning course
materials for continuing education, which allow aicopg study subject contents and
corresponds to pre-defined academic content.
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PRAGMATIC APPROACH UPON THE
INSTITUTIONAL EDUCATIONAL
VERBALINTERACTION

Olga Balanescu
University of Bucharest

Abstract. The present paper intends to analyze the institutional educational verbal interaction
from the pragmatics point of view, as pragmatics is that linguistic discipline focused on the
dialogized communication performed by real speakers: the teacher (instructor, trainer) and his
students. I was interested in emphasizing the type of verbal, interaction established during this
special form of communication, the way the principles of communication are kept or broken
during the dialogue between teacher and student, different types of discourse performed by the
teacher while discussing with his students. I was also interested in underlining the role of the
deictic elements (especially the subjective ones) in the communication performed within the
didactic process of teaching-learning.

The present paper intends to outline the importance of pragmatics in achieving an efficient
teaching-learning process for the both sides implied: both for the teachers who will succeed in
teaching easier their subject matters, and for the students who will understand faster the
theoretic concepts and thus will be able to turn them into efficient and useful knowledge for
their future career. Owing to my university teaching experience, I have faced lots of situations
when pragmatics helped me out. In this paper I will focus my attention upon my didactic
activities performed when teaching the Romanian language for foreign students (as I also teach
Pragmatics, Advertising and Politic Discourse to the Romanian students of my Faculty). The
present paper contains four parts as it follows: introduction, literature review, case study and
conclusions (accompanied by limitations of the paper and recommendations).

Keywords: verbal interaction, pragmatic act, verbal acts, teaching-learning process, student.

Introduction

The evolution of the nowadays society way of thinking determined by the
development of the social and economic life around, implied major changes in
configuring classroom teaching and learning processes. The traditional concept of
teacher includes instructional designers, trainers and other educators whose main
activity is to educate students, namely to prepare them for facing real professional
life. They perform a new type of discourse which is able to make the students
understand faster and easier the theoretic concepts: a discourse built on pragmatics
basis. During the last few decades, they have all been determined to adopt new
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philosophies which embrace and support the construction of student-centered
learning environments (Seifert & Simmons, 2016, p. 1-18). A particular feature
of this new trend stands for shifting the focus of teaching and learning process
from the teacher and referent of the educational discourse to the learner. More and
more attention is now paid to the student (who turns into an obvious object of the
educational verbal interaction) in a greater extend than to the quality or quantity
of the information transmitted from teacher to student. As long as the student
became a totally new character submitted to the process of education, he has been
also given a new part to play: namely, he has been invited to take a more active
role in his own learning. This thing was made possible owing to the new type of
educational discourse performed by teachers who were interested in informal and
friendly, yet polite and scientific talk able to create the necessary empathy
between them and their students.

Literature review

Cognitive psychology and the related fields have increasingly advanced.
Thus they provided significant pieces of information regarding the desirable
categories of student actions and, also verbal interactions. Specialists have shown
(Tanner, Keedy, & Galis, p. 154-157) that knowledge acquisition can be
maximized within a proper learning context. They have adopted the theory of
situated condition, according to which the amount of knowledge transmitted to
students cannot be separated from the culture to which it belongs. Thus learning
became a process of enculturation whose experts not only to be good trainers
(namely, teachers), but also to assimilate the cultural universe they stand for and
to be able to transmit language culture and civilization at the same time, within
the specific verbal interaction they perform on pragmatics basis. As a teacher, I
have noticed the importance of the so-called maxims concerning the teaching-
learning process, upon which the specialists agreed (Tanner, Keedy, & Galis,
2013, p. 154-157). These maxims reflect a kind of a constructivist type of
instruction, being grounded in cognitive theories. Here are the most representative
features of instruction according to the above-mentioned maxims:

e Its whole-to-part approach (in this view, the students should perceive
the image of the whole task before they are submitted to accomplish
sub-skills or component parts of the respective task;

e Its authentic character (in this view, instruction should be based on real
world situations, so that the students will be able to recognize them and
to offer other similar examples. Otherwise, the teaching-learning
process may lead to oversimplifications which can easily make
knowledge rigid and useless because of its being less functional; for
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instance, | have discussed with them aspects of Romanian traditions,
after which I have asked them to make a similar presentation referring
to their own national traditions. The result was marvelous as they had a
comparative image of traditions specific to more countries (China,
Turkey, Israel and Romania), fact which really improved their
knowledge;

e [ts flexibility towards creating a multiple perspective approach to
complex problems (the students should be offered different strategies
which could be flexibly applied in finding solutions to complex
problems of general interest;

e Its action orientation (in this view, it is recommended that students
should learn and work at the same time. There will be no barriers
between the theoretic instruction and the practical one, in the sense that
the more implied within their own learning the students will be, the
better their final result will be. They should be given authentic
environments (though they are novices) to work in as experts in order
to help them in making the necessary connection between the
conceptual knowledge and the procedural knowledge.

One of the most efficient approaches that is based on the principles of
constructivism is problem-based learning (PBL). This model is the most
innovative type of verbal interaction performed on educational purpose. It is
characterized by the following main features: it uses authentic problems; it creates
a student-centered learning environment; it provides an active environment for
the student to learn better; its aim is to make learning to be the obvious result of
associating theoretic concepts with practice (Jones, Rasmunssen, & Moffitt, 2011,
p. 89-94). All these features make PBL be different from the traditional
educational and instructional approaches for which content is the most important
point of interest. Thus content came to be presented the first, and then a related
problem came as to exemplify the theoretic concepts. Bridges and Hallinger
(2010) presented five major characteristics of problem-based education, as it
follows: the starting point for the teaching-learning process is a real problem. (The
teacher will submit a real slice of life to his students and start discussing about it
in the view of the theoretic concepts supposed to be taught, fact which means that
the teacher should firstly choose an example from the life around able to
exemplify the theoretic issue. Thus reality will be no longer viewed as an example
or assigned as a simple exercise); students are considered to be future
professionals (in the sense that they will be asked to motivate their solutions on
scientific grounds); students will be trained according to acquiring professional
knowledge related to real problems rather than to specific disciplines (it means
that inter-disciplinary approach is encouraged at its most. They will be trained to
find solutions surpassing the borders of a strict discipline and find it easy and
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necessary to embark upon entering another discipline if the solution of the pursued
issue will ask him to); students will be more responsible for their instruction,
education and learning (in the sense that once they are motivated to solve a real
problem, they will do their best to find the solution in spite of their intellectual
effort; learning will be more efficient for the students whether it occurs within a
small group rather then individually or within large groups.

There are various ways a problem may be presented on the background of
problem-based learning, fact which depends on the type of verbal interaction
established between the instructor (teacher) and the student: by means of written
cases (when it is a verbal interaction of transaction between the interlocutors); by
means of vignettes containing limited information (necessary to satisfy the
requests of the students for specific data); filmed episodes (which will be
discussed later on, meaning that a personal verbal interaction may be established
between the teacher and his students); interviews with focus groups (Bridges &
Hallinger, p. 14). The real problems may be considered to be anchors for the
learning process (Jones, Rasmunssen, & Moffitt, 2011, p. 118). These ‘’anchors’’
have been much appreciated by specialists as they *’capture the imagination, be
perceived as important by learners, legitimize the disciplinary content they
integrate, and accommodate a variety of learning approaches’’ (Barab, 2016, p.
53). Such anchors of the problem based learning should be general enough in
order to be pursued from various perspectives (so that both the teacher and his
students, according to their individual prior experience and knowledge to be able
to state his own point of view. Thus the dialogue may develop freely and friendly,
and the results will be remarkable as all the participants will accomplish his main
aim as Koschmann (2013, p. 201) or Feltovich (2004, p. 59) showed. Such
problem-based projects can be achieved by students in the classroom in close
connection with the purposes aimed at by the teacher, namely: to develop the
power of selection of the students (thus the teacher will ask the students to choose
from the problems listed by him according to the rank of social, economic or
cultural importance); to increase the students responsibility by asking them to
choose from among the problems listed by them. There can be identified more
forms that the problem may take. Here are the most significant ones: an event ( a
real situation); a set of questions; a descriptive statement. No matter the nature of
the problem submitted to students, such project-works should follow several
phases as they were outlined by Seifert and Simmons (2012, p. 72): problem
formulation; data collection; brainstorming solutions; evaluating and selecting
solutions; implementing the solutions; assessment.
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Discussions

I will briefly present several delicate aspects of teaching Romanian language
to foreign students, aspects which I have focused upon during my didactic activity
in The University of Bucharest. Thus, I have noticed that the same theoretic
concepts may be differently taught according to the features of the audience
(namely: age, level of culture, habits, customs, nationality, cultural universe they
belong to), but making use of the same type of personal verbal interaction. We are
all acquainted with the methods of learning as we are all teachers. Yet it depends
on our own communicative competence and didactic diplomacy to be successful
in teaching the Romanian language to the foreign students in front of us.
Explanation is a method of oral communication (Cerghit, 2015) which can be
much improved whether we perform it by means of our pragmatics knowledge. It
turns out to be profitable for us to present a grammatical concept/category by
making references to the corresponding one in the linguistic system of the students
in front of us. But what if the two linguistic systems are absolutely incompatible?
Actually, this is a very frequent situation in Romania, as many Arabian, Chinese
or Jewish students study in Romania. Practices showed me how important it is to
know pragmatics, and thus to be able to build pragmatic acts behind your proper
discourse. It is well-known that the pragmatic act stands for that unspoken
message which is hidden behind the words (Taylor & Talbot, 2008, p. 19). The
speaker simply suggests his interlocutor an idea, and lets him draw the conclusion
by himself as ‘’a person convinced against his will is of his opinion still”’
(Sutherland & Sylvester, 2009, p. 118). Here is an example: before teaching the
plural inflexions to a group of Arabian students, [ will encourage them saying that
this very issue is easier in Romanian language than it is in their own language
where, besides singular and plural inflexions there are also dual inflexions. In
other words, in Romanian language, the nouns may have only two forms (of
singular and plural), while in Arabian, they meet dual besides singular and plural.
The pragmatic act is that the Romanian language is easier than the Arabian one,
so that the students should be happy to face a more accessible linguistic system.
Once they are induced this idea, they will successfully assimilate this piece of
knowledge because they will be eager to experiment something easy. Story-
telling is another oral method of learning which helped me out of many other
difficult problems of our Romanian grammar. This method plays two functions at
the same time: both a communicative function as it is the main tool for
transmitting new knowledge, and a cognitive one as it helps the student to improve
his knowledge. My teaching experience showed me that there is no difficulty in
teaching the adjective with four forms (masculine/neuter singular; feminine
singular; masculine plural; feminine/neuter plural). Moreover, the foreign
students will feel comfortable to hear that most of the Romanian adjectives have
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four distinctive inflexions. The problem starts when we, the teachers, have to
explain them that there are also adjectives which develop three distinct inflexions
(masculine/neuter singular; feminine singular; masculine/neuter/feminine plural),
two inflexions (one for singular no matter the genre, one for the plural), as well
as invariable adjectives. The problem is that the foreign students are not willing
to learn by heart anything, as these three categories are constituted of several items
which should be memorized as such. The scientific explanation referring to the
origin of the words (whether they belong to the usual vocabulary, or to
neologisms) does not work for the foreign students (the way it proves to work for
the Romanian ones) for the simple reason that they are not Romanian native
speakers, so that they do not realize the difference between atroce (which is a
neologism, meaning fierce) and subtire (which is an ordinary word, meaning
thin). They hear the both words for the first time in their lives, so they treat them
just the same. The scientific explanation which have worked for the Romanian
students who should easily understand that neologisms (like atroce) are
invariable, while those usual adjectives ending in —e (like subtire, mare) develop
two inflexions only. I was saved by story-telling. I created a little story which
proved to be successful in teaching more and different nationalities of foreign
students, no matter their age. So that, when teaching the adjective with 2
inflexions, the teacher should make the following steps: write the subject of the
lesson on the whiteboard (The Adjective with 2 inflexions); tell the story to the
students; select (out of the story) the adjectives meant to be kept in mind by
students (namely, the proper subject of the lesson); write these adjectives on the
whiteboard; at the end ask them: is it simple?

They have been all satisfied with the story. Here is the story: (attention! You
should use for telling the story only the words they know up to that moment): you
pay a visit to a friend. The host brings in two trays: there is a thin (subtire) slice
of sweet (dulce), green (verde) and cold (rece) melon on one of the trays; on the
other one, there is an old (veche) cup of hot (fierbinte) coffee. What do you
choose? Which one do you prefer? The various types of verbal acts were of much
help in building the story. The representative verbal acts proved to be necessary
for outlining those specific adjectives with 2 inflexions. So the story had to be
created so as to focus the attention of the students upon certain adjectives
(standing for some qualities of real items). As the persons in front of me are
foreign students whose life is mostly performed inside their communities (so,
paying a visit is, no doubt, more frequently often performed then when being in
their own countries, I have decided upon a script able to emphasize this activity.)
I have also used brain-storming in various moments of the teaching-learning
process like the moment of writing a composition.

As I was interested in attracting them to my city (Bucharest), as well as in
informing them about it, I asked my foreign students to prepare a composition
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entitled "Life in Bucharest'. Here are a few methodological pieces of advice: the
students will associate themselves in small work teams (on friendly criteria); the
teacher writes the topic on the whiteboard; the teacher will write the plan of the
composition on the whiteboard; each work team will try to work individually in
order to answer the requests of the plan; the students will be given a specific and
clearly specified span of time for every single task (5-6 minutes for each); the
teacher will watch the way they work in teams and will encourage their efforts;
every team will name a colleague to present the result of their work together, and
another one to write on the whiteboard; all the other groups (work teams) will
write all the presentations in their copy-books; the teacher will appreciate the
efforts of every single work team and will utter the final request: to write (at home)
a composition able to include all the presented ideas. Pragmatics enters the stage
from the very first step when I ask them to make work teams, with a view to help
the students to obtain better results. This is a promise: they will associate
themselves on friendly criteria, and they will pleasantly work together, they will
strengthen their relationships, and get to know each other better. So that, they will
be willing to perform such brainstorming activities which will be perceived to be
closer to their personalities than plain, traditional learning. Thus the promising
verbal acts play an important part. On the other side, working together in an
informal context will make the students be open-minded to finding good solutions
in order to bring a good score to their own work team. In pragmatics, the context
represents the proper physical environment in which the conversation takes place,
together with the specific mood of the interlocutors (Searle, 1977; Taylor &
Talbot, p. 198). It is exactly what it should be done in order to teach by focusing
the attention upon the students: you, as a teacher, create them an informal context
based on friendly terms, and the students will feel no constrains and will develop
a real scientific dialogue, keeping a good mood and a positive and optimistic state
of mind, at the same time. As they have previously informed themselves about
Bucharest, they will be able to make an interesting exchange of information and
opinions. So that, every single presentation will bear the fingerprint of their own
personality. Thus, they will use affective verbal acts, bringing out into strong
relief those aspects which are of interest for him/her. I have noticed that the girls
are mostly interested in parks, gardens, fashion, contest or parades, as well as in
the cultural side of life: theatres, exhibitions, concerts and traditions; boys are
more preoccupied by restaurants, clubs, football teams, sports in general, motor
cars and history. Once one Chinese girl spoke about the Romanian Christmas
traditions, as it was something very new and interesting to her and even learned
by heart some carols. Many Arabian students were interested in the history of
Bucharest (including the origin of its name), as well as in the oldest buildings in
Bucharest.
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Limitations of These Studies

The present article has its limitations. The strict number of pages forced me
to focus my attention only upon a few aspects, while more others still wait for
being tackled about. Many other curricular as well as extracurricular activities
should have been taken into consideration in order to offer a complete view of the
learning process.

Conclusions and Further Study

The teaching learning process has seriously developed nowadays with a view
to improve the following aspects: the relationship between teacher and student
(who are the performers of the teaching learning process); the self-image of every
single performer; the final result. The so called problem-based learning has
focused its attention upon changing the traditional specific of every performer: it
1s not the teacher the most important person nowadays, within the teaching-
learning process, but the student, who is given an active, dynamic and
personalized part to play, fact which will make the student take a direct part within
the teaching-learning process. Consequently, the modern student will be more
willing to accept information because he is given real problems to solve by means
of his knowledge. Pragmatics proves to be more and more important nowadays as
real and informal talk is more and more encouraged. By means of pragmatic acts
and deictic elements of space and time, as well as by building a specific context
or situational context, more efficient results can be obtained. These better results
can belong both to the teachers (who succeeds in handling their students better),
and to students (who become more devoted to their own scientific research). What
I do recommend to further investigators is to give a special attention to pragmatics
and to its communicative principles.
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Abstract. The concept of reflective learning focuses on the idea of analysing the practitioners’
experiences and the way they can learn from them. Considering the higher education, the
author decided to describe students’ and academic teacher’s experiences related to learning
and communicating through closed groups on Facebook. The three words: FB, they, me are
deliberately put together in the title of this article. The experiences were collected to analyse
the authors’ own teaching methods and to determine the best learning outcomes by academic
teachers and students. The methods of collecting data were mainly based on individual, Internet
interviews. As a theoretical concept, the author referred to reflective learning models
introduced by (among others) D. A. Schon, T. Borton, D. A. Kolb and G. Gibbs as well as to
the theory of transformative learning and Connectivism.
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Introduction
Academic didactics meanders — in which direction?

One of my inspirations to write this text was the Professor Czachorowski’s
article published recently on edunews.pl portal, in which the author brings up a
new spirit to very well-known methods of noting at the University. In his
proposal, the notes can be prepared graphically, but without using computers or
Internet. He emphasises the significance of preparing notes pictorially and what
is more important — manually, like we used to do sometime time ago.
Contemporarily, the advanced technology allows people to use electronics on a
broad scale in education. In this part of the text, the considerations will be mainly
focused on academic education perspective which perhaps, as Czachorowski
argues, stopped dead in the stage of traditional notebooks, where students write
down their thoughts in words or in the stage of Power Point presentations which
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are constantly read by the academic teachers during the lectures (Czachorowski,
2016).

As a younger-generation representative of academic teachers and a
researcher interested in the area of digital phenomena in higher education, I
reluctantly enforce traditional methods of working with students during practical
classes. It does not happen to me to dictate or read during classes. It is important
for me for several reasons. First of all, throughout the process of becoming an
academic teacher | have observed that students value being authentic and that they
are more involved in the process of learning if they also may ‘be themselves’.
Creating any encasements around you when being inaccessible, distant and
talking in an obscure jargon may generate unnecessary barriers between students
and lecturers. Secondly, when I was observing my masters, I had a chance to
verify my foregoing beliefs to the length of the learning process that a young
academic teacher must unarguably take before she or he will be ready to deliver
lecturers or conceptualisations that would be interesting to the extent in which
someone would like to make a note. There is one more relevant reason why I do
not, putting it more colloquially, ‘force’ students to make written notes and myself
to read Power Points presentations during the classes. I am deeply intrigued how
contemporary students, who often are the representatives of the digital natives
generation (Prensky, 2001), do learn and also where and when the process of
learning happen in the digital era? Thus, I decided to test something different in
academic didactics, oppositional to both: the Czachorowski’s proposal as well as
the traditional way of teaching.

I established a closed group on Facebook for students of Pedagogy at the
Department which I cooperate with!. At the beginning, the contact through the
group was mainly based on informing them about the timetable changes,
accepting students’ excuses for their absence and posting them mandatory articles
that had to be read for the classes. With time, however, I have realised that they
started posting links with the articles found on the Internet, they scanned some
texts, so others did not have to go to the library and they tried to negotiate between
themselves the way the classes, which were mainly prepared by them, should look
like. They also discussed which texts ought to be read before entering the class,
some of them even tried to force others to participate in the Oxford-Style debate,
which finally fell through. Moreover, they were determining the ethical issues

'T recently had a chance to visit a colleague who was in Spain at the internship in the framework of Erasmus+
Programme for PhD students. During this visit, I talked with several dozen students from all over the world who
were participants of the student exchange programs. They were, generally, describing the way classes look like
at the Spanish University and told me about some professors who create closed educational groups on Facebook
with students. These open-ended discussions result in the idea of establishing a closed group on Facebook for the
Polish students of Pedagogy at the Department which I cooperate with. The visit took place in summer holidays
0f 2016 and it had a private character, however, the experiences collected during the trip influenced my further
didactic practice at the University.
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concerned with other unauthorised people’s access to the group. Eventually, they
even criticised desk arrangement at our Department class, which in their opinion
reminded a traditional school furniture setting, and they decided that we should
reconfigure desks, as they would be set in a one big square in the centre of the
class, which one of them commented later: ‘so now people may look in other
people’s eyes when they talk to each other’. After each class I published some
pictures taken during each team presentation. Although, all of them agreed for
their images to be published within the group, the issue of their safety was raised
many times, as one of the most important, in the process of reflection on our
classes. We were trying to take a reflection on most actions that took place during
the semester. The attempt of peering the Facebook as a potential tool for learning
and communicating at the University evoked my personal need of collecting the
experiences and impressions that students had during the process of establishing
the group and the process of being in virtual, closed educational-goaled group. I
will definitely return to that thread of the story in the further part of the
manuscript.

The second inspiration to write this work were my professional interests,
which concentrate on learning theories, especially adults’ education concepts. I
have been continuously investigating the area of learning models and theories that
would explain this unarguably relevant and contemporary topical phenomenon of
digitalism. I found out some significant concepts of several academics. It seems
that the concepts presented below may be related or may refer to the phenomena
of digitalism, which have become an area of my explorations. I have, therefore,
decided to characterise them briefly in this article.

The essentials of working on experiences were introduced by John Dewey,
who was raised in the second half of the XIXth century within equality and
fraternity spirit in the United States of America (Gutek, 2003). His early
childhood and adolescence experiences based on democratic rules influenced his
subsequent philosophical considerations and everyday educational practice. The
Dewey’s learning by doing concept and his beliefs that we need to contrast
traditional, formal education to the so-called new experimental school have
become a starting point for examining the term reflection (Gutek, 2003). The main
goal of his experimental school, founded in Chicago, was to reconstruct
individual’s own experience so that he or she may develop his or her most
valuably. In Dewey’s understanding, the reflection is an attribute of an activity. It
literally means, it is not only thinking, as we generally consider the word, but it is
more like a specific, valuable way of acting. Dewey contrasts the reflective action
to the routine action. In his analysis, the word ‘reflection’ contains two
components — the first one is a reflective action based on three abilities: open-
mindedness, whole-heartedness, and responsibility. The other component
represents the reflective thinking (Gore, 1987). The reflection concept introduced
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by Dewey provides for something more than only reflective thinking and acting.
It refers to the socio-political and ethical aspects.

Later research works focused on the area of reflection led to the conclusion
introduced by Schon (1983, 1987). In his point of view, we should consider the
reflection process from two perspectives — reflection in action and reflection on
action. The first one literally means critical thinking and experimenting during
the concrete individual’s action. In this process, a subject is constantly conscious
of the undertaken actions but is not obliged to verbalise his or her thoughts.
Reflection on action 1s verbalising, analysing and clarifying things or experiences
retrospectively. It generally takes place in cooperation with other people
(Perkowska-Klejman, 2013). The Schon’s model may be considered within the
academic context and allows a university teacher to observe his or her own work
from the perspective of the self-evaluation process (Mizerek, 2010). The area of
reflection was also mentioned in works of many other researchers. In Terry
Borton’s Developmental Framework, the reader discovers three symbolic steps of
reflection summarised in the following questions: What? So what? Now what?
(Perkowska-Klejman, 2013). We may also refer to David Kolb’s Experiential
Learning Cycle that is mainly based on reflection (Illeris, 2006) or Graham Gibbs’
Reflective Learning Cycle (Gibbs, 1998) that consists in six stages of reflective
learning. Considering the higher education, I feel obliged to mention Jack
Mezirow’s Transformation Theory (Mezirow, 1998). He states that the essence of
adult education process is critical reflection that allows the subject to reach his or
her thoughts schemes and tacit presuppositions that may limit his or her own
development (Mezirow, 1998). Finally, the Connectivism concept recently
discovered in Canadians’ papers (Siemens, 2005) should be taken into
consideration as well. The concept consists in informal learning process of
individuals. If we agree with the representatives of Connectivism that the learning
process of a contemporary digital society is based on different views, experiences
and transferable skills, the latest knowledge that is also reliable and, what is more,
if we admit that learning is not only a process of assimilating some information
but primarily a process of creating the knowledge that integrates cognition as well
as emotions in the process of coming to understanding, this would let us, at least
to some extent, to the return to the Dewey’s essential postulates. It may also be
possible to establish something similar to his laboratory school in Chicago.

The semester, during which I made an attempt of working with students’
groups through the Facebook, is coming along the end. I am really fond of
feelings, thoughts and experiences that the students had within participation in the
educational group. I asked them to answer a list of questions which seem relevant
from the perspective of self-evaluation process of an academic teacher at the
University. It also seems to be important for me because of the question that
Professor Czachorowski raised in his article about old-fashioned, traditional
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academic didactic methods, which in his point of view stopped dead in the stage
of reading Power Point presentations and preparing students’ word notes.
Although his idea concerning the visual thinking (polish ‘ry$lenie or
‘myslografia’) (Czachorowski, 2016) seems to be an alternative to the old-
fashioned methods, I am not trying to undermine his proposal despite the fact |
am not testing it. I have to admit, however, that I perceive his point of view as a
perfect inspiration for reviewing academic didactics in general; in this text I focus
on the reflection on self-taken action, according to the established educational
group on Facebook, which unarguably means leaving behind the traditional model
of learning at the University.

Entering the Internet sphere — research

To order my reflections related to my initiative of creating closed groups on
Facebook, I performed a self-evaluation of this action. It is a research that focuses
on collecting data on the course and results of the author's own work. Information
collected in this way is the basis for judging the value of actions taken and
improving one's skills (Stownik Poje¢ Systemu Ewaluacji O$wiaty - Dictionary
of Notions of Education Evaluation System). In this case, I used conclusive
evaluation (Mizerek, 2010), which, in accordance with its assumptions, allows for
collecting a lot of data during the action and after its completion. In the presented
case, the most important objective of the test was to analyse bilateral experience
related to the functioning of a discussion group on Facebook. Knowledge
collected in this way was used to determine the possible ways of using Facebook
for educational purposes at the University. My intention was also to draw
conclusions that would provide foundations for further work with students so that
it brings the best effects. To achieve this, I adopted a range of criteria needed to
analyse the actions taken. I focused on several problem areas. I was mostly
interested in finding answers to the following questions: 1/ What kind of
experience related to the creation of a group on FB is regarded as valuable? 2/
What does communication mediated by the computer bring into the learning
process? and 3/ What are students’ opinions on the form of work using a closed
group on FB?

To collect empirical material, I used data triangulation, which allows for
better understanding of emerging categories and their properties (Konecki, 2000)
and made it possible to find answers to the previously-asked questions. As the
initiator and a member of the group at the same time, I started my research from
participatory observation (Kozinets, 2012) during the semester. My actions
mostly involved observing what activities were undertaken by students in the
created closed group and analysing their reactions to posts, PDF files, links, and
photos that were published there. Proposing to students the creation of a Facebook
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group together with their lecturer seems like a novelty that required special focus
on the actions taken by students in various areas. Amongst other things, as regards
reactions to learning materials, educational trivia and videos published in the
group and also observing their behaviour in relation to the relatively informal and
fast form of communication between them and myself. A broad range of
behaviours — from no reaction through liking posts to the students’ own activity
in the discussion group — was a starting point for further research. Being in touch
with my students through the discussion group, I decided to use this online tool
to collect their statements on the impressions and feelings about the group. For
this purpose, 1 posted a Word file with a semi-structured interview guide
(Konarzewski, 2000) in the group and asked the students to complete it.
Completed guides were delivered in two ways: electronically (by e-mail) or
personally (as a sheet completed by hand). My action was aimed at ensuring
maximum anonymity for the participants and preventing their opinions and
feelings from being spread in the group. In this way, I collected 28 individual
responses. The guide included questions concerning, amongst other things, their
attitude towards the participation in such a group, the changes that occurred in it
during the semester, the experience related to communication through the group,
the availability and usefulness of learning materials and the nature of relations
with the lecturer through the group, and finally a sense of security and
innovativeness of this method. I used axial coding for data analysis, which
allowed me to generate the most important categories from the point of view of
the previously-asked research questions and to identify the relationships between
them (Konarzewski, 2000).

Social media at the University — research results

Getting used to the idea

The gathered statements clearly show the issue of the students’ emotional
attitudes towards the idea of establishing the group. Their previous experiences
(or their absence) related to being in a Facebook discussion group together with a
lecturer generally evoked two types of reactions in students: surprise or a positive
response to the idea. Some statements reflecting previous experiences of the
participants and their initial feelings are presented below: I had no contacts with
such groups before (...). My first thought was: “but how, with a lecturer in a
group? It's pure madness” (PilnyStudent). I had no previous experience with a
group that also included the lecturer (...) I liked the initiative, it was something
new (GALLANONIM). There are no such initiatives at the University (...) during
my entire studies I have not met with such an idea. (...) I thought it was a very
good idea to exchange information with the person conducting classes and with
other students (...) (Andzia). Frankly speaking, I have met with such an idea for
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the first time during my studies (...). I thought it was an innovative, very
interesting idea (Nyx). Those opinions are reflected in a further evaluation of
being in the group as a positive experience. The participants confirmed their belief
that establishing the group was a good idea, or indeed, emphasised the importance
of the experience of being in the group for their further positive approach to the
idea. The statements of the students revealed some unfavourable and even critical
voices, proving the change of their attitude during the semester, for various
reasons. In spite of their previous optimism, students declared later: I believe that
the group was established out of the needs of the lecturer — not the students
(Pencil). It was influenced by articles in GW (Gazeta Wyborcza® — a note by
author), which slightly weakened my interest in the content published. I believe
that there were too many ideological issues published in the group (Amelia). My
approach changed during the semester, I was slightly put off by the mass of
information (Magda). The definite majority of the students’ statements prove their
enthusiasm at the beginning, during and at the end of the activity undertaken.
They emphasise the novelty, innovation of this method and the directness of
contacts established through FB: I thought from the very beginning that it was a
cool and modern idea (...) I approached it as a chance to try new methods
(studentkaopiek.), I thought it was a good idea to have contact with everybody
and a good method of communication (JAMAj.), (...) an innovative, very
interesting idea (Nyx).

The collected material did not reveal any issues related to getting used to the
Facebook portal as a tool for learning and communication. This can prove that FB
discussion groups are commonly used for maintaining contacts among students.
The only novelty is the fact of active participation of the lecturer in one group
with the students.

Openness to novelty and independence?

The subsequent stage consisted in an analysis of the content of the statements
provided by group participants regarding the impact of other students on their
approach towards the idea of creating a group together with the lecturer. They
mentioned that their peers also liked the idea. With full conviction, they declared
that the approach of other participants had no effect on their initial perception of
the group. However, there were two statements proving that not everybody
approved of such an idea: I know that other students were not enthused about the
idea, but over time, they became convinced (...) (Magda). My friend commented
on this idea in a not very enthusiastic manner, but, generally, the opinions were

2Gazeta Wyborcza is a social and political journal published in Poland. The issue mentioned by the student is of
importance due to changes in the political arena which took place in Poland last year. The reforms introduced in
our country in the latest months by the Parliament many times have evoked antagonistic reactions of Poles.
Polish media (both the television and the press) are not neutral as to commenting on the events, they also seem to
categorically stand by either the ruling party or the opposition parties.
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positive (Blondil23). It may seem that the students demonstrate an autonomous
attitude; they are independent in taking decisions and open to novelties.
Nevertheless, although most of them declared initial enthusiasm (in completed
interview guides), they perhaps were initially not fully convinced about the
advantages of the initiative undertaken.

A hindrance or an improvement?

Most of the surveyed students did not perceive any difficulties related to the
functioning of the group on FB. Some inconveniences experienced by them
included: problems with public expression of one’s own belief on the Internet:
Public expression of one’s own opinion even in the Internet is often difficult
(ANONIMEK), with expressing opposite opinions: expressing one’s own
opinion/belief which may be different from the others (paplinal2345), or
retrieving specific information from many other posts published in the group: /¢
was difficult do differentiate between important and additional information (mk-
1394). Too many links, news, with the control of which I sometimes had problems
(PilnyStudent). On the other hand, participants perceived the group as a great
convenience not only as regards rapid communication and contact with the
lecturer, but, first of all, as regards the flow of information and educational
materials contained in posts: The group is useful for the rapid flow of information
and knowledge (paplinal2345), (...) the group proved useful in searching for
materials (mk-1394). Despite a definitely longer list of advantages of being in the
group, the collected material did not allow at this stage to clearly establish the
degree to which the discussion group could be useful.

Visibility - integration continuum

Unquestionably, Facebook facilitates the rapid flow of information and
improves communication both between class participants themselves as well as
between the participants and the lecturer. Frequency, efficiency, speed, simplicity
and visibility are the words that best render the impressions described by students.
Facebook enables checking the number of views of a given post on an ongoing
basis, which provides immediate information on how many class participants
have read the information. Posts reach everybody at once. They are not read
through the intermediary of the group leader or an e-mail, which can be read, only
by logging onto one’s mail account. One of the students described it in these
words: Facebook is always on, which ensures that given information will be seen
in the group (JAMAj.). Using the group communication, distortion of the
transferred information is avoided. The statement of one class participant
confirms this: (...) the group reduces emergence of contradictory information
(gossip) (studentl). Communication through the FB group has one more value —
it can, to some extent, overcome barriers in communication by students. These
reflections were confirmed by the following statements provided by the students:
in the discussion group, everybody can express their opinion where, for example,
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in the class they were not able to make any attempt to discuss, since they are shy
(studentka pedagogiki), (...) we could share opinions on a given subject (Andzia),
(...) persons who do not speak in the class often participate in the group
(studentl). Posts of participants placed in the discussion tab were often received
as a willingness to help others. Sometimes students published scans of texts to be
read for the class, on other occasions they followed a discussion about a team in
which individual people work. The response to such activities meant for some of
them support, which is reflected by the following statements (...) everybody helps
each other (Magda). What was good was that everybody actively participated in
the group (wenig). Most people helped each other (studentkaopiek.). Classmates
immediately wrote to me at the Facebook chat about any news in the group
(TuPatka K.). The gathered material revealed another issue concerning building
relations and integration through the FB discussion group. Several students did
not experience any improvement as regards communication or maintaining
relations with others through participation in the group. However, many of them
admitted that computer-mediated communication can favour building relations
and maintaining them, and that it serves integration of the entire group: My
contacts with the group did not improve to any noticeable degree (...), but I am
aware of the fact that through common writing and discussion, a certain thread
of understanding can be created (PilnyStudent), I believe that Facebook generally
is a site to keep relations; it favours establishing contacts in an easy way (Nyx),
Facebook has a positive effect, maintains relations at a higher level than only
meetings in the class (Amelia), (...) the group can integrate its members
(studentl), The group has not perhaps so much effect on maintaining the contacts,
as on establishing the contact (...). This is how bonds emerge (Blondil23). The
statements quoted above are important also in view of the fact that they were made
by students in the first year of master degree studies, who generally do not know
each other. According to their statements, the suggestion of creating a FB course
group could have a moderate effect on the establishing of initial relations, getting
to know each other and integration of all participants.

Non-traditional teacher and the subjectivity of students

The nature of relations entered into between students and lecturers (although
this 1s an individual matter) is usually formal. So far, students used to contact me
by e-mail, and in rare cases, | provided them with my mobile phone number (most
often only to the leader of the group). The fact of participating in one FB
discussion group with the students contributed, in my case, to transformation of
contacts with them. In my belief, the relations gained new meaning. They asked
questions concerning various issues, consulted me about their presentations, or
asked me to provide texts for classes in a PDF format, or sometimes simply
excused their absence or shared difficulties they encountered while conducting
“mini-research” in the field before presentation. The collected research material
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made it possible to examine their perception of these specific relations that were
new for both sides. Some statements prove the fact that Facebook does not
generally affect changes in the nature of relations, such statements as: Neutral
(stped9). The contact the same as in the class (TuPatka K.) best reflect the feelings
of some students related to the area under analysis. Most of them emphasised the
partnership, directness and innovative nature of the relation built by us: 7 believe
that it is a good way of showing the students that you can have good relations
with the teacher, that the teacher is not only the one who is standing at the
blackboard and shaking a warning finger at someone or giving failing grades
(PilnyStudent). The relations were based on conversation, the contact was direct
(Nyx), Partner relations with the lecturer (mk-1394). The very method of
evaluating me as a “modern” person made us closer to the notion of subjectively
treating each other: [ believe that communication through Facebook makes the
student feel more subjective. Because of this, I could personally feel that the
lecturer was trying to adjust to our expectations (...) although it was a Facebook
group, the respect of the student towards the teacher was maintained (Kasia).
Such communication demonstrated a casual, modern style of being of a lecturer
and high involvement in conducting classes (Blondil23). I thought that finally she
is a lecturer from the modern age (TuPatka K.). We can always count on her,
receive an answer, support and providing materials (studentka pedagogiki). In
the opinion of some persons, the contact with the lecturers at the university can
be difficult: Sometimes the contact with the teacher is not the best, while in the
group it was very good (...) efficient, fast and nice (wenig). Not every lecturer is
so modern as to introduce such a novelty to his or her previous habits. I am even
sure that such an idea among some lecturers with whom I had the pleasure to
work would be ridiculed (PilnyStudent). Still others emphasised the value of
relations between us in view of the support often provided to them in preparing
classes and my personal features. They indicated friendliness, enthusiasm,
involvement and ambition. Although some of them did not experience any
innovativeness in relations with me, the definite majority perceived the non-
traditional model of communication and responded positively to it. One of the
persons even declared that, to some extent, the attitude of the lecturer towards the
students affected a change in her perception of the entire situation: The change in
my attitude towards this initiative was affected by the teacher conducting our
tutorials. Through observation of her, her approach and involvement in our
discussion group and into conducting tutorials, I understood that such a group is
something fresh and interesting than only writing polite e-mails to the lecturer, in
which I always had to preserve the polite form. In our group, if I contributed to
any conversations, I obviously kept the polite form, such as “Dear Lidia” or
“Dear Teacher” and I also felt respect on the part of the lecturer, who expressed
that in a very nice and modern way. I liked very much the very phrase “Thanks”,

55



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume I, May 26™ -27" 2017. 46-62

which is rather reserved for closer relations, as it contributed something modern
to our conversations. (PilnyStudent). While examining the collected material, a
hypothesis can be made that social portals to some extent contribute to warming
the relations between students and teachers, and change the previous perception
of academic teachers from hardly accessible and alienated to open and close to
the students.

Non-traditional teaching materials

Communication through Facebook with students was, for me, important also
in view of the possibility of distributing materials and interesting news to the
group in the field of pedagogy in an electronic form. As results from my previous
experience, students of pedagogy rarely use the resources of the university library.
This results, first of all, from the large distance between the social sciences faculty
and the university campus where the library is located. It used to be a common
practice for me to bring my own books from home to be photocopied or to provide
them with ready-made copies of texts. In the process of planning my tutorials this
year, | took into account the fact that I was going to propose to the students
establishment of a Facebook group and I found some materials in an electronic
version, to be able to send them to students at any time. From my perspective, this
significantly accelerated the process of preparing for classes. As results from the
students’ statements, they attached great importance to educational materials
published in the discussion group in the form of PDF articles, links to press
articles, lectures of the experts in the fields, interviews and scanned texts. At the
beginning, [ was not sure about the value of teaching aids provided to them. Over
time, I observed that they partially used them to prepare their speeches. What can
be clearly seen in students’ statements is the visible merging of two significant
categories related to materials published in the group. First of all, they emphasised
the fact of saving time, which they could spend on other activities, among which
they mentioned studying: I did not have to search for those articles in the library
(...). This shortened the time of preparing for tutorials. (Andzia). Publication of
texts was of high importance. Because of that, I saved time and could read the
texts more thoroughly (wenig). Secondly, what seems important is optimisation
of the process related to searching for texts: /It was huge time saver for me, as
everything was available for everybody and, above all, legible (Magda). I think
that this made it easier to reach the materials and, in consequence, we could
spend more time reading the materials and we could always do something in our
spare time, without the need to go to the library or the copy shop (studentka.po).
One person was guided, apparently, by ecological motives, directly related to
saving natural resources of the environment: Texts in the PDF form were of great
importance to me, as I try to print as little as possible, I prefer to have the same
things in an electronic version (PilnyStudent). Although it did not play a
significant role in the analysed material, I would also like to quote a statement of
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a student who emphasised the fact of gathering all materials necessary for
studying the subject in one place: When providing the materials in one place, we
can return to them and we have them in one location, without the need to look for
them in other places (paplinal2345). Publishing educational materials available
for all participants is of great importance for students who very often have to fulfil
the role of parents, employees and students at the same time, which was
mentioned in statements: / was able to have materials required for classes without
leaving home and could read them easily, without running to the library, wasting
time, which I don’t have enough because of studies and work (paplinal2345). 1
saved time, which I don't have much due to work and family. (STUDENTO001).

Moreover, the students’ statements under analysis unquestionably indicate
the utilitarian value of the published materials in the learning process. Most
students indicated that they definitely made it easier to study or to share
information and knowledge: Texts that were obligatory were some of the most
interesting I had an opportunity to read. Therefore I can easily say that they were
very useful. They certainly helped me to study (PilnyStudent). They helped me to
understand the given material, some materials were more difficult and some
easier to read, so it is important to have a choice (among those materials)
(paplinal2345). Sometimes there were interesting links also after classes (wenig).
The materials were partially interesting. Always some of the articles or interviews
proved necessary (ANONIMEK). Some articles were useful for me when I was
doing my presentation (GALLANONIM). They were sometimes more and
sometimes less helpful. It depended on the subject of the class (Mi24).

The knowledge of how, what and where students learn is one of the
fundamental assumptions of the Connectivism idea proposed by G. Siemens
(2005). The most recent and reliable sources and the ability to choose among
different information provide the basis for development of human personal self-
awareness. Construction of knowledge is based on various opinions and sources
(Siemens, 2005). The assumptions of Connectivism in adult learning methods also
include their active and creative participation in building knowledge and sharing
information, supported by modern technologies. In the material under analysis,
originating from interviews, I also observed a visible coupling between the
motivational function and the function supporting learning, fulfilled by the
established FB group. One of the students pointed out earlier links published in
the group, leading to articles containing ideological contents which, as she further
reported: permitted me to refer to the beliefs and opinions of persons actively
contributing to the group, and sometimes encouraged searching for other content
(Amelia). Another student pointed out the presence of motivators which, in effect,
translated into supporting the learning process: The discussion group motivated
me to work and reminded me that there is less and less time. It generally teaches
cooperation, provides an opportunity to exchange opinions and to search for
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various information (studentka pedagogiki). Still another person wrote: The
group certainly motivated me by adding articles (...). I started to pay attention to
information on the Internet concerning education (STUDENT001). (...) I learnt
creativity, involvement in broadening knowledge (stped9). Because of the group,
I had an opportunity to extend my knowledge beyond the obligatory materials
(ANONIMEK).

Generally, group participants had no qualms about publishing their own
studies, presentations and scanned texts in the group. This was confirmed by the
majority of statements, which indicate the need to cooperate and the ability to
share with others: When I had something useful (...) and when I thought that it
could be certainly useful for somebody, [ was happy to be able to share something
(JAMA].). I believe that when I prepared something for the class and it was
verified, then why not share it with others? Perhaps it may turn out handy for
someone (PATKA @). When I found an interesting text, which was worth sharing.
This is a standard, you don’t do it grudgingly, we are dependent on each other to
some extent; persons who do not share, harm themselves. (studentl). However,
the fact that seemed alarming to me was that one person who in previous
statements negatively commented on the initiative of creating the group,
expressed her anxiety about publishing any content: / did not publish in this group
(with the teacher) but only in the specialty group. I did not like to contribute to
the forum of that group, since I felt that I would be evaluated by the teacher and
I did not want that (Pencil). As results from that, closeness and openness in
contacts with students and supporting their learning process does not always have
to be perceived in a positive way and does not in every case help to escape from
the commonly established power structure: a dominating teacher versus
subordinate student.

Traces left in the web — sense of security

In the prepared interview guide, I included a whole range of questions related
to the issue of feeling secure. They included four areas important from the point
of view of this article. The first one concerned publication of the students’ results
of quizzes and tests in the closed group on Facebook. The second one included
questions concerning opinions on the photos of participants that were published
in our group after their presentations. Another area concerned the issue of tagging
their first names and surnames in posts. The aim of the last one was to check to
what extent the participants felt safer in the group after we verified the list of
persons authorised to access it. Although a significant part of students had nothing
against making the results of quizzes being made public in the discussion group,
some of them considered it worthless or proposed specific solutions related to the
feeling of security and anonymity in this regard. For instance, one of the
participants put forward the following proposal: I believe that we can manage it
in that way that the grades are given on the basis of the student ID number, and
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not with the name and surname (studetnkaopiek). Likewise, the opinions of
making their image public in the FB group were varied. Although we agreed on
this issue during our first class and all participants consented to making photos of
them during their presentation and to publication of their image only in the closed
group, some of them emphasised later either the pointlessness of this activity or
dangerous consequences they saw in relation to such an activity: Good idea in a
CLOSED GROUP. Dissemination outside the group should be strictly forbidden.
Photos are good self-control, they help to control our own attitude during the
presentation (studentl). Photos — a good keepsake, but unnecessary (Amelia), 1
don't like it too much, as it does not contribute anything to my learning process.
Besides, what you publish on the Internet, remains there forever, you can always
remove the photo from the group, but you cannot remove it from the Internet
(Magda). This last statement drew my attention to an important fact of infringing
the boundaries of the sense of security of course participants. This issue seems to
require particular care while planning further activities related to participation in
online activities. However, the idea of tagging students’ profiles in the group met
with better approval and acceptance; the students did not see any problem with
referring to them in the posts and using their first names and surnames. They also
mentioned that it helped them to more quickly respond to information addressed
directly to them. Initially, the discussion group also included persons from other
tutorial groups, which generally were added by the students. I also added another
lecturer who taught the same course as a member of the group. Over time, I
thought I should ask the students about their willingness to verify the rights to
access our group. I asked one of the students, our group admin, to perform it.
Students accepted this idea and I had a feeling that they felt much safer from that
moment. Their statements oscillated in a continuum: I did not feel entirely
secure to I felt secure after verification of members. This is illustrated, for
example, by such statements: The idea of verification was great. Persons who
have nothing to do with the group should never be made a part of it. I felt that my
image and data are better protected (Magda). I think that I felt better after
verification (GALLANONIM,).

Planning any educational activities on the web requires from the teacher a
particular sensitivity to issues related to the students’ feeling of security. The fact
of drawing my attention to the publication of images in the group or the results of
their surveys as not entirely appropriate activities is significant to the extent that
it could affect the willingness to participate in similar initiatives in the future.

Facebook and the need for its use in academia

Despite a partially unfavourable evaluation of the idea of using the image of
participants and carelessness as regards the publication of their test results in the
group, students very positively responded to the idea of creating social media
discussion groups with the lecturer in the future. In their statements, they declared
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the need to undertake initiatives of this type, highlighting their value and listed
the advantages of functioning in the group. Among the most important
advantages, they reported the experience related to rapid and immediate
communication and the efficient course of the learning process. Some of them
even proposed specific situations and university courses for which the use of the
Facebook site would be justified: I would like such a group to be established for
courses with which students have problems, e.g. methodology of social research
(Andzia). (...) such a system of cooperation between the lecturer and the students
makes sense (studentl). This is a great solution for students and teachers, makes
the work of the entire group easier (studentka94). An interesting reflection on the
activity undertaken was made by one of the students: Such groups should be
created in our times. The world and technologies are constantly improving, so we
can also change this world and make learning easier (...) as such groups give
more possibilities (studentkaopiek). Her statement refers to the essence of the
Connectivism idea, and, namely, one of its principles which treats the learning
process as one that can occur outside the human organs — in devices, society,
network etc. (Siemens, 2005).

FB, they and me (we)? — finding the link between student and academic
worlds

The conducted analysis made it possible to arrive at several important
conclusions, on the basis of which I will be able to improve my teaching practice
at the University. Below, I am trying to indicate those that are of the highest value
from the perspective of self-evaluation of my own work.

First of all, proposing participation in the discussion group on Facebook to
students does not involve any difficulty in getting used to this tool. The fact of the
widespread use of this portal by students is unquestionable. The only novelty that
emerged in the analysed material is co-participation in the group with the lecturer.
However, this did not raise any objections from the students. Despite their initial
surprise, most of them definitely supported the initiative undertaken and in effect
began to perceive the teacher as someone from “their world”, “their generation”,
close to them.

Secondly, participation in the group involves frequent online contacts,
which, to a certain extent, can serve maintaining relations and even, as revealed
in the texts analysed, help to develop bonds and integrate the group. Therefore, it
seems particularly reasonable to propose creating such a group at the beginning
of a given stage of studies, when the students are beginning to get to know each
other.

A less formal nature of contacts maintained through the social portal between
students and the lecturer favours breaking down the communication barriers and
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contributes to warming up the relations. Closeness, openness and accessibility of
the teacher create a specific climate that serves building the subjectivity of the
student. Certainly, it can be claimed that such a form of contacts cannot have a
negative effect, it can be, as reported by students: “neutral”. However, it must be
admitted that even such an indirect form of communication does not always
liberate us from the roles imposed on us: a dominating lecturer and a subordinated
student. This is indicated in the statement provided by one of the participants, who
did not dare to publish any posts in our discussion group out of fear of being
graded by the teacher.

The most attention was paid to the issue of non-traditional learning materials,
which, because of their useful nature, proved to be a highly important element in
the process of studying. The fact of saving time and optimisation of the text search
process was of a great value for students, first of all, in view of the fact of the
various social roles fulfilled by them and the need to draw knowledge from
various sources. The learning materials published on the group and additional
links leading to interesting news in the field proved, from the perspective of some
students, interesting and helpful when preparing for class activities, while from
the perspective of others, they encouraged further search or their critical analysis.
It seems important in relation to the analysed experiences of adults. The
assumption of an academic education, particularly in humanities and social
sciences, is to activate independent thinking in students, their ability to express
doubts, skills in asking questions or questioning the rules established in the world.
The education of adults is perceived in this manner by Jack Mezirow — the founder
of the transformative learning theory (Mezirow, 1998). The group fulfilled, to a
large extent, a motivational role in this regard and supported the studying process.
Therefore, it is possible to collect interesting materials in an electronic form and
to follow current events in the educational arena (domestically and abroad), which
will then be published in the group. Before creating such a group, it is worth
asking the question of what materials should be searched for to avoid ideological
distortions and demagogy and to support the process of the harmonious
development of an adult student.

The collected material also made it possible to draw certain conclusions
related to the sense of online security. Reflecting on the means of notifying
students of the test results, agreeing with them on the possibility of publishing
their images in the group and a reflective approach to the issue of privacy
management and membership in the group, provide starting points for building
trust and a sense of security.

A positive approach of students towards undertaking such initiatives in the
future reinforced my conviction about the sensibility of co-creating with them
education and discussion groups on Facebook. It seems just like several years ago
when electronic mail brought about a revolution in communication between
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students and lecturers; although its role in the latest years has been decreasing in
relation to a growing participation in social networking platforms.

As a result of the activity undertaken, it was managed to expose the
significance attributed by students to this new form of communication and
learning. It is a fact that reflective observation of the digital space and the ability
to participate in it together with students provides an extraordinary challenge and
also requires that the teacher maintains a high level of subject matter knowledge
and ethical standards.
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Abstract. Competence-based approach to study process is frequently discussed topic among
academicians, learners and government authorities due to its practical contribution to better
graduates’ employment abilities. The aim of the given study is to identify teaching methods with
the biggest contribution to development of students’ competencies. Bachelor level students of
management-based study courses were surveyed in order to evaluate the progress in acquiring
certain management competencies. Self-evaluation study was performed before and after the
course. The acquired data was processed and the contribution of analysed teaching methods to
competencies’ development was assessed.

Keywords: competencies, management course, teaching methods.

Introduction

New skills for children and adults in the digital era, competence-based
education (CBE) approach, core competencies for lifelong learning and related
topics are frequently debated at the national and EU level (EC, 2016; EC, 2014),
as well as a “need to improve the quality and relevance of the skills and
competences” (EACEA & Eurydice, 2012) has been recognised.

In this regard, the most important issues are identification of skills and
competencies needed for better citizens’ employment, as well as relevant changes
in educational systems and promoted activities in learning/teaching processes
(Power & Cohen, 2005; Deiflinger & Hellwig, 2011; Elsevier Education, 2014).

The goal of the research was to identify teaching methods with the biggest
contribution to development of students’ competencies.

To achieve the research objectives, four-stage study was conducted by the
authors: (1) list of the competencies was created by the lecturers — research
participants — based on their professional experience and competencies mentioned
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in the Latvian Classification of Occupations; (2) contribution of the pre-
determined teaching methods to each competence development was evaluated by
the lecturers; (3) and (4) bachelor level students of management-based study
courses were surveyed in order to evaluate the progress in acquiring certain
management competencies. Self-evaluation study was performed before and after
the course.

Competency-Based Approach to Study Process

Competency-based business and management education aims to bring about
the sequential acquisition of competencies required for entrepreneurship and
management practices. Competitiveness of the enterprise based on its core
competence, which emerges from the competencies of managers and other
employees. In recent decades, society and professional associations have come to
idea of increasing importance of sustained professional competence, giving rise
to competency based education. CBE essential components are: measure of
learning outcomes rather than seat time, students advance upon mastery,
competencies that are explicit, measurable and transferable, rigorous assessment
methods, and personalized learning approaches (Rasmussen et al., 2016).
Competencies are the core of competency based curriculum in management and
business study programs, they should be aligned with both industry and academic
expectations. The process of defining competencies is one of the most important
steps in the development of a CBE program, as the competencies required for a
degree determine the focus of learning and assessment. Many of the newest
models of competency-based education offer online formats, multiple modes of
learning activities, and structures that permit students to learn and demonstrate
required competencies at their own pace. (Klein-Collins, 2013). Competency
based approach to study process implies explicit process of mapping
competencies to courses, methods and learning outcomes (Johnstone & Soares,
2014). Competency based education accommodates the fact that students bring
diverse levels of prior experience and knowledge within subject. It implies
continual analysis of each process, method and element of the study program
contribution to students’ progress in acquiring certain competencies.

Advanced Teaching Methods in a Modern Education Process

Competency based approach to study process shifts the emphasis towards
outcomes, capabilities and learner-centeredness. Due to highly changing business
environment, many authors emphasise the need to advance managerial education
for all type of students using interactive and action-based teaching methods (Bock
etal., 2013; Morris et al., 2013; Neck et al., 2014). Those methods are seminars,
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tutorials, workshops, games, case analysis, problem based learning and practical
exercises. Seminar is a form of academical instruction, bringing together small
groups of students requested to actively participate and focusing on some
particular subject. Tutorial is a small class for one or a few students, more
interactive and specific than lecture or seminar, giving individual attention to each
participant. Workshop implies training of practical skills, and presenting
individual or joint project as an assessable outcome. Problem based learning is an
dynamic classroom approach focusing on exploration of real world challenges,
during which students are collaborating in order to investigate and respond to a
complex question or problem. Case study or analysis is a practically focused
research and analysis of definite case (for business and management students
usually corresponding to entrepreneurship practices), identifying its causes,
influencing factors and possible solutions. Together with a focus on sustained
evidence of professional competence competency based approach to study
process calls for advanced methods of teaching, customizing programs to the
students by offering learning activities in a range of modes, including class
exercises, written materials, video lectures, workshops, tutorials, demonstrations
and games (Doll, 2015; Entwistle, 2015). Research is aimed to investigate a
contribution of different teaching methods to students’ progress in acquiring
certain management competencies.

Methodology

To achieve the research objectives, four-stage study was conducted by the
authors:

1. The list of basic management competencies and course-specific
competencies was developed by the lecturers of the management-
related courses of the University College of Economics and Culture.

2.  Contribution of the pre-determined teaching methods to each
competence development was evaluated by the lecturers.

3. Students of the relevant courses were surveyed in order to evaluate the
level of each specific competence before the course.

4. Students of the relevant courses were surveyed in order to evaluate the
level of each specific competence affer the course.

Study participants (lecturers and students) represented three management
courses: (1) Strategic management, (2) Quality management, (3) Personnel
management. The list of basic management competences was created though in-
deep discussion within the authors’ group, based on the information provided in
the Latvian Classification of Occupations. Specific competences were identified
by the lecturers, based on their professional experience and course specifics.
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The list of basic competencies is presented in the Table 1. Competencies
were identified not only for a company’s, but also for business unit managers.

Table 1 Basic competencies for managers

Basic competencies Label

Ability to determine and formulate mission and goals of a company; to

develop a strategic plan Strategic goal

Ability to analyze, systemize and integrate the internal and external

) . , Information
information for a company’s need
Ability to plan, manage and coordinate the activity of a company as a Management
whole
Ability to determine performance measures aligned with strategic goals Performance
measures
Performance
Ability to evaluate business performance, identify problems and find evaluation,
solutions problem
solving
Ability to work in team, to delegate duties. Leadership competencies Leadership
Ability to work individually, to take responsibility for results of own work | Individual work
. , Presentation
Ability to report about company’s performance competence
Ability to apply information technologies IT competence

The contribution of eight teaching methods to students’ competencies
development was analyzed within the current study: (1) seminar, (2) tutorial, (3)
exercise classes, (4) workshop, (5) case study, (6) problem-based learning (PBL),
(7) distance learning, (8) gamification.

The lecturers were offered to mark the certain method in relationship with
the certain competence, if, on their opinion, this method contributes to the
competence development.

Specific competencies for individual courses are presented in the Results
section. The students of relevant courses were offered to perform self-evaluation
regarding each competence, using 5-point scale (1 — competence is absolutely not
developed; 5 — competence is highly developed). Iteration of the survey before
and after the course was made in order to evaluate the progress in competencies
development that, in turn, indirectly allowed making conclusions about teaching
quality.

Results

The lecturers participated in the survey evaluated each of the analyzed
teaching methods in terms of their application possibility to development of
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certain management competencies. The results of the second stage of the survey
are summarised in the Table 2.

Table 2 Lecturers’ viewpoint about teaching methods’ contribution to competencies

development
. . Methods marked by Teaching Freq.u ency of
Basic competencies . selection of the
lecturers as contributors method
method
Strategic soal Seminar; Exercise classes; Seminar 7
gic e Workshop; Case study
Information Tutorial; Case study; PBL Tutorial 5
Management Seminar; Workshop; PBL Exercise 4
classes
Tutorial; Case study; PBL;
Performance measures | Distance learning; Exercise Workshop 8
classes
Performance
evaluation, problem Case study; PBL Case study 9
solving
. Seminar; Workshop; Case
Leadership study; Gamification PBL /
Seminar; Tutorial; Exercise Distance
Individual work classes; Workshop; Distance i 5
C i . learning
learning; Gamification;
Presentation Workshop Gamification 4
competence
Seminar; Workshop; Distance
IT competence .
learning

All participating lecturers shared their opinion about workshop as the only
method contributing to development of students’ presentation skills. Besides, on
the viewpoint of study participants, the competence “performance evaluation,
problem solving” can be developed, using the methods “case study” and
“problem-based learning”. However, regarding other competencies lecturers
ideas and opinions are divided. The frequency of leading selected methods may
reflect the fact of merging of different methods within teaching practice. As a
result kind of joint interactive group work method is emerging, including 1)
recurrent students’ group meeting with a particular focus (element of seminar), 2)
during which students are investigating and analysing definite real world problem
(PBL element), 3) which is, typically, a particular case of problematic business or
managerial practice (case analysis element) 4) and implying elaboration of kind
of solution, project, scenario or strategy in order to respond to studied challenge
(workshop element).
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Figure 1 reflects the results of students’ self-evaluation study before and after
the study course.

before after
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<& Figure 1 Students' self-evaluation results

According to the results received before the course, the worse developed
competence of the students was “Ability to determine performance measures
aligned with strategic goals” (label “Performance measures”). In turn, the highest
level of development was assigned to the competencies “Ability to work in team,
to delegate duties. Leadership competencies” (label “Leadership”) and “Ability
to work individually, to take responsibility for results of own work™ (label
“Individual work™). After the course the least changed ratings are “Leadership
competency”, “Individual work competency” and “IT competency”, which get the
highest self-evaluation results prior to the course. Taking into account teachers’
emphasis on such teaching methods as seminar, workshop, cases and PBL, related
to group work, collaboration and joint contribution to the outcome, it is clear why
students are not associating such practices with leadership or individual work
competencies. The progress, however, relates to acquiring such management
competencies as “Ability to determine performance measures aligned with
strategic goals” (label “Performance measures”), “Ability to analyze, systemize
and integrate the internal and external information for a company’s need” (label
“Information”) and “Ability to determine and formulate mission and goals of a
company; to develop a strategic plan” (label “Strategic goal”), “Ability to evaluate
business performance, identify problems and find solutions™ (label “Performance
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evaluation”) and ‘“Ability to report about company’s performance” (label
“Presentation competence”). These data corresponds with nature of selected
teaching methods, merging into joint teaching practice, emphasizing group work.
This practice includes analyzing internal and external information for the needs
of certain organizational cases, identifying causes of problems and modeling
possible response to organizational challenge, as well as presenting the results and
elaborated solution, based on definite measurable criteria. All mentioned elements
are corresponding to competences, in which students reported progress after
course.

Regarding specific management competencies, there were identified 21
competencies in total for three management courses. The list included such
competencies, as “Ability to properly use professional terminology”, “Ability to
organize team-working, develop communication, promote corporate identity”,
“Ability to analyze market trends; Ability to develop staff training plan/ system”,
“Ability to link personnel management efficiency and company’s strategy” and
others. Seminar was selected an appropriate method to development of 9
competencies. The results for other teaching methods are, as follows: tutorial — 9;
exercise classes — 6; workshop — 10; case study — 8; PBL — 7; Distance learning —
1; Gamification — 9. Low rate of distance learning shows that working within
blended learning students’ groups teachers are focusing on classroom activities.

Figure 2 represents the results of students’ survey - self-evaluation of
specific competencies. Since the competencies identified by lecturers were
absolutely different, the authors focused on the evaluation of progress.
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Figure 2 Evaluation of specific competencies by
students: before and after the course
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From the Figure 2 it is obvious that the students increased certain
competencies significantly during the study course. This is especially relevant for
those competencies which were evaluated as less developed before the course:
ability to optimize planning and organizing processes within enterprise (comp 1),
ability to analyze and to optimize motivating and control systems within a firm
(comp 2), ability to understand and to promote appropriate organizational culture
and corporate identity (comp 3), and ability to use correctly professional
terminology of strategic management (comp 4). No progress marked in those
competencies which were relatively highly evaluated prior the course: ability to
define personnel competencies and duties in order to ensure production quality
(comp 5), ability to indentify production quality impacting risks and factors (comp
10), ability to manage group work and information channels at the enterprise
(comp 11), ability to identify HRM goals and direction (comp 13), ability to work
in psychological tension circumstances and to solve problems (comp 18), ability
to make HRM related decisions (comp 19), ability to think creatively (comp 21).
Relative progress were notices by students in acquiring such competencies as:
ability to manage quality control procedures (comp 6), ability to manage
innovations (comp 7), ability to conduct costs analysis (comp 8), ability to analyze
labour market trends (comp 12), ability to match certain HRM functions such as
selection, assessment etc. With organizational strategy (comp 15), ability to create
personnel learning system within enterprise (comp 17). Analysis of those data is
relatively complicated due to the wvariety and specifics of mentioned
competencies. Some of them are more narrow, instrumental and specified then
another. The more critical is students self evaluation by certain competence before
the course, the more likely progress will be reported after the course. This
tendency may show, that teachers chosen teaching methods are helping students
to experience progress in acquiring the underdeveloped competencies within
competency based study approach.

Conclusions

1.  Due to the fact, that there are multiple potential linkages between learning
activities, teaching methods, learning outcomes and competencies within
CBE framework, it’s hard to make credible causal claims under conditions
of complexity. Still it is possible examining certain advanced teaching
methods’ contribution to progress into acquiring certain competencies
through self-evaluation of teaching and learning process participants.

2. Based on study results (Table 2), teachers repeatedly selected methods forms
kind of clusters, emphasizing joint interactive group work, including
elements of seminar (recurrent students’ group meeting with a particular
focus), element of problem based learning (investigating and analysing
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definite real world problem), case analysis element (typically, a particular
case of problematic business or managerial practice) and workshop element
(elaboration of kind of solution, project, scenario or strategy in order to
respond to studied challenge). Within such approach the least changed rating
have such competences as leadership, individual work and IT competencies.

3.  According to the students’ survey results (Figure 1, Figure 2), the most
progressing competences from the students’ viewpoint are “Ability to
determine performance measures aligned with strategic goals”, “Ability to
analyze, systemize and integrate the internal and external information for a
company’s need”, “Ability to determine and formulate mission and goals of
a company; to develop a strategic plan” and “Ability to evaluate business
performance, identify problems and find solutions”.

4. Least progressing competencies were “Leadership” and “IT competence”,
however, these competencies are possible to be developed at the work place
or within professional training programmes, not in the class.
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Abstract: In modern conditions, the wide introduction of mmh@tion and communication
technologies (ICT) into the social sphere is ofagienportance, therefore the development of
science is impossible without the use of new eduettechnologies.

The purpose of the research is to develop scientific and methodological prmns for the use

of info communication technologies and internatiaea professional training of medical
students.

The object of the research is the process of improving the professional tiregnof students in
medical universities.

The subject of the research is the pedagogical and organizational-content gbads for
improving the information training of students addital schools on the basis of the use of ICT
in teaching.

The hypothesis of the research is that increasing the information training of dants of
medical schools in professional activities basedhenuse of ICT will be effective if:

- the scientifically grounded way of preparatiorstiddents for professional activity with use of
ICT within the framework of existing State eduaaiostandards of the higher vocational
training is offered;

- a model for the formation of cognitive activifystudents of medical schools based on the use
of ICT is developed.

The methodological basis of the research are the ideas of the theory otergral educational
process, the concept of personal developmentahiegy the concept of education using
computer technology, the concept of the formatiaihe information culture of the individual
in general and the teacher, in particular [2,4,8],

Conclusions: The analysis of the state of the development fofnmation technologies in
education, the disclosure of the specifics of e af ICT allow to develop organizational and
semantic conditions for the formation of elemeritthe methodical system of using modern
information technologies in vocational trainingrokdical students.

Keywords. Higher education, information and communicatiorchigologies, innovation,
improvement of educational process.

I ntroduction

The Tashkent Medical Academy (TMA) pays much aitentto the
improvement of the educational and methodical mecéhe development of
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innovative didactic systems. At the same time, w@dpedagogical science is
based on a common platform for the methodology he# higher school
educational process, which is built on a numbaetidéctic principles, including
accessibility, scientific, systematic, visual agwio.

The educational process in TMA is constantly bempgroved due to new
information technologies that allow searching nef@imation resources. And at
the same time the most important form of educatoour medical college is a
lecture. Its significance lies in the fact thatsitnot possible to replace the live
communication of the lecturer with students evethwhe Internet that has
become so popular among young people. Teachinfy §t8) of TMA uses
modern lecture forms in the framework of innovati¥aching: an integral lecture;
problem lecture; lecture-visualization; lecture nhialmg motivational, gnostic
and controlling functions in teaching.

The main component of the teaching activity oftdeching staff has always
been the desire not only to master innovative et technologies, but also
the most active participation in the developmentef didactic systems from the
perspective of evidence-based medicine.

The undoubted achievement of recent years was gstremng of the
methodology of visualization of teaching. Modernueational systems are
designed to help to solve the problems facing tgkedr medical school: to train
highly qualified specialists in various fields aidwledge, ready for responsible
and effective activity in their specialty at thedéof world standards.

All world experience shows that now in the globad®omy the information
and communication technologies sector, includirgy phoduction of computer
and telecommunication technologies, software dg@reént and the provision of
a wide range of interactive services, is becommoegaasingly important. It should
not be forgotten that the development of ICT dikeelffects the level of the
country's competitiveness, allows the collectiod aggregation of huge amounts
of information, opens wide opportunities for gowaamoe at the strategic level.

Many aspects of innovative educational technolqgesresults of scientific
research and the development and implementatiaatbbrs’ techniques related
to lecture work, the organization of independent rkwvoof students,
interdisciplinary integration, etc. are used in #oéivity of the TS of TMA.

At present, the trend towards the formation of m@mn information space
has become evident, both within the framework adividual educational
institutions, and in the perspective for the enéideicational system. In addition
to the organizational structure of this space arttvely developing nowadays
specialized software on the basis of which its fieming is realized, paper
information carriers - methodical and educationtdrature, periodicals for
medical educational institutions - can be congdem integral part of common

74



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Confer. Volume |, May 36-27", 2017. 73-82

information space. In this connection, in particuldnere arises the task of
efficient integration of computer and traditionaldrmation support tools.

The main drawback of existing information resourcs®d in medical
universities is their practical isolation from tbentent and methods of teaching
specific disciplines. It can be noted that the nseahinformatization used in
higher educational institutions discord methodicalning systems, which are
understood as a set of goals, content, methodasfand means of teaching. The
development and application of the information emwvmnent of the university can
become a real ground for solving this problem. @eration of all components
and environment resources, the features of compeéthe methodical system
will maximize the resources of the environmenthe established practice of
training, make the informatization process as éffeas possible and will serve
as another factor that facilitates the integratma unification of information
resources and technologies.

Many authors note the high efficiency and broadagedical possibilities of
using modern multimedia computers in the learnirag@ss, but on the condition
that the didactic and psychological principlesraéraction of the computer with
students, developed by modern pedagogical sciane¢aken into account in the
process of creating a pedagogical software.

In the works of several authors, the following dboaaks of modern teaching
systems are noted: the teaching action does netitédx account the individual
characteristics of the trainee to the full; mostegns can not identify those gaps
in mental activity that have caused difficultiesstudents Koiimypamnos, 2016;
boiimypanos, 2014; baxapeBa, 2000; Bacunwskos, 2004; Homuuep, 2003;
Mup3soesa, 2004; Computers and Medical..., 1998).

The purpose of the research is to develop scientific and meshagical
provisions for the use of info communication tedoges and internationalize
professional training of medical students.

The object of research is the process of improving the psifesl training
of students in medical universities.

The subject of the research is the pedagogical and organrzticontent
conditions for improving the information trainind students of medical schools
on the basis of the use of ICT in teaching.

The hypothesis of the research is that increasing the information training
of students of medical schools in professionalvés based on the use of ICT
will be effective if:

- the scientifically grounded way of preparatiorsafdents for professional
activity with use of ICT within the framework of iskng State educational
standards of the higher vocational training is refte

- a model for the formation of cognitive activity students of medical
schools based on the use of ICT is developed.
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The methodological basis of the research are the ideas of the theory of a
intergral educational process, the concept of paisdtevelopmental learning, the
concept of education using computer technologyctmeept of the formation of
the information culture of the individual in genleaad the teacher, in particular
[2,4,5,7,8].

The theoretical basis of the study is the pedagogical basis for theafse
ICT, which is reflected in the work of some auth@@scunskos, 2004;I"ynskuH,
2004; Mup3oeBa, 2004; Pomanos, 2002). The content of the term ,personal
information culture”, inextricably linked with thgocial nature of a person, is
disclosed in several publication$ofimypamos, 2016; boiimypanos, 2014;
I'ynaxun, 2004; Kouyerkos, 2002; Pomanos, 2002), the problems of higher
education informatization are reflected in the vgook authorsKaxapesa, 2000;
Bacuiekos, 2000;Iyisakun, 2004;Jomunep, 2003;Kouerkos, 2002). The use of
telecommunication technologies in the teaching andnagement of the
educational process is reflected in the works tha@s (Lyon, 2001; Kridl et al,
2001;T'ynsaxun, 2004; Homurep, 2003;Kouerkos, 2002;Mupzoesa, 2004). The
work of a number of authors is devoted to the dsew ICT in medicine (Lyon,
2001; Kridl et al, 2001BacuiskoB, 2000; Jomuuep, 2003; Kouetkor, 2002;
PomanoB, 2002). Information culture as knowledge about thieucture,
functioning of the information environment as wel skills necessary for
interaction with it both by traditional means ang means of information
technologies, is considered in the following woflkgon, 2001; Kridl et al, 2001,
[Manmomuukosa, 2000). Inclusion in the content of the informaticulture of the
axiological, ideological and other components ctitey the motivational and
semantic sphere of the individual is revealed wdists (Kridl et al, 2001;
Pomanos, 2002; [llanomuukosa, 2000). The social aspect of an individual's
information culture is defined as the degree ofterasy social information, as a
set of principles and real mechanisms that ensositiye interaction in the
information process, both as an individual and hutgaas a whole. The
formation of the information culture of the teachérs preparation for the
application of information technology in professabmand pedagogical activity;
definition of goals, content, methodology and mdthof teaching informatics for
future teachers are investigated in the followingrks (Lyon, 2001; Kridl et al,
2001;Mup3zoesa, 2004;Pomanos, 2002).

The problem of internationalization of higher ediaa is linked with the
need for training of highly qualified competitiveexialists of international level,
able to operate in global labor market requirements

On the other hand, currently, there is a pressewgrof active change of
higher education, in particular, closer cooperatiotne field of mutual exchange
of experience between the higher educational utsiits of the leading European
countries who are recognized leaders in the fie&tlacation. The modern system
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of higher medical education is designed to imprtwve training of multiple

personality, capable of active social adaptation siociety. Today, the
internationalization of higher education is a neeeg condition for successful
development of the university. When there is dedpegration of education
between foreign universities there develop theggses of implementing priority
development programs of staff training.

Internationalization processes include the integmabf higher education in
the international educational community throughithplementation of exchange
programs between the actors of the global eductispace: students, faculty,
research staff (in the form of training, workshageminars, master classes, short-
term and long-term fellowships). More than ten geago, the studies noted that
the increase in the quality of higher educatiortipalarly the importance of
international cooperation in terms of improving tngality of higher education
will play a major role in the 21st century. Incriegsthe quality of higher
education means the mobility of students and teack®e transnational nature of
the development of education; the development of ngpes of training
programs.

It should be noted that the first step in the imddionalization of the
educational processes is the improvement of ouratiuinal programs and plans,
and the development of new programs accordingea@tiority “development of
education and science” of our country which wileate the impulse that
stimulates the motivation of the teaching staftha field of medical education.
The most important thing is healthy competitionwestn them, as well as an
opportunity to assess the weak areas of their wortevelop concrete proposals
to further improve the level and quality of traigiaf qualified specialists.

Since the beginning of 2016 in Uzbekistan there wasiculum reform
initiated: all medical schools have revised theagrams, reviewed the curricula
of the leading medical universities in Europe, Aiceeiand Asia and on the basis
of the research there was modern single prograbmibats the requirements of
today to the training of physicians composed. As ttime, the program is
implemented in the educational process of firstrees in Tashkent Medical
Academy (TMA), and receives a lot of positive feadb from teachers and
students.

To solve the set goal and verify the initial hypesis a set of scientific
research methods was used in the work, includinglyais of scientific-
methodical medical and pedagogical literature,teelao the problem of this
study, the regulatory and legislative documenthefRepublic of Uzbekistan on
higher education; the search, ascertaining, fornang control conditions of
medical and pedagogical science, taking into adoounmany years of scientific
and pedagogical activity in the TMA; methods of witative and qualitative
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processing of material; analysis and synthesis epionts with elements of
experimental work; polls, conversations, testing.

Special attention is given to the extension of graspportunities for the
development of medical science and educationalgss®s in medicine. The
project Internationalization and Modernization afu€ation and the Processes in
Higher Education of Uzbekistan (IMEP) - a joint jpet of TMA and Rezekne
Technological Academy (Latvia), London Metropolitamiversity (UK) and
Peloponness University (Greece) is an example c¢h stooperation which
became a reality thanks to the Erasmus+program.airheof the project is the
internationalization and modernization of processesigher education, the
continuous increase of pedagogical qualificatiamproving the quality of
teaching, bringing students and employersto thenile@ process. The project
involves not only Rezeknes Augstskola, London Mmtritan University,
University of the Peloponesse, but also British @i Ministry of Higher and
Secondary Special Education of the Republic of Wd@n, chief scientific and
methodological center, Tashkent Medical Academy,ivéhsity of World
Economy and Diplomacy, Uzbek State University offldanguages, Bukhara
State University, Namangan State University, Saaraak State Institute of
foreign languages and Tashkent State Pedagogicetidity.

The projectis presented with 7 work packagesaiimeof which is to analyze
the existing needs by questioning of hundreds a¢hers and students, tens of
employers and focus group —heads of the univesgsitiren on the basis of these
results, a program of continuous professional agraknt of teachers, guidance
on sustainable and continuous improvement of tegcstiandards, guidelines to
attract students and employers in the learningga®will be developed, all steps
are carried out under the constant supervisiohetiality and completion of the
project and by the end all will disseminate theultssof the project and put them
into practice TMA and other higher educationalitngbns of the republic.

Today, a lot of work was already accomplished: gxbj website
(https:/limep.bimm.uz), which houses all of the inde information on the
project was created, regular working meetings ofngas, such as full-time in
Tashkent, Namangan, London, and teleconferencida&ing place on regular
basis, there are designed questionnaires for utistis’ staff, students and
employers in three languages, conducted surveygeaxdhers, students and
employers, and the work on preparing the next mgeti the partners in Bukhara
and Rezekne is in full swing. There are plans tmd¢h pilot projects to engage
into the learning process students and employsrsyedl as accomplishing the
mobility of students and teachers in the project.

As one of the most important international actestof the university is the
academic mobility of students, masters, candidatesfaculty members, TMA
pays special attention to this issue. Graduallywensities stepped up existing
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contacts and develop cooperation, making it possobisit foreign universities
(London Metropolitan, Birmingham City universitie§o, at the moment about
50 master students have been trained in foreigretsities for a period from 1 to
6 months, the applicants were able to get acquwiin the modern methods of
scientific research. The teaching staff is involuethe programs of exchange of
experience with foreign colleagues, in particuke teaching of the specialty of
general practitioners (GPs). The direction of mgpiis closely linked to
programs for international students and TMA is\atyi engaged in attracting of
foreign students. So, today most foreign studenteeaAcademy are from CIS
countries. However, this area still needs to betiged and we also plan to attract
English-speaking foreign students, that is why riecessary to develop a program
to work with foreign students. TMA has a great patd for this, as it was one of
the flagships of the introduction of English indbang process among universities
of Uzbekistan. TMA has strict requirements forsitaff on knowledge of foreign
language and teaching partially or completely ilMore and more students of
TMA are ready to take training in English that cat but rejoice in the light of
the opening of this possibility to exit the prosiseaf our education on a global
level.

Theresults of the study and their discussion

Analysis of scientific and methodological literagwallowed us to highlight
the problems of introducing information and comneation technologies in
medical education. At the same time, great attanfigpaid to the psychological
and pedagogical problems of using info communicatezhnologies: education
in the information and communication environmenteraction of the students
with computer, transfer of teaching functions k@ tcomputer, pedagogical
orientation in the development of electronic meahsupport and development
of the educational process, computer didacticslystiithe feedback mechanism.

The components of the information culture of futdoetors are determined,
the basis of which are the disciplines of the infation cycle: medical informatics
(2 semester), the fundamentals of algorithmizagioth programming of problems
of differential diagnostics of diseases (12 semgste

The main possibilities of info communication teclogies in teaching
special disciplines are identified:

— obtaining and analysis of various information;

— systematization and logical ordering of the edwuceti material,

— means for developing of thinking through solvingldems, modeling

various situations;

—  preparation of study tasks, methodological anddidanaterials.
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Specificity of information training of future docatlies in the fact that in
addition to the fundamental training of future dwstin the field of informatics,
they must possess theoretical knowledge and pahcskills of effective
application of computer training technologies ie #ducational process of the
medical academy; be able to use info communicagchnologies in solving
professional problems.

The possibilities of continuous informational pregieon of students in the
structure of higher medical education are alsoidensd. Practical realization of
the methodical system of teaching students of coempscience in TMA is
revealed. The main directions of using ICT in teaghand managing medical
education are outlined. Priority at the moment #re following areas of
informatics: telecommunications, multimedia teclogiés, object-oriented and
visual programming technologies, distributed conmguand databases.

Implementation of the recommended measures allevs specify the goals
and objectives of the training in the areas of mathtics and computer science
and reasonably determine the depth of their sty also purposefully select the
software of computers in accordance with the peadil a specialist.

The State educational standards of professionhknignedical education do
not provide for the study of such, in our opiniomportant topics as
.Philosophical Foundations of Informatics”, ,Man the Information Society”,
.Information and Knowledge”, etc.

It is necessary to develop a set of appropriatecta and include these
programs in the curriculum of the university whemdying various social
disciplines.

Conclusions

The analysis of the state of the development armétion technologies in
education, the disclosure of the specifics of tee of ICT allow us to develop
organizational and semantic conditions for the faton of elements of the
methodical system for using modern information texdbgies in the professional
training of students of medical universities.

Theoretical analysis of professional training afd&nts based on the use of
ICT serves as a basis for improving the qualityn@drmation training for students
of medical schools, their readiness for the comtirsuuse of modern ICT in
professional activities.

The considered practical realization of ICT oppoities in teaching
students of medical universities contributes toghleancement of the humanistic
and professional orientation of the introduction wofodern information
technologies in education.
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The results of the studies make it possible to daawonclusion on the
effectiveness of the considered system of usingft€ Tmproving the quality of
training of students in medical schools.

Thus, today there are all conditions for the susftesmplementation in the
world educational process and the internationatimabf medical education is
already actively developing. In general, evaluatimg current state of processes
of internationalization of higher education in tiedd of medicine, it should be
noted that significant positive results, which theversities have reached in the
last decade. It should be emphasized that theratieg processes in the world
educational space, including the medical fieldjate the development of existing
and stimulate the emergence of new forms of intemnal inter-university
cooperation in the field of undergraduate, graduatmical residency and
doctoral programs, which necessitates universiieastantly improve the
internationalization strategy.

References

Computers and Medical Informatics in the Curriculu@ontemporary Issues in Medical
Education. Association of American Medical Collegesvision of Medical Education.
January 1998, Vol. 1 No. 4.

Lyon, H.C. (2001)Lessons from 15 years of Case-Based Multimediaddunc Slice of Life
2001and Computers Education Symposium Myriigrmany.

Kridl M., Livingston A., Wirt J., Choy S., Gerald.PProvasnik S., Roney P., Watanabe S.,
Glander R., & Tobin B. (2001)Yhe Condition of Education 2001. U.S. Department of
Education Office of Educational Research and Imprognt NCES 2001-0,/2.81.

Boiimypanos, 111.A. (20016).Ponb By30BCKOi HayKd B MHHOBAIMOHHOM Pa3BUTHUU CHUCTEMBI
3npaBooxpaHeHus.  Mamepuanvr I mpaduyuonnou  HayuHO-NpaAKMUYECKOU
kougepenyuu “ Koncmumyyus Pecnyonuku Y3bexucman:. Hayka, obpazosanue u
socnumanue monooéxcu”. Tamkenr, C.42-51.

Boitmypanos, I.A., Tumnsamaiixos M.H., & Xampaes A.A. (2014). CoBepiiicHCTBOBaHHE
MEAMIIMHCKOTO 00pa30BaHMsl B KOHTEKCTE COBPEMEHHON AUAAKTUKU. COOPHUK HAYYHO-
Memoouueckux cmamei “Iapmonuuno passumoe NOKOJIEHUE-YCL08UL CMAOUTLHOO0
pazseumusi Pecnyonuxu Yzoexucman”, Ne9.- C.229-241.

baxapesa, T.A. (2000).Cucrema aBTOMaTH3UPOBAHHOTO KOHTPOJIsI 3HaHMiA. Mamepuanwvt VI
Meoswcoynapoonoti koughepenyuu «Omxpwvimoe obpaszosanue 6 Poccuu XXI sexa». M..
MDBCH, c. 25-29.

BacunekoB, B.I'., & Cadponos A.M. (2000). TenekOMMYHHKAIIMOHHBIC TEXHOJOTHHA U
pa3BUTHE  CIYXKObl MEIMULIMHBI KPUTUYECKUX  COCTOSIHUN. HHpopmayuonusie
mexnonozuu. Ne6 , C. 18-20.

I'ynaxun, J.B. (2004). Memoouueckas cucmema obyuenus coyuanvbHou uHgpopmamuxe 6
wkone. /lucc. k-ma ned.nayk. CTaBpOmnoib.

Honunep, JL.U. (2003). IIpoGnembl BHeApeHHUsS HWH(DOPMAIMOHHBIX U KOMMYHHKAI[HOHHBIX
texHonoruii B oOyuenue. Xl Koungepenyus <«Unpopmayuonnvie mexnonrocuu 6
oopaszosanuu», Mocksa. 16-20n0s6pa 2003e.

81



Shukhrat Boymuradov, Umida Hodjaeva. Innovativee&tpof Improving the Educational
Process in Higher Education

KouerkoB, A.I'., Besnenexnnix, A.B., Menbuukos, A.A., & Kypuukosa, A.A. (2002).
Ilpusneuenue cpeocme myromumeoua 6 YueOHbLL Hpoyecc Kagpeopvl HOPMATbHOU
anamomuu, I'ocynapcTBeHHast MEAUUMHCKAs akanemusi, Huxxauit Hoeropon.

Mup3zoeBa (Maromenosa), A.M. (2004). @opmuposanue unpopmayuonnol Kyibmypsl
10pucmo8 8 npoyecce NpPoheccuoHarbHoU Nnoo2omosku. Jlucc. K-ma neo.Hayx.
CtaBponoib.

Pomanog, A.H., & Topomios B.C. (2002) KomriiekcHast KEHC-TEXHOJIOTHS U €€ 3HAYCHUE JIJIsI
pa3BUTHS CHCTEMBI 3a0YHOTO AKOHOMHYECKOTO oOpasoBaHusi. (ObpazosamenvHule
mexHonocuu 011 Hogou skoHomuxu. CoopHux mamepuanog MedcoyHapoono
konpepenyuu. M.: U3n. MOCHU, 376¢.

lanomnukosa, T.JI. (2000). Obyuwenue usuxe ¢ ucnoavb3o6anuem Co8PEMeHHbIX
KOMNbIOMEPHLIX MEXHONI02ULL: NEPCHEeKmugsbl, 0ocmudicenus u npooaemsl, KpacHonap.

82



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Confexe. Volume |, May 26-27", 2017. 83-90

MOTIVES OF PROSPECTIVE STUDENTS' RESOLVE
TO STUDY AT THE HIGHER EDUCATION
INSTITUTION

Remigijus Bubnys
Tatjana Bakanoviené

_Lina Bivainiené
Siauliai University, Lithuania

Abstract. In today’s world, the choice of a profession andfpssional career planning are
becoming very important processes in young persdifes’ during which they make a
decision, influencing their future. The first reahcounter with the problem of the career
choice takes place at school, when a student habdose study subjects or an educational
profile. Later, future students analyse what stpdygramme or higher education institution
to choose. There are numerous reasons and facetesrdining graduates’ choice. The aim
of the conducted study is to disclose prospectivelents’ motives, choosing the study
programme and the higher education institution ms case, Siauliai University in
Lithuania). The applied research method is an anlsurvey, using a semi-structured
questionnaire. Research results also disclose thality of providing information about
studying possibilities.

According to the research results, prospective extisl clearly knew in which higher
education institution they would study and whatcegeprogramme they would choose. The
main source of information choosing studies wasrmftion provided on the website of the
institution; friends’ recommendations were alsoexgnt. Choosing a particular higher
education institution, the main motives were peat@and the ones directly related to the
higher education institution: the wish to study sdoto home, urban infrastructure, the
learning environment and teachers. The choice otoacrete study programme was
determined by early career dreams, attractivenass iaterest of the study programme as
well as employment opportunities.

Keywords: choosing the study programme and the higher edutanstitution, motives to
study, Siauliai University.

Introduction

Current changes in the demographics of Lithuargairesreasingly forcing
the higher education institutions to search for neays of attracting the
students. Within the past decade this process basirad some features of
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marketing strategy: when the target market andndésn segments are clearly
identified, and the ways and tools of communicafammarketing are chosen.

Higher education institutions have to analyse awmdluate the process
annually by identifying the main motives for chowsito study, ways of
communication and its tools. Recently the statua sfudent as a recipient of a
service has settled down (Starket al., 2013), therefore, the activity of higher
education institutions is organized in accordancgh whe principles of
“university of services”, “entrepreneur universitywhich require new patterns
of service provision, where the learners as reoipieof a service ,want to
acquire certain education” (Mikalauskas, Svagzgiet008). As a university
performs other multi-functions — preparing the zahs for professional,
industrial and social activity, passing the knowledto future generations,
assuring intellectual, moral, spiritual, economevelopment of the society and
a personality (Mikalauskas, Svagzdie@008) — it is equally important to assure
the satisfaction of the needs of a student aseatclirhe opinion of the latter
becomes very important to universities in variogpegts: in terms of both the
guality of the services provided, and the mattefsclooosing the higher
education institution. Therefore, it is importaatdistinguish the motives which
are related with the choice of profession. Eveyvdg and its success depend
on the motive. Researchers note that it is impotaknow the motives, so that
they could be controlled, managed, because theopefpiness of an activity,
communication, and its intensity can be changedcbhgnging the motives
(Abramauskies, Kirliauskiere, 2014).

Research subject: the motives of the prospect students for choosimg
study programme and the higher education instiutio

Research aim: to reveal the motives of the prospect studentslioosing a
study programme and the higher education institutiSiauliai University in
Lithuania in this particular case) as well as thapinion on the means of
information about the studies offered.

Research methodology

Research method

A questionnaire-based survey was used for the r@se@he questionnaire
was comprised of 14 questions, 3 from which wemr@osdemographic: 5 — to
reveal the motives for choosing the study prograname the higher education
institution, and 6 — to evaluate the informatiommatthe study programmes and
the higher education institution.
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The research procedure

The research was conducted in October-November. 2l participants
of the survey were provided with an e-form with gwas of the research and the
instructions for filling in the questionnaire.

After the survey, in order to ensure the qualityre$earch, the primary
evaluation of data was performed, which alloweddject the forms filled in
incorrectly or not completely and to provide a gyahaterial for data analysis.

Data of quantitative research were analysed usP§S516.0 Statistical
Package for the Social Scienfethe methods of descriptive analysis were used:
the tables of frequency were drawn. Non-paramétrceria were applied
(Kolmogorov-Smirnov Z, Mann-Whitneytp evaluate the differences for
statistical significance (the difference is conssdeto be statistically significant
when the meaning of significance lewep is < 0,05).

Characteristics of the study sample

The survey involved students of the first and teeosd cycle, who have
chosen to study at Siauliai University. Repres@rgatss and reliability of the
survey's sample is one of the main factors defirting quality of the results
(Bitinas, 2013). In author’s opinion, complicatealaulations for defining the
sample are relevant, when the “researcher undertaike foresee the
implementation of the investigated feature, basedtlee data on a one-off
survey”, however, the aim of the described sun&ymiore of a declarative
nature, therefore, for its results it is more digant, if the sample of the survey
includes all groups of members from a populatioovikim in advance (in our
case these are the first year students of all sprdgrammes of all cycles
(Bachelor and Master). The principle of a layeregngle composition was
chosen: the subjects of survey were divided iryels”, proportional to groups
in the population. The respondents of each layeewather selected using the
method of simple probability or systematic sampl¥gbolevkius V., 2015).

The survey involved 205 respondents (total numibemaoolled students —
490). When organising the survey, the followinghpiples of scientific survey
ethics were observed: goodwill, free will, and aymization of survey
participants.

Demographic characteristics of the respondentsditebution of age was
as follows: from 18 to 20 years made 36.36 percéoim 21 to 24 years made
33.84 percent, from 25 to 30 years made 13.13 perdeom 31 to 35 years
made 8.08 percent, more than 36 years made 8.5€emierAmong the
respondents, Bachelor students made 53.03 pevcei, Master students made
46.97 percent.

Distribution by the form of studies was as followdi-time students made
80.90 percent of respondents, part-time studentdeei®.55 percent, distance
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learning students made 7.04 percent. Accordingpeosburce of funding, 47.98
percent of respondents were funded by the statd24i#rcent of respondents
were not funded and 7.58 percent received tardateting.

Results and interpretation

The process of choosing the studies is complicatsftyenced by the
complex of psychological, social, economic factansl reasons: some students
cannot choose the study programme of their dreawoause of scarce economic
resources of the family, others are limited by abadaptation problems (failure
to adapt, for instance, fear of changing the emvitent, strangers, etc.), etc.
During the studies the self-evaluation of the entralevelops and starts to show,
which can affect the motivation to study and tonpdacareer in a chosen field.
Addison R. et al. (2016), in his research on thelestits’ choice to study and
motivation for studies and practical activity, psinout that at the time of
making a choice they are highly motivated, howevater some tendencies
show the decrease in motivation for studies andtjoad activity. Marinas et al.
(2014), on the basis of the results of a pilot syrvindicates that the
professional decision is more influenced by pragenabtives (socio-economic
status of the family, environment of the higher@ation institution, etc.), rather
than emotional motives (experience of relativagnfis, their recommendations,
etc.). The results of this and similar surveys shioat the motivation of students
Is changing, especially at the beginning of thaades, the initial motives and
attitudes of the student change in regard to ttlemice. Therefore, the survey
aimed at trying to determine, what were the mainiivee having encouraged
the prospect students to choose the study prograrame the higher education
institution. The results are shown in tables 1 and

Table 1Motives for choosing the higher education institutn

Motives N Percent
Failed to enter a different school 15 7.58
Were directed / recommended by their parents* 443 721
Teachers recommended 45 22.73
A friend came to study here 59 29.8
University is positively described in the publidgpe 69 34.85
This higher education institution is the only onéhaive the speciality 72

of my dreams 36.36
My relatives studied in this city (parents, sibbngtc.) 84 42.42
| liked the lecturers (if you have met them) 101 081
| liked the environment of studies (if you haveitad the university) 111 56.06
| liked the city 120 60.61

| wanted to study closer to my home 149 75.25

* Statistically significant difference has beenridu
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When evaluating the motives for choosing the higddrcation institution,
it should be noted that one of the main motives ¢bposing the higher
education institution is geographical location, ehreflects the attractiveness of
both the city and the region, as well as the sigaifce of the distance from
home (safety is important to young people — honwase, the parents can help).
Another important group of motives is the attragtigss of the University (both
its environment and the community) and the expegewnf other people
significant to the student at this higher educatiostitution. More than 36
percent of respondents indicted than they haveerhdisis higher education
institution because of the uniqueness of studiesteMhan one fifth indicated
that their choice had been influenced by the recentations of other people.
Similar results, the prevalence of pragmatic mativeee described by Martinas
et al. (2014), Voitkne et al. (2006) in research.

When analysing the motives for choosing the higkgrcation institution
in the aspect of a cycle, a statistically significaifference has been noticed
when evaluating the group of motives influencedollyer people’s experience
and recommendationg (= 0.022. To Bachelor students the opinion and
recommendations of parents were especially sigmfievhen choosing a higher
education institution.

Table 2Motives for choosing a study programme

Motives N Percent
Failed to enter the desirable study programme*0@),0 19 9.6
My relatives (parents, siblings, etc.) studiedhis study 27
programme* (0,003) 13.64
Affordable tuition fee 44 22.22
Teachers recommended 44 22.22
Prestigious study programme 52 26.26
Specialists of this field receive large wages* (&) 57 28.79
| liked the lecturers (if you have met them) * (210 90 45.45
| liked the environment of studies (if you haveitad the 102
university) 51.51
Good employment possibilities* (0,024) 107 54.04
This is the speciality of my dreams 107 54.04
Interesting and promising study programme 147 74.24

* Statistically significant difference has beenridu

When evaluating the motives for choosing the stpdhgramme, some of
the most significant ones were the uniqueness efdtindy programme, its
perspectives, meeting the interests of the entamd the employment
possibilities in this field. The motives relatedthwviUniversity’s attractiveness
were also considered to be significant. More thaa fourth of the respondents
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considered the prestige of the study programmetiotui fee and
recommendations by the teachers to be significant.

When analysing the motives for choosing the higkgrcation institution
in the aspect of the cycle, a statistically siguifit difference has been found
when evaluating the experience of people signifitarthe student in this study
programme. (p = 0.003). Bachelor students findetkgerience of their relatives
and their recommendations more significant. Alke, latter, when choosing the
studies, consider the employment possibilities (©.62) and the salary of
chosen specialists (p = 0.016) to be more sigmficaotives. Master students
indicated University lecturers, who could have ueficed their decision to
continue their studies, as a significant motive (2.003).

When applying to a university the entrants can submequests, which are
rated in decreasing order by priority. Accordingthds, the higher education
institutions and study programmes listed as theimlper one priority are
considered to be the most attractive ones amongrtrants. The respondents
who listed their chosen higher education institut@s their number one priority
make 90.9 percent, while the study programme wsiediby 83.3 percent of
respondents.

Table 3Sources of information about the study programmesrad the higher
education institution

Sources of information N Percent
During the excursions to the university 8 4.04
In news forums, via e-mail, etc. 12 6.06
During events (competitions, public lectures, etc.) 14 7.07
At the studies fair (Litexpo, etc.) 18 9.09
During the career days at the university/ school 28 11.62
In press, specialized magazin@srésk, Kur stoti?, Veida®tc.) 26 13.13
In social networks 49 24.75
Recommendations by the relatives (parents, siblietgs) 54 27.27
Recommendations by friends 55 27.78
On the website of the University www.su.lt 136 68.69

Such attribution of priority encouraged us to fimdit what factors
influenced this decision. More than one half of teepondents indicated that
their choice has been influenced by their decisiénthe higher education
institution made in advance. It allows us to make assumption that the
marketing of the higher education institution rethtwith the development of
image in society is significant, because the etdgrdimd it important in the
process of choosing to find enough information alimih the higher education
institution and the study programme, and the denaditide profession in labour
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market. It should be noted that more than 40 pércemnespondents indicated
that their decision to choose the studies in tigbidr education institution has
not been planned in advance, but rather influehgeaccidental factors, such as
the exam results, failure to enter a different brgbducation institution.

The research aimed to find out the evaluation ef phocess of student
information about the higher education institutiamd the study programmes.
These questions have revealed their satisfactiothéyguality of information
contents, the accessibility of information souraed their usefulness.

When analysing the results of the survey, it hasnb®oticed that, in the
respondents’ opinion, the official website of thgher education institution is a
useful source of information in terms of both thady programme and the
University. Almost a third of the respondents irsdex that an important source
of information to them was the experience of thedatives and their
recommendations. Information events organized #opiospect students meet
the expectations and the need for information abweistudies of only a part of
the respondents. In this context, a typical modtudent was revealed to be the
representative of the millennium generation (th@kenmore than a third in the
survey), who tend to read the information using athod of a “loop”
(Targamadg, 2014) — ,reading not a sentence by sentence muh® basis of
site opening principle”, therefore, it is likelyahthis was the reason why the
information given on the website was consideredbéothe most significant
source.

Conclusions

1. The choice of a higher education institution anpagticular speciality is
determined by two main factors: external necessayyequirements raised
by the environment and the internal motivation I person itself, their
self-determination, consciousness in purposefuilyosing their profession
and in planning it.

2. When choosing the higher education institution, th&n motives were
personal, directly related with the school: a wishstudy not far from
home, infrastructure of the city, studying envir@mhand the lecturers. A
choice of a particular programme was influencedlpreconceived desire
to choose this particular field, attractiveness ahé interest of a
programme, and the employment possibilities.

3. The most significant motives of students choosistudy programme were
its uniqueness, perspectives, the prestige of tilndy orogramme, tuition
fee, recommendations of teachers, and employmestilplities. Prospect
students were clearly determined in which highercation institution they
are going to study and which study programme threygaing to choose.
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The main source of information, when choosing thediss, was the
information provided on the website of the highdu@ation institution,
also among the most relevant ones was the reconanendoy friends.
Decision to choose studies in this particular higéducation institution has
not been planned in advance, but rather determyeaccidental factors,
such as exam results, failure to enter anotheratcho
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Abstract. Being one of the most popular theories of profesdiknowledge in the last 30 years,
reflective practice has been widely adopted noy dayl practicing teachers in their working
environment, but in pre-service teacher educatisnvall. Meeting the need to respond to the
challenges posed by the society nowadays, highaéra¢ion is undergoing radical changes
calling for the proper implementation of studentveged studies. In the context of such a
paradigm shift there is a strong urge for the cqotaa reflective practice to be examined more
carefully so that it could be put into effect ire tstudies of higher education. The paper seeks
to respond to this problem by offering an in-deatialysis of the attributes characteristic of
the concept of reflective practice in the paradighft. Based on the thorough review of
scientific works dealing with the concept of refilee practice in teacher education, the current
study reports on the insights regarding the develept of this concept for reflective practice
to be successfully applied in the process of teagtiecation.

Keywords: reflective practice, student-centered studies;q@evice teachers, higher education.

I ntroduction

The termreflective practicehas become common within the discourse of
teacher education and is widely acknowledged assaantial component in the
professional development of student teachers. Heal rior its embedment in
study programmes of pre-service teacher educat®ndictated by the
transformations higher education institutions angpegiencing nowadays.
Meeting the need to respond to the challenges pbgethe society, higher
education is undergoing radical changes callingHerproper implementation of
student-centered studies that put reflective pradt their heart. This demand is
supported by one of the most important goals ohdéigeducation to develop
students’ ability to learn continuously, reflectiog one’s experience, in order to
develop prospective specialists’ holistic compete@@akub & Juozaitis, 2012).
The capacity to reflect is recognised as one ofithe generic competences and
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is of high importance in the context of pre-sentescher education as well, since
it encompasses the need for student teachers lyaiodoe able to reflect on their
learning process while acquiring their professikmaiwledge, but is also directly
related to their future careers. Being one of thestmpopular theories of
professional knowledge in the last 30 years, réfleractice has been widely
adopted not only by practicing teachers in theirkiv@ environment, but in pre-
service teacher education as whil.the context of a paradigm shift there is a
strong urge for the concept of reflective practimde examined more carefully
so that it could be put into effect in the studiékigher education. Therefore, the
purpose of this article is to explore how reflective practice has been
conceptualized in teacher education and is to bepted within the professional
landscape of pre-service teacher education inttidest-centered studies. This
paper aims: (1) to examine the concept of reflegbiractice in relation to teacher
education by providing an overview of major measipgoposed by influential
educationalists and (2) to investigate into the ifeatation of reflective practice
in the context of student-centered studies in preise teacher education.

Resear ch M ethodology

Sample
The selection of scientific literature resources tfus research paper was
criterion-based. The criteria were the followind.) (he resource had to be
scientific (based on research or conceptual evelamc published as an article,
monograph, PhD dissertation or a research refd@jt}he keywords for selection
werereflective practice, student-centered studies,g@eAdce teacher education;
(3) the resource could have been written in thisuahian or English languages.

M ethod

The current research paper employs the methoteodiure review which is
an account of what has been published on a topiadsyedited scholars and
researchers (Taylor, 2010). In writing the literatweview, the purpose is to
convey to the reader what knowledge and ideas be&e established on a topic.
As a piece of writing, the literature review isidedd by a guiding concept (e.qg.,
research aim, the problem the author discusse®.pEnformed steps of the
literature review were as follows: (1) organizirfte tliterature selection and
review by relating it directly to the research gigs the authors develop; (2)
synthesizing results into a summary of what is ignabt known; (3) identifying
areas of controversy in the literature.
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The multi-faceted nature of reflective practice

The term ofreflective practicederiving from the works of John Dewey and
Donald Schon, has received considerable attenfidtineorists and practitioners
in teacher education. Yet, despite its popularityl avidespread adoption, a
problem frequently raised in the literature conedire lack of conceptual clarity
surrounding the term of reflective practice (Finl2909).

The concept of reflective practice can be descrédmetiophenomenological,
in that a given phenomenon is studied through tegperience, interpreted and
the insights gained used, to further understandamgl modify actions”
(Zwozdiak-Myers, 2009, p. 9).

Driven by the goal to better understand key charatics theorists,
practitioners and researchers within pre-serviaeher education associate with
reflective practice, this paper examines and drawagether the central
understandings underpinning the concept of reflegtractice that have emerged
chronologically.

Although the roots of reflective practice can laeéd back to ancient times,
the theoretical foundations for it were laid at theginning of the 20 century.
J.Dewey was among the first to write about reflecpractice with his exploration
of experience, interaction and reflection. He exyad reflection in terms of
reflective thought defining it as “the active, pstsnt and careful consideration
of any belief or supposed form of knowledge in lighthe grounds that support
it” (Dewey, 1933, p. 7) and identified five phasgsstates of reflective thinking:
problem, suggestions, reasoning, hypothesis, tgstine three attitudes, such as
openmindedness, responsibility, wholeheartednessr@ing to him, are integral
to reflective action and are necessary for teachimg) learning (Dewey, 1933).
His assertion that learning results from the actmaking sense of experience
(reflection) (Dewey, 1938), highlights the need &mhooling to be based in
experience so that learners are to be providedexieriences that would cause
and give direction to their growth (Rodgers & LaBeg, 2016, p. 75). As the
ultimate purpose of education Dewey considerecetthk ongoing creation of a
vibrant and responsible democradyiq).

J. Habermas (1971) focused on the way in which Imsnpaocess ideas and
construct them into knowledge and recognized thiétation plays a role in this
process. He talked about three kinds of knowledgastrumental (needed to
understand, function within and control human emvment); ¢ interpretive
(concerned with the interpretation of human acti@amd behaviour);

» emancipatory/transformational (developed throagtcal or evaluative modes
of thinking and leading towards the emancipatiotransformation of personal,
social or other situations).
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M. van Manen’s (1977) contribution to a better ustending of various
aims of reflection was in his development of a diehy of three levels of
reflectivity: « technical rationality (implying thi®cus on methodology and theory
development to achieve objectives); ¢ practicaliappon or contextual (related
to pragmatic placement of theory into practicegisical reflection or dialectical
(to be understood as value commitment toward ettunadtprocess).

D. Schon (1983) introduced the concept of theecti’e practitioner’ as one
who uses reflection as a tool for revisiting exeece. In his theory of reflective
practice he identified two types of reflection:leetion-on-action (thinking after
the event), during which professionals consciovslWyew, describe and evaluate
their past practice gaining at the same time thggit how future practice could
be improved; and reflection-in-action (thinking vehidoing) that allows
professionals to explore their experiences andoresgs as they occur.

D. Kolb (1984) is well known for his development die cycle of
experiential learning, which considers reflectingy @ essential element of
learning, and is currently widely spread and apbbe the practice of higher
education. Learning is perceived as a four-stagdecy concrete experience;
» reflective observation; « abstract conceptualirate active experimentation.

D. Boud, R. Keogh and D. Walkét985)describe a model of reflection in
the learning process, whieimcompasses tlogcle of: « association;  integration;
« validation; « appropriation. llegins with the “totality of experiences of leasier
(p. 20), including their behaviour, ideas and fegdi. This model provides more
insight than Kolb’s learning cycle, but is missitige context surrounding the
learner, an important element of the process.

F. Korthagen (1985) devised a model known as ALAG3Support systemic
reflection process which is a suitable frame fohasting the reflection of
teachers and consists of five phases: ¢ actiomokihg back at the action;
* becoming aware of the essential aspects; * agealiernative methods of action;
« trial of the alternative methods of action, whidself is a new action and
therefore the starting point of a new cycle.

The assertions made by the authors discussed &laveelaid the basis for
further interpretations and development of theeiVe practice concept. As
careful literature review shows, since 1990 theriggt in reflective practice has
remained constant. The information embracing thaetritmtions made by
different theoreticians and practitioners to theaapt of reflective practice are
introduced in Table 1, identifying the proponenteeir main focus and
terminology embedded within each theme.
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Table 1Conceptsrelated to reflective practicein teacher education

Proponent Focus Themes
Grimmett, Levels of reflective| Technical: instrumental mediation of actions
MacKinnon, teaching Deliberative: deliberation among competing
Erickson, & views
Riechen (1990) Dialectical: reconstruction of experience
Valli (1990) Images of teaching Technical rationality: non-retile

Practical decision-making: technical within a
reflective context

Inculcation, indoctrination: moral, ethical &
social in a non-reflective mode

Moral reflection: deliberative, relational,

critical

Killion & Todnem | Types of reflection| Reflection-on-action (thinkiagout action)

(1991) Reflection-in-action (reflecting during action)
Reflection-for-action (thought then action
follows)

Ross (1990) Categories of Recognizing an educational dilemma,;

teaching reflection | responding to a dilemma; framing and
reframing the dilemma; experimenting with the
dilemma; considering intended and unintended

consequences
Sparks-Langer & | Orientations to Cognitive, narrative, critical

Colton (1991) reflective thinking

Mezirow (1991) Levels of reflection| Non-reflective action; habitaation;

thoughtful action; introspection; reflective
action: content, process, and premise

Colton & Sparks- | A framework for Building a professional knowledge base;
Langer (1993) developing teacher developing an action to plan, implementing it
reflection and evaluating instruction; providing

opportunities for constructing new meaning;
developing attributes of reflective decision-

making
LaBoskey (1994) | Types of reflective | Common sense thinkers - Alert novices —
thinkers Pedagogical thinkers
King & Kitchener | Model of reflective | Pre-reflective reasoning (stages 1-3)
(1994) judgement Quasi-reflective reasoning (stages 4 & 5)

Reflective reasoning (stages 6 & 7)

Hatton and Smith | Types of reflection| Descriptive information, deptirre reflection,

(1995) dialogic, critical reflection
Zeichner and Categories of Academic, social efficiency, developmentalist,
Liston (1996) reflection social reconstructive, generic
Barnett (1997) Critical reflection: | Action, self-reflection and understanding
political-social
dimensions
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Valli (1997)

A hierarchy of
types of reflection

v

Technical, reflection in/on action, deliberative
personalistic, critical

Ghaye & Ghaye
(1998)

Reflective
conversations

Descriptive, perceptive, receptive, interpretive,

critical

Moon (1999)

Critical thinking

Reflexivity, metacognition

Baxter Magolda

Epistemological

Dualist position — Relativist position

(1999) cognition
L ee (2000) Depth of reflective | Recall, rationalization, reflectivity
thinking
Jay & Johnson Dimensions of Descriptive, comparative, critical
(2002) reflection
Grushka, Hinde- | Types of reflection| Reflection for action, reflestiin action,
McLeod, & reflection on action
Reynolds (2005)
Korthagen & Phase model of Experience/problematic situation; awareness
Vasalos (2005) core reflection ideal situation/awareness of limitations;

awareness of core qualities; actualization of
core qualities; experimenting with new
behaviour

Larrivee (2008)

Levels of reflection

Pre-reflection, surface refien, pedagogical
reflection, critical reflection

transformative
learning

imaginative speculation, reflective skepticism,
reflection-based actions, reflect on the effect
based actions

Adapted from Zwozdiak-Myers (2009: 11) and renelwethe paper authors

of

Thorsen & Developmental Analyzing teacher candidates’ indicators of

DeVore (2012) Continuum of reflective thinking, reflective communication,
Reflection-on/for- | and cognitive processes; reflective practices|as
Action Rubric continuum
(DCRo/fA Rubric)

Liu (2015) Model of Assumption analysis, contextual awareness,

Referring to the data in Table 1 it could be sumsear that multiple
perspectives the concept of reflective practice been approached in the last
three decades on the one hand clearly demonstsatemplexity, on the other
hand, they underpin its importance within the domaf teacher education.
Consequently, the attributes characteristic oentiVe practice must be taken into
account when applying the concept of reflectivecfica in all its possible forms
and in all its relevant contexts. This argumentiéet further investigations into
how reflective practice is positioned and maniféstlf in the context of student-
centered studies of pre-service teacher education.
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Reflective practice in student-centered studies of pre-service teacher
education

Over the past century, strong educational movemerasly conditioned by
the changes in society, have occurred in highecachn resulting in the need for
higher education institutions to recognise a nevagigm to be implemented in
the studies they provide, i.e. to shift away fromeanphasis on teaching to an
emphasis on learning. In essence, this paradigmmgehas founded on the
assumption that students should be actively coctstigy and reconstructing
knowledge in order to learn effectively, with legugn being most effective when,
as part of an activity, the learner experiencesitanting a meaningful product.
This is primarily grounded in the constructivisew of learning (Landau, 2001,
p. 22). The shift from teaching to an emphasiseamiing means that there has
been a parallel shift in power away from the teathé¢he student (Barr & Tagg,
1995). While approaching a new teaching-learnirrgqligm, the term commonly
used in the educational literaturestsident-centered learningCL). The main
principles proposed by Lea et al. (2003), whicharhe the concept of SCL, are
summarised in Figure 2.

Closer examination of both the concept of SCL afiléctive practice leads
to the assumption that they correlate to a gresnéxand are interdependent:
reflection on practice is a prerequisite for thalgy of the new teaching/learning
process. Further discussion attempts to supparadsertion.

An increased
sense of
autonomy in the
learner

Increased
responsibility an
accountability

Emphasis on dee Interdependenc
learning and between teache
understanding and learner

_ Student- Mutual respect
Active rather thal Centered between the
passive learning . learner and
Learning teacher

Figure 2T he concept of SCL (Designed by the paper authors)

The termreflective practiceimplies the nexus betweereflection and
practice In pre-service teacher preparation programmetests of teaching are
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to (1) develop knowledge and skills of teaching 8¢l to learn how to
competently apply these in practice. Consequenflythe term practice
encompasses both the practice of teaching and rdetige of learning, then
practical experience becomes a site for learningt{& 2005). The importance of
reflective practice in pre-service education isumited in the need for teacher
students to learn the skills and dispositions @ecéive inquiry so that they in
turn can teach such ways of thinking to their stisli§Rodgers & LaBoskey,
2016, p. 71). Such a proposition puts reflectiopractice central to learning and
development of knowledge required in the futurdgssion and is highly resonant
with increased responsibility and accountabilitye principle underpinning the
SCL concept.

Based on Dewey’s ideas about reflection, Rodge®®4P proposes four
criteria for reflection which are relevant to canfgorary education and can be
applied to the understanding and promotion of o#fle practices in pre-service
teacher education:

e Reflection is a meaning-making process that movearaer from one
experience into the next with deeper understandints relationships
with and connections to other experiences and idieiaghe thread that
makes continuity of learning possible, and enstiregprogress of the
individual and, ultimately, society. It is a meansessentially moral
ends.

e Reflection is a systematic, rigorous, disciplinealyvof thinking, with
its roots in system inquiry.

e Reflection needs to happen in community, in inteoacwith others.

e Reflection requires attitudes that value the peabamd intellectual
growth of oneself and of others (p. 845).

As for SCL, it is supposed to be a deep learnirtgclvmeans that learning
results have to be personally meaningful and siant and this can be achieved
by employing reflective methods in education.

The assertion of SCL as beinghiaracterised by innovative methods of
teaching which aim to promote learning in commutiesa with teachers and
other learners and which take students seriouslp@s/e participants in their
own learning, fostering transferable skills such @®blem-solving, critical
thinking and reflective thinking” (“Student-Centred Learning-Toolkit for
students, staff and higher education institutior®¥10, p. 5), justifies further
considerations relevant to the assumptions undeylfthe development of
reflective practice that student teachers mustrgaged in activities that will
teach them how to go about reflecting. This argurpeits a demand on teacher
educators to choose the most relevant teachingdardo nurture and model
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effective and meaningful reflection. Finlay (20@8,16) identifies four guiding
principles to be born in mind by educators:

o reflective practice(s) should be presented witlecar

e adequate support, time, resources, opportunities rapthods for

refection should be provided;

e skills of critical analysis should be developed,

e proper account of the context of reflection shdaddaken.

These afore-mentioned principles enable educaidoster interdependence
between teacher and learaed are built on mutual respect between them.

Summing up this part of the research paper, byihstould be evident that
reflective practice and student-centered studiesusderpinned by the same
fundamental principles, putting reflection at thaeart which, supported by
proper teaching/learning practice, becomes a kegcof lifelong learning.

Conclusion

The concept of reflective practice in the contektteacher preparation
remains to be one of the most important issues wisiconstantly approached
and researched by a wide array of theorists, pi@otrs and researchers in the
field of higher education. It is multifaceted amahplex and embraces different
theories, categories, levels, types, frameworkspedsions and models of
reflection to be carefully considered when applyingm in pre-service teacher
education programmes.

The concept of reflective practice is embeddedudent-centered studies of
pre-service teacher higher education and is bultthee same principles, the
ultimate goal of which is to enable the processrafisformation, first of all, of
student teachers who will, in turn, make changekaavhole society.
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PA3BUTHUE MNPO®ECCUOHAJIBHO-
MEJATOT'MYECKOI MOTUBALIUU BY Y LIIUX
MEJATOI'OB B YCJIOBUSAX UHTETPUPOBAHHOI'O
OBPA3OBATEJbHO-MTPO®ECCUOHAJILHOTO
MPOCTPAHCTBA

Development of Professional-Pedagogical Motivation of Future
Teachersin the Conditions of the | ntegrated Educational and
Professional Space

Alena Chekina
Yanka Kupala State University of Grodigelarus

Liudmila Vilchynskaya
Yanka Kupala State University of Grodigelarus

Abstract. The article is devoted to consideration of a pemblof modernization of vocational

training of future teachers by strengthening ofptactical orientation. One of solutions of

this problem is designing of the new educationacspbased on close interaction and
integration of resources of university and orgamtizas-customers of specialists. In article
the author's model of the integrated educationafessional space of training of teachers is
characterized. This model including a number of thierconnected components: target,
structural, resource, substantial, procedural-aittivand productive.

The professional-pedagogical motivation at futusachers was studied by means of ,Self-
assessment of Professional-Pedagogical Motivatiop”’N. P. Fetiskin. This tool allows to

define at what step of a motivational ladder thesea student: from indifference to future

profession to the professional need to seize bafsesdagogical skill.

Keywords: higher education; educational space; training wiufre teachers; model.

BBenenue
| ntroduction

K HacTosilieMy MOMEHTY B CHCTEME MEAArormiyeckoro oOpa3oBaHMs psaa
CTpaH OOOCTPMJIMCH MPOOJIEMBI, CBS3aHHBIE C HEOOXOIMMOCTHIO OOHOBICHUS
OpraHM3aly U coAepx aHus MpodecCHOHATBHON MOATOTOBKU MEJaroruueckux
KaJIpOB HAa OCHOBE Yy4€Ta HW3MEHUBIIUXCS, OOYCJIOBJICHHBIX TEHICHIUIMHU
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rJ100au3auu ColMaNbHO-3KOHOMUYECKUX TpeboBanuil. KiroueBpiMU 3aauamMu
MOJIEPHHU3AIMH BBICIIETO MEAAroru4eckoro o0pa3oBaHusl CTAHOBUTCS yCUIJICHUE
ero MpakTHUYECKON HAIMpPaBJIEHHOCTH, OPUEHTAIUsl PE3YJIbTaTOB Ha TPeOOBaHHUS
pBIHKAa Tpyda U OXuAaHWs paboTojaTesel, MOBBIINICHUE MPUBIEKATEIHLHOCTU
neparorndyeckoir mpodeccun u ap. Cucrema MOATOTOBKH IEJArOrHUECKUX
KaJapoB, OTpa)arollas HMHTEPECHl COIMAIBbHO-3KOHOMHUYECKOTO Pa3BUTHUS
roCy/1apcTBa, B YCIIOBUSAX COBPEMEHHOTO YHHMBEPCUTETa JOJDKHA, B TEPBYIO
ouepenb, MPOAYIHPOBATH TAKUX BBIMTYCKHUKOB, KOTOpbIE BOCTPEOOBaHBI U
KOHKYPEHTOCIOCOOHBI HAa pPbIHKE TpyAa, aJalNTUPOBAHbl K  YCIOBUSM
npou3BoJicTBa (pabovero mMecra), rOTOBBI K A(P(GEKTUBHON peaTu3allii CBOETO
npoecCHOHANILHOTO  MOTEHIManda, K  OTBETCTBEHHOHM  PEKOHCTPYKIIMH
COIIMAIbHBIX OOBEKTOB B HHTEpPECaX COBPEMEHHOI0 OOIIECTBA, CHOCOOHBI
JEMOHCTPUPOBATH YCIEUIHOCTh MMEJaroruyeckoil mpodeccuu, B MOJHON Mepe
OCO3HAIOT ce0si B KAauyeCTBE peajbHbIX JEHCTBYIOLIMX JIUI[ COLHUAIBHOTO
CTAaHOBJICHUS M WHHOBAIIMOHHOTO pAa3BUTHUSI CBOETO pPETMOHA, OOIIecTBa U
CTpPaHBbI B LIEJIOM.

OnHUM U3 OMPEENAIONUX CBONCTB KOHKYPEHTOCIIOCOOHOTO CIEIUAINCTa
chepsl  00pazoBaHUS  SABISETCS €ro MOTHBAlUs K  IEJaroru4yeckoi
JESITEIbHOCTH, KOTOPAast ONPEACISET HE TOJNBKO Pe3yIbTATUBHOCTh BHITIOJHEHUS
UM TpoecCHOHANBHBIX 337ad, HO U A((PEeKTUBHOCTH €ro AeMcTBHIl B
HECTaHJIAPTHBIX cuTyauusx. llpodeccuoHanbHasi MOTHBALUsA BBICTYIAET
Ba)KHBIM BHYTPEHHUM dbakTopom pa3BUTHS npodeccruoHaIbHOM
KOMIIETEHTHOCTH U T€Iaroruyeckoro MacTepcTBa CHeluaaucTa oOpa3oBaHMS.
JlaHHbIE TIOJOXKEHHUS ONpPENEeNsIoT 3HAYMMOCTh oOOpamieHusi K mpolseme
pa3BuTHs MpodhecCuOHATBbHOM MOTHBALIMU CTYIEHTOB, OPUEHTUPYIOIIMXCA Ha
nejaroruyeckue npodeccuu, MOCKOJIbKY MMEHHO B 3TOW HAyYHOW IJIOCKOCTH
XapaKTEPHbIM obOpaszom POPHUCOBBIBAIOTCSA KJTFOUEBbIE aCIEKThI
B3aMMOJCHCTBHUSI B JUaJE€ «IMYHOCTh — mpodeccus», Iae apXUTEKTOHHKA
00pa3zoBaTenpHOTO Mpoliecca 00peTaeT MPUOPUTETHOE 3HAUCHHE.

B »sTrom mimaHe BecbMa aKTyadbHOM CTAaHOBHUTCS —TpaHChOpMaIius
TPaIUIIMOHHOTO 00Pa30BATEIBHOTO MPOCTPAHCTBA MOATOTOBKH ME1arOrMYEeCKUX
KaJpOB HAa OCHOBE MPHHIIMIA COLUAIBHOTO MapTHEPCTBA U B3aUMOJIEHCTBUS,
CyOBeKTaMU KOTOPOTO CTAHOBSTCS YHUBEPCUTET M OPTaHU3AlMU-3aKa3YUKU
NeJaroruueckux KaapoB. B KauecTBe OCHOBHBIX CPEACTB CO3/IaHUSI TAKOTO
POCTPAHCTBA  BBICTYNAIOT MPOLECCHl  COLMAIBHOM  HHTErpaluu, Ieb
KOTOpPbIX — OOBEIMHEHHUE CHUCTEMBI MNPO(PECCHOHATBHOTIO-NIEAArOrMu4ecKoro
o0pa3oBaHUsl C WHBIMH PETHOHAJIBHBIMH HWHCTUTYIUSIMH, OCHOBaHHOE Ha
KOOTIEpaIli PECYPCOB U Pa3felieHUU OTBETCTBEHHOCTHU 3a MPO(ECCHOHATBHYIO
MOJIFOTOBKY OyAyIIMX MEAaroros.

103



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Confere. Volume |, May 26-27", 2017. 102-114

Bce BrillieckazaHHOE ONPEAETnIO 1EIb UCCIIEI0BAHUS — KOHCTPYUPOBAHHE
HOBOTO  00pa3oBaTeNBLHOTO  MPOCTPAHCTBA, OCHOBAaHHOTO HA  TECHOM
B3aMMOJICCTBUM W WHTErPallUd PECypCcOB YHUBEPCUTETa U OpraHu3aluii-
3aKa34YUKOB  KaJpOB M  MO3BOJIAIONIETO  MOBBICUTH  MPOQPECCHOHAIBHO-
NeJaroru4eckyro MOTHBALMI0 OyAyIIUMX CIeHaIncToB ceprbl oOpazoBanus. B
KauecTBE METOJIOB HCCIEAOBAaHUSl HCIONB30BAJICS aHAIU3 JIMTEPATyphl IO
npobiemMe, MOJEIMpPOBAaHUE, ONPOC, MPEANoJaralouii  OpraHu3aluIo
CaMOOIICHKH PECIOHAEHTaMU COOCTBEHHOM MpOo¢hecCuoHaIbHO-TIEAaroruueckom
MOTHBAIIMH, a TAKKE PsIJi CTATUCTUYECKUX METOJI0B 00pabOTKHU pe3yJIbTaToB.

TeopeaneCKaﬂ OCHOBA UCCJICJ0BaAHUA
Theoretical basis of research

B TedeHme mociemHMX NECATUIICTHI Y4YeHBIE BCE dalle OOpamarTcs K
KaTeropun 0OpPa30BATEIILHOTO MPOCTPAHCTBA TMPHU PEIICHUH MEJarOTHYECKUX,
OpraHM3allMOHHO-yIIpaBlIeHYeCKUX U HHBIX mpodiem (Fraser, 2002; Moos, 1979;
Wilson, 1995; BoumeipeBa, 2003; Bopwitko, 2000; Bunenckuii, 2002;
I'muenuuckuii, 1997; Memepskosa, 2002; ITonomapes, 2003). Oanako 10
HACTOSIIETO BPEMEHH IIOHATHE «00pa30BaTEIbHOE MPOCTPAHCTBO» OCTACTCS
OJTHOM «H3 HEIOCTATOYHO pa3pabOoTaHHBIX KATETOPUH MeJarormueckoil HayKu,
KOTOpasi HaXOAMWTCS B CTaJUU HaKOIUIeHHs mpejactaBienuii» ([pomkosa, 2003,
c. 241).

ba3zoBoe TmOHSATHE <«IIPOCTPAHCTBO» WMEET JJIUTEIBHYIO HCTOPHIO
ynoTpeOaeHus B COLMaIbHO-TYMaHUTAPHBIX HayKax: GUiIoco(uu, COLUOJIOTHH,
ncuxojorun. OO00IEHHOE MOHUMAHUE MPOCTPAHCTBA CBSI3aHO C TMOPSAKOM
pacrmosioxeHus (B3auMHBIM PACIIONIOKCHHEM) OJTHOBPEMEHHO COCYIIECTBYOIINX
o0bekToB. [loHsiTHE k€ O0OpPa30BAaTETHLHOTO MPOCTPAHCTBA B  HAYYHBIX
WCCJICIOBAHUSIX HE CTOJIb OJTHOPOJHO O TPAKTOBKE M HAIMOIHIETCS Pa3IMIHBIM
COJIepKaHUEM.

Tax, HaIpuMep, 1o MHCHHIO P. E. [TonomapeBa (2003),
«...00pa3oBare’IbHOE MPOCTPAHCTBO UEJIOBEKA MPEICTABISET COOOM BUJ
IIPOCTPAHCTBA, MECTO, OXBATBHIBAIOIIEEC YEJOBEKAa W Cpedy B IMpolecce HX
B3aMMOJICHCTBHSI,  PE3yIbTaTOM KOTOPOTO SIBIISICTCS npHUpaIieHue
UHIMBHUIYAIBHON KyJIbTYphl 0Opasyromierocs» (c. 29).

C. K. I'ypans 1 O. A. O6xanoBa (2011)paccmarpuBaroT 00pa3oBaTeabHOE
MPOCTPAHCTBO KaK «CTPYKTYPUPOBAHHOE MHOTO00pa3ve OTHOIICHHH MEXIy
cyoBekTamMu oOpa3oBarenbHOro mpomecca» (c. 90).

B. A. Ko3eipeB (1999) cumraer, 4ro, <«woBops 00 o0Opa3oBaTeILHOM
IPOCTPAHCTBE, MBI UMEEM B BHIy HaOOp OMpEneNeHHBIM 00pa3oM CBSI3AHHBIX
MEXIy cOoO0W YyCIOBHM, KOTOPhIE MOTYT OKa3blBaTh BIIMSHHE HAa 00pa3OBaHHE
yenoBeka. [Ipu ATOM MO CMBICTY B CaMOM TOHSTHU 0Opa30BaTEIHLHOTO
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IIPOCTPAHCTBA HE TOJpPa3yMeBaeTCs BKIIOUEHHOCTh B HEro 0OydYaromierocs.
OOpazoBaTenbHOE MPOCTPAHCTBO MOXKET CYIIECTBOBATh W HE3aBUCHUMO OT
oOyugatomerocs» (c. 26).

Takum 06pa3om, 0Opa3zoBaTEIHLHOE MPOCTPAHCTBO MOKET PACCMATPUBATHCS
KaK ONpeAeNICHHOE MECTO PACIOJIOKECHUS B3aMMOJCHCTBYIONMX OOBEKTOB H
CBSI3aHHBIC C HHUM YCJIOBHS, TJI€ OCYIIECTBIISIFOTCS KadeCTBEHHBIC W3MCHEHUS
JAYHOCTH OOYYalOMmErocsi B COOTBETCTBHM C LEISIMH HW30paHHOW UM
o0pa30BaTeNbHOM MPOTrPaMMBI.

HMHHOBaIMOHHOE pa3BUTHE 00pPa30BATEIHLHOTO MPOCTPAHCTBA MOJATOTOBKU
NEarorTHYecCKuX KaJpoOB B YCIOBUSAX COBPEMEHHOCTH TpeOyeT TECHOTO
COTPYIHUYECTBA YUYPEKACHHUS BBICIIETO 0Opa3oBaHUS U  COIMAIBHBIX
NapTHEPOB, OCHOBHBIMH M3 KOTOPBIX SBISIOTCS paboTojmaTenud, B IIENAX
MOJICPHU3AIIMN COACpKaHMs 00pa3oBaHUS W 00pPa30BATENIBHBIX TEXHOJIOTHH.
CoTpyIHUYECTBO, HAJTAKEHHOE B paMKax COLMAJIbHOTO MapTHEPCTBA,
HEKOTOPBIM 00pa3oM KacaeTcsi M IpoIlecca COBEPIICHCTBOBAHUS MeEXaHHW3Ma
yIpaBjieHUsT 00pa3oBaHUEM, OPHECHTHUPYS €ro Ha HHHOBAIlMOHHBIH PEKUM
pa3BUTHH.

VYHUBEPCUTET SBIIACTCSA OTKPBITOM CTPYKTYPOM, CIIOCOOHOM yCTaHABIMBATh
MHOTOCTOPOHHUE TOPHU30HTAIbHBIE CBSA3M C BHEIIHEH Cpelod M BBIXOIWUTH Ha
TECHOE B3aMMOJICHCTBHE C IPYTUMHU COITMAILHBIME CHCTEMaMH, HHTETPUPYS HX
peCypCHI ISl PEUICHHUs CTOSIIMNX Tepel HUM 33]1ad.

[TpuBeneHHbIEC BBIIIE OOIIKE TOJOKEHHUS TTO3BOJIMIN HAM CO37aTh MOJIEIb
UHTETPUPOBAHHOTO  00pa30BaTENbHO-MPOPECCHOHANBHOTO  MPOCTPAHCTBA
MOJITOTOBKU OYIyIITUX MEaroros.

Bompocam MonenrpoBaHus B MeIarori4eCKuX UCCICIOBAHMSIX TTOCBSIICHBI
padotsl B. I1. Becnanbko (1989),E. A. Jlogatko (2010),B. 1. Muxeesa (1987),
B. M. Monaxosa (2001),B. A. fIcuna (2001)u ap. ABTOPHI H3/IararoT 00IIue
MOJXO/BI K MOJEIMPOBAHUIO, OOOCHOBBIBAIOT M JIOKA3bIBAIOT HEOOXOAMMOCTH
NPUMEHCHUS METO/Ja MOJICIMpPOBaHKS B menaroruke. [lomguepkuBas 3HaueHUE
JaHHOTO HcclefoBarenabckoro merona, M. B. I'pebenkoB u E. B. UymnpyHoB
(2007) oTMe4aroT, 4TO «MOJICITUPOBAHKE KaK CIOCO0 JCSITEILHOCTA M MOJICIH
KaK  OOBCKTBI  JICATEIBHOCTH  SBJISIOTCS  HEOOXOTUMBIM  JJICMEHTOM
WHCTPYMEHTapUs JII000W 00IacTH 3HAHWSA, MPETCHIYIOMEH Ha CTaTyC HayKH»
(c. 28).

[Mousite «momenp» (mat. modulus —mepa, oOpasern) TpakTyeTcs Kak
00BEKT-3aMECTUTEINIb, KOTOPBIA B OMPEACICHHBIX YCIOBHUSIX MOXET 3aMEHSTh
00BEKT-OPUTHHAT, BOCIIPOU3BO/ISI HHTEPECYIOIINE CBOWCTBA U XapaKTEPUCTHUKU
OpUTHHAJNIA, a TaKXKe TPEAOCTaBsAsl BO3MOXXHOCTh TEPEHOCA Pe3ybTaToB,
MOJlyYEHHBIX B XOJI€ TIOCTPOSHHUS M HCCIECIOBAaHUS MOJeNeld, Ha OpUTHHAI
(KamaneeBa & Hyprasuzosa, 2010, c¢. 115). BocnpousBeneHne CBONCTB |
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XapaKTEPUCTUK OpPUTHHANIA TIPH MOJCIMPOBAHUN OCYIICCTBISCTCS KaK B
npeaMeTHo (MakeT, YCTpOMCTBO, oOpasel), Tak W B 3HAKOBOW (hopmax
(n300paxxeHue, rpaduk, cxema, Iporpamma, Teopusi).

Meronmonornyeckass ¥ TPOTHOCTHYECKAs I[EHHOCTh MOJCIHPOBAHHS
COCTOMT B TOM, YTO OHO <«IaeT BO3MOXHOCTb HM3YYUTh MPOIECC OO0 €ro
ocymiecTBiIeHus. [Ipr 3TOM CTaHOBHUTCSI BO3MOKHBIM BBISIBUTH OTPHUIIATEIbHBIC

IOCJIEICTBUS U JIMKBUINPOBATH HIIM OCIAOHUTH HUX 0 PEaJbHOTO IPOSBICHUS
(B. I1. [lIu6Gaes, 2008,c. 39).

Mope/ib HHTErpHPOBAHHOI0 00Pa30BaTEJIbHO-NIPO(ECCHOHATBHOIO
MPOCTPAHCTBA
Model of the integrated educational-professional space

CKOHCTpyUpOBaHHAsT HaAMHU MOJENIb 00pa3oBaTEIbHO-MPOPECCHOHATBHOTO
IIPOCTPAHCTBA IMOJATOTOBKH IEAarOTMYECKUX KaApPOB I PETHOHAIBHOTO
pa3BUTHS TIPEACTABISIET COO0W COBOKYITHOCTh B3aMMOCBSI3aHHBIX KOMITOHCHTOB!
IICJIEBOTO, CTPYKTYPHOTO, PECYpPCHOTO, COJEPKATEIBHOIO, MPOIECCyaIbHO-
JeSITETIBHOCTHOTO M PE3yJIbTATUBHOTO (PUCYHOK 1).

[leneBoil KOMITOHEHT HAmpaBjieH Ha JOCTHKCHHE OCHOBHOW IEIU —
00BeIMHECHUS Y9eOHO-HAYYHO-IIPOU3BOJICTBEHHOTO TOTEHIIMAIA YHHBEPCUTETA
U OpraHHM3alMii-3aKa3dYuKOB KaJIpOB JIJIsi 00ecreYeHHs MOTPEOHOCTH PEernoHa B
NearornIecKuX Kaapax, BOCTPEOOBAaHHBIX U KOHKYPEHTOCITIOCOOHBIX Ha PHIHKE
TpyZJa, aJalTUPOBAHHBIX K YCIOBUSM IPOM3BOJCTBA, MOTHBHPOBAHHBIX Ha
NeIarOrMYECKYI0 MPO(ECCHIO M CIIOCOOHBIX IEGMOHCTPUPOBATH €€ YCIICITHOCTb.

[lenb KOHKpETH3UPOBAHA KOMILIEKCOM 3a/1a4, MPECTABISIONIMX YaCTHBIC
IeIM  CYOBEKTOB  BBICTPAUBAEMOIO  00pa30BaTEILHO-IIPOPECCHOHATBEHOTO
NPOCTPAHCTBA, a TaKKe OSKOHOMHUKM U COIMyMa peruoHa (pe3ysibTaThl
B3aMMOBBITOIHOTO COTPYJIHUYECTBA): JUIsl 00YYAOIIErocsl — 3TO MpeObIBaHKUE B
npoiiecce 0Oy4YeHHUsI B YCIOBUSAX PabOYero Mecra ¢ OCBOCHHEM HEOOXOIMMBIX
KOMITETEHIIHI; JJIS 3aKa3YUKOB KaJPOB — MOATOTOBKA OyIyIIUX COTPYIHUKOB C
3aJJaHHBIM HAa0OPOM HEOOXOJIUMBIX MPO(ECCHOHATBHBIX XapaKTEPUCTHK; IS
YHHBEPCUTETA — MOBBIIICHUE IPUBIICKATEIILHOCTH B COIMYME, 00eCrieunBacMOi
KJIUECHTO-OPUSHTHUPOBAHHON TO3UITUEH; BOCTPEOOBAHHOCTh 00pPa30BaTEIBHBIX
yCIyT; JJII SKOHOMUKH PETHOHAa — OOJIerdeHHe TPYAOYyCTPONCTBA M Haiima Ha
paboty cneruanucToB cepbl 00pa3oBaHwMsl, YBEITUUECHUE TTPOU3BOAUTEIHHOCTH
TPyZJa MOJIOJBIX CIICIIHATUCTOB, B T. 4. 33 CUET COKPAIICHHS ITIEPUOJIa ATl TaIlux
K YCJIOBUSIM pabO4Yero Mecra.
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IToTpebHOCTH COLMYMA M IMYHOCTH
(conmanbHbIM ¥ TMYHOCTHBIN 3aKa3 Ha 00pa30BaHME)

v

YpoBHU UHTETpaIu

UHTerpupoBanHoe 00pa3oBaTe/IbHO-NPO(ECCHOHANBHOE IPOCTPAHCTBO MOATOTOBKH | B CHCTEME
MeIarOTMYECKUX KaJpOB (hYHKIMOHUPOBAHUS
YHUBEpPCHUTETA
Lenesoit Lenp —o0benuHEeHHE Y4eOHO-HAYYHO-TIPOU3BOICTBEHHOTO
KOMITOHEHT MOTEHIMajla YHUBEPCUTETA M OPraHNU3alMi-3aKa3uuKOB

KaJpOoB JUTs 00ecrieueHus MOTPEOHOCTH PETHOHA B
MEeIarorMYeCKUX KaJpax, BOCTPEOOBAHHBIX U
KOHKYPCHTOCIIOCOOHBIX HA PBIHKE TPY/AA, alalTHPOBAHHBIX
K YCIIOBHSIM IPOM3BOJICTBA, MOTUBUPOBAHHBIX HA
MeAArOTUIECKYIO MPOPECCHIO M CIIOCOOHBIX
JIEMOHCTPUPOBATH €€ YCIEIHOCTb.

3amayu:

- 7151 00y4aronierocs: — npeObIBaHUE B YCIOBUSAX OYAyIIero
pabodero Mecta ¢ OCBOCHHUEM HEOOXOMMBIX
KOMIIETEHIINH,

- ISl OPTaHM3aIMH-3aKa3qMKOB KaApOB — IMOATOTOBKA
OYAyIIMX COTPYTHHUKOB C 3aIaHHBIM HA0OPOM
HEOOXOTUMBIX MPOGECCHOHATBHBIX XapaKTePUCTHK; <« Buenrnuit
- JUIS YHUBEPCUTETA — MOBBIIICHUE MTPUBIICKATCILHOCTH B
colMyMe; BOCTPEOOBaHHOCTh 0OPA30BATENBHBIX YCIIVT;

- JUI 9KOHOMHKH PETHOHA — O0JICTYCHHE TPYI0YCTPOUCTBA
1 HaiiMa Ha paboTy CIEIHAIMCTOB, YBETHUCHUE
MPOU3BOJUTEIHLHOCTH TPY/Ja MOJIOJIBIX CTICIIHATTUCTOB, B

T. 9. 332 CYET COKpAIECHUS NIEPHUOoIa adanTalluu.

v

CTpyKTYpHBIH CyOBbeKThl yueOHO-HAYYHO-TIPOU3BOJICTBEHHOTO
KOMITOHEHT > B3aMMOJICHCTBHS. YHUBEPCUTET, OPraHM3alMH-3aKa3uuKkl €

KaapoB (HOIIKOJIbHBIE YUPEKICHUS, IIKOJIBI)

o KomMminekc counanbHbIX, KaIpOBbIX, MaTEPUAIbHBIX,

PecypcHbrit

KOMIIOHGHT >  MHPOPMAIHOHHBIX PECYPCOB C OTKPBITHIM JOCTYIIOM K [€]
HEMY BCEX YYaCTHUKOB B3aUMOJECHUCTBUS

v v ¢

Coneprka-TeabHbIH HayuHo-MeTonnueckoe odecrieueHre: COMpsKEHHOCTh MennansHbIiI
KOMITOHEHT > y4eOHbIX ILIAHOB, MporpaMm, tematuku HUP 1 mpoekToB U [<—|
T.0.

IIponeccyanbHO- 1. CoBOKyHHOCTb IPOLIECCOB BCEX YPOBHEH yueOHO-

JEATENBHOCTHBIN [ Hay4YHO-TPOM3BOICTBEHHOIO B3aMMOAEHCTBHSA <]
KOMITOHEHT 2. CBsI34 ¥ OTHOIIICHUS BCEX CYOBEKTOB B3aUMOJICHCTBUS

PesynbraTuBHBII HHTerpatuBHasi COBOKYITHOCTh HEOOXOIUMBIX KaueCTB
KOMITOHEHT JIUYHOCTH BBIITYCKHUKA ¥ MOTHBAIIUH, 00yCIOBINBAOIIAs (€| BuayTrpennwnii

YCIENTHOCTP €ro Npo(ecCHOHATFHON AESTEIIEHOCTH

Y 10BIETBOPEHHOCT BCEX CYOBEKTOB B3aUMOICHCTBUS
YPOBHEM HOJTOTOBKH CIIEIHAINCTOB

Puc.1. Monenb HHTErPUPOBAHHOI0 00pa30BaTeIbHO-NIPO¢eCcCHOHAIBHOTO0
IMPOCTPAHCTBA MOATOTOBKH IMeIaroron
Figure 1Model of the integrated educational-professional space of training of teachers
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CTpyKTypHBIN KOMIIOHEHT MOJIENIA BKJIIOYAE€T CyObEKTOB B3aUMOACHCTBHUS,
peanu3yemMoro B Ipolecce MOArOTOBKY MNEAArOrMYeCKUX KaJpoB U OCHOBAHHOIO
Ha KOONEpallMM TPyAa U KOOIEpalMd B MCIIOJIB30BAHWU OCHOBHBIX CPEICTB
(boHIBI, TEXHOTOTUYECKUH MOTEHIIMAN, 000PYJIOBaHKE): YUPEKICHHE BBICILIETO
oOpazoBaHusi (YHHBEPCHTET) W OpPTaHH3alMU-3aKa3uuKU KaJApoB (YUPEIKICHUS
JOMIKOJIEHOTO 00pa30BaHUsl, CPEIHUE IIIKOIIBI).

PecypcHBIII KOMIOHEHT COJEPKUT KOMILIEKC HEOOXOJUMBIX COLIMAIBHBIX,
KaJIpOBbIX,  MaTepHUajbHbIX, HMHPOPMALMOHHBIX  PECYPCOB,  KOTOPHIMU
pacrnojaraeT KaxIbli K3 CYOBEKTOB B3aUMOJEHCTBUSA, W IIpeAIoyaraer
OTKPBITBIA ~ JOCTYH K  YKAa3aHHOMY  KOMIUIEKCY BCE€X  YYaCTHHKOB
00pazoBarenbHO-TPO(HeCCHOHATBFHOTO MPOCTPAHCTRA.

CopmepxaTenbHbli  KOMIOHEHT OOBEAMHAET HEOOXOJUMOE Hay4yHO-
METOJMYECKOe oOOecreueHne, MpeAHa3HaueHHOEe Kak JUIsl OOy4aromuxcs I10
o0Opa3oBaTeNbHbIM MPOTPaMMaM MOATOTOBKM MEAArOrMYeCKUX KaJpoB, TaK U
s TpoeccopCKO-IPEnoiaBaTeIbCKOr0  COCTaBa  yHHMBEPCUTETa U
NeJaroru4ecKux pabOTHUKOB OpraHu3alMi-3aKa34rKOB KaJIpoB,
OCYIIECTBIISIIOIIMX CBOIO IMPO(ECCHOHAIBHYIO JAESITENBHOCTh B  YCIOBUAX
MHTETPUPOBAHHOTO 00pa30BaTEIbHO-NIPOPECCUOHATIBHOTO IPOCTPAHCTBA.

ITporieccyanbHO-AEATENBHOCTHBI ~ KOMIIOHEHT MOJENU 00ecreynBaeT
peanu3alrio TMOAIOTOBKM CHELUAIMCTOB B YCIOBUAX WHTEIPUPOBAHHOTO
00pa30BaTebHO-IPO(PECCUOHANBHOIO TMPOCTPAHCTBA W TPEACTABISAET COOOMH
COBOKYITHOCTh IPOLIECCOB BCEX YPOBHEM B3aUMOJEHCTBUS €ro CyOBEKTOB,
B3aMMOCBA3M W B3aUMOOTHOILICHHS  TEPPUTOPHAIBHO  Pa300IIEHHBIX
yUpeXJIeHU 00pa30BaHMs Pa3IMYHbIX YPOBHEHN U UHBIX OpTaHU3aIlHi.

Pe3ynbraTuBHBIA ~ KOMIOHEHT MOJENH  OTPAXaeT MNPOAYKTUBHOCTh
(YHKIIMOHUPOBAHUST MHTETPUPOBAHHOTO 00Pa30BaTENbHO-TIPO(ECCHOHATBHOTO

MPOCTPAHCTBA,  TPOSBISIIONIYIOCS B~ WHTETPATUBHOW  COBOKYITHOCTH
c(hOpMHUPOBAHHBIX Y BBHIITYCKHUKA HEOOXOIUMBIX MPO(HECCHOHATBHBIX KA4eCTB U
npohecCHOHATEHO-TIEJar OTUYECKOM MOTHBAIINH, 00yCIIOBIUBAOIICH

YCIIEIIHOCTh €r0 TPYJOBOM JEATENBHOCTH, YTO, B CBOIO OYEpelb, IOJKHO
OTIpeNeNsATh YAOBIECTBOPEHHOCTh CYOBEKTOB COIIMyMa M SKOHOMHUKU pErvoHa
YPOBHEM MOJATOTOBKH CHEIHATUCTOB chepbl 00pa3oBaHusI.

[lepeuncieHHble KOMITOHEHTHI SIBISIOTCSI MHBAPUAHTHOM COCTaBISIOIICH
Mojenu.  BapuaTuBHass =~ CcOCTaBIfIOIIasgs ~ 3aBUCUT  OT  COJEpXKaHUSA
00pa3oBaTeNbHBIX TPOTPAaMM  TOATOTOBKH  IEAArOTMYECKUX  KajapoB (B
COOTBETCTBUU C BBIOPAHHOW CHEIHAIBLHOCTBIO), XapaKTePHU3YyeT AEATEIbHOCTD
KOHKPETHOTO y4acTHHKA y4yeOHO-HAyYHO-TTPOU3BOJCTBEHHOTO B3aUMOIEHCTBUS
B Ppa3NUYHBIX OOPAa30BATENBHBIX CUTYyalMsX, OOYCIOBIMBAET BbIOOP GopM,
METOJIOB, TEXHOJOTHM, UCHOIb3yeMbIX B 00pa3zoBaTelbHOM mpolecce. [lanHas
MOJieIb 00ecTIeYnBaeT MPOIYKTUBHYIO MOATOTOBKY MEIarorn4eckux KaapoB Ha
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OCHOBE HWHTErpalldd WHBAapUAaHTHOM W  BapUATUBHOM  COCTaBISAIOLIUX,
MIPOHU3BIBAIOIINX U JIOMOJHSIOMINX IPYT APYra.

MonenupoBaHue WHTETPUPOBAHHOTO o0pasoBaTenbHO-
po(heCCHOHATLHOTO MPOCTPAHCTBA TOJATOTOBKHU TMEJArOTHYECKUX KaJIPOB IS
PETUOHAIIBHOTO PAa3BUTHS MO3BOJIJIO YBUJETh IMOTEHUHAIBHYIO ITO3ULIHIO
COBPEMEHHOI0 YHHUBEPCHUTETA KaK HWHTErpaTtopa pPas3IMYHbIX pPECYpCOB —
BHCIIHUX W BHYTPEHHUX, OMNPEICSIONUX TMOATOTOBKY A()PEKTUBHBIX,
MOTHUBUPOBAHHBIX Ha MPOGECCHOHATBHO-TIEATOTHIYECKYI0  JEATEeITHbHOCTD
CIICLIMAIUCTOB; KaK IIEHTpa, 00ECHEYMBAIOIIETO COIMAIbHOE MApTHEPCTBO B
chepe MOATOTOBKM MEAArOrHYECKUX KaJIpOB W HMHTETPUPOBAHHBIA pE3yJbTaT
ATOTO TMpOIecca, BBIpAKAIOIMHACI B (DOPMHUPOBAHMM y  BBIITYCKHUKOB
I[EJIOCTHOTO KOMILIEKCa MPodheCCHOHAIBHO 3HAYUMBIX CBOMCTB.

B cB43u ¢ 3TUM B mpeaiiaraeMoil HaMd MOJIENIA BBIJICJIEH PAJl YPOBHEU B
cucteMe (PYHKIIMOHUPOBAHMS YHUBEPCUTETA MPH IMOJATOTOBKE MEAaroruyecKux
KaJpoB, KaXIblH W3 KOTOPBIX BHOCHUT CBOM BKJIaJ B OOeCIEUYCHHE
VHTETPALMOHHBIX ITPOLECCOB!

—  BHYTPCHHHUH, 00bE IUHSTIOIINI B cebe VHHUIMAPOBAHHbIE
YHUBEPCUTETOM, €r0 COUUAIBHBIMUA NPAKTUKAMU BHYTPUINYHOCTHBIC
W3MEHEHUS, 00ecIIeYnBaroOIIne WHTETPATUBHBIN pe3yJibTaT
MOATOTOBKM  BBIMTYCKHUKA KAaK  COBOKYIMMHOCTH  HEOOXOIMMBIX
KOMIIETEHTHOCTEH,

—  MeIUaJIbHBIN, 00yCJIOBICHHBII UHTErpauuen IIPOLIECCOB
0o0pa3oBaHMsl, HAy4YHOTO MKCCJIEIOBaHUS M  MPOU3BOJCTBEHHOMU
MPaKTUKH, TEOPETUYECKOU u MPaKTUYECKOM ITOJATOTOBKH
CIIEIUAJINCTOB, MexXKadeIpaIbHOro, MEKIOAPA3AETIEHUYECKOTrO

COTPYJIHUYECTBA, Y4eOHOM, HAYYHOW M MPAKTUYECKON JEATEIbHOCTH
00y4arouxcs B €€ ONepalioOHAILHOM aCIEKTE;

—  BHEIIHMH, OXBAaThIBAIOMIMK cdepy COLUMANBHOTO MapTHEPCTBA
YHUBEPCUTETA C  JAPYIMMH  OpraHu3alUsMM, PETHOHAIBHBIM
COOOIIECTBOM.

Pe3yJILTaTLI HNCCJICA0OBAHUA
Results of research

Buenpenne pa3paboTaHHON HaMHU MOJIETIH MHTETPATUBHOTO
o0pa3oBaTeNbHO-MPOPECCHOHATBHOTO TPOCTPAHCTBA B MPAKTUKY MOJATOTOBKHU
MEeAarorndeckKux KaapoB, IO HAIIeMy 3aMbICily, IODKHO, B YaCTHOCTH,
obecrneunThb ONTUMAJTHHBIN CoJIepKaTeTbHBIN ypOBEHB pa3BUTHUSA
po(hecCHOHANFHO-TIEJAaTOTUYECKON ~ MOTHBAMM ~ OyAYyIIMX  CIEIHATHCTOB
chepbl 0Opa3oBaHus.
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CooTtBeTcTBYyIOIIIEE 00pa30BaTEIHLHO-UHTETPATHBHOE MPOCTPAHCTBO OBLIO
CKOHCTPYUPOBAHO  JUIsl  CTYyIEHTOB  1—-2  KypcoB  CIEIUaIbHOCTEH
neaarorndeckoro (akynprera I’ poTHEHCKOTO rOCyAapCTBEHHOTO YHHUBEPCUTETA
umenn Snku  Kymamel. B uccrnenoBanme ObUIM  BKJIOUEHBI  CTYJIEHTHI,
OCBamBaroIIFe 00pa3oBaTelIbHbIC MPOTrpaMMbl «JlOMIKOIEHOE O0O0pa3oBaHHE,
«HavanpHoe  oOpasoBanue», <«OmurodpeHornenarornka»,  «loromemus»
(oxcniepumenTtanpHas (N=50)u koHTpoabHAs (N=42)rpymms).

[TpodeccnonanpHO-TIeJarOTUYECKass MOTHBAIMS Yy OyAyIIUX I€Jaroros
u3ydajach C TIOMOMIBIO  JTMArHOCTHYECKOW  MeToAuKu  «CaMOOIeHKa
podecCuoHaTEHO-TIETarOTUYECKON MOTHUBALUU>, aJarnTUPOBAHHOU
H. I1. ®etuckunpiv (2002). laHHBIH WHCTPYMEHT IO3BOJIICT ONPEICIHTh, Ha
KaKOW CTYNEHH MOTHUBAIIMOHHOW JIECTHUIIBI HAXOIUTCS  CTYIEHT: OT
paBHOAyIIMST K Oyaymiedl mpodeccuu 10 TpodecCHOHATBHON MOTPEOHOCTH
OBJIAJIETh OCHOBAaMHU TMEJAarOTHYECKOTO MacTepcTBa. MarepuaioMm  is
WCCJICIOBAHMsI, COTIIACHO JAHHOW METOJIUKE, SIBJISIETCS ONMPOCHUK, YTBEPIKICHHUS
KOTOPOTO PECIOHJICHTHI OIEHUBAIM MO YacToTe. B manpHelmedr oOpaboTke
OTPOCHHUKOB OTBET «BCETJ[a» OIEHUBAJICS 0aioM 5, 0TBET «yacTto» —Oamiom 4,
OTBET «HE O4YE€Hb YacTo» — OaioM 3, OTBET «PEIKo» — OaiIoM 2, OTBET
«Hukoraa» — 6amtom 1. Onpenenenre conepikanus MpeoOIagaloNX MOTHBOB
Ka)XJI0T0 PECTIIOHJIEHTa OCHOBBIBAJIOCH HA CYMMHPOBAHUHU TOJYYCHHBIX 0asioB
0 KaTEeropusM BOMPOCOB, 00O3HAYAIOMIMX HAIW4YKe MpodecCHOHATBHON
OTPeOHOCTH, (GYHKITMOHAILHOTO MHTEpeca, pa3BHUBArOIICHCS
T0003HATETLHOCTH,  TMOKAa3HOW  3aMHTEPECOBAHHOCTH,  AMU30JUYECKOTO
JTH00OTBITCTBA WITM PABHOMYIITHOTO OTHOIICHHUS. [10 KakioMy U3 KpuTepueB ObLI
ompeiesieH OUH U3 YPOBHEH MpodhecCHOHATBHO-TIEarOTHYSCKON MOTHBAIINH
11 wu Gonee GamioB —BeIcOKM, 6—10 —cpeanmii, 5u MeHee — HU3KHIA.

B xonme amanm3a mMaHHBIX MUArHOCTHKHA CAaMOOIICHKH MPO(heCcCHOHATHHO-
NeJJarOTMYeCKO  MOTHBAIMM  OBUTM  TOMYYEHBI  TOJTBEPIKIAIOIIHEC
3¢ (HEeKTUBHOCTD arpoOUpyeMoi Moieau pe3yabTaThl (pUcyHOK 2). C OMOIIbIO
HenapaMmerpuueckoro kputepus U MaHHa-YUTHH HaMu ObUTH yCTaHOBJICHBI
CTAaTHCTUYECKH 3HAYUMBIC pa3iudMsi B BBIOOpKax cTyAeHTOB 1 m 2 KypcoB
DKCIIEPUMEHTAIBHOW W KOHTPOJBHOW TpyIml. Y CTYIEHTOB KOHTPOJBbHOM
IpYMITBI TPE00JIa at0T BEICOKHE MMOKA3aTeNd M0 CIEAYIONUM IIKadaM: TToKa3Has
3auHTepecoBaHHOCTh (90 %), osmm3omuveckoe  mobomnbITcTBO (46 %),
paBHOAyIIHOe oTHoIlIeHUe (38 %), 4To B LIEJIOM OMNpEeseT HEeI0CTATOYHBIH
CoZIepKaTENbHBIA YPOBEHHh MPOGECCHOHATHHO-TIEArOTHISCKON MOTHBAIUU. Y
CTYJICHTOB € JKCIEPUMEHTAIBHON TPYMNIbl OTMEYECHBI BBICOKHE IMOKA3aTEIH
npodeccuonanpHoO MmoTpedHOCTH (45 %). VKa3zaHHbIe pasziuuus B TPYIIIAx
PECIIOHACHTOB SABJSIOTCS cTarnuctidecku 3HaunMbiMu (U=0,0003,mpu p<0,05).
Tak, mokazaTenb IO KPUTEPUIO <«IIOKAa3HAS 3aWHTEPECOBAHHOCTH» HMEET
TEHJICHITNI0O K YMEHBIIIEHUIO B 3KCIEPUMEHTAIBHON TPYyIMIE, a MOKa3aTeNIH 10
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Kkputepuio  «rpodeccuonanbias norpednocts» (U=0,0008, nmpu p<0,05)
YBEIMYMBAIOTCS B 3aBHCHMOCTH OT I€pexojJa ¢ Kypca Ha Kypc, UTO
MOJTBEPXKIAET  OJAarONpHsITHOE  BJIMSHHE  CKOHCTPYMPOBAHHOTO  HaMU
WHTETPATUBHOTO  00pa30BaTEIbHO-NPOPECCUOHATHPHOTO MPOCTPAHCTBA  HA
po(heCcCHOHATLHO-TIEIarOTMYECKYI0 MOTHBAIIHIO Oy IyIINX ITeIarOroB.

paBHoAyWwHoe
OTHOLeHue

anu3oanyeckoe
nobonbITcTBO

MOKa3HaA
3anHTEepeCcoBaHHOCTb

pa3BuBaroWanca
Ntob03HaTENbHOCTb

bYHKUMOHANbHbIV
NHTepec

npogeccMoHanbHas
notpebHocTb

i 45

0 20 40 60 80 100

E1dKcnepumeHTanbHas rpynna, % M KoHTponbHaA rpynna, %

Puc.2. Pe3y.JII>TaTbI CaAMOOII€EHKH le0(l)eCCl/lOHaJIbHO-HeIIaFOFI/l‘leCKOﬁ MOTHBaAIIMN
OyAylIHX MMeJaroroB
Figure 2Results of self-assessment of professional-pedagogical motivation in future
teachers
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BoiBOABI
Conclusions

Takum 00pa3oM, OTBeYast Ha BBI30BBI COBPEMEHHOCTH, CHCTEMa BBICIIETO
MeAarorndeckoro 00pa30BaHUS CTPEMHUTCS K Pa3BUTHIO IO IYTH OCO3HAHUS
HEOOXOAUMOCTH  OOOCHOBaHWUS M pa3pabOTKM  HOBBIX  Mojelei
npo(hecCHOHANTPHOW  TOJATOTOBKM  OOYYarOIMUXCS HAa OCHOBE TPUHIUIA
nparMaTH3alyy, MPeanoaraloniero COMMmKeHNe CONepKaHus M OpraHu3alluu
oOydeHuss co crneuudukol coAepKaHMS W OpraHU3aluu  Oymymie
po(hecCHOHANBHOM NEATENBHOCTH CIIEHUANINCTa IEAArOTHYECKOTO MPOQUIIS.

OnHuM U3 MyTed peleHus: 3TOH NpoOJieMbl SIBISIETCS KOHCTPYMPOBAHME
HOBOTO, UHTETPUPOBAHHOTO o0Opa3oBaTenbHO-TIPO(heCcCHOHATBHOTO
IPOCTPAHCTBA, OCHOBAHHOTO Ha TECHOM B3aUMOJCHCTBUM M HHTErpalluu
pPECYpPCOB YHHUBEPCUTETA M OpraHU3aI[Mil-3aKa3uuKOB MEeJarOrHuecKuX KaJpoB U
pe3yIbTUPYIOLIETO PACHPEICICHHON OTBETCTBEHHOCTHIO 3a 0Opa30BaTEIbHbBIN
POAYKT.

Buenpenne MO/JIEIH UHTETPUPOBAHHOTO o0pa3oBaTenbHO-
npo(hecCHOHATLHOTO  MPOCTPAHCTBA B CHUCTEMY IOATOTOBKH  OyIyIIHUX
CIICIMAIUCTOB ~ oOpa3oBaHusi obOecrneunBaeT dAPGEKTUBHOE PpPa3BUTHE Y
oOyJaromuxcs npo¢eCCHOHATTLHO-TIEAATOTUIECKOM MOTHBAIINU hi (o)
ONTUMAJILHOTO COJEP)KATEIbHOTO YPOBHSA, YTO TIOJATBEPKIACTCS JTaHHBIMU
JTMarHOCTHKH.

Summary

The main objectives of modernization of the higpedagogical education is
strengthening of his practical orientation, ori¢iota of his results to requirements of
labor market, increase in competitiveness of spistsaand appeal of a pedagogical
profession.

The motivation of pedagogical activity is one ok tmain properties of the
competitive specialist of education. The motivatoefines not only effectiveness of
performance by the specialist of professional tabks also and defines efficiency of
his actions in unusual situations. The professiomativation acts as the main internal
factor of development of professional competenced @edagogical skill of the
specialist of education.

Therefore very urgent is a transformation of tradél educational space of
training of teachers on the basis of the princigdlsocial partnership and interaction.
The university and the organizations-customerspetmlists become subjects of this
interaction.

Our developed model of educational-professionakspaf training of future
teachers is set of the interconnected componemget! structural, resource,
substantial, procedural-activity and productive.
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Introduction of this model of integrative educaabiprofessional space in
practice of training of future teachers, in ourropn, has to provide optimum level of
development of professional and pedagogical matimat them.

For confirmation of efficiency of introduction ofi¢ model in practice we have
studied professional-pedagogical motivation at estiistfuture teachers by means of a
technique ,A self-assessment of professional anddagegical motivation”
(N. P. Fetiskin).

Following the results of diagnostics it is defindtht an indicator by criterion
,ostentatious interest” tends to reduction in expental group, and indicators by
criterion ,professional requirement” increase dapeg on transition from a course to
a course. It confirms beneficial effect of the gritive educational-professional space
designed by us on professional-pedagogical motimadf future teachers.
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MACIBU METODES TEMATA “SERVIT UTU
TIESISKAIS REGUL EJUMS” APGUVE

Teaching Methods in the Mastering Course “Legal Regtion of
Easement

Jolanta Dinsberga
Rigas Stradia universiites lektore; doktorantas studiju programmas “Juridiaskziratnes”
doktorante, Latvija

Abstract. The goal of any university is to train highly qfied specialists who would be
competitive on the labour market. Each branch of lar speciality has specific teaching
methods designed to bring the desired result, wktrdents are able to acquire knowledge
and develop their skills and abilities. The reséadeals with several teaching methods that
could be relevant with respect to the legal framewal easements and presents the results of
observations and questionnaire surveys coveringlesits of several bachelor's degree
programmes (Law, Innovation Economics and Businésgounting and Audit, Interior
Design and Culture Management).

The research emphasises that even complicatedsissag be presented in a simplified and
easily understandable manner, thereby promotingsthdents’ interest in their exercises. It is
essential to select the appropriate teaching metlaod formulate adequate practical
exercises.

Keywords:Teaching method, observation, practical exercisgent, easement.

levads
Introduction

Viena no nozmigakajiem politikas pinoSanas dokumentiem Latvij
“Latvijas ilgtspejigas afistibas stratgija (Latvija 2030)” uzserts: “Nemot \&ra,
ka pasaules ekonomika un tehngjas tuvakajos 20 gados var strauji ma#ies,
efekiva un elasga augdikas izghtibas sistma ir izkiroSs Latvijas
konkuetspejas un cihekkapitala ertibas faktors (Latvija 2030). Savark
A. Stokenbergs ir teicis, ka “inforgta. un tiesiski izgtota sabiedba ir jebkuras
tiesiskas valsts ankis, jo tikai izgitota sabiedba var nodroSit valsts
izaugsmi un konk@tspeju” (Stokenbergs, 2011).

Augstskolu likuma 5. panta oteajdda reglamerits, ka “Augstskolas
izstrada studiju programmas, izraag aka@misko personlu, iekarto
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laboratorijas, darlinas, bibliotkas un citas struistas &, lai studjoSajiem dotu
iesfEju iegat zinaSanas, akaunisko izgitibu un profesioflo prasmi atbilstosi
zinatnes aftstibas imenim un Latvijas kuitras tradcijam, turkiat iesggjami
koncentéta un didaktiski pilnertiga veida” (Augstskolu likums, 1995)

Latvijas ilgtsgjigas aftstibas stragija izvirzito meérku sasniegSana un
augstskolu daiba nav iedorfijama bez akaginiska personila — doé&tajiem, kas
izglito stu&joSos. At V. KrastinS noada, ka “Nozmiga skolu izgtojo&as vides
komponente ir pedagogi. Mi profesioala sagatavaba un meistaba
vistiedika veidh ietekn® izghtibas kvaligti” (Krastins, 2010). I. Vedins uzsver,
ka studiju procesa kvaiii nosaka studiju programmas, studiju kursu saturs,
docetaja profesiolala meistatba. Savukrt viens no profesiaiias meistaibas
nosagjumiem ir nmacibu metozu sistmas radoSa apgana (Vedins, 2011).
Macibu metode ir skolaja un skotnu savstargjas sadaribas paemienu
kopums, kds nepiecieSams noteikta didak@isbrincipa vai pedaggskas
pieejas ietvaros, un paredz, lai nodroSiatu macibu, audziaSanas un agtibas
uzdevumu izpildi racibu proces un izgitibas nerku sasniegSanu (Pedagas
terminu skaidrojo$ vardrica, 2010). Céto defiriciju autore attiecina aruz
studentiem. I. Zogla atibu metodi skaidro&didaktikas kategoriju, kas ajoze
veidu, K divpugja macibu proces sasniedz @rki paredzto rezulttu @
kvantitaivi kvalitativaja izteiksne (Zogla, 2001).

Autore konstat, ka gan Latvi, gan ciis pasaules vaist jaujums par
macibu meto@m ir plasi @tits un pamaitvisi autori ir noakusi pie secigjuma,
ka macibu metodes ir vitas uz to, laistenotu raciSaras nerkus (Rutka, 2012;
Albrehta, 2001; Zelmenis, 2000; Zogla, 2001; GudjoR007; Vedins, 2011;
Kapelovia, Zukovs, 2000; Andersone, 2007). Pedgge terminu skaidrojas
vardriica (2010) macibu nerkis skaidrots k ideals priekSstats par gaioho
maciSanas un acisaras rezulsitu, kas balsts uz skatnu vecumposma astibas
likumibam un nacibu satura apjoma un dzma vienoibu. Pamatojoties uz jau
esoam pitnieku atzham un persofgi gato pedagg@isko pieredzi, autore
atspoglos nacibu metodes, kas pielietojamas viena temata apgawaku
studiju kursu ietvaros.

Petfjuma merkis — atkht studiju kursos “Lietu tigbas” un “Tiesbu
pamati” pielietojamo mcibu metozu efektiviti un lietdefbu, balstoties uz
noverojuma un aptaujas datiem.

Nemot \&ra, ka studiju kurs tiek aplikoti vairaki temati un katra temata
apgu\ tiek pielietotas dalas metodes, $apctijuma raksturotas metodes, kas
pielietojamas temata “Serutu tiesiskais regéjums” apdiSanas procas

lzmantotas petniecibas metodes literatiras un tieu aktu teddtiska
anaize; aptauja; naroSana. Rezulti interpretti kvalitativi, izmantojot
kvalitativu satura an#i.
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Pétijuma metodologija
Research Methodology

Petjjums balsits gan uz literatras, gan tieébu aktu tecitisko anaizi. Lai
noskaidrotu gdziena “nacibu metode” saturu un praktisko moz, analiztas
vairaku autoru pauss atzhas. Uzmarba \ersta ar uz politikas pinoSanas
dokumentos un norniabjos aktos izvirtajiem nerkiem izgitibas jona.

Ta ka temats par senditiem ir samdra plaSs un sarg#ts, doc€taja
uzdevums ir atrast vispiemotako macibu metodi un pgmienu, k& maksinali
vienkarsotu § temata apguvi. Lai studentiem sniegtuagsnas un izpratni par
jautajumiem, kas saidi ar servifitu tiesisko reg@umu, ir iesgjams izmantot
dazdas macibu metodes. dpec katrs doétajs izvelas to, ko uzskata par
visefekivako. S petijuma ietvaros apkotas vaiikas nacibu metodes un
macibu proces autores pielietojamie #oibu paémieni. Macibu paémiens ir
macibu metodes sastdda, ar kuru racibu nerka sasniegSanas progegeic
konkretu uzdevumu (Albrehta, 2001; Pedagas terminu skaidrojasvardrica,
2010). Lai prliecinatos par iz€léto macibu metozu un pgmienu pozivajam
un/vai negavajam iezmem, petijjuma autore izmantoja aptaujas metodi, veicot
studentu anké&Sanu un organgot parrunas.

Petjjumam bija ize€leti divas augsikas izgitibas iestdés (Rigas Stradia
universiite un Ekonomikas un kultas augstska) stucjosi studenti, kas
studiju programmas ietvaros a®f studiju kursus, kuros iduts temats
“Servititu tiesiskais regajums”. Jinorada, ka migtais temats tiek apds Rigas
Stradha universiité Tiegbu ziratnu programm studiju kursa “Lietu tiebas”
ietvaros. Savuitt Ekonomikas un kuliras augstskal Inovatvas ekonomikas
un uamémgjdarbibas, Gamatvedbas un audita; Interjera dizaina un Ku#s
vadibas studiju programis stu@joSie So tematu viguigi apdist studiju kursa
“Tiesibu pamati” ietvaros. Ads mirctajas augsikas izghtibas iestdes
stuctjoSie studiju kursa ietvaros pilda identiskus piskds uzdevumus. Ar
merki noskaidrot, vai respondentu viedpkieinteregtiba, motiacija un citi
faktori atkiras un ietekra praktiska darba izpildes kvalti, nemot \&ra studiju
programmas veidu, pirm@jgru@a iedaiti tie respondenti, kuri st@dstudiju
programna Tiesbu ziratnes. Pie otras grupas - studiju programmu Inggat
ekonomika un uzmgjdarbiba, Gamatvedba un audits; Interjera dizains;
Kultaras vadba programris stu@joSo respondentu anketas.

Studentiem izdalas aptaujas anketas un studenti sniedza atbildes u
uzdotajiem jawjumiem, iz\Eloties vienu vai vaikus no piedvatajiem atbilzu
variantiem, Kk afi sniedza komeatus, ieteikumus, priekslikumus, pauda savu
viedokli par attietgo patsivigi izstradato vai izpildito praktisko uzdevumu.

Anketas izdatas un aizpiltas par 3 praktiskajiem uzdevumiem
(praktiskie uzdevumi raksturoti sdda - Temata “Servittu tiesiskais

117



Jolanta Dinsberga. Mcibu metodes temata “Serwit tiesiskais reg@ums” apgu\e

reguEjums” apgu¥ izmantojamo racibu metozu izeles pamatojums un
raksturojums) unie rezulati atspoguoti sadda “P&tijuma rezuliti”.

Lai nodroSiatu aptauj sniegto atbilzu maksiflu ticambu, izsniegis
anketas bija ana@mas un izdatas tikai @c attieGga studiju kursa be@m un
eksimena ¥@rtejumu paznosSanas (2017. gada jamy. Mingtais dafts ar nerki,
lai studenti neizjustu bazas par to, kadgs vaektu identificet katru konkgtu
studentu un nepiautu domu, ka ank&t sniegis atbildes vaitu negalvi
ieteknet ekséimena rezufitu. Lidz ar to autores skatma tika nodroSiata
pilniga izteiksmes lviba.

Visas aizpildtas anketas atias par dagam. leditie dati analizti,
izvertejot visas anketas kopuingan ar pa atsevi§ nodaitam grugm.

lzveléto macibu metozu efektiviites noerteSanai izmantota ar
noveroSanas metodegrsot uzmarbu uz to, ar &du interesi, moti&ciju studenti
pieversas praktisko uzdevumu izpildei un cilprgi tos izpilda. K afi pirms un
pec praktisko uzdevumu izpildes veiktag&qunas par ieguvumiem unidgibam,
ar ko var saskarties vai sasis studenti, patsvigi izstadajot vai pildot
praktiskos uzdevumus.

Rezulati interpre€ti kvalitativi, izmantojot kvalitatvu satura anéi.

Temata “Servititu tiesiskais reguEjums” apguve izmantojamo macibu
metozu iz\eles pamatojums un raksturojums
Grounds for the selection and the description of tneds to be applied in the
teaching of the legal framework of easements

Serviiita hatibu atkhj Civillikuma 1130. pants “Senits ir tada tiesba uz
svesu lietu, ar kuragpasSuma tiegba uz to ir lietoSanas 1 aprobezota ddai
noteiktai personai vai noteiktam zemes gabalamladar (Civillikums, 1937).
Latvija pasiv vairaki servititu veidi un studentu uzdevumsadabu proces ir
iepadt katru no tiem, izprast todlibu un piemdroSanas jomas.adtame, ka
macibu procesu var afkot gan no studentu, gan no dtaa darlibas puses.
Aplukojot macibu procesu no détaja puses,gnorada, ka mcibu process ietver
5 galvenos uzdevumus: 1. Btgties nerkus. 2. lzprast audknu ipadbas.
3. Izprast un izmantot idejas paaersanos un @acibu motiaciju. 4. 1z\eléties
un izmantot raciSanas veidus (metodes um@aienus). 5. Nogrtet audzknu
macibu sasniegumus (Geidzs & Berliners, 1998).

Ka iepriekS migts, teorip iz&ir dazdas macibu metodes. [&cibu metozu
klasifikacija ir iesgjama @c vairakiem pamatiem. Augstskolas didakiik
svafgakie ir tris iedafjuma pamati — §gc macibu vielas avota,as logiskas
virzibas un intelekilas ievirzes (Vedins, 2001)adorada, ka autore acibu
proceda minctas nacibu metodes cenSas pielietot savsi@rpnijiedarliba un
dazdas kombiracijas. Uz to ir \&rsti afl autores izsadatie praktiskie uzdevumi,
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kas detalizti raksturoti turpimjuma. MaciSaras pieejas Kist elasigakas un
studiju modéd tiek kombireti saisiba ar studentu iegpam, kas, savultt, atbilst
studentu dwesvietai un nodarbitibai, vipu interesm un sgjam. Bet tam
nepiecieSama studenta erktieciga darlba, patstviba, paciaba, prasme
organiZt savu un racisaras laiku (Smith & Wade, 1994).

Autores skajuma, viens no hbtiskakajiem doétaja uzdevumiem
lepaistinot studentus ar praktiskuzdevuma saturu, ir izskaidrotérki un
leguvumus. Té&u ieguvumus svagi skaidrot ne tikai no tedtiska viedola, bet
jailustre ar praktiskiem piegriem ka iegitas prasmes students garpielietot
ikdienas dme. J. Girupnieks, kas bija izcils pedagogs, rakstnieksatau
populari£tajs, uzswéra, ka l@rni bas ieinteresti izdant pat giotu darbu, ja vien
“skolotajs zina vhiem pateikt, kur migtas ziraSanas \iiem daveé nodees, ja
skolo@js prot savas stundas saturu sagaet praktisko dwi” (Girupnieks,
1931). Modera pedaggija akcent nevis infornacijas iegaurdSanu, betas
izpratni, &dgjadi izvirzot arvien jaunas prams k doctajiem, @ studentiem
(Kincans, 2007). Ikdienas @z un profesioalaja darliba daudz lieika \ertiba
bus nevis iegaustajam, bet izprastajam.

Turpinajuma autore raksturos katru no autores adittajiem praktiskajiem
uzdevumiem, kas tieSi viitz studenti uz izpratnes veidoSanu:

[1] Krustvardu miklas sasfidiSana/risinaSana. Sis praktiskais darbs
sakotrgji liekas neparasts unapk vienkarss. Un daziem pat var rasties
jautajums, “Ko ar &du darbu var ieacit, ipasi jau augstskolas studentiem?”.
Tacu pec ta izpildes studenti aigt, ka darbs bija interesants, sa@rsareits, jo
pragja laiku, uzmarbas koncen&Sanos unipibu, bet taj pat laika lietdefgs,
jo gatas papildus zi#anas. Krus@rdu mklas sastdiSana ir radoSs process, kas
autores sk@uma atfista studenta intelektu. Intelektaisiiba jaunba ir cieSi
saistta ar radoSo $ju atfistibu, kas nosaka ne tikai vierBu infornacijas
legaungSanu, bet arntelektuilas iniciatvas izpausmi un kautkauna ratbanu
(Baltugte, 2006).

Praktiskais uzdevums ir kompéts un sagtv no vaigkiem posmiem:

1. posmslzpildes nosagumu, n&rka un ieguvumuzskaidroSana (mutiski,
rakstiski). Pirmlart, do&tajam svargi paskaidrot, ka praktiakdarba rarkis ir
sniegt papildus z#sanas, aistit prasmes formét predzus jaufjumus un
kompetenci patsdvigi atrast nepiecieSamo infoiamju, analizt to un atlag
butiskako.

Studentiem ir jpaskaidro, ka jebkurai personai &S] ne tikai sniegt
atbildes uz ja@umiem, bet arjaprot pre@zi formulet uzdodamo jaajumu.
IpasSi tas svagi Tiegbu zinbas studioSajiem studentiem. Jo juridisks;
profesips sthdajoSajiem ir pprot jautijumu formukt ta, lai to ne@rprastu, lai
sa)emtu uz to praezu atbildi vai &lamu atbildi. Pretzi formulets jaugjums
biezi ir advokita paakumu atstga uzvarai tiesas fra.
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Ar1 tiem studjoSajiem, kas apgpt citas profesijas, izkopta jajumu
formuleSanas raksla noteikti s nodeiga gan darhh gan ikdienas dye.
Pientram, rakstot iesniegumuadtai no valsts iegtlem ir japardoma uzdoto
jautagjumu formukjumi, lai batu droSi, ka jadjumu izprais un uz to bs
iesEjams sniegt atbildi ¢ batibas. Ir daudz gagimu, ka nepraei formuleta
jautajuma ] atbildi uz iesniegumu nav ieg§pms sniegt. Ipec autore ir
parliecinata, ka saemot iz\erstu un ar praktiskiem piggriem pamatotu
skaidrojumu, studentam noteikti veidosies nopiettdeksme pret veicamo
darbu.

2. posmsStudenta patstigais darbs pie krusérdu mklas izstades —
dizains, jaugjumu un atbilzu formaBana. Saj posna studenta uzdevums ir
atlast un last noteiktu literaliru un/vai citus izzias avotus par serutiem un
pamatojoties uz izla®, formukt noteiktu skaitu ja@umu. Jatame, ka
vienlaiagi lasot un formudjot jautajumus, studentsidgo informaciju iegaung un
izprot daudz lafik nela tikai izlasot.

3. posms. Darbs auditodj Lai nodarlibas padatu aizraujodkas un
parbaudtu ieditas ziraSanas, studentu uzdevums ir aprtign ar izstkdatajam
krustvardu niklam un aizpildt tas. Paradli studentu uzdevums ir rakstiskeida
1si izteikt savu viedokli par kursa biedra @d#b krustardu niklu un
formuletajiem jaugjumiem (piemdram, noadit, kuri jaugjumi nebija
saprotami/korekti formati. Vai tieSi pregjo).

4. posms. Aizpiitb krustvirdu niklu parbaude (pamatojoties uz
izstradataja sagatavotam atbildm). Ne visiem studentiem izdodas pid&
atbildet uz krustdrdu mkla esoSiem jadjumiem. Tapec Sap posna krustvardu
miklas izstadatajs izsniedz izpil@tajam lapu ar pareizajn atbilcem. Tadgjadi
izpilditajs var grliecinaties par to, uz cik jagjumiem ir atbilc&jis pareizi un
uzzirat pareizs atbildes uz neatbithjiem jausjumiem. Sis posms dod iegp
atcegties gan pasa l#s, gan uzziat ko jaunu.

5. posms. Apspriedan&aj posni studentiem ir iesja apmaifties ar
viedoKiem par katra izsidato praktisko darbu, izteikt pigmes un uzteikt
praktisia darba izsttdataju par ceribu, iedit plagku skaidrojumu par
neizprasto jadjumu utt. Tas notiek diskusijas vaid kas ne tikailauj
apmainties ar informciju, bet at attista saskarsmes kiittl. Interesanti aiméet,
ka dazlrt nowerotasloti spraigas un ilgas diskusijas, ksiriesaists pat visa
auditorija un dogtajs.

6. posms. lzArteSana un @rtegjumu izlikSana.Vertegjumu izlikSana par
paveikto parasti ir d@taja prerogawva. Ta&u dazlkrt ir verts $idas tiethas
piekirt paSiem studentiem.itlz ar to, pc noteiktiem kri€rijiem izstradatajs
izverte pasa pad@o un nowerté ar atami savu izstkdato krustvardu mklu un
izpilditaja sniegis atbildes. Savuikt izpilditajs nowerte ar atami izstradataja
krustvardu mklas kvalitti.
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Sis posms nav mak svaigs ki pargjie, jo var drosi apgalvot, ka studenti
pat nepazifti nodarbojas ar iArteSanu, pasnavtejumu un paskontroli.
Jaugjumu par izérteSanu, pasnavtjumu un paskontroli acibu proces ir
plasi @Etijusi L. Hahele, kura nada, ka izeérteSana ir mrktieciga, detalizta
savas darbas un rezuitu mijsakatbu anaize, phnojot turpnako darhbbu.
Savukirt apkopojusi daadu autoru viedolus par pasnavtejumu, Hahele
norada, ka autori pasneéugjumu aptiko ka maciSaras stratgiju, kas paidz
veidot ggu, izseciat batiskumu, saskat saistbu ar savu iepriekfo macisaras
pieredzi [...], bet citi — k lidzekli persoibas afisibai un naciSaras motiacijai
[...], tomér Kkopigi akcengot atzipu, ka, iz\ertgjot skoknu raksitos
pasnoertejumus, skolddji var izveleties skoéniem piengrotakas nacibu
metodes un pedagiskos tdzeKus (Hahele, 2006). L. Hahele min, ka
“PasnovrteSanas rezudta notiek virzba no izvirztajiem ng&rkiem un
uzdevumiem uz atibu rezulitiem un progresu. I1Zvigjot maciSaras kvalitti,
skokns uzlabo savus aaibu rezulitus (Hahele, 2006). Katame Rotenbergs,
jo biezk tiek parbaudts un noertéts skoéna darbs (tajskait paSam prbaudot
savu darbu vai nododot taagpaudei citiem apatamajiem), jo interesaik
vinam stadat (Porenoepr, 1989).

Teiktajam pilnba var piekrist un var apgalvot, ka pedapaga praks ir
lietdefigi izmantot ne tikai dazlas macibu metodes, bet mdazdas ErteSanas
metodes. Par to liecinaiautores nosrojumi, stédajot ar studentiem.

[2] Tiesas sprieduma anake

Ari S praktiskk uzdevuma izpildei studentiem nepiecieSams piadis
skaidrojums. Tiesas spriedumu atlase un 1aealir neaiemama juridisko
profesiju f@rstavju darba sasvdda. Tiesu praksi piedno rakstot da@a satura
dokumentus — skaidrojumus, pretenzijasdinajumus, pratas pieteikumus utt.
Uz tiesu praksi (judikatu) juristi, advoliti, prokurori u.c. atsaucas, sniedzot
paskaidrojumus tiasun pamatojot savu viedokliadgjadi nostiprinot savas
poZcijas un radot @rliecibu par teikto.

Lai gan Sis praktiskais uzdevums w&irpienerots studiju programmai
Tiesbu zinbas. Té&u nevar aizmirst, ka jebkura persona var akorsituacija,
kad savas interesegkas aizstvet tiesa (pientram, gadiuma, ja nav iespjams
pieklit savamipaSumam un nepiecieSams nodibinda servititu uz blakus
esoSa zemes gabala). Diefzne vienmdr ir iesgejams algot juristu vai
advokatu savu lietu veSanai. Uradis situicijas noZmigs ieguvums is studiju
kursa iegatas sggjas atla®t risinamai situicijai atbilstoSo tiesas spriedumu par
servifita nodibimSanu, atlas taja butiskako informaciju, izanaliZzt to, cenSoties
pienerot sitacijai. Jaatame, ka tiesas spriedumu iggrot last, lai izprastu &
butibu un vagtu izmantot to savu intereSu aizsaldg. Veidi, gc kadiem veic
tiesas sprieduma amal ir dazadi un atkargi gan no studiju kursa satura,
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merkiem, gan do@&aja parliecibas. Uzdodot migto uzdevumu, akotrgji ir
japarliecinas, vai iepriekS studentiada veida darbu ir veikuSi. Ja nav, tad
noteikti adod noides uz ko ®rst uzmaibu, analigjot spriedumu. Pie@ram,
ladzot sitaciju at€lot shematiski un dodot studentiem ievirzes gauhus:
Kadas instances tiesa lietu izsika? Kas ar ko stidejas? Saisba ar ko puses
stridejas un ko #dza tiesai? Kdi bija puSu svagakie argumenti, aizgtot
savas intereses? ddas ir tiesas atzas? (uz Kdiem likumiem un likumu
pantiem pamato savu spriedumu. Ne tikkaigsauc panta numurs, béigskatis
arr attieggaja likumg, lai zinatu, ko Sis pants nosaka); Ko tiesa nosprieda?

Izpildot So praktisko uzdevumu, studentiem ir sekbjieguvumi: rodas
priekSstats par teorijas pi€émSanu praks tiesbu normu tulkoSanas un
pientroSanasipatribam; izpratne par tiesas spriedairetotajiem terminiem.
Studenti afista spju anali£t un atla# svaigako informaciju, logisko donasanu
un izkopj juridisko valodu.

Protams, visefektakais § praktisk darba nosigums ir analizta
sprieduma @rsprieSana auditosij kur katram studentam dota i€gpizteikties,
uzdot jauijumus, papildiat vienam otru.

[3] Studiju kursu nosleédzoSais praktiskais darbs— atbilzu sniegSana uz
jautajumiem.

Paraéli tam, ka studiju kursa ietvaros studenti izdfirdazdus praktiskos
darbus un raksta kontroldarbus, jau pidnmapdarba studentiem tiek pazots,
ka studiju kursa nosjunma (eksamena died) janodod apjorrgs nostdzosSais
darbs (studentiem pieejams elektronigkejstudiju vid), kas saav no 45
jautajumiem, aptverot visu studiju kursa saturu, t.skigjlumus par serviitiem.
Jaugjumu saturs ir dadas sareptibas pakpes (patbild ar «§i» vai «re»;
jasniedz izersts skaidrojums; uzskgilms; pveic saidzinaSana, izdarot
patséivigus secigjumus; ppamato atbildes ar kortkrem piengriem vai
normaivajiem aktiem, jatklaj aktualitaites utt.).

Uzdevuma rerkis ir padzlinat studentu ziaSanas un izpratni par studiju
kursa apskattajiem jaujumiem, rosiat patsévigi donat, saldzinat un mekét
konkretu informaciju, pamatot savu viedokli, atkot studiju kursa laik skaitos
jautsjumus (uzskaitais pie uzdevuma izpildes norts af ki studentu
leguvumi). Galvenais akcents likts uz to, lai studenevagtu melaniski atrast
un nokogt informaciju, bet itu spiests doat pats. Tas padz sagatavoties
gaidamajam ekamenam un &la veida darbs viennowigi veicina izpratni un
atcegSanos lalk nela teksta lagsana.

Nakamaj sadd autore atspodas studentu ankefara gutos rezulitus
par studentu izsidatajiem vai izpildtajiem praktiskajiem uzdevumiem:
Krustvardu miklas sadidiSana/risiaSana (skat 1.tabulu); Tiesas sprieduma
anaize (skait 2.tabulu); NosldzoSais praktiskais darbs — atbildes uz
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jautagjumiem (skait 3.tabulu). dnorada, ka ank&Bara iegatajiem rezulitiem un
izdaftajiem secigjumiem bija lutiska nozme praktisko

Pétijuma rezultati
Research results

Izstradajot praktiskos uzdevumus, dEigjs balsis gan uz sam
teortiskapm zinaSaram, gan iegto praksi. Té&u, lai iz\vertetu vai izstadatie
praktiskie uzdevumi ir pietiekami kvalitat un ar tiem tiek sasniegts izvitais
merkis attieGgas €mas apgu®, ir lietdefigi uzklaust praktisko uzdevumu
izpilditaju viedokli. Saj sadda ir apkopoti studentu ankefanas rezuiti par
autores izstidatajiem praktiskajiem uzdevumiem.

Zenmak esoSad 1. tabui apkopoti ankeSanas rezudti par praktisko
uzdevumu Krustwirdu mklas sasidiSana/risimiSana.

1.tab.Krustvardu miklas sastdiSana/risinaSana

Table 1Compilation/doing of crossword puzzles

= ATBILZU VARIANTI
BZDEIALS JRUT AU [kvadratiekavas nokdits respondentu skaits]
1. Vai Jums ir svagi un vai tas rada |pietiek, ja ir ir svarigi un |ir svarigi,
papildus moti¥ciju praktiska darba formul eti tas rada an |bet tas
izpildeli, ja ir formukti ne tikai izpildes [uzdevuma papildus nerada
nosagumi, bet ar preazi formulets izpildes motivaciju, |papildus
praktiska darba markis, uzdevumi un |nosadjumi, jo |jo skaidrs, |motivaciju
ieguvumi? man galvenais |kapéc to [12]
tikai izpild 1t [6] |daru un ko
tas dod [26]
2. Vai pec praktisk darba izpildests | Vairak ja, Vairak ne, |Ja|[7] Neé
atcegjaties atbildes uz pasu uzdotajie neka ne [26] neka ja [10] [1]
jauajumiem?
3. Vai formukjot jautijumus un atbilde| Vair ak j a, Vairak ne, |Ja[15] Neé
uz tiem Jums veida$ dziaka izpratne |neka ne [24] neka ja [4] [1]
par attietgo tematu sadlzinajuma ar
izpratni, kas veidap pec lekcijas
noklaugsaras par to pasu tematu?
4. Vai ir lietdefigi praktiskajs Ja [43] Neé
nodarhbas stu@joSiem apmaitiies ar [1]
izstradatajam krustvardu niklam, pildit
tas, apskat pareizs atbildes, diskat?
5. Vai pec citu studentu sagatavoto Ja [43] Ne
krustvardu niklu izpildes Jis [1]
parliecinajaties un varat apgalvot, ka
pareizi un saprotami formgthm
jautajumam ir kitiska nozme?
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6. Vai izpildot praktisko darbuia$ Ja [43] Ne
guvat pie uzdevuma izpildes [1]
nosagumiem raksturotos ieguvumus?

Par praktisko uzdevumirustwardu niklas sasidiSana/risimiSana kopa
aptaujiti 44 respondenti. |&artgjot iegitos datus par 1.jagjumu seciams, ka
vairakums studentu uzskata, ka sgarpreazi formulet praktisia uzdevuma
merki, uzdevumus un ieguvumus. Pie kam, aka pusei no aptaaio studentu
tas rada papildus motigiju. Savulart parrunas noskaidrots, ka moteijas
esarniba veicina ar velmi darbu veikt kvalitavak. Musdieris doEtaja
praktiskaji darliba akcents tiek likts uz studiju procesa ¥ianu, ko var paikt
ar stu@&josSo motiveSanu un tas ir svai, lai studenti sftu sasniegt arlabus
rezulétus saw nakotnes profesiailaja darkba (Iymmuen & 3axaposa, 2017).

lzvertgjot atbildes uz 2., 3., 5., un 6. jajumiem seciams, ka studenti ir
guvusi papildus z@sanas, izpratni par skijiem jauijumiem, garliecibu par
jautajumu pregzas formutSanas nami, ir atistjusSi kompetenci atrast
nepiecieSamo inforaciju, atlast butiskako un analizt to, ka an formulet
logiskus jaujumus. T&u nelielam skaitam studentu nav izdevistenot Saj
darka izvirzito merki. Tapec do&tajam tas gnem \era un rakamo studiju kursu
letvaros fcensas mudit studentus wuzdot jaajumus, lai noskaidrotu
neizprasto. Tikai viem ankef students pamatsniedza negatas atbildes, kas
lauj seciat, iesgjams studentam nebija ne interese, ne raol& izstadat
praktisko darbu, jo aatbildes uz @rgjiem anketas jagjumiem bija negavas.

Ne tikai anketSanas rezudti (4. jaujums), bet arparrunas un nogroSana
nodarhba liecina, ka studenti ar lielu interesi apntsmar krustardu mklam,
pilda &s nodariba un iesaists savstargja diskusip. Autores nogrojumi pec
izpildito uzdevumu grbaudes liecina apar to, ka &da uzdevuma vaikkarteja
izpilde par daZdiem tematiem viena studiju kursa ietvaros paangstudentu
formuleto jaugjumu kvalitti.

AnketeSanas rezudti par praktisko uzdevumiiesas sprieduma arak
apkopoti 2.tabul.

2.tab.Tiesas sprieduma anake
Table 2Analysis of a court judgment

UZDOTAIS JAUT AJUMS ATBILZU VARIANTI [kvadmtiekavas
noradits respondentu skaits]

1. Vai pec tiesas sprieduma patetgas Dalgji Ja [29] Ne [5]

anaizes Jis izpra#t stida tibu? [12]

2. Cik reizes s izlagjat tiesas lreizi [6] | 2 reizes | 3reizes |4 reizes

spriedumu? [26] [12] un
vairak
[2]
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3. Vai analizjot tiesas spriedumu Jums| Vair ak Vair ak Ja [22] Ne [6]

izdevas izprast & tiesbu normas tiek ja, neka | ng, neka
piengrotas praks? ne [10] ja [4]
4. Vai analizjot tiesas spriedumuid Ja [41] Ne [5]

atklajat jaunus terminus un izpgtto
butibu tiesas interpratija?

5. Vai pec tiesas spriedumasprieSanas Dalgji [0] |Ja [44] Ne [2]
grupa Jus izpra#t stiida kitibu?
6. Vai bija lietdefgi semirara nodariba |Ja, jo NEg, tas ir
parspriest anali@o tiesas spriedumu noskai- lieks
kopa ar grupas biedriem? droju laika
neizprasto| paterins
[46] [O]
7. Vai izpildot praktisko darbuad gu\at Daleji [7] |Ja [36] Né [5]

pie uzdevuma izpildes nogpgniem
raksturotos ieguvumus?

Petijuma 2. tabul atspogioti 46 respondentu ankstnas rezulti. Ka
iepriek$ tika naidits - tiesas spriedumu iagrot last, lai izprastu @ batibu.
lzvertejot atbildes uz 1. jag@jumu seciams, ka liehka dda sgja izprast sfida
butibu. Ta&u 17 studentiem tas nav izdevies un autoraqure ka Sie studenti
nav pietiekami @pigi lagjusi spriedumu. Piadijums autores pigmumam
rodams anketas 2. jajuma, kas liecina par to, ka tie studenti, kas uz
1. jausjumu ir atbilcEjusi ar “Ne”, anketas 2. ja@juma noradija, ka spriedumu
lagjusi 1 reizi. Tie studenti, kas uz pirmo jajuimu atbilcjusi “Dalgji”, anketas
2. jaugjuma nomdijusi, ka spriedumu lagISi 2 reizes. ahorada, ka tiesas
spriedumu saturs ir uzrakist konceni@ta un juridiski saregita valodi, lidz ar to
Sadu tekstu ne tikai sargiti atcekties, bet arlagt. Pat pieredgusi juristi nedz
lagt tiesas spriedumu vakkart. Tiesas sprieduma afei nav noEmes un
uzdevuma r@&rki nav iesgjams sasniegt, ja students nawvjispizprast stida
butibu, &pec patsivigi analiZtais tiesas spriedumaparspriez ar ar grupas
biedriem. & ir neahemama uzdevuma sagtlda, par ko var frliecinaties ar
no aptaujas rezuftiem (atbildot uz 5. ja@umu visi studenti nada, ka pc
tiesas spriedumaagsprieSanas grapizprata stida kitibu un tas bija lietdagi,
Jo noskaidroja neizprasto - skat. atbildes uz é@jamu). Praktiski visi studenti,
iznemot piecus (kas nebija izpratuSidé utibu un tikai 1 reizi izlagusSi tiesas
spriedumu) ir atidjusi jaunus terminus un izpratusi tos. Taseitigs ieguvums,
Jo pareiza terminu izpratne 1apalidz izprast spriedumatuhbbu. Uz 3. un
7. jaugjumu sniedds atbildes nav vienn@migas un liek seciit, ka praktiskaj
uzdevum mingtie studentu ieguvumi ir sasniegti tikailgja Tapec do&tajam
butu jamégina ilustet sprieduma anaes tehniku auditogj lai studenti var
saidzinat pasu paveikto ar détaja anaizes nian&m.
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AnketeSanas rezudti par praktisko uzdevumiNoskdzoSais praktiskais
darbs — atbildes uz jag@umiemapkopoti 3. tabual

3.tab.NoslkdzoSais praktiskais darbs — atbildes uz ja@jumiem
Table 3The final practical exercise, which is respondirig questions

UZDOTAIS JAUT AJUMS ATBILZU VARIANTI [kvadrtiekavas
noradits respondentu skaits]
1. Vai pildot praktisko uzdevumu Jum Vairak | Vairak | Ja [95] Ne [3]
veidops izpratne par raksb? ja, neka | ng, neka
ne [18] |ja[11]
2. Kas Jums saghaja gritibas praktisk Laika Izpratnes | Nesf®ju
uzdevuma izpild? trakums | un atrast
[94] zinaSanu | vajadzigo
trakums | informaciju
[26] [7]
3. Vai &da veida darbus ir lietdegyi Ja [121] Ne [6]
uzdot studentiem?
4 Vai izpildot praktisko darbua$ Ja[121] Ne [6]
guvat pie uzdevuma izpildes
nosagumiem miretos ieguvumus?

Petijuma 3. tabu atspogioti 127 respondentu ankétnas rezuti.
legitie dati liecina, ka studenti (abstdis vaiekums — skat uz 1., 3.,
4. jaugjumu atbildes) gan atbalstaad® veida uzdevumusgan ir guvusi
uzdevuma izpildes nosgemos mirgtos ieguvumus (padmat studentu
zinaSanas un izpratni par studiju kair@pskatajiem jauijumiem, rosiat
patstivigi domat, saidzimat un mekét konkrtu informaciju, pamatot savu
viedokli, atkartot studiju kursa laik skaitos jausjumus). Tikai 6 studentiem ir
pregji uzskati. \Ert¢jot sniegés atbildes uz 2. jagjumu kopsakar ar autores
noverojumiem un veiktagm parrunam, seciams, ka liela di studentu neprot
un nespj organiZzt un pknot savu laiku, lai nodrositu apjomga praktisk
uzdevuma izpildi noteilittermina (neskatoties uz to, ka praktiskais uzdevums ir
pieejams izpildei jau pirmajnodarfbba un pgnodod tikai eksmena dien). Ir
pamats secijumam, ka steiga varmibiemesls ir tam, ka students nggpprast
rakstto.

Diemzl no anketSanas rezudtiem nav iesgams noteikt cik lied mera
studenti ir motigti un ieinteresti praktisko uzdevumu izpikd Bet, \ertgjot visu
augsik mingto praktisko uzdevumu izpildes kvalitt noverojot studentu
praktisko dartbu nodaribas, ka af veicot @rrunas, autore sedja, ka studiju
programmas Tiébu ziribas studjoSie bija vaiek motiveti un ieinteresti
uzdevumu izpild nelda Inovaitvas ekonomikas un wZmgjdarkibas,
Gramatvedbas un audita; Interjera dizaina un Kuw#ts vadbas studiju
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programmu studenti. Svence (2003) aua, “Motivacijas pamét ir iekEjie
darlibas mudiajuma faktori: maivi, vajadibas, narkis, nodomi, €lmes,
intereses un citargjie daribas pamudimuma faktori jeb stimuli, ko nosaka
situacija”. Motivéta mnaciSaras sekmd gatavbu davesdarlibai, jo veicina
patstvibu un radoSu gju attistibu (Maslo, 2003).

Autore uzskata, ka Tidgsu zirtbas studjoSo motiacija un ieinterediba ir
izteiktaka, jo Tiesbu zinbas studjoSie tematu par Serviiu tiesisko reg@jumu
apdist padZinati un saista ar savu turpiko profesioalo darlabu, bet @rgjo
studiju programmu studenti tikai pae;j domu, ka &dreiz ar jaudjumiem vagtu
saskarties urapec neuzskata, ka miem § temata apguve ir pridna.

Secirajumi
Conclusions

Pamatojoties uz zinieku atzham, anketSanas, noxroSanas rezuitiem
un persorgo 15 gadu pedagmsko pieredzi, autore nak pie sekojoSiem
seciragjumiem;

1. Dazdu nmacibu metozu izmantoSana un atbilstoSu veidielgvto
savstarpja mijiedarbba viena temata apguves ietvaros vairo
stuctjoso ziraSanas, veicina padmatu izpratni, afista prasmes un
S[Ejas.

2. Studenti, kas studTiegbu ziratnes un apzigs, ka jaugjumi par
servifitiem his vinu ikdienas darba sastada, sthdajot kada no
juridiskam profesigm, ir vairak ieinteresti un motieti praktisko
uzdevumu izpild neka tie studenti, kuri stugl citas studiju
programms un tikai pi¢auj, ka rakotneé varctu saskarties ar Siem
jautajumiem.

3. Aptaujs sniegto atbilzu maksitu ticambu iesgjams nodroSiat, ja
anketas izdala go attiedga studiju kursa be@m un ekamena
Vertgjumu paznosanas, lai students nejaietu iespju, ka anketSanas
rezul@ti varctu ieteknet eksamena @rtgjumu.

4. lzstradajot praktiskos uzdevumus ir pic jaformule (gan mutiski,
gan rakstiski) katra praktiskuzdevuma izpildes nosgmmi, merkis,
uzdevumi un ieguvumi, jo tas rada papildus nimijppg uzdevuma
izpildei.

5. Jebkuram praktiskajam uzdevumaafit izstradatam ar narki, lai
students iegtas ziraSanas vatu sasaist ar ikdienas dwi, aktualiem
notikumiem sabiedba un piengrot praks.

6. No nowrojumiem un parrunas gitas informacijas seciams, ka liela
dala studentu neprot un negprganizt un pknot savu laiku, lai
nodroSiratu apjomga praktisk uzdevuma izpildi noteikt termina.
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Lidz ar to dfa studentu praktisko uzdevumu laikakurma &l nesgj
izpildit ar pietiekamu upibu. Un tas, savukt, nevairo studentu
zinaSanas un neasta prasmes.

7. No aptaujas rezuitiem seciams, ka lieika dda studentu apstiprina,
ka pec praktisko uzdevumu izpildes veidojas laka izpratne par
raksito; vairak atceras nek neatceras pasu sniegt atbildes uz
jautagjumiem; praktisk darba izpildes gait gatas ziraSanas un
praktiskas iemaas node¥s rakotne; Sada veida praktiskos darbus ir
lietdefigi uzdot studentiem; g@ praktisk uzdevuma veikSanas
parliecinajas, ka pareizi un saprotami formatdm jaugjumam ir
butiska nozme; tiesas sprieduma afz paidz izprast, kur un Xir
lesejams izmantot tiesas spriedumus (judike) prakg savu
intereSu aizsardlai; praktiskie uzdevumi asija noteiktas prasmes,
SiEjas un kompetenci. afad, autores izstdatie praktiskie uzdevumi
ir lietderngi un pamatoti tiek pieanoti macibu procesa ietvaros.

Summary

In both Latvia and other countries, the matter réigg teaching methods has
been studied extensively; as a result, most ofcasthave concluded that teaching
methods are aimed at attaining the goals of legrnin

This research analyses the following three pralctezching methods applied in
the study process: compilation/doing of crosswortdzzges; analysis of a court
judgment and the final practical exercise, whicheisponding to questions. In order to
evaluate the effectiveness, deficiencies and use$sl of the teaching methods applied
for study purposes, the author has prepared quesii@s concerning the
aforementioned practical exercises and dissemindidech among students after the
examination results have been announced.

The research has demonstrated that, in the opiofomost of the students,
practical exercises ensure a deeper understandintheo subject; the students
remember their answers to questions better; knayelexhd practical skills acquired
during exercises will be useful in the future; #hgsactical exercises should be given
to students; the practical exercises have shownalwearly and accurately defined
question is essential; the analysis of a courtmelgt has shown where and how court
judgments (case-law) may be applied in practiceai®@guard interests; owing to the
practical exercises, the students have develomdskills, abilities and competences.

As it has been ascertained as a result of the awatuof the teaching methods
applied in the study process, the observation ofdesits and the analysis of
guestionnaires completed by them, the teaching adstin question are effective and
useful.
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Abstract. Teacher is one of the most responsible professions in the world because the teacher
builds a sustainable society. There is an ongoing discussion about a professional competency
of the teacher and changes in the requirements for teachers in the acquisition of knowledge,
skills and attitudes required from teachers. There are numerous researches being carried out
about the professional competency of teaching competency. The professional teaching
standard that was ratified in 2004 is outdated but the new teaching standard is not designed
yet because policy makers cannot come to an agreement about what a good teacher needs to
know. For the changes to take place, the main aim of the study is to explore and to analyze
societal opinion about the notion of a good teacher and competencies required for a good
teacher. The research was carried out from May, 2016 until September with a participation of
160 respondents from different age groups. To ensure the validity of the study the authors
used a questionnaire. Acquired data indicate that there exists a significant difference between
the opinion expressed by the school age children and the opinion of adults. By describing the
ideal of a good teacher pupils pay more attention to personal features of a teacher but adults
pay closer attention to the skills and knowledge needed for a teacher.

Keywords: competency-based teaching, contemporary teacher, sustainability.

Introduction

The current global socio-economic and technological conditions put
education in the centre of European sustainable competitiveness and
development strategy; however, schools experience unprecedented challenges:
they need to be able to provide measurable results under the condition of
decreased budget, as well as they have to be modern and progressively-minded,
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they have to offer attractive education programs and train young people for jobs
that do not exist yet (European Commission/EACEA/Eurydice, 2015).
Therefore, teachers need to learn to live in ever changing environment and
change themselves. The changes that are taking place towards sustainability are
among the driving factor in the University’s educational programs (Anspoka,
2014; Pipere, Veisson, & Salite, 2015; Jurgena, Cedere, & KeviSa, 2015;
Badjanova, J., Ilisko, D., & Drelinga, 2014). First players who are coming
across those challenges are the teachers and this depends mainly on them how
teacher education serves the needs of young people by teaching them how to
solve successfully problems in the complex situations. As this has been
acknowledged, the quality of the educational system is closely related to teacher
qualification (Barber & Morushed, 2007). This is expected from the teachers
that they offer an opportunity for the younger generation to acquire not only
skills but to help youth to learn and to understand diverse aspects of culture, to
develop values, sills, attitudes, and survival competencies (Bliima, 2012). What
are the skills the teacher needs to acquire to help a young person to become
successful at work, family, society and a career? These are the questions of the
21st century that can be found in numerous researches, scientific articles and
discussions (European Commission/EACEA/Eurydice, 2015; OECD, 2005;
LIZDA, 2016; MacBeath, 2012; UNESCO, 2016; Vidovi¢ & Domovi¢, 2013;
Zarina, Drelinga, Ilisko, & Krastina, 2016, etc.). The requirements set for the
teachers are quite high, but the prestige of the teacher’s vocation is quite low.
This tendency can be observed in many countries, but especially in Latvia.

On one hand, in 2016 in Latvia there was a wide discussion about the
necessity for stricter demands for teachers’ selection in the educational
programs. At the same time only one percent of the parents participating in the
survey expressed the desire for their children to become a teacher (European
Commission /EACEA /Eurydice, 2015). If compared to 20 years ago, now there
are four times less people becoming teachers that are younger than 32 years
(LU, 2015). On the other hand, significant reforms are taking place in Latvia
towards competency based approach initiated in 2016 (VISC, 2016), aimed at
practical implementation of the competency-based approach in education. At the
same time the new teaching standard is not ratified yet, which would describe
teachers’ tasks, duties and competencies. Therefore, teacher trainers teach skills
and competencies that are prescribed in the professional standard of 2004.
Society places high expectations on teachers and there are discussions about
what a teacher should be like. Pupils and their parents have also developed the
image of a good teacher. Latvian populations’ opinion could be of high value
not only in designing professional standard but also would be valuable for
teacher trainers. Therefore, the aim of the article is to explore the opinion of
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Latvian citizens about what qualities and competencies the teacher has to
possess.

The analyses of the notion and the content of the “teachers’ professional
competency” in the research leads the authors to acknowledge that teachers’
professional competency is a flexible notion as compared with the knowledge,
skills and attitudes that offer pupils to acquire necessary competencies for a
changing world. Therefore, this is clear that the answer to the question:” What is
the 1image of a good teacher?” is that there are no universal answers and the
policy makers need to undertake the whole responsibility by designing the
professional standard. In this article the authors describe the study that was
carried out in year 2016 that explores the opinion of multiple stakeholders
involved about the image of a good teacher.

Theoretical background

Research finding on the image of a good teacher by multiple stakeholders
are mainly based on a constructivist view of a teacher (Duffy & Jonassen, 1992)
who arranges a learning process in a way that allows pupils to construct their
own understanding in a free atmosphere, where learners have an opportunity to
interact with peers and teachers, where learners’ ideas are central in learning and
teachers pose problems of emerging relevance and build learning around
children’s ideas. Knowledge construction in the classroom becomes a fluid and
evolving process concentrating on pupils’ interests. Constructivist thinkers
envision children as knowledge producers, creators of values and meanings;
they engage in a group discussions and build a shared understanding. The
teacher is more of a facilitator than an instructor guiding children in the learning
process, and they believe in children’s capacity to construct meaning (Edwards,
2011; Walsh, 2002). Researchers who tried to explore the image of the teacher
and to understand the choice of pedagogical approach have studies teachers’
beliefs, thought, values that have an impact of the professional development
(Tatar, 2014)

Similar research in teachers’ image has been carried out by Kalke and
Baranova (2015) at the University setting and paid particular attention to
personal properties and traits of character.

Teachers’ professional competency: theoretical aspects and description of
the situation

As noted by Conway, Murphy, Rath and Hall (2009) the understanding

about the teacher’s professional competency is changeable and it depends on
various factors, for example, on society’s understanding about educational aims
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and teaching, on the prestige of the profession teacher, on material resources,
social context, on the culture, the existing traditions, etc. At the time when there
is a reorientation to competency-based approach taking place in the education
system, which is aimed at teaching skills to an internationally competitive,
knowledge based society, the question about what a good teacher should be like
has become especially important, and this is being studied in numerous
researches, scientific articles and discussions (Caena, 2011; Hattie, 2003, EK,
2011; EK, 2013; 1ZM, 2011; UNESCO, 2016; Vidovi¢ & Domovi¢, 2013 et.al.).

At the level of the European Union it is admitted, that member states need
to have a united view on the teacher training process and further education. Thus
in the suggestions designed in Europe a special attention paid to the content of
teacher’s professional competency (EK, 2011; EK, 2013; European
Commission/EACEA/Eurydice, 2015). It is being related to a wide range of
knowledge, skills and attitudes, for example, knowledge in pedagogy,
psychology, information technology and the area of the subject, evaluation,
inclusive education, design of education programs, leading group work,
metacognitive and classroom arrangement skills, planning skills, organisational
skills, ability to adjust and evaluate teaching process, ability to cooperate, apply
various materials and technologies, to carry out research, be willing to
participate, continue education and reflect on it, etc. (EK, 2013). In terms of
teachers’ training policy issues, the contents of teachers’ professional
competency is actualised also at the level of UNESO. Thus, for example, in in
the discussion organised in Bangkok in 2016 “Valuing Teachers, Improving
their Status” (UNESCO, 2016) the content of teacher training and further
education was discussed. The following conclusions were drawn: (1) the four
spheres of teacher’s professional competency shall be included in teacher
training programmes: the cognitive sphere (knowledge in the sphere of the
subject, pedagogy and information technology); physical sphere (classroom
arrangement and communicative skills); spiritual sphere (ethical and moral
values); emotional area (compassion and understanding about the different
needs of pupils); (2) in the professional development of teachers an important
role is played in personal interest and joint responsibility, as well as mutual
cooperation, which takes place not only among colleagues, but also at
community and international level.

By defining the notion “teachers’ professional competency” and by
analysing its content, it is noted in research of different levels, that teacher’s
professional competency is a holistic totality of knowledge that can be
developed in a flexible cooperative environment, as well as a totality of skills,
attitudes and values, that corresponds to the specific national context and
ensures that pupils have the opportunity to acquire the necessary competency for
life in a changing world. Thus, it is clear, that there is not one universal answer
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to the question “What a good teacher should be like?”” and that responsible for
the contents of teachers’ professional competency are the policy makers of every
country. They have to design the Profession standard and have to include in it
specific information on what knowledge, skills and attitudes the teacher shall
have.

Unfortunately, in Latvia the work started in 2010 is still in process and the
new Standard for the profession of teacher is not ready yet. Thus, teachers,
teacher trainers and teachers of further education still use the document
approved in 2004, where the necessary knowledge and skills for pedagogical
work are defined. It does not correspond to the tendency in the education policy
of the European Union, where about the teachers’ professional qualification this
1s discussed at the level of competency. In the present situation, pedagogical
programme directors and implementers at Latvian higher education institutions,
as well as teachers of further education are forced to follow the suggestions by
the European Union, where the teachers’ professional competency is discussed
in general. Whereas, the opinion about a good teacher based on the nation
context can be found in researches, where the existing opinions in Latvian
nation are being studied, for example, in the research “Study of needs of further
education of pedagogues, 2011 (IZM, 2011) the surveyed pupils, teachers and
parents admitted that they want the teacher to be tolerant, objective, with good
professional knowledge in his/her subject and psychology, he/she has to be a
charismatic leader, creative and modern — open to everything new. The teacher
also needs to have a good command of foreign languages and has to be able
apply multiform methods. He/she has to know how to use information
technology; he/she has to be exhaustively educated, positive, exciting/inspiring,
honest, with good communication and cooperation skills, ready to continuously
improve his/her knowledge.

Further in the article there 1s described the research carried out in 2016,
where Latvian citizens of different age were surveyed and the opinion about a
good teacher based in their personal experience was found out.

Research methodology

Date obtained in a research that was carried out during March — September,
2016 is analysed in the present article. The aim of the research is to evaluate the
opinion of multiple stakeholders about the image of a good teacher. The authors
used a questionnaire as a quantitative research methodology. Among the
research participants were 160 randomly selected respondents. Among them
were N=40 preschool children (average age 5 years), n=40 pupils (average age
14 years), n=40 young people (average age 22 years), n=40 adults (average age
45 years). The questionnaire contains the following question: “Please, describe
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the image of a good teacher.” The answers were recorded and later transcribed.
For the purpose of the study the authors used the content analysis.

Data obtained in the research and interpretation

As a result of the content analyses the authors have identified four themes:
(1) The opinion of preschool pupils (5-7 years old) about the image of a good
teacher; (2) the opinion of pupils (8-18 years old) about a good teacher; (3) The
opinion of youth (19-25 years old) about a good teacher; (4) The opinion of
adults (26 years old and up) about a good teacher.

The analyses of the opinion of multiple stakeholders

The opinion of the 5-7 years old children about a good teacher

In the upbringing of pre-school children one the significant factors is
considered to be the emotional aspect (Liduma, 2014; Liegeniece, 1996;
Liegeniece, 1999). Pre-school children expressed their opinion in relation to
teacher’s human characteristics, such as necessity for love “she is like a mother,
she hugs”, necessity for sensitivity and understanding “she ...she rebukes...,
then she is sad.” There is a need for loving relationships as expressed in
children’s responses. Particular attention is paid to teacher’s appearance. She
needs to be “beautiful and strong.” The participants emphasized teacher’s skills
to make the whole educational process engaging and interesting “...the main
thing is, that it is interesting”. Teacher needs to have various skills* ...the
teachers has to know how to do different things”. Among the significant skill,
pupils consider teacher’s competency to communicate with pupils. she “...plays
with us”, “...reads fairy tales”, “...gives us sweets if we perform well”, and
“...gives home work”.

The opinion of the 8-18 years old children about a good teacher

In the educational system children have an urgent need for a physical and
psychological security, the basics of which are trustful relationships with adults
and peers, positive self esteem, help provided for the personality development
(Svence, 1991; Puskarevs, 2001). Most of the features describe the teacher as a
personality. Teacher can “...make comments”, can build trustful relationships,
and build relationships on a mutual respect. Pupils desire to learn in a friendly
atmosphere, “..to ask questions in a secure environment,” “..have fun
together”. They want their teacher to be creative, to motivate pupils “..fo
praise, if there is a good reason for it.” At the same time contemporary children
who grew in the era of technologies, know how to proceed information, if
needed, process huge amount of information, communicates with peers not only
in a native language but also un foreign languages, know about new
technologies (Anspoka, 2014). Children have also acknowledged such features
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of a good teacher that can be related to teachers’ professional competency:
knowledge about a wide range of topics, “ability to discuss not only about the
mathematics, physics but to also to be able to discuss a wide range of issues:
“events that are taking place in the world,” “to know languages,” “...to know
how to use IT,” “to be knowledgeable, and to be open to new things, to be able
to experiment.”

The opinion of youth 19 — 25 years old about a good teacher

At this age this issue of particular importance becomes a question about
further life perspectives and plans. Therefore, the main emphases in the
evaluation of a good teacher lies on teacher’s ability to organize the educational
process and a development of such skills as critical thinking, ability to make
decision, to develop a tolerant and responsible attitude towards oneself, society,
ability to work in teams and to adjust to ever changing marked requirements
(Latvia Strategy of a Sustainable Development until 2030, 2010). Youth expect
the teacher to see each child’s individual abilities. Good teacher trusts in the
abilities of children, inspires them and helps them to reach aims. A significant
feature of a teacher is his/her ability to help pupils to learn and to gain new
experience. They want the teacher to be skillful in teaching, can praise for a well
performed job, and motivates pupils for the learning process in a comprehensive
way. Youth evaluate positively teachers’ experience “...experienced in many
spheres”. They respect teachers who have a competency not only in their subject
matter, who “...is a professional,” who “has a good command in one’s subject
matter,” who 1is “good in a psychology,” and has “a good classroom
management skill, but isn’t too strict.” At the same time teacher is
“understanding and kind” and “understands pupils”. Young people describe a
good teacher as the one who is inclusive, “humanistic,” who has a good
command of communication skills with children and their parents. A good
teacher can organize the learning process according to the contemporary
requirements and knows how to motivate pupils. The teacher “loves her/his
work”, “finds an opportunity to differentiate his/her work by finding the key to
every heart”, “believes in child’s abilities”

The opinion of adults (26 years old and up) about a good teacher

The main features in describing adults’ opinion about the image of a good
teacher are influenced by the memories from their schooling, and from the
images they perceive from media about a prestige of the teacher’s vocation and
personality. (Research about prestige of teacher’s vocation and possibilities to
raise it as viewed by various stakeholders, 2007). The parents pay closer
attention to teacher’s features when their child has completed a preschool and
prepare to start their learning process at school (Sobkin, Ivanova, &
Skobel'tsina, 2013). Adults view a good teacher as the one who knows how to
build trustful relationships. A good teacher in the one who knows how to build
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trustful relationships. For the pre-school children this is a person who can
initiate a play, is joyful, respects pupils’ interests, and cooperates with
children’s’ parents. Adults evaluate positively such characteristics of the teacher
as an ability to understand pupils and their parents. There is a strong emphases
of the factors determining motivation of a teacher to work in his/her vocation
despite of a low salary. Adults describe a good teacher as the one with “a good
sense of humor” “stylish, well dressed,” “patient,” and “with a good self respect
and a respect towards pupils,” the one “who controls his/her language.” A good
teacher is the one who is eager “to pursue one’s education,” who motivates
pupils, and who “develops in his/her learner’s willingness to live and to gain
new experience” and teaches “how to reach their aims.” Particular attention has
been paid to teacher’s professional competency “fo explain everything in a way
that one can learn,” who has classroom management competency, can
“discipline so that all can learn.”

Features of a good teacher as described by multiple stakeholders

The respondents of different ages have different opinion about teachers.
The authors of this research trace similar features that were repeated in diverse
age groups of respondents (see Chart 1)
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Chart 1 Opinion about a good teacher by various stakeholders: similarities and
differences
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Different stakeholders describe a good teacher by paying close attention to
the following features:

Individual characteristics of a teacher: Preschool children want to see
their teacher being loving, kind, calm and joyful; youth and adults want to see
their teacher as positive, patient, supportive and with a good sense of humor.
Particularly important is teachers’ attitude towards his/her job. For the
preschool children this is a person who plays with them and cares about them.
For the school age pupils this is important that the teacher loves his/her job, is
able to motivate and inspire, does more than is in his/her workload, for example,
organises excursions and discos All multiple stakeholders think that a good
teacher is the one who is knowledgeable — clever, educated and with whom
one can discuss various issues. This is a teacher, who knows many languages,
knows how to use technologies, is not afraid to do new things, and is ready to
learn. The respondents involved in this study acknowledged that teachers’
appearance also matters. Preschool pupils want a beautiful teacher, school age
pupils want to see a contemporary teacher and adults want to see a s#ylish and
well-dressed teacher. A good teacher is the one who knows how to establish
cooperation and trustful relationships with others. Preschool children and
school age children want to see a teacher who can play with them, participate in
different events, can communicate and have fun with them. Parents as important
consider such features as respect towards pupils, does not impose his/her
opinion, is communicable, and has a good relationship with parents. Among the
other highly evaluated skills parents also mentioned classroom arrangement
skills — the ability to create a productive environment in the classroom.
According to them, a good teacher is honest, does not rise his/her voice,
however when there is need for that, he/she can rebuke. All stakeholders expect
a discipline in the classroom. Teacher needs to develop pupils’ skills and
talents and to maintain a good discipline. Both, youth and adults desire their
teacher to trust the talents of children, to motivate them for setting new aims and
reaching them. An important characteristic of a good teacher is the ability to
induce child’s willingness to learn and the skill to help him/her to learn and
accumulate new experience. If preschool children want to see a good teacher
who can praise then, adults have a more detailed requirement that they set for
their teacher, for example, teaching in a comprehensive way.

Conclusions and discussions
While describing the image of a good teacher the participants of the
research pay attention to 1) individual features of a good teacher, 2) positive

attitude towards work; 3) good knowledge and skills, 4) appearance; 5) ability to
build trustful relationships; 6) having good classroom arrangement skills,
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7) skills of developing individual talents by developing each students’ individual
skills, 8) having an ability to motivate each child for studies and acquisition of a
new experience. The view of pre-school children, youth, children and adults
about a good teacher are similar, it expands with a respect of an experience and
age peculiarities. In the responses of the preschool children particular attention
is being paid to teachers’ personal features, character, motivated attitude towards
work, knowledge, and skills. The responses of youth and adults reflect teachers’
skills to see and to develop children individual skills, talents and ability to teach
and to develop children’s’ needs to study. Latvian inhabitants who participated
in the research describe a good teacher by paying attention to such features of
character as being lovely, calm and joyful. Young people and adults want to see
their teacher as positive, responsive, with a good sense of humor. For the
research participants particularly important is teacher’s attitude towards one’s
work. Pre-school children view an ideal teacher as the one who plays and cares
about them. The school age children express their need to view the teacher who
loves one’s work, who is motivated and who does more than it is required, as
well as organizes out-door activities for children. Both, pupils and young people
consider good teacher to be clever, educated and holistically thinking - the one
with whom one can discuss various issues, who knows languages, knows IT and
who is not afraid to do something new and to learn something new. Latvian
inhabitants pay close attention to teacher’s appearance. Pupils want to see their
teacher as a contemporary person with a good style. Participants involved in this
study highly evaluate teachers’ classroom management skills-ability to build
positive learning environment, honesty. All participants, preschool children,
youth and adults expect a discipline and at the same time they do not want to be
humiliated. The research data reveal that knowledge about the subject matter is
not the main competency required for the teacher by the society. This conclusion
relates the research done by the Eurydice carried out in 2015: , Teacher’s
vocation in Europe: practice, perception of a vocation and politics.” (European
Commission/EACEA/Eurydice, 2015) The authors of the document state that
teachers are well prepared to teach their subject matter. At the same time
teachers need more support for introducing innovations and changing their
pedagogical practice, as well as for a management of pupils’ behavior and a
career, in designing individual educational programs with gifted children and
children with special needs by designing multicultural environment. The
research contains societal opinion about the development of a societal opinion
teacher education and professional developmental programs, by including not
only issues related to teachers ‘professional development but also paying
attention to teachers’ professional characteristics and attitudes.
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MENTORDARBIBA KA SKOLOTAJU
PROFESIONALAS PILNVEIDES LIDZEKLIS

Mentoring as a Tool for Professional Development of Teachers

Janis Dzerviniks
Rezekne Academy of Technologies, Latvia

Abstract. The terms 'mentor’ and 'mentoring’ are frequently used in the field of business,
however, nowadays they are topical in general education as well. In Latvia, the teacher
mentor profession has been included in the Classification of Occupations since 2012, which
means that teachers, who have acquired the rights to carry out mentoring at educational
institutions, can be paid for teacher mentor work hours. However, mentoring is most often a
life's calling for teachers rather than a position with financial cover. A wish to identify the
pedagogical potential of mentoring in the field of teachers' professional development
determined the topic of the research. The research reflected in the paper includes the analysis
of scientific literature, analytic judgements based on previously conducted research, as well
as the results of the interview of teacher mentors and author's personal pedagogical
experience.

Keywords: benefits, education institution, mentor, mentoring, teacher, professional
development.

Ievads
Introduction

Jedzieni mentors un mentordarbiba biezi tiek lietoti uznémeéjdarbibas joma,
tomer miisdienas tie ir aktuali arT vispargja izglitiba. Latvija kops 2012. gada
Profesiju klasifikatora ir ieklauts skolotaja mentora amats, kas nozimé to, ka
skolotajiem, kuriem ir iegiitas tiesibas veikt mentordarbibu izglitibas iestade, var
tikt tarificétas skolotaja mentora darba stundas.

Latvijas Republikas Ministru Kabineta noteikumi Nr. 662 “Noteikumi par
pedagogiem nepiecieSamo izglitibu un profesionalo kvalifikaciju un pedagogu
profesionalas kvalifikacijas pilnveides kartibu” nosaka, ka pedagogs var ienemt
skolotaja mentora amatu, ja vinam papildus skolotaja kvalifikacijai ir apgiits
mentordarbibas kurss vai skolotdja mentora B programma vismaz 72 stundu
apjoma (Ministru Kabinets, 2014). Visbiezak tomér mentordarbiba skolotajiem
ir dzives aicindjums, nevis amats ar finansialu segumu.
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Miisdienas jaunajiem skolotajiem bez mentora profesionala atbalsta ir griiti
ieklauties skolas darba. Mentors ir cilveks, kur§ viniem sniedz palidzibu un
dazadu praktisku informaciju, lai ieklauSanas izglitibas iestades vid€ norit€tu atri
un sekmigi (Ngang, Kanokorn, & Prachak, 2014). Tomer ne tikai jaunajiem
skolotajiem vai studentiem praktikantiem ir nepiecieSams mentora atbalsts, tas ir
nepiecieSams ari pieredz&jusajiem skolotdjiem, kas izpauzas ka vinu kolégu
prasme un palidziba tajas darbibas jomas, kuras ir sveSas vai ne tik labi
parzinamas musdienu parmainu laika.

Mentordarbibas nozimigums izriet no parliecibas, ka individi var vislabak
macities sadarbojoties ar kol€giem, verojot vinu darbu, koment&jot, uzdodot
jautajumus un sanemot atbildes, darbojoties praktiski nevis vienkarsi klausoties
(Reis, 2002).

P&tijuma mérkis: apzinat mentordarbibas pedagogisko potencialu skolotaju
profesionalas pilnveides joma.

Raksta atspogulotaja pétijuma veikta zinatniskas literatiiras analize,
analitiskie spriedumi balstiti uz ieprieks veikto petijumu bazes, ka art izmantojot
skolotaju mentoru interviju rezultatus un autora personisko pedagogisko
pieredzi.

Mentordarbibas jédziena izpratne
Comprehension of the concept of mentoring

Mentordarbibas  jédziena izpratne miusdienas ir daudzveidiga.
Mentordarbiba tiek skatita ka maciSanas vai attistibas process, palidziba un
atbalsts, ka attiecibas, metode vai izaugsmes stratégija (skat. 1. tabulu).

1.tab. Mentordarbibas jédziena definejums
Table 1 Definition of the concept of mentoring

Definicija Autori
Mentordarbiba ir maciSanas process, kurs tiek veidots savstarpgja | Wong &
palidziba balstitas attiecibas, koncentr&joties uz sasniegumiem un | Premkumar, 2007
emocionalu atbalstu
Mentordarbiba ir attistibas process, kas notiek individam daloties | Khan, 2006
sava pieredzg, zinaSanas un prasmes ar citu personu, lai ta giitu
labumu personigai un/vai profesionalai attistibai
Mentordarbiba ir palidziba un atbalsts cilvékiem, lai vini | Parsloe, 1992
parvalditu savas zinaSanas un palielinatu savu potencialu, attistitu
prasmes un uzlabotu sniegumu, un kliitu personibam, par kadam
vélas bt
Mentordarbiba ir ieklaujoSas, konfidencialas attiecibas starp | Brown, 1990
diviem cilveékiem, kas verstas uz personisku izaugsmi un iestades
panakumiem ka kopigo merki
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Kemmis, Heikinen,
Fransson, Aspfors,

Mentordarbiba ir sadarbiba esosu cilvéku darbibas ipass veids,
kuru raksturo aktivitates un pasakumi, kas ir saprotami attiecigo ideju

diskursa & Edwards-
Groves, 2014
Mentordarbiba ir metode, lai uzlabotu individu maciSanos un | Klasen &

Clutterbuck, 2002
Hattingh, Coetzee,
& Schreuder, 2005

attistibu dazadas dzives jomas

Mentordarbiba ir izaugsmes stratégija, kuru Tstenojot viena
persona veicina citas attistibu, daloties ar resursiem, zinaSanam,
prasmém, perspektivam, attiecksmém un lietpratibu

Mentordarbiba ir versta uz attistibu, ta ir istenojama daudzveidigas
aktivitates, savstarp&ji daloties pieredz€, verojot un iedzilinoties, klausoties un
jautajot, reflektejot un diskutgjot, bagatinot savu profesionalitati un veidojot
plasaku skatijumu uz aktualam profesionalam problémam.

Mentordarbibu visbiezak skata ka plasu un sarezgitu procesu, lai atbalstitu
cilvékus macibam un profesionalajai izaugsmei. Tas ir process, kura pieredzgjis
individs palidz citai personai Istenot vinas mérkus un attistit prasmes, lietojot
daudzveidigas macibu un sadarbibas stratégijas (Center for Health Leadership &
Practice, 2003). Mentordarbiba biitiskas ir partneru pozitivas savstarp&jas
attiecibas, kuras pakapeniski veidojas par profesionalu draudzibu (Gardiner,

2010).

Mentordarbiba var izdalit vairakus veidus, nemot véra to, kada joma vai
kadas institlicijas ietvaros ta tiek skatita (skat. 1. tabulu).

2.tab. Mentordarbibas veidi un to raksturojums (p&c Juusela, 2005)
Table 2 Mentoring types and these characteristics

Mentordarbiba ...
izglitibas uznémuma Sabiedris- uzneémej- karjeras bérnu
iestade kaja darbiba atbalsta atbalstam
organizacija

Pieredzgjis Pieredzgjusa- | Dalibnieki Pieredzgjis Profesionalis | Pieaugusie
pedagogs kie darbinieki | dalas ar savu | uzne€mejs palidz sniedz
sniedz sniedz pieredzi ar dalas ar savam | jaunajam, palidzibu
atbalstu palidzibu organizacijas | zinasanam un | darbinickam berniem
studentam, jaunajiem biedriem un pieredzi ar vai jaunajam | veicot
jaunajam kolegiem citiem jauno uznémejam “krusttéva vai
skolotajam vai interesentiem | uzn€meéju karjeras krustmates”
kolggim, lai veido$ana pienakumus
veicinatu
profesionalo
izaugsmi.

Jebkura veida mentordarbiba galvena ideja saistas ar mentora (pieredz€jusa
pedagoga, uznéméja, profesionala u.c.) sadarbibu ar pieredzes parnémeju
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(praktikantu, jauno uznémeé&ju, darbinieku u.c.) sniedzot atbalstu, daloties
zinasanas un pieredzg, palidzot apzinaties sevi, savu ricibu dazadas situacijas.

Skolotaju profesionala pilnveide mentordarbiba
Teachers' professional development in mentoring

Mentordarbibu izglitibas iestad€ var uztvert ka lidzekli, ar kuru var noverst
skolotaju savstarp€jo izoletibu un atbalstit vinu profesionalo pilnveidi,
koncentr&joties uz skolotaja ikdienas darbu un macibu situacijam. Skolotaju
profesionala pilnveide mentordarbiba istenojas 3 posmos: atbalsta sniegSana
studentam ka topoSajam skolotajam pedagogiskaja prakse, atbalsta sniegSana
jaunajam skolotajam un atbalsta snieg$ana kolégim jaunu prasmju apguvé (skat.
1. att€lu).

Skolotaju profesionala pilnveide
mentordarbiba

l.posms 2.posms 3.posms
Sakotnéja profesionala Profesionalas Profesionala
sagatavosana darbibas uzsaksana pilnveide darba vieta
pedagogiskaja prakse izglitibas iestade izgltibas iestade
Atbalsta snieg$ana Atbalsta sniegiana Atbalsta sniegiana
studentam-praktikantam jaunajam skolotdjam kolégim

1.att. Skolotaju profesionala pilnveide mentordarbibas konteksta
Figure I Teachers' professional development in the context of mentoring

Studentu praktikantu ka topoSo skolotaju pedagogiskas prakses kvalitativa
norise ir vienmer bijusi aktualitate. Studentu gatavibas veicinaSana patstavigai
pedagogiskai darbibai ir skolotaju mentoru viens no darba uzdevumiem.
Students praktikants sadarbiba ar skolotaju mentoru integré iepriekS apgiitas
zinasanas praktiskaja pedagogiskaja darba, analiz&jot situacijas, prognozgjot
iesp&jamo ricibu, izstradajot darbibas planojumu, istenojot pedagogisko procesu
un veicot sava darba pasizvertesanu. ST konkréta pétijuma konteksta sikak netiks
skatita mentordarbibas norise studentu praktikantu profesionalaja sagatavosSana
pedagogiskas prakses ietvaros.

Laika periods, kad ir tikko iesakts skolotaja darbs, ir nozimigakais, jo
pamata tas nosaka skolotaja talako virzibu nakotn€ un to, vai jaunais skolotajs
paliks arT turpmak stradat sava profesija.
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Jaunais skolotajs, uzsakot darbu izglitibas iestad€, uznemas atbildibu, vins
sak istenot jaunus pienakumus, kas sakotné&ji ir neierasti un sarezgiti. Vins izjat
ar1 spriedzi, ko rada jauna situacija, pirmie soli sadarbibas veidoSana ar
skoléniem, vinu vecakiem, citiem skolotajiem un skolas vadibu.

No sekmigas jauna skolotaja un mentora sadarbibas ir atkariga vina
iejuSanas izglitibas iestades vide, vina pasvertéjums un turpmaka darbiba, ka ari
skol€énu attistiba un sasniegumi.

Ieprieksgjie pétijumi (Dzerviniks & Ustane, 2016) atklaj, ka Latvija
jaunajiem skolotajiem lielakais mentora atbalsts ir nepiecieSams klases
audzinataja pienakumu veikSana un metodiska darba istenoSana. PaSi jaunie
skolotaji atzist, ka viniem triikst parliecibas par savam sp&jam, bet to var iegiit
darba gaita, pielietojot studiju procesa apgiito, stradajot radosa sadarbiba ar
kolegiem, sanemot iedroSinajumu un atbalstu no mentora.

Lai izveértetu mentordarbibas pedagogisko potencialu un apzinatu skolotaju
ileguvumus Saja procesa, tika intervéti 22 visparizglitojoSo skolu skolotaji
mentori.

Sniedzot atbildes uz jautdjumu par pieredze€juSu skolotaju nozimigakajam
vajadzibam mentordarbibas procesa, mentori noradija, ka vinu pieredze liecina
par to, ka skolotaju nozimigakas aktualitates ir Sadas:

*  jaunu zinaSanu apguve, prasmju attistiba konkretas jomas, piemeram,

IKT joma;

»  pedagogisku pieeju apsprieSana, pieméram, kompetencu pieeja

1zglitiba;

konkrtu situaciju, problému izvert€Sana, pieméeram, klases

audzinataja darba;

« alternativu risingjumu apzinaSana, pieméram, CLIL metodes

1stenoSana;

*  kopgju projektu izstrade, pieméram, projekti eTwining, ERASMUS+

programmas;

kopgu pasakumu sagatavoSana un TistenoSana, piem&ram, novada

konkursi;

»  digitalo izstradnu veidoSana, pieméram, majas lapa metodiskajai

komisijai;

. sadarbibas grupu veidoSana, pieméram, jaunu kontaktu attistiSana,

kopgjas intereSu grupas veidoSana;

*  emocionala atbalsta gliSana, stimuléSana turpmakajam darbam.

Tradicionali tiek uzskatits, ka mentora darbiba atbalsta sniegSana
pieredz&jusam kolégim ir vérsta uz jaunu profesionalo kompetencu apguvi.
Petijuma rezultati to atklaj, tomér norada ar1 uz to, ka skolotajiem miisdienas ir
aktuali attistit prasmes, lai sadarbiba stradatu pie jauniem projektiem, kop€jiem
pasakumiem, digitalam izstradném, lai veidotu intereSu grupas un iesp&jams
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nakotné sadarbibas tiklus. Protams katram skolotajam, gan jaunajam, gan
pieredz&jusajam, ir nepiecieSams ari koléga emocionals atbalsts.

Pedagogiskaja literatiira parasti tiek apskatiti pieredzes parnéméju
ieguvumi no mentordarbibas programmas istenoSanas izglitibas iestade (Wills,
2014). Tomer atsevisku pétnieku (Huling & Resta, 2001; David, 2000;
Holloway, 2001) darbos tiek izvirzita atzina, ka mentordarbiba ievérojamus
ieguvumus giist ar1 pasi mentori.

Veiktaja pétijuma tika apzinati skolotaju mentoru viedokli par vinu
ieguvumiem mentordarbibas procesa (3. tabula).

3.tab. Skolotaju mentoru ieguvumu apkopojums
Table 3 Summary of teachers- mentors’ benefits

Skolotaju mentoru Intervijas rezultati - skolotaju mentoru viedokli
ieguvumu veids
Profesionala Jaunu ideju macibu metodika apzinasana; KlausiSanas, jautajumu
kompetence uzdoSanas prasmes attistiba; Atgriezeniskas saites veidoSana
Reflektésanas prakse Personigo uzskatu apzinasana un formul€Sana par maciSanu,

maciSanos, skolénu attistibu, macibu sasniegumu Vveérte€sanu,
klases audzinataja darbu

Sadarbiba Sadarbibas prasmju pilnveide; Kolegialas mijiedarbibas attistiba;
Jaunu kontaktu veidosanas; Uztic€Sanas giiSana no partnera;
Sava brieduma stradat ar pieaugus$ajiem kolégiem apzinasanas
Psihologiskie ieguvumi | Profesionala atjaunosanas; “Uzladésanas” turpmakajam darbam;
PaSapzinas attistiba; Pozitivu sajiitu giSana; Gandarjjuma giiSana
palidzot citiem; Apmierinatibas sajlita

Iesaiste pétnieciba Savas profesionalas darbibas kritiska izvert€Sana; Pieredzes
parnémeéja profesionalas darbibas izpéte; Iesaiste kop€jos
projektos

Lideriba Virziba uz lideribu; Vadibas sp&ju apzinasanas; Sadarbibas

komandas veidoSana; Mentordarbibas metozu un formu
apzinasana, darba planoSana, partneru iedvesmosana

Intervijas minétie skolotaju mentoru viedokli par vinu ieguvumiem
mentordarbibas procesa tika apkopoti un sagrupéti. Rezultata ir izdaliti skolotaju
mentoru ieguvumu veidi: profesionala kompetence, reflektéSanas prakse,
sadarbiba, psihologiskie ieguvumi, iesaiste p&tnieciba un lideriba.

Diskusija
Discussion

Mentordarbibai izglitibas iestadés ir daZzadas izpausmes. Viena no tam —
mentordarbiba ka uzraudziba, vadiSana. Saja gadijjuma mentora darbiba uzsvérta
ir planoSana, koordinéSana un kontroléSana. Uzraudzibas attiecibas ir ieprieks
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paredzamas. Tajas pavid zinama hierarhija, 1pasi, ja izglitibas iestades vadibas
parstavis ienem ari mentora lomu. Mentordarbibas istena butiba saistas ar
vienlidzigam attiecibam, kas balstas uz pusu vienoSanos, sadarbibu un liela méra
istenojas ikdienas darba situaciju un aktualitaSu izveért€Sana un ricibas
apzinaSana.

Viena no raksturigakajam mentordarbibas izpausmém ir mentordarbiba ka
profesionalais atbalsts. Mentors sniedz padomus, ieteikumus pieredzes
parnéméjam profesionalas darbibas jautdjumos. Saja gadijuma ir kolegialas
attiecibas partneru starpa, tas balstas uz savstarp&ju cienu, tomér ari $aja
gadijuma var saskatit atseviSkas problémas. Pieméram, pieredzes parnémejs ir
pasivs, nenonak pie situdaciju risindgjumiem pats, bet sanem no mentora jau
gatavu ricibas programmu, tas rada zinamu atkaribu no padomdev¢ja.

Balstoties uz teorétiskas literatiras analizi (Olivero, 2014; Kemmis,
Heikinen, Fransson, Aspfors, & Edwards-Groves, 2014) un personisko
pedagogisko pieredzi, par v&lamo mentordarbibas modeli var izvirzit
mentordarbibu ka partneru kopigu paSpilnveidi. Mentordarbibas ideja ir
lesaistito puSu lidzsvarota darbiba, kur katra no pusém ir gan devgjs, gan
leguvegjs. Starp partneriem ir dialogs, kura mérkis ir abpus€ja profesionala un
personiska pilnveide. Gan skolotdjs mentors, gan pieredzes parn€mejs
savstarpgjas attiecibas ir lidzvertigi partneri, bet zinaSanu un prasmju joma,
uzkratas pieredzes zina pastav dazadiba, kas ar1 ir ieguvums $Tm attiecibam. Tas
nozime, ka pastav iesp€ja apzinat So dazadibu un veidot aktualos personiskos
jaunveidojumus, apmainities ar informaciju, reflektet par aktualitatém no savas
pieredzes viedokla.

Ieprieks minétas izpausmes var skatit ka mentordarbibas limenus: zemakais
Iimenis — mentordarbiba ka uzraudziba, vid€jais limenis — mentordarbiba ka
atbalsts un augstakais ltmenis — mentordarbiba ka paSpilnveide.

Secinajumi
Conclusions

1. Izglitibas joma mentori ir skolotdji ar pedagogiska darba pieredzi, kuri ir
pabeigusi mentoru profesionalas pilnveides programmu un ieguvusi
atbilstoSu skolotaja mentora izglitibu.

2. Skolotajiem misdienas ir aktuali attistit jaunas profesionalas kompetences,
lai sadarbiba ar kolégiem ka mentoriem stradatu pie jauniem projektiem,
kopgjiem pasakumiem, digitalam izstradném, lai veidotu intereSu grupas un
sanemtu arT kolégu emocionalu atbalstu darbam.

3. Skolotaju mentoru ieguvumi ieklaujas tadas jomas ka profesionala
kompetence, reflektéSanas prakse, sadarbiba, psihologiskie ieguvumi,
iesaiste p€tnieciba un lideriba.
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4. Mentora un pieredzes pamémeéja attiecibas vienmer ir nepartraukta
kustiba — attistiba, kas tend&ta uz profesionalu pilnveidi. Mentordarbiba ir
nozimigs skolotaju profesionalas izaugsmes lidzeklis, lai veidotu labveligu
atmosferu izglitibas iestades profesionalaja vidé un veicinatu pedagogu
savstarp&jo sadarbibu un dialogu.

Summary

Nowadays, the perception of the term 'mentoring' is varied. Mentoring is
regarded as a learning or development process, help and support, as relationships, a
method or a development strategy. It is directed towards the development and is
implemented through various activities, by exchanging experience, observing and
going into details, listening and asking, reflecting and discussing, enriching
professionalism and creating a broader perspective on topical professional issues.

Mentoring in educational institutions can be perceived as a tool, which may
eliminate the mutual isolation of teachers and support their professional development,
focusing on teachers’ daily work and teaching situations.

The idea of mentoring is that there is a balanced work of the parties involved,
where each of the parties is both giver and acquirer. There is a dialogue between the
parties aiming at mutual professional and personal development. Both a teacher
mentor and a transferee of experience are equal partners in mutual relationships, but
there are differences regarding the knowledge, skills and gained experience, which is
also a benefit in these relationships. It means that there is an opportunity to identify
these differences and promote relevant personal formations, exchange of information,
reflect about topical issues from own personal perspective.

Mentoring in educational institutions has various expressions. One of them —
mentoring as a supervision, control. In this case, planning, coordination and control are
highlighted in mentoring. The most characteristic expression of mentoring 1is
mentoring as a professional support. A mentor gives advices, recommendations to the
transferee of experience in professional activity matters. Based on the analysis of
theoretical literature and personal pedagogical experience, mentoring as joint self-
development of partners can be proposed as a preferred mentoring model. The idea of
mentoring is that it is a balanced work of the parties involved, where each of the
parties is both giver and acquirer. There is a dialogue between the parties aiming at
mutual professional and personal development.

The main conclusions:

1. In the field of education, mentors are teachers with pedagogical work
experience who have completed mentors’ professional development
programme and acquired a proper teacher mentor education.

2. Nowadays, teachers need to develop new professional competencies to
work as mentors on new projects, common events and digital developments
in cooperation with colleagues in order to form interest groups and receive
colleagues' emotional support for work as well.
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3.  Teacher mentors’ benefits appear in such areas as professional competence,
reflecting practice, cooperation, psychological benefits, involvement in
research and leadership.

4.  The relationships of a mentor and a transferee of experience are always in
continuous motion — development that is tended towards professional
improvement. Mentoring is a significant tool for professional development
of teachers, in order to create positive atmosphere in the professional
environment of educational institution and promote pedagogues'
cooperation and dialogue.
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VIENOTAIS JURISTA EKSAMENS, PAR UN PRET

Unified Lawyers Examination, For and Against

Artars Gaveika
Rezekne Academy of Technologies, Latvia

Abstract. Ministry of Justice of the Republic of Latvia believes that in Latvia is relatively low
quality of legal education. As the most appropriate way for solving this problem is considered
state unified lawyer qualification exam, which would promote legal education quality growth.
The quality of legal education in Latvia is increasingly becoming the subject of public
discussion. In 2016 took place the final Ministry of Justice working group meeting on
implementation of the state lawyer's professional qualification examination. The article devoted
to challenges and perspectives of unified lawyer qualification examination implementation.
Keywords: lawyer, exam, professional standard, education.

Ievads
Introduction

Temata aktualitati apliecina tas, ka diskusija par vienoto jurista kvalifikacijas
eksamenu ilgst jau vairakus gadus. Tieslietu ministrija secinats, ka Latvija ir
saméra zema juridiskas izglitibas kvalitate (Tieslietu ministrija, 2015). To uzlabot
plano, ievieSot vienotu eksamenu visiem tiesibu zinatnpu magistra studiju
programmu absolventiem vai ari visiem, kuri ieguvusi jurista kvalifikaciju un
velas stradat valsts sektora. Bijusi Saeimas Juridiskas komisijas priekSsedetaja
Ilma Cepane rosinaja ar Saeima lemt par juristu izglitibas kvalitati un iestajas par
eksamenu. Vina vairakkart ir parliecinajusies, ka jurista izglitibas kvalitate
Latvija nav viendabiga un bieZi vien parak zema. Tieslietu ministrijas izveidota
darba grupa, kura piedalijas Augstakas izglitibas padomes, Rigas Juridiskas
augstskolas, Izglitibas un zinatnes ministrijas, Latvijas Studentu apvienibas
(LSA) un Tieslietu ministrijas parstavji 2016. gada 30. jlinija veica ped€jos
papildinajumus un precizéjumus Ministru kabineta noteikumu projekta “Valsts
vienota jurista profesionalas kvalifikacijas eksamena norises kartiba” un
likumprojekta “Grozijumi Augstskolu likuma” (Cepane, 2016). P&tijuma mérkis
ir 1zpétit jurista profesionalas kvalifikacijas eksamena ievieSanas argumentacijas
pamatotibu un lietderigumu. P&tfjuma izmantota: juridiskas analizes metode,
1zp€tot normativo aktu prasibas temata konteksta un analizgjot jurista profesijas
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standarta kvalitati un atbilstibu sabiedribas vajadzibam un ietekmi uz studiju
programmu kvalitati augstskolas. Salidzinosa metode pielietota salidzinot
ekspertu — augstskolu tiesibu zinatnes studiju programmu Latvijas vadoSo
docetaju, Tieslietu ministrijas un studentu viedoklus.

Ekspertu viedokli par jurista profesionalas kvalifikacijas eksamenu
Expert opinions about the lawyer professional qualification examination

Ideja par vienoto jurista profesionalas kvalifikacijas eksamenu iesp&jams ir

atbalstama, v€l jo vairak to atbalsta Latvijas studentu apvieniba (Dimants, 2016,
6-7).
Universitates Juridisko fakultati rikoja diskusiju ,,Vienots valsts juridiskais
eksamens Latvija: iesp€ja vai nepiecieSamiba”. Latvijas Universitates Juridiskas
fakultates 5. Starptautiskas zinatniskas konferences ,Juridiska izglitiba un
kultira: pagatnes macibas un nakotnes izaicinajumi” ietvaros 2014. gada
11. novembrT atseviska sekcija tika veltita juridiskas izglitibas problemjautajumu
analizei. Art Latvijas Republikas Saeimas Juridiskas komisijas Tiesu politikas
apakSkomisijas darba kartiba vairakkart ir ieklauts un vertets jautajums par
iesp&jamiem risinajumiem juridiskas izglitibas kvalitates uzlaboSanai (pieméram,
2013. gada 5. novembra, 2015. gada 3. marta séde) (Tieslietu ministrija, 2015).

Iepazistoties ar profesionalu un ekspertu viedokliem, kas publicéti Zurnala
Jurista vards, jasecina, ka jau pats raksta virsraksts ,,Augstskolas ir gatavas idejai,
bet ne nepardomatiem eksperimentiem” liecina par to, ka joprojam nav parliecibas
par $ada eksamena nepiecieSamibu un ta saturu (Jurista vards, 2015, 17-24).
Profesionalu un ekspertu viedokli $aja raksta dalas un nav vienpratigi, un tie ari
nevar biit vienpratigi, jo:

- jurista izglitibas it ka zema kvalitate Latvija nav argumenteti un
parliecinosi pieradita ar zinatniskiem pétijjumiem un ticamiem dokumentiem.
Pilniba japiekrit profesora Dr.iur. A. Vilka viedoklim, ka Konceptuala zinojuma
projekta par valsts vienota jurista kvalifikacijas eksamena ievieSanu spriedums
par jurista izglitibas salidzinosi zemo kvalitati faktiski ne ar ko nav pamatots
(Jurista vards, 2015, 17-24).

- savukart LU parstaves asoc. prof. Dr. iur. A. Rodinas neSaubigs viedoklis
par vienota jurista eksamena nepiecieSamibu tiek bazets, pirmkart, uz Zinojumu,
cik var saprast uz Konceptuala zinojuma projektu par valsts vienota jurista
kvalifikacijas eksamena ievieSanu, kas savukart nav balstits uz parliecinoSiem
argumentiem un, otrkart, — uz Vacijas kolégu it ka ilgstoSo viedokli par augstakas
juridiskas izglitibas problémam Latvija, kas ari nav ne ar ko dokumentali
pamatots. Ja Vacijas kol&gi bija noradijusi uz trikumiem LU juridiskas izglitibas
programmas, tad ari LU pienakumos un kompetencé ir §is problémas risinat
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(Jurista vards, 2015, 17-24). Ja Vacijas kolégi, akreditéjot LU programmas, bija
kritiz€jusi citas Latvijas augstskolas, tad vinu riciba bija netaktiska un
neprofesionala, diez vai bija attiecigi argument€ta. Savukart darba deveju — valsts
un paSvaldibu iestazu, komersantu atsauksmes, pieméram, par Re&zeknes
tehnologiju akadémijas tiesibu zinatnes programmas absolventu profesionalitati
praksg ir visnotal pozitivas (R€zeknes Tehnologiju akadémija, 2017).

- ar1 pats Konceptuala zinojuma projekts par valsts vienota jurista
kvalifikacijas eksamena ievieSanu ari diemzel ir tikai projekts un nevar biit
saistoSs. Jebkurai koncepcijai ir jagiist teorétiku un praktiku piekriSana caur vinu
dalibu attiecigas koncepcijas izstrad€ un apstiprinaSanu no valsts puses, kas $aja
gadijuma varetu biit Tieslietu ministrija.

Argumenti jurista profesionalas kvalifikacijas eksamena nepiecieSamibai
un profesijas standarta prasibas
Arguments for lawyer professional qualification examination is need and
professional standard requirements

Vieta ir uzdot jautajumu, vai $ada veida vienotajam eksamenam nebiitu jabiit
katra svariga nozarg€, pieméram, biivnieciba, medicina, valsts dro§iba utt.? Kapéc
tikai jurista kvalifikacijai ir svarigakd nozime, neka, pieméram, biivnieka —
projektétaja kvalifikacijai, ievérojot Maxima tragédijas stiro macibu, jo, ka atzist
eksperti, par katastrofas iemeslu bija projektetaju rupja kliida aprékinos (Milovs,
2016).

Pasreiz€ja situacija riciba, kad sakuma tiek ieviests vienotais jurista
eksamens, lai péc tam paskatitos prakse, biis vai nebiis problémas jurista izglitibas
kvalitatg, ir pilnigi nelogiska riciba un apSaubams eksperiments, jo $ada eksamena
ievieSana prasa ieveérojamus finansu lidzeklus 101 294 euro (Tieslietu ministrija,
2015) un ripigu iepriek3cju sagatavosanu. Saja gadfjuma ir jauzstada vairaki
jautajumi:

- vai vispar jebkad un cik liela apjoma, un kada perioda Latvijas juridiskas
1zglitibas problémas praksé bija detalizé€ti un dzili izp€titas un pamatoti
sistematizetas? Nemot vera to, ka juridiska izglitiba ir nepiecieSama loti daudzas
jomas un profesijas, bez dziliem un vispusigiem p&tijjumiem nav iesp&jams noteikt
konkrétas un skaidras prasibas jurista profesijam.

- vai pasreiz speka esosie jurista, juriskonsulta un jurista paliga profesijas
standarti bija izstradati pamatojoties uz objektiviem zinatniskiem pé€tijumiem, ja
tadi vispar ir bijusi? Vai minétie profesijas standarti ir pietiekoSi kvalitativi un
atbilstosi valsts un sabiedribas vajadzibam?

Pat virspusg€ja analize liecina par So profesijas standartu zemo kvalitati un
formalismu to izstradeé. Daudzi punkti ir loti visparigi un lidz ar to dazadi
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interpret€jami un tas negativi ietekmé tiesibu zinatnes studiju programmu izstradi
jebkura augstskola, piem&ram, Jurista profesijas standarta noteikts:

- ,,8.5p¢€ja veikt petijumus ar zinatnisku vertibu jurisprudence”. Vai ir tada
praktiska nepiecieSamiba situacija, kad jaapgiist citas svarigakas liela apjoma
zinasanas un prasmes, lai iegiitu izglitibu - zinaSanu, prasmju un attieksmju
kopumu (Izglitibas likums, 1998). Paredzets, ka eksamena biis ietvertas piecas
tiestbu pamatnozares saskana ar jurista profesijas standartu, ka to interpreté
Tieslietu ministrija: Kriminaltiesibas un kriminalprocesa tiesibas; Civiltiesibas,
civilprocesa tiesibas un komerctiesibas; Konstitucionalas tiesibas, administrativas
tiesibas un administrativa procesa tiesibas; Starptautiskas un Eiropas Savienibas
tiesibas; Tiesibu teorija, tiesibu filozofija un Latvijas tiesibu vésture (Osis, 2016).
Katra no §Tm nozarém ietver loti apjomigu tematiku un jautajumu skaitu. Ta,
pieméram, starptautiskas tiesibas tiek iedalitas starptautiskajas publiskajas
tiesibas un starptautiskajas privatajas tiesibas, kur katra no tam satur vél visai
apjomigas apakSnozares. Tapéec ir biitiski noteikt pec iesp€jas konkrétu jurista
kvalifikacijai nepiecieSamo jautajumu kopumu. Turklat paredzama eksamena
ietvara netiek minéts cits liela apjoma zinasanu kopums, kas paredzets profesijas
standarta — vides tiesibas, nodoklu tiesibas, baznicas tiesibas un daudzas citas
zinatnu nozares (Ministru kabineta 2010. gada 18. maija noteikumi Nr. 461).

-,.9. Sp&ja sazinaties valsts valoda un divas sve§valodas.” Sada redakcija
faktiski ir identiska arT juriskonsulta un jurista paliga profesijas standarta, taCu nav
noradits kada Itmeni japarvalda valsts valoda (Valsts valodas likums, 2000) un
sveSvalodas, kaut gan ar normativo regul&jumu ir paredzeti vairaki Itmeni. Fraze
“Spéja sazinaties valsts valoda” ir interpret€jama ka minimalas prasibas valsts
valodas zinaSanam, kas atbilst A 1 [imenim (Ministru kabineta 2009. gada 7. julija
noteikumi Nr. 733). Patiestba Ministru Kabineta noteikumi juristam,
juriskonsultam un jurista paligam nosaka augstako latvieSu valodas zinasanu
lItmeni C 2.

- “22. Parvaldit divas sveSvalodas sazinas limeni, no kuram viena ir
Eiropas Savienibas dalibvalsts valsts valoda.” Plasak izmantojama ir anglu
valoda, tacu Apvienota Karaliste izstasies no ES.

- “l.1. datorzinibas” — nav teikts, kada lIimen1 datorzinibas jaapgist. Ja ir
domatas datorzinibas pamatliment, tad tas apgust vidusskola.

- “2.7. fizisko personu datu aizsardzibas tiesibas;”. Vai tad juridisko
personu datu aizsardziba nav nepiecieSama?

Juriskonsulta profesijas standarta:

- punkti “3.7. komerctiesibas;’un “3.9. komerctiesibas;” ir identiski un tas
spilgti liecina par profesijas standartu izstrades pavirSibu!

- “1.3. zinatniska darba izstradaSanas pamati;” juriskonsulta un jurista
paliga profesijas standartos vairs netiek pieprasiti, kaut gan tie augstakaja izglitiba
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ir jaapgust pirmam kartam, jo tas nepiecieSams pé&tniecisko darbu izstrade sakot
ar pirmo kursu (Ministru kabineta 2010. gada 18. maija noteikumi Nr. 461).

Pat virspusg€ji parskatot profesijas standarta prasibas, ir saskatama
acimredzama nepiecieSamiba p&c riipigas minéto profesijas standartu revidéSanas.

Jaizverte, vai tika izmantotas pargjas augstakas izglitibas normativa
reguléjuma pilnveidoSanas iesp&jas, lai tomér sekmétu izglitibas kvalitati. Ta
pieméram Ministru Kabineta Noteikumi par otra Iimena profesionalas augstakas
izglitibas valsts standartu (Ministru kabineta 26.08.2014. noteikumi Nr. 512)
nepieprasa valsts parbaudijuma jebkadu eksamenu kartoSanu un augstskolam
pastav izvEles briviba. PaSsaprotams, ka eksamena ieklauSana wvalsts
parbaudijuma sekmétu izglitibas kvalitati, tacu pastavosas konkurences apstaklos
augstskolas, lai piesaistitu studentus, izv€l€sies studentiem izdevigakus un
vieglakus nosacijums.

Ministru  Kabineta noteikumu Valsts vienota jurista profesionalas
kvalifikacijas eksamena norises kartiba projekta ir virkne normu, kuram nevar
piekrist un ir normas, kuras nav skaidri formul&tas vai logiski pamatotas:

- nav saprotams péc kadiem krit€rijiem un kadas saistibas ar augstskolu
skaitu, kuras Tsteno juridisko izglitibu, ir ieklauts formul&ums “5. Tieslietu
ministrs reizi gada apstiprina komisiju 45 loceklu sastava. 6. Komisija sastav no
15 apakSkomisijam §adas tiesibu nozarés”. Katrai augstskolai pasai ir janodroSina
komisija, kas aptver visas piecas nozares — ja augstskola to nesp&j nodrosinat, tad
var pieaicinat attiecigas kvalifikacijas komisijas loceklus no citam augstskolam;

- nav skaidra kada procentuala parstaviba paredzama no juridisko nozari
parstavoSajam profesionalajam organizacijam — ar1 Siem parstavjiem ir jabit ar
doktora gradu jurisprudencg;

- Teoretiskas dalas, kas ietvers kopa 15 jautajumus, kartoSana piecas
stundas bez partraukuma ir pilnigi nepienemami no cilveéka fizisko speku un
fiziologisko vajadzibu viedokla. Parbaudijums katra no tiesibu nozarém ar 3
jautajumiem pats par sevi ir atsevisks eksamens, kas prasa no studenta pamatigu
stresu un spéku mobilizaciju. Parbaudijumam katra no tiesibu nozarém janotiek
atseviSskas dienas, paredzot starp tam vairaku dienu partraukumu. Jebkur$
eksamens ir studiju procesa biitiska sastavdala, kas sekmé studentu zinaSanu
Itmeni, tapeéc eksamena norisei nedrikst biit sasteigtai un janodro$ina studentam
1zmantot iesp&ju sagatavoties katram nakoSajam eksamena etapam.

- “32. Kuvalifikacijas eksamena praktiskas dalas uzdevumus (kazusus)
katra So noteikumu 20. punkta minétaja tiesibu nozar€ karto divas stundas” — tas
nozimé viena diena 10 stundas!!! Ar1 praktiska dala ir vai nu jasamazina vai
jasadala vairakas dienas, pret€ja gadijuma jarekinas, ka no studentiem noteikti biis
pretenzijas un siidzibas, rezultatu verte€jumu apstridéSana.

PasSreiz pastavosa profesijas standartu hierarhija, paredzot jurista,
juriskonsulta un jurista paliga standartus ir pamata atbalstama, jo $ada hierarhija
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nodroSina studentiem, pirmkart izvéli Iidz kadam kvalifikacijas lIimenim iegiit
izglitibu, bet otrkart tiek nodroSinata iesp€ja pakapeniskai un secigai profesionalai
izaugsmei, izglitibu mijot ar praksi darba vietas. Sada hierarhija saglabajas ari
specializacijas iesp€jas, pieméram, civiltiesibu juriskonsults, ka to piedava prof.
Dr.iur. J. NacisCionis (Jurista vards, 2015; 21).

Autors atbalsta profesora Dr.iur. A. Vilka viedokli par tiesibu zinatnes
studiju programmu specializaciju un $is specializacijas ieklausanu vienotaja
jurista eksamena: Rigas Stradina universitate vartu specializ€ties medicinas
tiesibas, Rézeknes Tehnologiju akadémija — blivniecibas tiesibas, fiskalo, muitas
un robezu droSibas tiesibas, Daugavpils Universitate — policijas tiesibas utml.
Sadu specializaciju, augstskolam savstarpgji vienojoties ari vajadzetu paredzet
toposaja koncepcija, nemot veéra regionalas un citas vajadzibas, augstskolu
ipatnibas un iesp&jas. Savukart Latvijas Universitate var€tu turpinat jurista
pamatizglitibas nodrosinasanu bez specializacijas. Sads kompetencu sadalfjums
varétu dal€ji kompenset pasreiz pastavoSo ne visai taisnigo konkurenci starp
Latvijas Universitati un citam augstskolam, jo Latvijas Universitaté konkurss uz
Tiestbu zinatnes studiju programmam ir 2 un vairak reizes lielaks neka citas
augstskolas un var drosi paredzet, ka Latvijas Universitates absolventu izglitibas
kvalitate bus augstaka. Sados apstaklos daudz svarigakas ir nevis augstskolu
Sauras intereses, bet gan tadu apstaklu radiSana, kas lautu jaunatnei realiz€ties ne
tikai Riga, bet arT regionos. Regionam bez izglitotas jaunatnes nav nakotnes un
progresa.

Secinajumi
Conclusions

1. Peétijjuma merkis - izpétit jurista profesionalas kvalifikacijas eksamena
ievieSanas argumentacijas pamatotibu un lietderigumu péc autora viedokla
ir sasniegts. Autors nonak pie secinajuma, ka ideja par vienoto jurista
profesionalas kvalifikacijas eksamenu ir atbalstama, jo tas sekmés jurista
profesijas kvalitati daudzas sabiedribai svarigas jomas un nozares.

2. Jurista profesionalas kvalifikacijas eksamena satura un metodologijas
izstrade ir jasak nevis ar empiriskiem pienémumiem un hipoté€zeém, bet gan
ar zinatniskiem un dziliem pétijumiem visas jurista, juriskonsulta, jurista
paliga darbibas jomas valsts un pasvaldibu iestades, pie komersantiem un
citur, lai detalizé€ti noskaidrotu $Tm profesijam nepiecieSamo zinasanu,
prasmju un attieksmju kopapjomu. Tikai p&c tam biis iesp&jams noteikt
minéto profesiju nepiecieSamibu, vietu darba tirgi un hierarhiju.

3. NepiecieSama jurista, juriskonsulta, jurista paliga profesijas standarta pilniga
parstrade, kas tiktu balstita un pamatota ar objektiviem zinatniskiem
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petijumiem, lai noteiktu skaidras un konkrétas prasibas iepriek§mingtajam
prasibam.

4. PaSreizgjas situacijas analize Rézeknes Tehnologiju akadémija liecina, ka
gandriz visi Tiesibu zinatnes magistra studiju programmas absolventi ir
ieklavusies darba tirgl atbilstos$i iegiitai izglitibai un kvalifikacijai. Tapec
regionalajas augstskolas ir nepiecieSama Tiesibu =zinatnes studiju
programmu saglabaSana, paredzot to specializaciju attieciga normativaja
regul&juma un Jurista profesionalas kvalifikacijas eksamena metodologija.

Summary

The idea of a unified lawyer professional qualification examination is to be
welcomed, as it will contribute to the quality of the legal profession in many public key
areas and sectors.

Lawyer professional qualification exam content and methodology development
must begin not with the empirical assumptions and hypotheses but with scientific and
deep research in scope of lawyer, legal adviser, legal assistant within state and municipal
authorities, in businesses and other places in order to find out the necessary knowledge,
skills and attitudes for these professions. Only then it will be possible to determine the
need of the profession, the job market and hierarchy.

Needed complete overhaul in lawyer, legal adviser, legal assistant professional
standards which would be based on objective scientific research in order to establish
clear and specific requirements.

Analysis of the current situation in Rezekne Technology Academy shows that
almost all of Law Master's program graduatesa are integrated into the market in
accordance with the education and profession. Therefore, the regional higher education
institutions need a conservation of Law study programs, providing their specialization
in the regulatory framework and the Lawyer professional qualification examination
methodology.
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Abstract. Despite of women advancement in politics, business, and other spheres of life,
women are largely absent from senior position and are marginalized in terms of power and
resources. In Latvia women set up and lead vibrant and successful governmental and private
organizations. The purpose of the article is to explore cultural roots of gendered inequality
in leadership and economic power positions by the literature review and as reviled in
interviews. Interview data reveal the obstacles women need to overcome in their career
advancement and their stories of success. Methodology: The study presents a qualitative
study on women’s leadership as defined in legislation and recent research and is supported
by the qualitative inquiry of life stories of seven women engaged in the education’s
management programs. These women undertake leadership positions in their organizations.
Conclusions: To conclude, the goal of equal participation for both male and female players
in all significant spheres of life as declared in the international legislation and the United
Nations, declarations will strengthen democracy and will promote its proper functioning. The
authors assert that higher education through management study programs can also build
women’s capacity for leadership by assertiveness training and encouraging independent and
critical thinkers.

Keywords: capacity building, equal participation, management programs, Wwomen’s
leadership.

Introduction

Majority of contexts, like politics, business, and economy remain male
dominated. Women still continue to be underrepresented in many fields,
particularly in top management positions. In politics historically men believed to
be much better leaders. Lots of research point to barriers that prevent women
from attaining leadership positions. Gender stereotypes make managers to view
women as less capable or competent to lead an office (Glass & Cook, 2016;
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Klenke, 2011). As O’Brien and Wegren (2015) assert, inequality between
genders are need to be examined by a system approach by considering an
interplay of a complex myriad of economic, political, culture and social factors,
including socially constructed attitudes about what is men’s and women’s work.
Inglehart and Norris (2003) have observed that cultural norms, values and
beliefs also shape gender equality.

Increased processes of globalization and developed new markets brought
on a surface may women leaders-entrepreneurs. Current reality of leadership is
based on hierarchal bureaucratic structures. The traditional theories on
leadership assert that leaders need to be assertive, forceful, authoritative. Recent
theories point to such leadership qualities which are more characteristic to
females, such as cooperation and collaboration.

Legislation on gender equality

Discrimination against women takes many forms and can be found in
practice. UN (2015) position paper offers indicators how SDG 5 (Sustainable
Development Goal 5) should be implemented in practice. The main target as
reflected in the document is to ensure full participation and equal opportunities
for leadership at all levels for both males and females.

Gender equality has been recognized as the bases for building a sustainable
community in major local and international documents (UNESCO, 2002; GAP,
2015; UN, 2015). Gender equality has also been reflected as one of the 17
sustainable development goals as a foundation for a peaceful, prosperous and
sustainable world and by putting an imperative to fight for equal access to
education and representation in political and economic decision-making
processes of both men and women that will benefit societies and humanity at
large (EC, 2011). The major document of EU “Strategic Engagement for
Gender Equality (2016 - 2019)” (2016) also focuses on the major strategic areas
as equality for both sexes in decision making processes, economic
independence, dignity and integrity of both sexes. The emphases on promoting
women in leadership positions and decision making processes was also
emphasized in the GAP (2015) (Global Action Pan). The document points to
positive changes that are taking place in the society, namely, the proportion of
female heads of institutions increased in 15 of the 20 EU countries in 2014 as
compared with the date of year 2014.

Research methods, procedure and participants

Research reveals the causes of women’s underrepresentation in leadership
positions, by focusing on a complex set of factors in maintaining gender
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inequality. While understanding the causes on the unemployment of women,
such aspects of sustainability as politics, economy, and culture should be taken
into account. Societal factor plays a significant role in determining women’s
position in the political ladder. Societal issues in the particular society, such as
gender equality, access to higher education, and opportunities for women to
engage in activities requiring to undertake initiative can contribute or lag behind
women’s participation in leadership. Women who are overburdened with health
issues and survival needs will unlikely engage in governance. Educated women
with work experience will likely engage in leadership. Economic factors, such
as high level of economic development, economic freedoms, investments in
private sectors also can be considered among the significant factors influencing
women’s leadership participation (World Bank, 2007). Political factors, such as
pluralism, freedom to exercise agency, and democratic governance, individual
rights and freedoms to exercise agency are also among not the least significant
factors influencing women’s participation.

For the purpose of the interview the following questions were asked as one
hour long interviews with women engaged in different levels of leadership.

Table 1 Interview guide: major topics and questions (adopted from (Folta, Segun,
Ackerman, & Nelson, 2012, p. 4)

Topic Question
Career path Can you tell about your career path what led you to where you are
Leadership When do you hear the word “leadership,” what idea comes to your

mind? Describe the characteristics of a good leaders. Which of the
characteristics do you believe you have?
What did you do to promote your leadership skills?

Motivation What motivated you to work you are doing?

What keeps you motivated?
Factors, defining Describe please, what made you to be successful?
success Describe the obstacles you are facing at your work?

The study also explores cultural roots of gendered inequality in leadership
and economic power position as a result of the literature review and conducted
interviews with women. The participants of the study were seven women
currently involved in Master’s and Doctor’s program of a community
management, currently occupying leadership positions in the community and
private organizations. All of them have joined the research on a voluntarily
bases.
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Table 2 The profile of the respondents

White 7

Latvian 3

Russian 4

Age in years at interview Range 32-60, Mean 49.8
Master’ s level programs 4

Doctoral level programs 3

Role in organization Management position

Limitations of the study

Due its qualitative character the study does not lead to a formulation of
generalizations but point to the tendencies based on literature review and
explore cultural roots of gendered inequality in leadership and economic power
positions in Latvia by life interviews.

Prior to conducting interviews, a quick survey was carried out to explore
the reasons preventing leadership. Participants of the survey were 34 males and
86 female university graduate students.

Table 3 Analysis of causes preventing women from leadership (N=120)

Question “Yes” Response rate
Why women do not choose leadership positions?

Lack of training 73%
Women do not choose leadership positions 82%
Men are better leaders 92%
Women cannot combine family duties with leadership 96%
Women believed to be worse leaders than men 87%
What would encourage women to undertake leadership?

Family 80%
Mentoring 74%
Inborn abilities 93%

Majority of students support women in leadership positions but as a main
obstacle they see unequal distribution of time for both genders to carry domestic
duties. They also believe that if women have inborn abilities to lead they may do
so. Still, having a choice to decide who will carry a leadership position they see
males are better suited for the leadership position.

Women’s life stories revealed

The analyses of career trajectories and subjective life experiences of six
women provides a more nuanced understanding of obstacles, barriers and
opportunities women experienced in their life journeys. All interviewed women
had an experience of work in a business, having their own business or work in
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different leadership positions. There are certain categories that can be traced in
their stories in the business world.

All women pointed to societal stereotypes that were fostered by their
families and the society. These gender stereotypes in some way influenced their
beliefs, behavior and self-concept. Many women internalized those stereotypes.
The interviews with women allows to conclude that new cultural norms, values
and beliefs caused by open market economy and globalization tendencies also
shape the transition to gender equality. Women feel more liberated, open to
initiative taking and leadership. As one of the respondents remarked: “Open
marked economy offers us numerous opportunities and our duty is to accept
those challenges. This is up to us to be victim of builders of lives and destinies”:

Motivating factors

Among the motivating factors were ‘significant other’ of a mentor in
women’s’ lives who challenged and encouraged women for undertaking
leadership in their communities and their lives. All women could point to the
existence of a mentor or a leader in their life who become a symbol of
inspiration for their work and life. One of the respondents told the story of the
leader who inspired her: “There are so many wise and strategic leaders in my
life who serve as a source of inspiration in my life. I cannot copy these people
but I get inspired by the way they lead people and by their constructive vision
and strategy, the way they inspire people.” They pointed out that the mentors
were those who helped them to realize their fullest potential in their lives and in
the workplace.

Some women mentioned seminars and books as a source of their
inspiration. All of them have recognized the value of their studies that allowed
to get approval to what and how they were leading their companies and offices
and provided challenge for further transformative actions in their personal
development and at work. Some of them have mentioned their families as their
support factors: “In the economic situation when my husband has lost his job, he
fully supports my business plans and challenges?“

Among the factors defying success of their careers women have mentioned:
family support, mentoring and challenging learning experience. Two women
emphasized new changes that she has to overcome as a driving forces in
overcoming obstacles and “celebrating small victories”

Leadership characteristics

Among the most often mentioned characteristics of a good leader women
mentioned a strong vision, charisma, and ability to motivate members of a team:
“The best lesson I have learned was by observing powerful leaders in action and
their ability to delegate duties, to trust in abilities of team members as well as
charisma to motivate people. Of course, I cannot copy these qualities in my
work but I can try my best to inspire my team since work in the private business
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company requires involvement of a motivated team to reach the best results
possible.”

Among the other qualities that were mentioned were patience,
communication skills, and ability to create a shared meaning with others as
important for the leader.

The qualities of a leader as mentioned by women point to a transformative
type of leaders desired by the respondents, the leader who has a vision and a
commutative skill to inspire the team and ability to deal with complex and
wicked issues, as well to work towards a desired vision. The theme of an
inspirational and transformative leader was among the mostly pronounced
themes during the interviews.

Causes of underrepresentation of women in leadership positions

Among the more often mentioned causes by women were double workload
and uneven distribution of household chores: “As a woman I am supposed to
have a full workload at work, to carry out extra duties at work and having a full
responsibility of the domestic duties.”

The other more frequently mentioned cause by women were deeply seated
cultural bias on biological and psychological profile that make men better
leaders and a deeply seated attitude “think manager - thin male.” Some
interviewed women have mentioned that their advancement in their career and
time spent in education become a source of conflict and even caused a divorce in
their lives since it was not acceptable for their partners such a career and salary
gap between both partners. Due to deeply seated cultural stereotypes this seems
unacceptable for their male counterparts to accept the career advancement of
their wives.

Since males are believed to be a more productive leader, they are paid for
the same work much more than for the women. Unfortunately, females monthly
average gross wages are lower than males. Still, there is higher unemployment
rate among women. This is hard for women to get a job at the age of 45-55. The
majority of women choose education as a sphere of their work that is less paid
compared to other spheres of work. Women employment is primarily in low pad
occupations, such as teaching, nursing, and culture management. As all women
pointed out, although the employment level is equal for men and women, men
are more likely to be employers.

Conclusions
Leadership has been a social construct based on expectations of community
rather than based on qualities of individual leaders. Community perceives

leaders as prototypically male. As a result, women are less likely will be
considered for leadership positions because such roles do not fit or the ideal
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model of aggressive an assertive leadership, thus devaluing women’s
experience. Therefore, women’s work and achievements are left
unacknowledged or provoke negative reactions.

In overall, women continue to enter traditional women’s fields of work,
such as teaching, social work, and nursing. The challenge is to situate inequality
in a system perspective, economically, culturally, and politically. This is not
enough to increase a number of women in leadership positions, one needs to re-
evaluate the processes and structures that are male based and to explore the
ways to change it.

The growth of a global knowledge societies created great opportunities for
women and at the same time poses great challenges. In Latvia, the representation
of women in the previously dominated field by males of business has increased
along with women’s occupational representations in managerial positions.
Numerous efforts have been made by NGO’s to challenge the discriminatory
policies and practices of educational establishments. However, the issue of
gender equality is not solved yet. Therefore, education has its significant role to
play in fostering female participation in leadership.

Educational programs can play a vital role in emphasizing women’s agency
and empowering women to undertake leadership positions in the community, by
helping them to become aware of their capacities and abilities to enter non-
traditional fields such as engineering, law and businesses, as well to become
active agents in reform processes in education and the society at large, by taking
an active role in policy making processes in the country.

Women need to be encouraged to undertake agency by understanding that
agency involves recognition of the power of discourse, ‘immersion in and
indebtedness in that discourse, and a fascination of the play of meaning through
which new life-firms may be generated: life forms capable of disrupting old
meaning and desires (In Arnot et al., 2006, p. 82).
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Abstract. The article presents a theoretical discourse of academic staff’s didactic practices
with a particular emphasis on importance of conceptualisation of their didactic practices in
the professionalisation context. The authors analyse the essence of didactic practice
conceptualisation studies and their contribution to the professionalisation process, disclose
the interrelations of conceptualisation of didactic practices and lecturers’ professional
behaviour, their role-playing and models of didactic practices, that are oriented to the study
process organisation, planning programmes, modules and classes, a search of information
transmittal forms, the use of advanced teaching methods, as well as student counselling and
communication. On the basis of the didactic practice conceptualisation studies, the authors
argue that the analysis of conceptualisation of lecturers’ didactic practices and their
professional behaviour (performance models, roles) can be helpful in adding missing
elements to the professionalisation of academic staff and suggest strategies for professional
development.

Keywords: conceptualisation of didactic practices, model of didactic practices, a lecturer’s
professional behaviour, roles, professionalization.

Introduction

Individual professionalisation — becoming a professional — is a long and
complicated process. High dedication, time, motivation, and persistence are
demanded when accumulating specific scientific knowledge essential to run
professional activities, when acquiring experience, applying theoretical
knowledge in practice, building and renewing a professional identity, and
improving skills. On the other hand, a person wanting to become a lecturer
should be able to conceptualise in a proper way, that is, realize him/herself and
be able to explain what his/her professional activities mean, what knowledge
and skills are needed for running the said activities, to construct and direct it.

Lecturers who are ready (and/or have been trained) to become researchers
of their field of science often lack didactic knowledge, skills, experience
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required to run their pedagogical (as we say) activities. In other words,
university lecturers rarely acquire knowledge or skills in higher education
didactics before starting their professional activities, not to mention experience,
even though previous studies, conducted in a number of countries, show that a
lecturer’s pedagogical activities, based on didactic excellence in higher
education, is one of the main determinants of students' learning outcomes and
the quality of studies (Langevin, 2007). We may supplement this argument by
the fact that academic staff focuses essentially on pedagogical activities, by
giving efforts, time and preparation for it, since they believe it still remains one
of the priority areas today (Jatkauskien¢ et al., 2013). Teaching activities are
diverse and encompass drawing up and execution of curricula, modules,
conducting lectures and classes, arrangement of tutorials, practice, supervision
of students' graduation works, practice, student counselling, assessment, and so
on. N. Sedziuviené (2005) points out that lecturers' pedagogical activities consist
of two elements — visible and “implicit”, invisible. An invisible element means
the process of designing of learning and study processes, planning of curricula,
modules, and classes, while visible activities — didactics — involve information
sharing, conducting classes and practical training, student counselling,
communication, etc. It sounds paradoxically that academic staff is quite often
found to be inadequately trained for such visible didactic practices. Research
conducted in Klaipéda University (Jatkauskien¢ et al., 2013), has demonstrated
that lecturers lack didactic knowledge and skills in higher education; some of the
academic staff inadequately perceive their functions, while a conceptualisation
of practices manifests itself as certain activity patterns, reference points, helping
lecturers to realize, explain, focus, and construct their didactic practices,
professional behaviour, and development (Neyts et al., 2006). Accordingly, it
casts doubt on academic staff’s professionalism and development of it.

Didactic education is not mandatory for academic staff of Lithuanian
universities. In other words, lecturers need no prior didactic experience in higher
education to be employed at a university. Didactic skills in higher education are
usually developed as late as during certain postgraduate studies. Not
infrequently, a university professor never takes any professional development
programme in higher education didactics throughout his/her careers
(Jatkauskiene et al., 2013). When talking with peers, one can often hear that they
have learned to teach after adopting, in their opinion, a best teacher’s
performance model and professional behaviour. Then, the question arises as to
why university focuses in didactics so little. The more especially as Comenius,
who published his Didactica magna (The Great Didactic) in 1657, stated a clear
and ambitious goal in the subtitle — “The whole Art of Teaching all Things to all
Men.” Maybe, didactics is “kicked out” of the campus just because it is not as
“respectable” discipline as philosophy, medicine, the arts, or languages, etc.?
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Maybe, a university values science only, but not studies or a student who just
occasionally reveals systematic scientific truths? Nonetheless, sooner or later, a
university when faced with a new generation of students, their needs and
demands for academic staff’s professionalism, will be forced to consider how to
implement a higher school didactics in a lecturers’ professionalisation process or
a strategy for university activities.

Once higher education has grown into a mass phenomenon, students are
becoming an increasingly heterogeneous group of learners in terms of
knowledge, experience, skills, age and other aspects. Therefore, traditional
didactic methods, forms and techniques of teaching practices, that have
established since medieval ages (lectio et disputatio), come under criticism of
students, social peers, employers as inadequately meeting the learning needs of
today’s generation of students as well as a mission of a university.

In pursuance of positive changes in lecturers’ pedagogical practice, it is
necessary to go into (and, sometimes, to change) their personal perception of
didactic practice, its explanation and construction (conceptualisation). In other
words, a lecturers’ attitude toward a learning student, their professional
behaviour, performance models, their and a student’s roles, their relationships,
and interaction require a more comprehensive analysis for promoting the
professionalisation process on a basis thereof.

It is quite difficult to give an unambiguous answer to the question of what
determines professionalism of academic staff (A number of publications?
Degree? The title of pedagogue? Taking part in conferences, projects? Positive
student feedbacks?) While answering this question, other questions may arise:
what is lecturers’ readiness for academic activities? How do lecturers perceive,
are they able to explain, to conceptualise their didactic practices? What are the
organisational structure, functions, typical performance situations that occur to
the majority of university academic staff? What are didactic skills in higher
education, didactic practice models, behaviour that are necessary to control such
performance situations? In other words, a consideration should be given to how
to become a professional in teaching (learning through experience, i.e.,
becoming a skilled blacksmith by forging iron all the day long... or otherwise?)

The goal of this article is to review previous studies related to the
conceptualisation of academic staff’s didactic practices and to disclose the
importance of it in the context of professionalisation.

The issues of conceptualisation of academic staff’s didactic practices and
professionalisation still have a status of a “poor cousin” within the Lithuanian
(and not only) study field. Therefore, the article attempts to answer the
following problematic issues:

1. What is the essence of studies in conceptualisation of didactic

practices and their contribution to professionalisation?
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2. What are the interrelations of conceptualisation of didactic practices
and professional behaviour, role-playing, and models of didactic
practices?

3. Is consideration of diverse conceptualisation of lecturers’ didactic
practices, their professional behaviour, and analysis thereof be able to
provide necessary elements to professionalisation, to point out
appropriate professional development ways or means?

The article writing has involved review of scientific literature and meta-
analysis. References in Lithuanian, English, and French have been selected for
the analysis on the basis of a key parameter — appropriation of a reference source
for the scientific publication which analyses the conceptualisation of academic
staff’s didactic practices and their professionalisation.

First, we review scientific publications related to conceptualisation of
student learning activities and only then — publications related to
conceptualisation of lecturers’ didactic activities in the historical perspective of
this research area. The publications have been selected and analysed with regard
to the above key problematic issues and with an emphasis on the idea of didactic
practice conceptualisation, concepts of didactic practices, interrelations of
conceptualisation and operational changes, professionalization, etc.

This article is based on the constructivist educational concept, according to
which any social reality refers directly to performance and interactions of social
actors, their symbolic or tangible practice (Legendre, 2004). Social actors,
however, create, mobilise, and resort to various representations, different
constructs of mentality and experience based on which they interpret social
reality and influence it, since human thinking and insight always need visualily
(Jaspers, 1998, p 5). It should be noted that the social actors’ constructs do not
just exist in a space: they have a situational, local nature. In other words, they
are interfering with a specific, social context, which involves other social actors,
too, and where a variety of human activity products (e.g., goods, tools,
organizations, laws, etc.) are produced. This means that social actors are not able
to explain, share available representations, or to negotiate, as their social reality
concepts are comprised in an enclosed, purified, unchangeable, and subjective
space. That is, social reality depends both on a particular actor and interaction
partners.

Such methodological provisions presume that university lecturers, as well
as other social actors describe and interpret a significant part of their
performance objectives to themselves and others with regard to emerging
didactic and learning process concepts of their own and their students. To
summarise, lecturers’ performance objectives can be argued to be not strongly
predetermined by outside environment, they rather depend on corresponding
interpretative and constructive activities, given the performance objectives and
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the means selected for the attainment of the said objectives by the lecturers.
Together, it should be noted that interpretations and constructs of the actual
teaching activities are integrated into the organisational context of a university,
communication with peers and students. Consideration, therefore, must be given
to other actors’ opinions, approaches, attitudes, communication and operational
rules, organisational norms, values, and so on. All this quite often becomes a
means of professional learning for lecturers. Based on this approach, we can
define educational concepts as performance patterns, reference points which
enable lecturers to understand, develop, focus, and explain their didactic
practices at the beginning of their pedagogical activities. This is a global vision
of teaching staff’s didactic practices, obliging them to acquire excellence not
only in their own discipline, but in specific subjects (for example, knowledge of
didactics and andragogy in higher education, areas of teaching activities,
organisational aspects of university, and so on), too. Solely this knowledge and
excellence enable to realize, build, and run one’s own professional activities,
build relationships with students, and develop didactic lecturer-to-student
learning activities in an efficient way.

Essence of studies in conceptualisation of didactic practices and
contribution to professionalisation

The process of becoming a professional for academic staff, as well as other
social actors, 1.e., professionalisation, is a lengthy process, taking more than a
day or a week. This process involves different ways and means. One of them is a
conceptualisation of didactic practices (a visible part of a lecturer’s pedagogical
activities).

Conceptualisation of didactic practices refers to a lecturer's experience,
performance representations (Jatkauskiené et al., 2014). And this is really
important for professional development of lecturers, for emergence and growth
of a “hard core” of their didactic skills. An importance and benefits of the
conceptualisation of didactic practices for professional development have
stimulated scientific studies in this area.

Some of the earliest studies (Romainville, 1998) as of the late 20th century
were designed to examine a conceptualisation of students’ learning activities,
interaction between students and lecturers, through a variety of didactic and
learning strategies. These studies revealed what was called a “hard core”
structuring, including meta-cognition, of student behaviour (Romainville, 1996,
p. 64). At the same period (8"-10" decade of the 20th century), there were
studies in conceptualisation of teachers’ didactic practices simultaneously
launched. The initiator of many of them was the Anglo-Saxon higher school and
its representatives, who were later joined by scholars from other countries. It
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should be noted that a number of studies (Fox, 1983; Dunkin, 1990) were
specially designed to conceptualise a performance of academics “just embarking
on a teaching career”. D. Fox proposed and justified a conceptual model of
teaching, aimed to look deeper into the teaching activities of a lecturer and
learning activities of students. The researcher kept giving one and the same
question to teachers for several years running, “What do you mean by
teaching?” On the basis on the responses received, D. Fox has developed a
conceptual model and identified several theories of teaching (Fox, 1983, pp.
157-158):

e  (ransfer theory that treats knowledge as a commodity to be transferred
from one vessel to another;

e shaping theory that treats teaching as a process of shaping or
moulding students’ behaviour, knowledge, and skills to a
predetermined pattern;

e fravelling theory, which treats a subject of teaching as a terrain to be
explored with hills to be climbed for better viewpoints with the
teacher as the travelling companion or expert guide;

e  growing theory, which focuses more on the intellectual and emotional
development of a learner.

The above theories can be argued to match and reflect not only
conceptualisation of academic staff’s didactic practices, but students' attitude
toward learning/studies, too. All the listed theories of teaching can be
figuratively divided into two groups: simple theories (e.g., transfer and shaping)
and developed, complex (e.g., travelling and growing) (Fox, 1983, p. 158).
However, it should be noted that regardless of a theory chosen by a lecturer to
base his/her activities upon so as to improve the didactic process, each of them
reflects the lecturer's strategy and correlates with his/her position, attitude
toward a student, his/her learning, curricula, subject content, etc.

M. J. Dunkin (1990), in the study of professional integration of university
teachers, interviewed 55 new lecturers at an Australian university. The goal — to
reveal early experiences in the institution and attitudes regarding teaching and
student evaluations. The study data were used to analyse professional integration
of the newly employed lecturers, whose expectations with respect to
professional integration and their experience were used as a key criterion for
initial data analysis. Effects (and results) of the professional integration under
the concept of didactic practices became the second criterion of data analysis.
M. J. Dunkin (1990, p. 127) identified four elements for description and analysis
of didactic concepts: structure of learning, motivation to learning,
encouragement to act and pursue learning autonomy (independence from a
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lecturer or group members) and building the relationships to facilitate the
learning process.

During the study, analysis and identification of didactic concepts,
expressed at early career, has revealed that lecturers often apply not all of the
above concepts at the beginning of their careers. Therefore, their didactic
practices are to be improved, because conceptualisation of the practices is
inadequate and is quite narrow.

Subsequent qualitative studies in the conceptualisation of lecturers’
didactic practices have revealed similar trends (Dall'Alba, 1991). During the
studies, there were identified seven concepts of lecturers’ didactic practices:
from didactics for the delivery and conveying of information to didactic
practices, implying conceptual changes in learning activities. Different concepts
of didactic practice have been studied and described by a number of authors: P.
Ramsden (2003), who justified in his study three different personal concepts of
teaching; K. Samuelowicz et al. (1992), who identified five qualitatively
different concepts of lecturers’ didactic concepts — from conveying of
information to conceptual changes in learning/studies and support/assistance for
a learner.

A brief review of lecturers’ didactic concepts and primary studies allow
assuming that the conceptualisation of teaching is treated differently by various
authors, yet, let us identify the following several general trends:

e lecturers who perceive their didactic practices as a knowledge transfer
process vs. lecturers who perceive their didactic practices as
support/assistance to students;

e conceptualisation of didactic practices of lecturers, even those
teaching the same course, can be very different;

e different hierarchical elements can be identified in the
conceptualisation of lecturers’ didactic practices;

e conceptualisation of lecturers’ didactic practices correlates with the
selected didactic strategy and didactic intentions.

Therefore, other authors (Trigwell et al., 1994) focused their studies on the
following elements: a concept of didactic practices, strategy and intentions of a
lecturer.

Research findings (e.g., Romainville, 1996, p. 67) highlight the following
intentions of lecturers: “lecturers’ didactic strategies oriented to him/herself
and to the intention of conveying knowledge to students.” In this case, a lecturer
focuses all his/her attention to the mastery of a content of a subject taught,
conveying of a content, etc. Hence, a student's role is rather passive. In contrast,
the other teaching strategy is focused on a student and a lecturer's intention to
support the student’s conceptual changes. Learning in this case is understood as
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a conceptual change. A student, willing to learn something, must not only
construct knowledge or a system of it, but also to confront existing concepts in a
particular manner with a view of their qualitative changes. A lecturer's intentions
with respect to a learner can be, respectively, of restrictive or motivational
nature.

The top position in hierarchy of the conceptualisation of didactic practices
belongs to the element known as a lecturer’s activities, focused on conceptual
changes in learning/studies, and the lowest — to didactic practices as conveying
of knowledge, information (Dall'Alba, 1991; Ramsden 2003; Samuelovicz etc.,
1992; Trigwell, 1995).

Another and obviously most important finding of the above studies in terms
of professionalisation is that in pursuance of positive changes in lecturers’
didactic practices, it is necessary to change their personal perception of the
practices, 1.e., their attitude towards a learner, their and a student’s roles, their
relationships, interactions. It was, therefore, suggested to name the concepts of
didactic practices as lecturers’ personal concepts of didactic practices, given the
nature of their teaching activities. Some authors (Samuelowicz et al., 1992)
regard concepts of didactic practices as theories of teaching, because this is
direct didactic experiences tried and applied by a lecturer (Samuelowicz et al.,
1992, p. 97). Approaches of D. Fox (1983) and M. J. Dunkin (1990) match the
one of the above author (Samuelowicz et al., 1992). This explains why the
efforts to improve lecturers' didactic work process, given that a lecturer takes
actions during classes only, and regardless of the conceptualisation of his/her
activities, are worth to develop the methodology and strategy of the didactic
practices, but not always, as being focused on facilitation or support for a
student learning. Improvement of didactic practices should start with changes in
thinking, didactic strategies, reflection of methodology applied. Those lecturers,
who disregard personal mindset changes, will disregard a didactic strategy to be
applied in their activities, as well. Together, such lecturers are not concerned
about helping students in pursuing conceptual changes (Trowler et al., 2011).

Conceptualisation of activities. Interrelations of lecturers’ professional
behaviour, roles, and models of didactic practices

Studies in higher school didactics, conceptualisation of academic staff’s
didactic practices (Kember, 1997; Saussez, 1998; Kane et al., 2002; Loiola
2001; et al.) became particularly intensive in the last decade of 20th century and
in the beginning of the 21st century. This intensiveness can be explained by the
fact that scientific studies were aimed to validate the hypothesis: feachers’
behaviour during classes largely depends on the conceptualisation of their
didactic practices (Donnay et al., 1996; Ramsden, 1992; Trigwell, 1995 et al.).
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This hypothesis was originally applied only to the analysis of performance of
experienced teaching staff (Kember, 1997; Kane et al., 2002; Pratt, 1992;
Saussez, 1998). The studies revealed the following trend: the majority of
lecturers are poorly aware of available models for running didactic practices, the
diversity of behaviours, roles and their opportunities. However, to become a
professional, one needs to understand, to be able to explain his/her professional
behaviour, i.e. performance methods, roles, didactic models, etc., because future
insights mean today's perception, understanding, a choice of adequate
behaviour of a reflecting practitioner in various areas of professional activities
(Schoén, 1994, p. 53).
A model of didactic practices is defined as a whole of interlinking didactic
actions resting upon representations of a human being (an individual), society’s
didactic practices and learning (Legendre, 2005, p. 896). Models of didactic
practices are quite different: some are transmissible, others are behavioural,
constructivist or socio-constructivist, meta-cognitive, etc. It is no secret that the
lecturers with no didactic framework in higher education may not be aware of
the existence of didactic models, their variety and applicability.
However, knowledge of models of didactic practices is essential not only to
conceptualise lecturers’ didactic practices, to analyse their professional
behaviour, to assess their professionalism, etc. The excellence in the above is
essential for many other reasons, for example:
e not all people are able to learn the same things by the same means or
methods (Clanet, 2004);

e ateacher of literacy must apply various methods and means in his/her
didactic practices, have a wide range of operating intentions (Pratt,
2005);

e application of a single didactic model for a long time makes students
bored (Joyce et al., 2004);

e in pursuance of quality of studies, teaching, and learning, students
should be familiar with the variety of didactic and learning situations
(Meirieu et al., 1996);

e a large variety of available didactic models ensure the adaptability to
and flexibility in various didactic and learning situations (Vienneau,
2005).

The above authors’ studies conclude that a lecturer may play a variety of
roles in didactic activities (“coach”, “instructor”, “didactician”, “ferry man”,
etc.), depending on a didactic model chosen (transmissible, behavioural,
constructivist, socio-constructivist, etc.) or a constructing position of
professional behaviour. Therefore, one can assume that lecturers, when taking
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various roles, represent different didactic models, different behaviours, and
respective values (Jorrin, 2003):
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a lecturer, taking a “coach’s” role, represents the behaviour or
performance mastering position. A coach’s role involves a movement
toward the performance improvement, toward the search for certain
tools and their application. This role, thus, allows motivating a
student, observing and encouraging his/her efforts. A positive lecturer-
to-student relationship assures successful and productive learning.
Taking this role is associated with the diagnostic educational
evaluation, upon refusal of traditional control. Preset, current, and
required performance excellence is assessed. A learner’s individual
learning style and tempo are taken into account. The entire process of
knowledge and skill acquisition is foreseen;

a lecturer, taking an “instructor’s” role, represents the behaviour or
performance effectiveness position, which is prevailed by success,
self-improvement, performance, superiority, individualism,
motivation, self-sufficiency values. Effectiveness position is directly
related to learning-based targets, objectives of activities. An
instructor’s role involves traditional knowledge transfer to students.
The transmission model cannot do without knowledge control
procedures. Assessment of knowledge and skills, classification of the
activities carried out, production, achievements are the most common
elements of the "instructor" role performer. The main method of
activities 1s a classic lecture; evaluation has a normative and
cumulative nature;

a ‘“didactician’s” role represents the behaviour or performance
constructing position and values such as accuracy, mediation,
counselling. A didactician’s role involves the provision and creation
of prerequisites for acquisition of knowledge and skills. A didactician
1s planning means which could be helpful for students in developing
independence of thinking, reasoning and actions. Problem-solving is a
basis of the didactician’s performance, whereby much attention is
paid to students’ social representations, creation of complex learning
situations, evaluation of the educator, discipline, formation and
mastering of skills needed for professional activities. Therefore, it can
be said that a didactician 1s an expert in his/her field, a professional
teacher, a practician. Construction and proposal of didactic situations
to students reveals a pragmatism-based teaching practice. Pragmatic
vision of such lecturer allows constructing complex, flexible, and
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easily modelled didactic situations with reference to constructivist and
socio-constructivist learning;

o a “ferry man’s” (“escort’s”) role represents the behaviour or
performance understanding, comprehension position, which values
are acceptance and recognition of “others”. Therefore, the position of
understanding, comprehension is consistent with basic humanistic
ideas, seeks the respect to oneself and others. The learning process
involves even the aspects which students often do not speak about: a
failure, fear of learning, lack or absence of motivation, etc. Therefore,
a lecturer, while taking a ferry man’s role, is mobilizing all his/her
available skills of attentive listening, empathy, acceptance of another
person, etc. A ferry man observes a student's learning problems,
difficulties, thus, attempts renewing a constructive dialogue between
the student's inner world and the educational establishment’s
requirements (Jorrin, 2003, p. 70). Such attention to another person is
inseparable from the behaviour constructing position and approach
selected by the lecturer. To renew the broken contact between a
student’s inner world and the educational establishment, a ferry man
refers to the student’s beliefs, knowledge, values, as well as the
educational establishment’s values, symbols, and demands. Therefore,
development of a student's independent, critical thinking, self-
confidence, socio-cognitive conflict solving, analysis of divergence
behaviour concept, professional ethics, responsibility, etc. are of
particular importance. A lecturer, in carrying out this role, should
understand neuro-linguistic programming (NLP), transactional
analysis (TA) techniques, social psychology or, even, psychoanalysis,
as required for dealing with unpredicted, unforeseen incidents and
problems (Jorrin, 2003, p. 72).

All the four above behavioural positions may be conflicting to each other,
cause tensions, contradictions subject to their correlation when choosing them as
the key positions in the professional behaviour development process. Therefore,
the development, construction of professional behaviour, selection and
performance of a role are determined by our (lecturers’) own discretion to
choose one or the other position and representative values. The selected role and
behaviour also depend on a dominating approach to professional behaviour
construction: tactical, strategic, or ethical.

In case of dominating an ethical approach to professional behaviour
construction, a lecturer attaches high priority to values, aspirations, visions of
the world, caring for others and oneself, to an inner dialogue. If a tactical
approach to professional behaviour construction is dominant, a lecturer attaches
great importance to practice, operating “strings”, advice, professional secrets, an
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intuitiveness, a fragmented, peripheral, often artisanal or, even, “poaching”
performance, which is often based neither on scientific knowledge nor on
professional standards. In case of a dominating strategic approach to
professional behaviour construction, a lecturer focuses on research publications,
performance objectives, index of competitiveness, competence and job
descriptions, rational activity, structured actions, etc.

Lecturers with little experience and low self-confidence incur concerns
about their professionalism, which do not allow them judging their performance
objectively. As a result, they construct their professional behaviour on the basis
of the ethical approach to behaviour construction. On the other hand, highly
experienced lecturers base their professional behaviour on the strategic approach
since being able to perfectly adapt their behaviour to standard expectations and
requirements of an educational establishment, to explain their actions to
management of the establishment, peers, social partners, and students. The
ethical approach is inherent to lecturers who are pursuing professional
behaviour, operational innovation. This is a case of intersection of social
representations and reality involving continuous self-evaluation, reflection,
assessment of other academic staff’s performance.

It is assumed that there is no good or bad approach to the construction of
professional behaviour since a lecturer’s professional identity, professional
behaviour are constructed on the basis of all the three approaches and any
possible combinations thereof (Jorrin, 2003, p. 67). Nonetheless, the most
important thing is being aware of the different approaches to behaviour
construction, the ability to choose and apply them properly. Therefore, we
should assume that the consideration of lecturers’ professional behaviour, its
analysis may become a determinant, an element of their professionalisation, it
may point out strategies or means of academic staff’s professional development.

Conclusions

1. Didactic preparation is not mandatory for academic staff in Lithuania. It is
therefore assumed that some lecturers are not even aware of what higher
school didactics-based pedagogical activities mean. That implies
problematic issues of lecturers’ professionalism notion, of their
professionalization process.

2. The essence of didactic practice conceptualisation lies in certain academic
staff’s performance patterns, models, roles that may be reference points to
enable lecturers to understand, explain, focus, and construct their didactic
practices. Thus, the conceptualisation of didactic practices may be regarded
as one of the lecturers’ professionalisation means and factors that stimulate
professional development. There are several types of didactic practice
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concepts: developed or complex, involving many elements of didactic and
learning activities, and simple, often restricted to one specific element. So,
lecturers’ didactic practices are assumed to be focused on knowledge and
information transfer. Simple concepts are supposed to hinder a lecturer in
understanding and applying a model of didactic practices. Conversely,
developed, complex concepts of didactic practices have a positive influence
on the choice and application of a student- or learning-oriented didactic
approach or strategy.

3. Scientific studies show that lecturers’ professional behaviour largely
depends on the conceptualisation of their didactic practices. In other words,
there is a direct interrelation of conceptualisation of didactic practices and
professional behaviour, performance models, and roles. Whoever
comprehends and is able to explain their didactic practice, will be able to
improve it based on on a clear vision of didactic practice. It can be said that
a university is not only a place for formation and dissemination of new
scientific knowledge — it is a place for learning/training, acquisition of
skills needed for professional activities, too. A lecturer may play important
and different roles in the learning /studies and skill acquisition process.
Therefore, a variety of lecturers’ roles is closely related to a diversity of
didactic models. When applying various didactic models during classes, a
lecturer can perform multiple respective roles and models. This raises
students' interest in classes, in the lecturer, stimulates acquisition of new
knowledge and skills.

4. Based on studies in the conceptualisation of didactic practices, we can state
that the consideration of diverse conceptualisation of academic staff’s
didactic practices, their professional behaviour, and analysis thereof may
provide necessary elements to their professionalisation, to point out
appropriate strategies or means of professional development.
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HIGHER EDUCATION LECTURERS’
SUPPORT/ASSISTANCE IN STUDENT LEARNING:
STUDY CASE OF LITHUANIAN HIGHER SCHOOLS

Biruté Jatkauskiené

Modestas Nugaras
Klaipéda University, Lithuania

Abstract. This article analyses a number of aspects of lecturers’ support/assistance in student
learning. Empirical study reveals support/assistance, provided by lecturers, that is focused
on: development of interpersonal relationships, informing, facilitation of learning/studies,
regulation of relations, modelling of learning/study activities and behaviour, a vision of
student learning, student activities. The above listed aspects of support/assistance might serve
as a particular performance indicator for some of lecturers in this field, so as to provide a
real and effective help and assure a quality of learning and studies.

Keywords: higher school, lecturers, support/assistance provided to students.

Introduction

One of the fundamental areas of university lecturing staff’s activities is
providing support/assistance for learning students (Jatkauskiené et al., 2013). A
lecturer may be describes as a person-source, an expert, a consultant, or a social
intermediary between a learning student and new knowledge, abilities and skills
pursued by him/her (Reffay & Chanier, 2005). By focusing his/her activity on a
learner, provision of support and assistance, and dynamics of interaction
between a lecturer and a student when acquiring and constructing knowledge, a
lecturer, thus, plays a significant role in the process of studies.

Lecturing functions are derived from the theory of constructivist learning,
which imposes a learner to engage in the actual process of problem-solving.
While learning, a student is not provided a solution to his/her problems, but
rather looks for it using individual learning strategies. Therefore, a student must
independently plan goals, objectives for learning (studies), and ways to achieve
them, set priorities, build up all his/her capability and available resources, and
progress to action in cooperation with other learners (Raynal et al., 2007).
However, students do not always succeed in this and are faced with a number of
problems (of cognitive, affective, psychomotor nature, etc.) (Jatkauskiené¢ et al.,
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2011). Quite often, learners and students are left alone with the problems arisen.
In such cases, principles of vocation, knowledge, and goodwill should inspire a
lecturer to offer support/assistance to learning students, by focusing on the
development of interpersonal relationships, informing, facilitation of
learning/studies, counselling on relations, modelling of learning/study activities
and behaviour, a vision of student learning and studies.

Today, Lithuania lacks not only deeper academic discussions on lecturers’
support/assistance for students, but also scholarly studies in this area. The
situation is somewhat different for Western European countries. Individual
scholars (Reffay & Chavier, 2005; Maes, 2007; Basque, Rochelen, & Winer,
2009; et al.) have distinguished several aspects of support/assistance for
learners:

e support and assistance of didactic nature with respect to content
determines the knowledge and competences pursued by a learner
(cognitive or meta-cognitive support);

e  support and assistance of didactic nature with respect to methodology
provides for possible obstructions for organising individual or group
activity of learners and helps to eliminate them;

e  support and assistance of technical nature determines and helps to
eliminate technical problems encountered by learners;

e  support and assistance of administrative nature refers to providing
information about the educational process to a learner;

e  psychological support concerns problems of socio-affective nature
(motivation, conflicts, etc. ) and helps to resolve them.

Some scientists (Gounon, Dubourg, & Leroux, 2004) suggest
conceptualisation and modelling of support and assistance provided to a learner
based on three perspectives: perspective of an actor that provides
support/assistance (e.g., a teacher, tutor, mentor, coacher, colleague, relative,
etc.); perspective of an actor that receives support/assistance (e.g., a learning
student); a type of support/assistance: proactive, reactive, and contextual.
Proactive help presumes support/assistance provided at a lecturer’s initiative;
reactive help manifests as a lecturer’s response to a request for assistance;
contextual help is expressed depending on an actual context or situation
(Jatkauskiené, 2013).

Support and assistance should reflect a student’s cognitive (conceptual,
methodological, administrative and technical), social-affective, motivational,
and meta-cognitive needs. Given the above, we may state that support/assistance
a certain social interaction, related to the self-learning process and can be
analysed in various aspects (Jatkauskien¢ et al., 2011): as support/assistance of
social-affective nature (to support someone who is “failing”, having learning
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difficulties); as support/assistance of cognitive nature (helping to deal with
socio-cognitive conflicts, to regulate interrelations, etc.); as a subject of
learning/studies (construction and modelling a correct behaviour). Social space
should be adjusted so that students understand their interaction while being an
integral part of learning. However, there has been an insufficient comprehensive
study carried out in Lithuania on the subject so far. Thus, there has been a
scientific problem presupposed: how and by what means is a lecturer’s
support/assistance in student learning expressed in various academic aspects?

A goal of the research — to analyse theoretically and to reveal empirically
aspects of a lecturer’s support/assistance for students. In order to achieve the
goal, the following problematic issues of research are raised:

e  What is a lecturer’s support/assistance in terms of development of

interpersonal relationships and how is it expressed?

e  What is a lecturer’s support/assistance in terms of informing and how

1s it expressed?

e What is a lecturer’s support/assistance in terms of facilitation of

learning/studies and how is it expressed?

e What i1s a lecturer’s support/assistance in terms of facilitation of

regulation of relations and how is it expressed?

e What is a lecturer’s support/assistance in terms of modelling of

learning/study activities and behaviour and how is it expressed?

e  What is a lecturer’s support/assistance in terms of vision of student

activities and how is it expressed?

Study design. In this qualitative study, the process of designing,
construction, primary data collection and rational choice of analysis methods are
described as a study design (Bitinas et al., 2008).

The following study methods have been used during the research: analysis
of scientific literature for revealing a theoretical background of the study, a
meta-analysis for review of previous studies data in this field and using it for
interpretation within this study, and interviews for collection of qualitative data
to analyse lecturers’ support/assistance for students. A sample is based on
homogeneous selection, as participants in the research are lecturing or studying
at universities and colleges of Lithuania: Klaipéda University, Vytautas Magnus
University, Mykolas Romeris University, SMK University of Applied Social
Sciences (Klaipéda). The total sample under study is (n=42). The study has
involved students (n=22) and lecturers (n=20). A study sample in each group
(students and lecturers) is supposed to be sufficient for a qualitative analysis, in
view of the phenomenological study approach chosen. It has been pursued to
attain an internal study validity through the triangulation (interviews with
lecturers (n=20), interviews with students (n=22), a group discussion with
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representatives of administration (n=7), and a lecturer’s performance monitoring
(n=5). The informants were selected by random sampling, that is, randomly
chosen from different Lithuanian higher schools. Teaching service of lecturers
who participated in research — 11 to 20 years. Among the lecturers under study —
11 males and 9 females. The study involved undergraduate students, of which 8
males and 14 females.

Individual interviews and group discussions with representatives of
administration can be considered as constraints of the research since the
informants’ responses to questions could be affected by the following factors:
the desire to be a lecturer or a student positively recognised by society, too
high/too low self-esteem in demonstration of understanding a lecturer’s
support/assistance activities, the role, etc. The reliability of study results is
validated by audit of research, i.e., checking a consistency in research data
collection, interpretations, and findings. The research was audited by professors
of Klaipéda University (n=2). This article provides data obtained in interviews
with lecturers and students only.

The study data collection tool (questionnaire) was developed on the basis
of a set of specific questions which were verified and validated in some
countries (Canada, Finland, Sweden) (Jatkauskiené, 2013). Similar studies have
been carried out before at the international level (Boutinet, 2013)!.

The research tool — the questionnaire — consists of questions intended to
analyse informants’ opinion of the lecturers’ support/assistance in student
learning. The questionnaire is divided into separate parts by topic clusters:
1) support/assistance ~ focused on  development of  relationships;
2) support/assistance focused on informing; 3) support/assistance focused on
facilitation of activities; 4) support/assistance focused on regulation of activities;
5) support/assistance focused on modelling of activities; 6) support/assistance
focused on the vision of student learning/studies. At the end of the
questionnaire, 3 open questions are provided to base upon for holding a group
discussion. Clear guidelines for analysis and interpretation of study data is one
of the advantages of the research. It has been observed that qualitative studies on
the role of activities or individuals, data collection methods, such as interviews
or surveys, are sometimes found to be unreliable because of informants’ attempt
to provide responses as expected by research organisers (Trigwell et al., 2004).
In terms of this research, we can reassure that such likelihood was avoided since
the data collection and interpretation techniques precluded the possibility of
“model” answers.

"Boutinet, J. P. (collectif). 2013. L’accompagnement et ses paradoxes, Actes du Colloque International de
Fontvraud les 22 et 24 mai 2013.
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The following figure reflects the phases of study:

Study phases

1. Analysis of scientific literature
2. Semi-structured interviews with study participants
3. Analysis and summarisation of data obtained in interviews

4. Group discussion involving administrative representatives
participated in the study

5. Monitoring the performance of 7 lecturers

6. Development of research report and findings

Fig. 1 Study phases

When monitoring lecturers’ support/assistance, the following behaviour
observation units have been identified: development of relationships, informing,
facilitation of learning/studies, regulation of relations, performance modelling,
and focus on a vision of student learning/studies.

Study site: Klaipéda University, Vytautas Magnus University, Mykolas
Romeris University, SMK University of Applied Social Sciences (Klaipeda).

Results of research and discussion

Participants of the study were asked to read each statement (a total of 55),
to rate it at their discretion using a 5-point scale, with the following estimate
values: [ - never, 2 - rarely, 3 - sometimes, 4 - often, 5 - always. All the
statements were divided into separate topic clusters. Each cluster of topics is
described by the highest sum of points (estimates) of the statements provided.
Such an interpretation of survey data, as part of the lecturer support/assistance
analysis, reveals each behavioural goal, insights into the behaviour of a lecturer
in not only providing support/assistance, but also in pursuing positive and
constructive changes of student learning/studies. As mentioned above, all the
statements were grouped into different clusters of topics:

1. Support/assistance, focused on development of interpersonal
relationships

The following correlations of topic clusters with statements were provided
for: 1, 5, 7, 12, 13, 23, 42, 44, 47 and 53. The highest possible sum of
estimates — 50.
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Table 1 Support/assistance, focused on development of interpersonal relationships

Survey Does not Hardly Matches - Highly Fully
participants/estimate | match - 10- | matches - 39-41 matches - | matches -
values 35 36-38 42-44 45-50
Lecturers‘ point of 36.28
view
Students‘ point of | 21.85
view

As we can see in the table above, from the point of view of lecturers
involved in the survey, the average of estimates under this cluster is 36.28. A
comparison of the average with highest possible sum of estimates (50) shows
that it hardly matches the support/assistance that is focused on the development
of interpersonal relationships of lecturers and students.

Even lower average estimates are obtained from the analysis of students'
point of view. The average of estimates of students involved in the survey under
this cluster 1s 21.85 out of the highest possible sum of estimates (50). This
shows that the students' attitude toward the lecturers’ support/assistance, focused
on development of interpersonal relationships, does not meet their expectations.
For purposes of support/assistance, focused on the development of interpersonal
relationships, a lecturer bases upon listening and trust to build a learning/study
environment that makes a student talking about his/her positive and negative
experiences, without fear of the lecturer’s criticism or negative evaluation
(Gounon et al., 2004). It implies that this area of support/assistance is to be
improved.

A lecturer’s support/assistance could be described as understanding,
approval, active listening, and empathy (Maltcuit et al., 2005). Support,
assistance is a certain style of communication, based on humanism, human
values; recognition of a human being and help he needs (Jatkauskiene¢, 2013). In
this case, the interrelation and interaction between a lecturer and a learner are
emphasised. Priority is given to a human factor rather that to a problem or a
complex situation. However, we should admit that support/assistance is of
intervention nature. The process of intervention differs depending on a type of
support, assistance, tools used, and a problem to deal with. Sometimes,
intervention is directed towards a student’s behaviour or professional practice,
sometimes — to reflection so as to achieve effective solution of the problem.
Nevertheless, the intervention process always comprises the same stages:
diagnostics, analysis of situation, development of support/assistance scenario,
and planning the implementation of this scenario. In any case, a lecturer playing
a role of a mentor, a tutor, or a coacher, is carrying out activities taking a
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student’s interests into consideration, therefore, a lecturer should give total
freedom and responsibility to a student in making any decisions since the
process of intervention in support/assistance is aimed solely on improvement of
learning activities.

In order to make a lecturer’s support/assistance effective and to develop
interrelations, lecturers should demonstrate the following behaviour in their
activities: to practice active listening (verbal and non-verbal communication
shows a sincere interest); to formulate open questions to make a student analyse
a current situation; to provide a descriptive feedback developed during the
observation; to make sure whether the lecturer perceives a student's emotions in
a right way; to answer questions in the way helping students to understand their
own emotions and reactions rather than by categorical judgment (Jatkauskiene
2013).

2. Support/assistance focused on informing:

Correlations with the statements 3, 4, 6, 9, 10, 11, 19, 24, 40 and 52. The
highest possible sum of estimates — 50.

Table 2 Support/assistance, focused on informing

Survey Does not Hardly Matches - 37- Highly Fully
participants/Estimate | match - 10- | matches - 39 matches — | matches —
values 33 34-36 40-42 43-45
Lecturers’ point of 34.71

view
Students’ point of view | 18.28

Given the point of view of lecturers involved in the survey, the average of
estimates under this cluster is 34.71. A comparison of the average with highest
possible sum of estimates (50) shows that it hardly matches the
support/assistance that is focused on student informing.

Even lower average estimates are obtained from the analysis of students'
point of view. The average of estimates of students involved in the survey is
18.28 out of the highest possible sum of estimates (50). These figures show that
students' attitude toward their awareness of learning/studies and professional
development, as well as goal analysis and specific observations on the
appropriateness and usefulness of information sources, does not meet their
expectations. A lecturer must make sure that his/her advice is appropriate
subject to the situation and is justified by sufficient and adequate information
about a particular student (Raynal et al., 2007). Should a lecturer ask a student to
submit a comprehensive plan of learning/study activities, professional
development goals and objectives, he/she must also provide specific comments
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on information sources that are appropriate and useful for the student. It implies
the following positive behaviour of a lecturer (Pineau, 2001): formulation of
questions enabling to understand a student's learning/study situation; analysis of
a student's prior experiences and planning appropriate learning/studies activities
on this basis; formulation of right questions that require definite answers; giving
direct comments on a student’s current problems and proposals of various
solutions to them; reformulation of the information provided to the student so as
to attain accuracy of facts and clarity of reasoning; decision-making based on
facts.

3. Support/assistance, focused on facilitation of learning/studies:

Correlations with the statements 15, 22, 25, 34, 39, and 49. The highest
possible sum of estimates — 30.

Table 3 Support/assistance, focused on facilitation of learning/studies

Survey Does not Hardly Matches - Highly Fully
participants/Estimate | match — 6-18 | matches - 21-22 matches — matches
values 19-20 23-24 —25-30
Lecturers’ point of 23.00

view

Students’ point of 10.71
view

Given the point of view of lecturers involved in the survey, the average of
estimates under this cluster is 23. A comparison of the average with highest
possible sum of estimates (30) shows that it highly matches the
support/assistance provided, that is focused on facilitation of learning/studies.

The average, however, is significantly lower in view of the students'
attitude. Given the point of view of students involved in the survey, the average
of estimates under this cluster is 10.71 out of the highest possible sum of
estimates (30). Students, thus, believe that lecturers do not help them to analyse
their interests, capabilities, skills, ideas, attitudes, beliefs, values, related to the
learning/studies and professional environment. A lecturer should encourage a
student to assess an actual performance, by adopting appropriate decisions in
learning/studies, and help the student to analyse his/her interests, capabilities,
skills, ideas, attitudes, beliefs, values in relation to the learning/studies and
demonstrate a positive behaviour in the area of facilitation of learning/studies as
follows: formulation of questions and structuring hypotheses, so as to expand a
student’s vision in learning/study activities, hypotheses that would be based on
the lecturer’s experience and unbiased information; help in improving
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understanding of various and numerous approaches so that to gain a more
detailed insight into the decision-making analysis; assessment of a student's
commitment to pursue his/her goals; analysis of reasons that help to describe a
student's responsibilities and objectives; analysis of a student’s learning/study
activities, vocational interests, etc. (Jatkauskiené, 2013).

4. Support/assistance, focused on regulation of relations:

Correlations with the statements 8, 16, 18, 21, 27, 31, 33, 37, 43, 46, 48,
and 51. The highest possible sum of estimates — 60.

Table 4 Support/assistance, focused on regulation of relations

Survey Does not Hardly Matches - Highly Fully
participants/Estimate match — matches - 44-46 matches — matches
values 12-39 40-43 47-50 —-51-60
Lecturers’ point of view 44.57

Students’ point of view | 22.00

Given the point of view of lecturers involved in the survey, the average of
estimates under this cluster is 44.57. A comparison of the average with highest
possible sum of estimates (60) shows that it matches the support/assistance
provided is focused on regulation of relations. Analysis of the average of
students’ estimates shows lower results. Given the point of view of students
involved in the survey, the average of estimates under this cluster is 22 out of
the highest possible sum of estimates (60). This shows that, from the students'
point of view, lecturers’ support/assistance, focused on regulation of relations,
does not meet their expectations. A lecturer should help a student to realise
his/her unproductive and ineffective performance strategy and behaviour, on this
basis, to suggest positive methods, ways to change learning/study capabilities. A
lecturer has to show respect when criticising a student’s interpretation or
apologies in relation to the latter's refusal to take an appropriate action or
decision in terms of learning/studies improvement. Therefore, a lecturer’s
support/assistance, focused on the regulation of relations, should be
demonstrated as follows (Quintin, 2007): appreciation of a student's willingness
to accept different points of view; openly expressing his/her concerns about the
potential impact of constructive criticism on support/assistance relationships;
regulation of relations, which will help and enable a student to question conflicts
in learning/study objectives, commitment and performance in pursuance of
learning/study objectives; choosing the most effective performance strategy and
behaviour to induce a student for major changes; where appropriate, providing
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direct and critical feedback so as to improve a student’s understanding; where a
student questions the appropriateness of activities, formulating comments,
thereby, suggesting opportunities for his/her learning/study growth.
5. Support/assistance, focused on modelling of learning/study activities:
Correlations with the statements 2, 28, 29, 32, 26, and 41. The highest
possible sum of estimates — 30.

Table 5 Support/assistance, focused on modelling of learning/study activities

Survey Does not Hardly Matches - Highly Fully
participants/Estimate | match— | matches - 21-22 matches — | matches —
values 6-18 19-20 23-24 25-30
Lecturers’ point of 23.00
view
Students’ point of 10.71
view

As we can see in the table above, the average of estimates of lecturers
involved in this study under this cluster is 23. A comparison of the average with
highest possible sum of estimates (30) shows that this estimate matches the
support /assistance provided that is focused on modelling of learning/study
activities.

Again, analysis of students’ responses shows a lower average of estimates.
The average of estimates of students involved in this study under this cluster is
12 out of the highest possible sum of estimates (30). This shows that, from the
students' point of view, lecturers’ support/assistance, focused on modelling of
learning/study activities, does not meet their expectations. A lecturer should
motivate students to take right decisions, a risk, thereby, to confront difficulties
in implementation of learning/study or career objectives. Lecturers might openly
share their experiences or emotions, become a “model” for a student, thus,
enriching mutual relationships (Raynal et al., 2007).

In this case, a lecturer’s positive behaviour might be defined as follows: a
lecturer expresses his/her own opinion, feelings, emotions, negative experiences
so as to stimulate student learning, positive aspects of learning/studies, a
potential positive impact of it on careers, personal development; where
appropriate, a lecturer gives examples of his/her own experiences and life;
shows confidence in a student's ability to make the right decisions in pursuance
of learning/study goals (Raynal et al., 2007).

6. Support/assistance, focused on vision of a student’s learning/studies:

Correlations with the statements 14, 17, 20, 26, 30, 35, 38, 45, 50, 54, and
55. The highest possible sum of estimates — 55.
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Table 6 Support/assistance, focused on the vision of learning/studies

Survey Does not Hardly Matches Highly Fully
participants/Estimate | match — 11- | matches - 42-44 matches — | matches
values 37 38-41 45-47 —48-55
Lecturers’ point of 38.14
view
Students’ point of 18.14
view

Given the point of view of lecturers involved in the survey, the average of
estimates under this cluster is 38.14. A comparison of the average with highest
possible sum of estimates (55) shows that it hardly matches the
support/assistance which is focused on vision of a student’s learning/studies.
Even lower average estimates are obtained from the analysis of students' point of
view. The average of estimates of students involved in this study under this
cluster is 18.14 out of the highest possible sum of estimates (55). Students, thus,
believe that lecturers’ support/assistance, focused on the vision of a student’s
learning/studies, does not meet their needs. A lecturer should encourage a
student to take his/her own initiative in overcoming difficult stages of
learning/studies, in shifting to the academic environment, induce a student’s
critical thinking about future professional careers, and assist him/her in studying
various approaches of personal and professional potential development.

A lecturer’s positive behaviour should be manifested as follows (Reffay et
al., 2005): commenting that makes a student think of future careers,
learning/studies; raising questions for establishing control over a student’s
negative and positive competencies and changes by reviewing a range of
personal available sources, opportunities; commenting on a student's decision-
making, problem-solving strategy; showing confidence in decisions thoroughly
considered and made by a student; observing a student's competencies to help
him/her foresee his/her professional future; encouraging a student to develop
existing skills, abilities, talents, to pursue his/her dreams.

Findings

1. Having conducted an analysis of theoretical insights and basing on results
of the empirical research, we can assert that support and assistance
provided to learners is not a one-time tool but rather a creative areca of
activity that helps to change and develop new attitudes and behaviour,
invites to review mental maps, perception, cognition, conception, and
vision of the world.
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2. The study has found that the attitude of lecturers and students toward the
support/assistance provided at a university or other institution of higher
education often does not match.

3. The study has revealed that a lecturer’s support/assistance focused on
development of interpersonal relationships, according to lecturers and
students, is to be improved, since the average of lecturers’ estimates is
36.28, students — 21.85 out of 50 (the highest possible sum of estimates).

4. A lecturer’s support/assistance focused on informing is inadequate, as
analysis of the research data shows that the average of lecturers’ estimates
is 34.71, students’ — 18.28 out of 50 (the highest possible sum of
estimates).

5. A lecturer’s support/assistance, focused on facilitation of learning/studies,
i1s basically in line with the requirements for lecturers in providing
support/assistance, however, students’ estimates — 10.71 out of 30 (the
highest possible sum of estimates) — radically contrast the results of the
research.

6. A lecturer’s support/assistance focused on the regulation of relations just
partially meets the criteria as the average of lecturers’ estimates is 44.57
out of 60 (the highest possible sum of estimates). However, getting deeper
into students’ estimates (22.00), we may see the very different attitude
whereby the students’ expectations are not met by lecturers’
support/assistance activities.

7. A lecturer’s support/assistance focused on the modelling of learning/study
activities and behaviour highly meets the set criteria as the average of
lecturers’ estimates is 23.00. However the one of students’ estimates —
10.71 out of 30 (the highest possible sum of estimates) — shows that
support/assistance focused on the modelling of learning/study activities and
behaviour does not meet students’ needs.

8. A lecturer’s support/assistance focused on the vision of a student’s
activities should be improved as well, for the reason that the average of
lecturers’ estimates is 38.14, students’ — 18.14 out of 55 (the highest
possible sum of estimates). The significant difference in lecturers’ and
students’ opinions shows that the field provided for support/assistance is
not completely filled by lecturers’ appropriate behaviour.
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Abstract. In most studies on professional identity (PI) of teachers, the subject of research is the
PI of a school teacher, far less attention is paid to teachers working at higher education
institutions (HEI). The aim of this article is to study the model of HEI teachers’ professional
identity by a general comparative analysis of the indicators of its structural components in
samples of Riga and Smolensk. The structural components of the proposed model are
philosophy of the profession, professional knowledge, professional roles, professional attitude
to work, cooperation with colleagues, professional engagement behaviors. To test the relevance
of the model, a questionnaire was created with 60 items, and a survey of university teachers
was carried out. In total, 198 teachers were surveyed in Riga and Smolensk. The obtained
results show the relevance of the proposed model of teachers’ PI and the technique developed
to study it. All the components of the model have high average scores and correlate well with
each other. The lack of statistically significant differences in both survey samples points out
that the Pls of teachers have much in common, regardless of the country of residence and
features of the national educational systems. The elaborated technique can be applied as the
tool of evaluation/self-evaluation of HEI teachers’ PI to improve the educational process.
Keywords: professional identity (Pl), teacher of higher education institution, the model of the
of PI, structural components of the model of PI.

Introduction

Teacher 1s a key figure in the implementation of educational reforms.
Pedagogical research of the personality of teacher, her/his priority values, self-
evaluation, and the way how she/he conceptualizes the profession at an individual
level can lead to the most appropriate strategies to manage the educational reforms
successfully (Radulescu, 2013). There is “... a simple reason to look at the Self
of the teacher..., for as long as we don’t know ourselves deeply, we are

disconnected from our students, colleagues, the profession and the subject matter
we teach” (Bukor, 2011: 126).

© Rézeknes Tehnologiju akadémija, 2017
http://dx.doi.org/10.17770/sie2017voll.2284


http://dx.doi.org/10.17770/sie2017vol1.2284

Jelena Jermolajeva, Tatiana Bogdanova. Professional Identity of Higher Education Teachers
in Samples of Riga and Smolensk

The study of the professional identity (PI) of a teacher began relatively
recently, in the nineties of the 20" century. In most studies on this theme, the
subject of research is the PI of a school teacher; far less attention was paid to
college and university teachers.

The PI of a teacher of higher education institution (HEI) has become one of
the main themes of the international research project “Professional identity of
educators”, carried out by a group of scientists of the Riga Teacher Training and
Education Management Academy (Latvia) and Smolensk State University
(Russia) including the authors of this paper (2014 — 2016, coordinated by A.
Spona and N. P. Senchenkov). In the realization of the project a rich empirical
material was obtained and a number of analytical articles were published (Illmona
etal., 2015; Spona, 2016; Bogdanova, 2016; Silchenkova, 2016; CunpueHkoBa &
Epmomnaena, 2016).

The aim of this article is to study the model of HEI teachers’ professional
identity by a general comparative analysis of the indicators of its structural
components in samples of Riga and Smolensk. The model of contents of HEI
teachers’ PI was created in the course of the implementation of the above-
mentioned project on the basis of analysis and generalization of scientific
literature (Emerson, 2010; Beijaard et al., 2004; Healey & Hays, 2011; Woo,
2013). Six main interacting structural components of the PI were identified (see
Fig. 1):

Philosophy of the
profession

Professional
engagement
behaviors

Profes.
knowledge/skills

Cooperation with
colleagues

Professional
roles

Professional
attitude to work

Figure 1 The structural components of the HEI teachers’ PI (IlInona et al., 2015)
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1. Philosophy of the profession — basic professional values and patterns: the
belief in the necessity and importance of the work, the goals of professional
work, professional ethics.

2.  Professional knowledge (on the subject taught, in pedagogy, psychology,
research, knowledge of foreign languages at the professional level) and skills
(the ability to apply this knowledge).

3. Implementation of professional roles (teacher, curator, researcher, head of
the structural unit, etc.).

4.  Professional attitude to work: engagement and motivation in work,
professional honesty and conscientiousness, high demands on themselves,
respect for students.

5.  Cooperation with colleagues in daily work, professional organizations,
research projects, publications, etc.

6. Professional engagement behaviors —the behavior that is not connected with
the implementation of direct professional duties, but corresponds to the
philosophy of the profession (adoption of the mission of education,
participation in the formulation and solution of social problems containing
pedagogical aspects, unselfish professional help to those who need it, etc.)
(IImona et al., 2015).

Methods and research base. The methodological base of research has been
developed using the Professional Identity Scale in Counseling by H. Woo, which
was proposed for the profession of psychologist-counselor (Woo, 2013). This
technique has been modified to investigate the contents of higher education
teachers’ professional identity. As a result, a questionnaire was created with 60
items, and a survey of university teachers was carried out. In total, 198 teachers
were surveyed in Riga and Smolensk.

Testing was anonymous. 118 teachers of Riga Teacher Training and
Education Management Academy, Latvian Academy of Sport Education, Latvian
Academy of Music, Riga Technical University were surveyed in Latvia. In
Russia, 80 representatives of the four leading higher education institutions of
Smolensk were surveyed: Smolensk State University, Smolensk State Medical
University, Smolensk State Agricultural Academy, Smolensk Academy of
Physical Culture, Sports and Tourism.

The questionnaire contained 6 blocks, corresponding to 6 main components
of the model of the higher education teacher identity. Every block consisted of 10
statements, which can be evaluated by the appropriate rating: from the strong
disagreement (1 point) to the complete agreement (6 points).

The reliability of the questionnaire was tested by the method of Cronbach's
alpha; the obtained indicator 0.84 suffices to recognize it as reliable.

Using the coefficient of Mann-Whitney, statistically significant differences
were 1identified. Within each block of statements and between the blocks,
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Spearman's rank correlations coefficient were defined by means of Statistica
software. The cases of significant correlation have been analyzed.

Results

The distribution of participants from Riga and Smolensk samples by gender,
age, work experience and presence/absence of a scientific degree are presented in
Table 1. In both countries, these data reflect approximately the corresponding
distribution of teaching staff in the participating HEI taken together.

Table 1 Characteristics of Riga and Smolensk samples

Age Work experience Sc. degree
F/M (%) Mean |(Upto | 36— |56 and |[Mean [Upto [6-15 | 16 and Dr.. or
35 55 | above 5 | (%) | above | candidate
(%) | (%) | (%) (%) (%) / Mg. (%)
Riga| 76,3/23,7 | 52,8 85 49,2 | 424 | 20,0| 7,6 | 28,0 | 644 57,6 /42,4
Smo| 76,4/23,6 | 42,3 | 26,3 | 57,5 | 16,3 | 14,8]| 20,0 | 47,5 | 32,5 80 /20

The ratio of women/men is about the same: 76,3/23,7 in Riga and 76,4/23,6 in
Smolensk. This ratio indicates that in both countries the profession of university
teacher, as well as school teacher, is a predominantly female. However, in these
two samples significant differences were detected in distribution by age, work
experience and the presence/absence of a scientific degree (Fig. 2). The average
age of Smolensk teachers 1s 11 years less than that of Riga teachers; at the same
time their average work experience is only 5 years less than that of teachers in
Riga. 64,4 % of Latvian teachers have work experience more than 15 years (in
Smolensk this indicator is 32,5 %). In addition, proportion of teachers with a
degree in Smolensk (80,00 %) is essentially higher than in Riga (56,7 %). These
data suggest the continuity of generations in Smolensk universities teaching staff;
they also indicate that younger Smolensk HEI teachers are more active in research
activities, successfully defend dissertations and obtain scientific degrees. These
differences demonstrate the alarming situation in Riga in the HEI teaching staff
structure.

In all the components of PI mean rates, dispersion, standard deviation,
statistical mode, and coefficient of variation (CoV) were calculated for both
samples of respondents (CoV up to 33 % is considered to be reliable and accurate
to draw conclusions). The data are shown in Table 2. The numbers are separated
by a slash: the first, in bold is an indicator for Riga; the second in italics refers
to the Smolensk teachers.

200



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume I, May 26™ -27" 2017. 197-207

Age (%) Work experience (%)
100% - 100% -
80% 56 and 0 16 and
an =] an
28:;" over 80% 1 over
0
20% %36-55 60% - 26 - 15
0% 40% -
mUp to 20% - mUp to 5
35
o 0% .
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Figure 2 Distribution of participants from Riga and Smolensk samples by age and work
experience

Table 2 Statistical indicators of the structural components of PI of HEI teachers

(Riga /Smolensk)
Structural Mean ) ) Standard Coefficients of
Dispersion . e Mode
components values deviation variation (%)
I Philosophy ofthe |5 1o /5 /5 0.97/099 | 099/1.00 | 1902/1946 | 6/6
profession
2. Professional 4,.82/471| 1,15/1,49 | 1,07/1,22 | 2220/259] 5/5
knowledge

3. Professional roles (4,93 /4,87 1,34/ 1,30 1,16/ 1,14 23,46/ 23,45 6/5

4. Professional 4.88/494] 127/103 | 1,03/1,05 | 23,08/20,19 | 5/5
attitude to work

5. Cooperation with

4,49/4,07| 1,92/251 1,39/ 1,58 30,93 /38,92 5/5
colleagues

6. Professional
Engagement 4,36/ 4,00, 2,35/252 1,53/ 1,59 35,17/ 39,65 6/5
Behaviors

The similarity of the results for both samples indicates to the relevance of
the proposed model of contents of HEI teachers’ PI. High rates of all the 6
components also confirm this (all modes are 5 or 6, which corresponds to
“completely agree”).

The results show that on the whole the answers of the Russians and Latvians
in the questionnaire are fairly well agreed, despite the fact that during last 25 years
the two public educational systems developed independently. According to the
Mann-Whitney coefficient, the differences between the two samples of
respondents are not statistically significant either for the PI taken as coherent
whole, or for each component separately. Even for the components “Cooperation
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with colleagues” and ‘“Professional engagement behaviors”, where the
coefficients of variation in both cities are too high to be reliable, no statistically
significant differences between the samples were observed (Table 3).

Table 3 Statistical differences between the variables in Riga and Smolensk samples

Mann-Whitney U-test for variable PI (Smolensk). The criteria shown are significant for p

<,05000
Rank | Rank p- p- | Valid .
sum1| sum2 | Y | % |level| 2 |level| N1 | ValldN2
PI (Riga) 0.00 | 0,00 | 1,00 | 0,00 | 1,00 | 0 0

Mann-Whitney U-test for variable Cooperation with colleagues (Smolensk). The criteria
shown are significant for p <,05000

. . 12%1
Rank | Rank - - | Valid | Valid |.
Sum 1 | Sum 2 u z lelzlel z ler\)/el N1 N2 sided
exact p
Cooperation
with colle- | 19,00 9,00 |4,00]| -0,38 {0,69]| -0,39 | 0,69 5 2 0,86
agues (Riga)

Mann-Whitney U-test for variable Professional engagement behaviors (Smolensk). The
criteria shown are significant for p <,05000

Professional
engagement | Rank | Rank p- p- | Valid .
behaviors | Sum 1 | Sum 2 u z level z level | N1 Valid N2
(Riga)
0,00 [0,00 |{1,00 0,00 [1,00 |1 2

High coefficients of variation for these two components indicate that the
attitude and behavior of teachers in these professional areas are far more
personalized compared to other components. It is noteworthy that this fact does
not depend on nationality and the characteristics of national educational space.
Cooperation with colleagues is recognized by almost everyone as necessary and
useful for the professional (“To improve my qualification I attend professional
training sessions and participate in professional associations”, “Participation in
research projects helps me to extend my professional competence”, “Every year I
participate actively in conferences and seminars”). Nevertheless, a particularly
individual style of communication and the situation in the working collective have
great influence on this cooperation (the coefficients of variation of answers in the
items “In discussions with colleagues, the most important for me is to defend my
point of view”, “For my professional development I regularly consult with
colleagues and try to find out their opinions on my work” are more than 33 % in
both samples). At the same time the data also indicate to certain differences
between some trends in the analyzed professional communities of the two
countries. Latvians are more experienced in international cooperation than their
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Russian colleagues: in Riga, the item “I have experience of academic and research
work at foreign universities” has mode 5 and coefficient of variation 30,77 %,
while Smolensk answers have mode 1 (“strongly disagree”) and exclusively high
coefficient of variation 81,97 %. “The experience of communication with foreign
colleagues in foreign languages” obtained mode 5 and CoV 30.77 % in Riga,
mode 1 and CoV 61.43 % in Smolensk. On the other hand, the participants of the
Smolensk sample on the whole more actively publish scientific and methodical
papers (CV 24.43 %), while the publishing activity of the teachers from Riga is
to a greater extent an individual parameter (CoV 36.08).

High general variability of responses in the component “Professional
engagement behaviors” (in Riga CoV is 35.17 %, in Smolensk 39.65 %) points
out that in both countries there are socially active teachers, and there are more
passive. On the whole, however, teachers are characterized by the belief that “the
teaching profession is unique and valuable for the development of society” (mode
6 and CoV 26.94 % in the total sample). The high degree of consensus and low
variability are also fixed in the statements about mission of education, which is
necessary to carry out for professional (mode 5 — 6): “I believe that the teacher's
duty — to enhance the culture of behavior in the social environment”, “If
necessary, I will gladly consult pupils, students and other people who may need
my professional help”.

Using correlation analysis, the interdependencies between the structural
components and their influences on the general PI were determined. Spearman's
rank correlations for each component are shown in the Table 4. The components’
correlations with the general PI are underlined.

Table 4 Spearman's rank correlations of components with general PI and with other
components (Riga / Smolensk)

PI Comp. Comp. Comp. Comp. Comp. Comp.
No. 1 No. 2 No. 3 No. 4 No. 5 No.6
PI 1.00 0,69 / 0,69 / 0,80 / 0,75/ 0,84 / 0,88 /
’ 0,49 0,62 0,75 0,78 0,76 0,72
Comp. 0,69 / 1.00 1,00/ 0,62 / 0,58 / 0,43 / 0,55/
No. 1 0,49 ’ 0,15 0,34 0,45 0,33 0,23
Comp. 0,69 / 1,00/ 1.00 0,62 / 0,58 / 0,43 / 0,55/
No. 2 0,62 0,15 ’ 0,57 0,40 0,50 0,28
Comp. 0,80 / 0,62 / 0,62/ 1.00 0,70 / 0,57/ 0,59/
No. 3 0,75 0,34 0,57 ’ 0,54 0,48 0,45
Comp. 0,75/ 0,58 / 0,58 / 0,70 / 1.00 0,52/ 0,68 /
No. 4 0,78 0,45 0,40 0,54 ’ 0,50 0,47
Comp. 0,84 / 0,43/ 0,43/ 0,57/ 0,52/ 1.00 0,71/
No. 5 0,76 0,33 0,50 0,48 0,50 ’ 0,43
Comp. 0,88 / 0,55/ 0,55/ 0,59 / 0,68 / 0,71/ 1.00
No. 6 0,72 0,23 0,28 0,47 0,47 0,43 ’
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Statistically significant correlations are over 0,3. All the 6 components have
moderately strong (over 0,5 and up to 0,7) and strong (over 0,7) correlations with
the PI and correlate well with each other. This also indicates to the relevance of
the proposed model and the technique developed for studying it. The correlations
between the components and the general PI are somewhat stronger in Riga than
in Smolensk; the same is true for the interdependencies between the components
(15 statistically significant correlations vs. 12, among them moderately strong
correlations are 13 vs. 4).

The difference between the numbers of statistically significant correlations
in two samples arose due to the following three components: “Philosophy of the
profession”, "Professional knowledge", “Professional Engagement Behaviors™.
Unlike the situation in Riga, where the respondents’ answers in all components
are closely linked with each other, Smolensk teachers’ ideas about the philosophy
of the profession do not correlate with professional knowledge and professional
engagement behaviours. In addition, the "Professional knowledge" does not
correlate with the “Professional engagement behaviours”. On the whole, for
Smolensk teachers the component "Philosophy of the profession" appears the
most separated from all other components. Apart from the lack of correlations, it
showed very weak interdependencies with the components “Professional roles”
(0,34) and ““Cooperation with colleagues™ (0,33). This component, which in
Smolensk sample has the highest mean rate (5.12) with the minimum dispersion
(0.99) and the CoV (19.46 %), proved to be, in essence, unsubstantiated. Thus,
the respondents most consistently and highly appreciated the value of such
assertions as “The teacher should promote a holistic physical, mental and social
development of student’s personality”, “For the teacher, the professional value is
the student’s intellectual growth in the learning process”, “Curriculum is a means
for the development of student's personality”, “In the pedagogical process, it is
important to recognize individual student’ achievements”, "Effective teaching
process is based on equitable cooperation of teacher and student," etc. However,
in Smolensk these statements appeared the most separated from living practice
and declarative. They did not show any relation with the professional knowledge
of teacher or her/his perception of her/his professional mission in the social
environment. The revealed negative trend requires further study.

By Spearman rank correlation coefficients, in the total sample of respondents
statistically significant interdependencies between the questions in all the
components of the contents of HEI teachers’ PI have been identified. In all
components, except component 4, there appeared to be 4 — 6 moderately strong
correlations between questions. Though, 12 such correlations were found in
component 4 (“Professional attitude to work™), which implies that the
respondents’ evaluations of the statements proposed in this block influenced each
other stronger than in all other blocs. The core of “professional attitude to work™
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consists of two statements: “I think I have good cooperation with students” (5
moderately strong correlations plus 3 statistically significant weak correlations)
and “I like to explain simply even complicated things” (5 moderately strong
correlations). Thus, according to respondents, in the first place the
professionalism of the teacher of HEI is manifested in teaching in cooperation
with the students, as well as in the ability to make complicated things simple. It
should be noted here that the Smolensk teachers attach more importance to the
cooperation with students, subject-subject relationship with them (mean rates of
this item in Smolensk and Riga are 5,04 and 4,97 respectively, CoV — 16,24
%/19,33 %), while the respondents from Riga higher appreciate the lecturer’s art
(mean values are 5,13 in Riga and 4,93 in Smolensk, CoV 17,21 % / 23,25 %).
Only two statements of the component “Professional attitude to work™ do
not correlate with the others: “I understand that in my profession one often has to
work overtime”, and “My personal life is in balance with my work”. Both samples
of respondents showed high agreement with these statements (average scores in
Riga and Smolensk are 4.76 and 5.15 respectively for the first statement, 4.35 and
4,39 for the second; CoV in all the cases are in the zone of reliability for the
analysis). Nevertheless, the lack of correlations with other items of this block
indicates that according to respondents, these statements are not essential features
of professionalism. The coherence of private life and the profession is desirable,
but it is not a key feature of professionalism, as well as readiness for working

overtime is not a guarantee of professionalism or essential factor of professional
skills.

Conclusions

e The obtained results show the relevance of the proposed model of the
contents of HEI teachers’ PI and the technique developed to study it. The
elaborated technique can be applied as the tool of evaluation/self-evaluation
of HEI teachers’ PI to improve the educational process.

e  All the proposed components of the model (“Philosophy of the profession”,
“Professional knowledge”, “Professional roles”, “Professional attitude to
work”, “Cooperation with colleagues”, and “Professional engagement
behaviours™) have high average scores and correlate well with each other.
All components have a statistically significant impact on the general PI.

e The lack of statistically significant differences in both survey samples points
out that the PIs of teachers have much in common, regardless of the country
of residence and features of the national educational systems. This fact is the
additional significant indicator of the reliability of the model of teachers’ PI.
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e Having relatively high mean values, the components “Cooperation with
colleagues” and “Professional engagement behaviours” depend on
individual and situational factors to a greater extent than other components
(the general CoV for the component “Cooperation” is 30,93 % in Riga and
more than 33 % in Smolensk, CoV for “Professional engagement
behaviours” is more than 33 % in both countries).

e In both samples, the highest number of cross-correlations within one
component has been found in the component “Professional attitude to work”.
The maximum number of correlations with other questions was found in two
items: the statement about the subject-subject relationship with a student
(more supported in Smolensk) and the methodical approach “to explain
simply complicated things” (more strongly accented by respondents from
Riga).

e  Compared with Smolensk, the age structure of HEI teachers’ stuff in Riga is
less balanced, aged teachers prevail. In both countries the profession of
university teacher is a predominantly female.

e For Smolensk teachers the component “Philosophy of the profession” is
largely declarative and detached from teaching.

e  Foreign languages and cooperation with foreign partners is the weak position
in the PI of the Smolensk teachers; insufficient publication activity
(especially that of young teachers) is the problem area in the PI of their
colleagues in Riga.
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CONTENT BASED INSTRUCTION IN TEACHING
TOURISM AND ECONOMICS COURSES

Abror Juraev

Tolib Sobirov
Bukhara State University, Uzbekistan

Abstract. Recent years in higher education system of Uzbekistan witnessed deep reforms related
with increasing the quality of education, better employment of graduates, improvement of
foreign languages competences and strengthening the links in the knowledge triangle. When
some universities started offering specialization courses in English or other languages,
problem of matching objectives of the courses with the aim of improving English language
competence came to agenda. The article depicts the situation at newly created Faculty of
Tourism at Bukhara State University and the use of Content-Based Instruction in finding the
solution. The new faculty consists of BA and MA degrees in fields related with Tourism,
Hospitality, Economics, Fine Arts etc.

Keywords: content-based instruction, foreign languages, teaching methodologies.

Introduction

Bukhara State University (BSU), being one of the oldest and biggest
universities in Uzbekistan, was founded in 1930 as a higher educational institution
aimed at preparation of teaching staff for the schools of the region. Now
composed of 8 faculties with nearly 500 academic staff and 6400 students, BSU
1s among the top universities in the Central Asia with regards to number of
European Union’s TEMPUS, Erasmus Mundus and Erasmus+ projects, aimed at
the development of education sphere, implementing quality assurance initiatives,
higher education management etc. Using IT in university management,
improvement of foreign language knowledge and internationalization are among
the main strategic tasks of the university.

In parallel with governmental reforms in internationalization of the higher
education, teaching of 10 courses in English started from 2013-2014 academic
year, while there were individual cases before. Now the number of courses offered
in English is constantly growing.

With the start of commencing the specialization courses in English, mostly
at the Department of Tourism, there was a search for efficient methods in
combining field-related competences with the English language competences.
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Later, with the creation of separate faculty of Tourism that covered some other
degree fields in its structure, led to search for need for methods that would be
useful also in other field. Content-Based Instruction (CBI) could serve as a
starting point, so it was used in some courses. In our article, we tried to analyze
the situation at the Faculty of Tourism, with specific attention to the educational
objectives and results.

Background of the topic

With the start of offering specialization courses in English, academic staff of
Department of Tourism faced some issues related with combining English
competences with specific course aims. There were 4 ways of conducting courses
in English.

1. Teaching the course entirely in English. The issues of concern were:
a) are the students ready for this? b) are the teachers ready for this?

Students of the courses had taken English test as one of the parts of entrance
examinations and then continued to English courses, but their competence was
more grammar centered, rather than practical use of the language. Although staffs
responsible for the selected courses possess well enough English competence,
target groups of students would definitely have problems in taking whole courses
in English. Thus aim of the course was difficult or almost impossible to reach.

2. Teaching the course in simplified way. Simple English could be used for
the conduction of the lectures, but the problem was how to cover the study plans
of the courses, how to achieve the educational objectives and the expected results.

3. Teaching some parts of the course in English, some parts in Uzbek. This
method may lead to a problem of assuring continuity of the experiment.

4. Teaching in native language and explaining important terms in English
would enrich vocabulary knowledge, but not the teaching content and competence
of students.

A need for the most effective way of teaching resulted in selection of
Content-Based Instruction as the most appropriate methodology.

Rationale for Content-Based Instruction (CBI)

Brinton, Snow and Wesche (2003) have defined some reliable rationale for
CBI. Firstly, CBI removes the arbitrary distinction between language and content.
The second, it reflects the interests and the needs of the learners. Third, it takes
into account the eventual uses of the learners will to make use of the foreign
language. It exposes the learners to authentic materials and tasks. Fourth, it offers
optimal conditions for second language acquisition by exposing learners to
meaningful, cognitively demanding language. Last but not the least, and the most
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important in conducting specialization courses, it provides pedagogical
accommodation to learner proficiency levels and skills.

Savichuk (2010) underlines that CBI has become increasingly popular as a
means of developing linguistic ability in a great variety of educational contexts.
The philosophy of this methodological paradigm aims at encouraging students to
learn a new language by using it from the first class as a real means of
communication.

Using content-based instruction not only in language teaching, but also
reversely, in teaching different courses in foreign language focuses on what is
being taught through the language. Language becomes the medium through which
something new is learned. Students learn the foreign language while using it to
learn new content in Tourism, Economics etc. The language being learned and
used becomes taught within the context of the content. The theory behind CBI is
that when students are engaged with more content, it will promote their
motivation. Students will be able to use more advanced thinking skills when
learning new information. This approach is very student-centered as it depends
entirely on the students’ ability to use the language.

Grabe and Stoller (1997) define CBI as a tool to keep students motivated and
interested. Motivation and interest are crucial in supporting student success with
challenging, informative activities that support success and which help the student
learn complex skills. Krapp, Hidi and Renninger (1992) state that when students
are motivated and interested in the material they are learning, they make greater
connections between topics, elaborations with learning material and can recall
information better.

In leaner-centered groups students acquire skills and knowledge through
doing and they are actively involved in the learning process. Teacher is not the
only source of the information. Lee and Van Patten (1995) underline that students
assume active, social roles in the classroom that involve interactive learning,
negotiation, information gathering and the co-construction of meaning.

The Role of Teaching Staff in Using CBI

According to Stryker and Leaver (1993), teachers play the following role
during CBI lessons:
1. They must be knowledgeable in the subject matter and able to elicit that
knowledge from their learners.
2. Teachers are responsible for selecting and adapting authentic materials
for use in class.
Teachers must create truly learner-centred classroom.
4. Teachers must keep context and comprehensibility foremost in their
planning and presentation.

W
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5.

Courses

Teachers must contextualize their lessons by using content as their point
of departure.

Teachers should clearly define if their courses will be more language-driven
or content-driven. In teaching Tourism and Economics courses, they tend to and
should be more content-driven.

Materials used in CBI lessons are very important. Stryker and Leaver (1993)
state the characteristics of CBI material as follows:

l.

2.

Material must be authentic — like the ones used in native language
instructions.

Examples must be drawn from realia and real life experience and
contemporary issues.

Content integration in teaching Tourism and Economics Courses

In teaching courses in the field of Tourism and Economics in English, there
are many things that can be considered as “content”. The most important thing is
that what you are teaching or discussing in English must be the course-related,
not the language-learning related. Discussions about current news, case-studies,
statistical data, indicators all valid “content” options.

There is a need for integration of the content and the foreign language. Stoller
(2002) states 8 practices that allow for natural content integration:

l.

2.
3.

a—

Extended input, meaningful output, and feedback on language and
grasp of content.

Information gathering, processing, and reporting.

Integrated skills (using reading, writing, speaking and listening in
natural classroom activities).

Task-based activities and project work, enhanced by cooperative
learning principles.

Strategy training (to produce more metacognitively aware strategic
learners).

Visual support (ie. Images, graphic organizers, language ladders etc.).
Contextualized grammar instruction.

Culminating synthesis activities (knowledge is displayed in writing and
orally).

Finkenstein and others (2010) propose the following logic model in content-
based economic instruction.
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Teacher Professional Classroom Student
Development Instruction Performance
Content Curriculum Concepts
Review of economic Fluent presentation Broad-based literacy
theory and related of curriculum; in micro- and
applications; scaffolding for macroeconomie

curriculum review | students concepts
Pedagogy “=§ Engagement E% Problem Solving
Ability to

Problem-based Problem-solving

approach to strategies that build apply concepts
teaching and economic content and and analytic
support strategies reinforce core approaches to

for students analytic thinking real-world problems

Figure 1 Logic model in content-based economic instruction
CBI in Faculty of Tourism, BSU

After commencement of some courses in English, like World Economy and
International Economic Relations, Tourism Marketing, Economics of Tourism,
CBI became a very efficient tool for the teaching staff.

Different methods were used in for instance in the course of World Economy
and International Economic Relations, mostly in seminar classes:

1. Students are divided into 3 groups, 6-7 persons in each. 3 ideas for

discussion are distributed. For example:

- Introducing a single currency will lead to economic benefits
- Protectionism is good for the developing economies

- Economic crises stimulate innovations.

After 15 minutes, one student per group has to make a speech in English,
showing 5 arguments at least, that defend the idea of the discussion. Points are
given according to the presentation manners, reliability of arguments, theoretical
knowledge, awareness of the current economic situation etc.

2. Latest data on commodities oil, gold, silver, etc. are shown to students,
by entering Internet at seminars time. Data is used from
www.nasdaqg.com, www.bloomberg.org, www.ereport.ru,
www.chartsbin.com, etc.

Students are asked to make their predictions, using the information they have

about current trends in the world economy. After 2 weeks, new data is derived,
compared with the old one, students are asked to explain the reasons of changes.
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Figure 2 An example of “content” in economic courses

Students are divided into 2-4 groups. Latest data on market shares or
marketing strategies or new products of 2-4 companies are found from
the web. In 2 weeks time, groups will prepare information about
activities of one company each and will present their view of the
situation, characteristics of company products, measures they would
implement to increase the share.

Hottest discussions, as predicted, were between Android — iOS groups,

Beeline-Ucell-UMS groups (biggest mobile providers in Uzbekistan), Coca
Cola — Pepsi groups, Samsung — Apple groups.

Analyzes in the form of post-course questionnaires and grades at exams

showed that using content-based methods in teaching “World Economy and
International Economic Relations” course (partly in English, mostly seminars) led

to:

Better coverage of course contents

Improved English skills

Improved presentation skills

Increased motivation of students

Introduction to latest data

Improved critical thinking

Lack of sufficient English could be balanced by active involvement in
group works.

A problem to solve appeared in the form of classical issue - differences

between “leaders™ and “sleeping” students.
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Perspectives of CBI

Together with degree programs in Tourism, Hotel Management, Economics,
the Faculty of Tourism also has degree programs in Fine Arts and Crafts. Using
CBI in teaching some specialization courses of these programs in English is also
predicted to bring benefits.

Degree programs envisage courses in drawing, painting, sculpture, and
various crafts-related disciplines (ceramics, metal, etc.). The growth in the
number of international tourists arriving to Uzbekistan has created a need for
better foreign language knowledge in all fields related with tourism. There is an
increasing demand from students of Fine Arts and Crafts programs for English
based courses, where CBI can be a very efficient and valuable methodology.

Conclusions

In our work we made a short overview of rationale and experiment of using
CBI in Tourism and Economics courses taught at the Faculty of Tourism, Bukhara
State University. In our experience, analysis of the process underlines the most
attractive benefits of CBI as following:
1. CBI totally supports both learner and the teacher in delivering the
content in the most real-life context;
2. CBI allows learners to proceed forward by acquiring specialized, as
well as foreign language competences;
3. Being a learner-centered instruction, CBI brings better communicative
skills;
4. Contents stimulate learners for better knowledge, they motivate and
create interest, so allow to reach educational aims of the course;
5. Learners can make closer connection with foreign language and
economic knowledge.
6. Greater flexibility and adaptability in the curriculum can be deployed
as per the learners’ interest.
7.  Information search and re-evaluation of those resources help learners in
developing valuable critical thinking skills;
8.  Group works undoubtedly will lead to collaborative skills.
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Abstract. For Latvia as a European Union member state, the issue of immigrant integration
into Latvia's society has become currently actuated. Schools have to be ready to enroll pupils
of other nationalities and assist them in earlier inclusion into Latvia's society, by promotion of
their citizenship development towards the state where they abode, the EU states and the world
society in general. The accomplished researches in Latvia reveal that in education
environment, it is especially significant to strive for attitude transformation of Latvia's citizens
to the inclusion of the immigrant children into Latvia's education environment. Inter-culture
experience involvement into the education programmes provides an important factor for the
development of citizenship experience in pupils, for their successful integration into another
state's society. The aim of the article is: to analyze the situation in education (the accomplished
researches) and student opinions on the citizenship development in immigrant children in
Latvia's multi-cultural society. The research has implemented the analyses of scientific
literature and documents, questionnaire and interviews. The research has come to the
conclusion that in education it is significant to evaluate the bilingual, inter-culture and
inclusive education for development of citizenship. Exceptional attention has to be paid to
preparing the teachers and development of appropriate methodical aids, carrying out of
multiple events that can ensure the immigrant opportunities to enrich the capital of Latvia's
culture, economy and social life.
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studentu viedokli

Ievads
Introduction

Latvija kliist arvien pievilcigaka arvalstu-gan Eiropas Savienibas, gan citu
valstu-pilsoniem, kuri izv€las Seit Tslaicigi vai pastavigi apmesties uz dzivi.
Imigracijas tendences arvien spilgtak iezim&jas ka Eiropas, ta pasaules kartg,
padarot cilvéku kustibu pari robezam par butisku faktoru gan nacionalas, gan
starptautiskas ricibpolitikas planosana. Latvijas iedzivotaju sadalijums péc
valstiskas piederibas (Pilsonibas un migracijas lietu parvalde (turpmak PMLP),
2015): Latvijas iedzivotaju skaits bija 2 180 293, t.sk. 1.823 135-Latvijas pilsoni
(84 %), 282 876-Latvijas nepilsoni (13 %) un 73963-arzemnieki (3 %). No 1998.
gada 1idz 2015. gadam Latvija starptautisko aizsardzibu ligusi 1768 patveéruma
mekl&taji no Gruzijas, Ukrainas, Irakas, Afganistanas, Sirijas. Ta ka p&c Latvijas
iestaSanas Eiropas Savieniba ir aktualizgjies jautajums par imigrantu integréSanu
Latvijas sabiedriba, skolam ir jabut gatavam uznemt visu migrantu grupu
skolénus un palidzet viniem ieklauties mitnes zemes pilsoniskaja sabiedriba.

Lidz $im veiktie petijumi Latvija rada, ka izglitibas joma 1pasi neaizsargati
ir imigrantu bérni, jo jau sakotngji vinu prasmju un sekmju Itmenis ir zemaks neka
uznemos$as valsts skoleniem. Starpkultiiru pieredzes ietverSana izglitibas
programmas, mitnes zemes valodas apguve ir nozimigi faktori, lai skoléni spétu
sekmigi integréties jaunas valsts socialaja vid€ un kultiirsabiedriba.

Raksta mérkis - analiz€t izglitibas situaciju (veiktos petijumus) un studentu
viedoklus imigrantu b€mu pilsoniskuma veidoSana Latvijas multikultiiru
sabiedriba.

Materiali un metodes
Materials and Methods

Petijuma izmantota zinatniskas literaturas un dokumentu analize, anketéSana
un intervijas.

Zinatniskie petijumi rada, ka jau Sobrid Latvijas skolas macas vairak par 500
jauniebrauc€ju berni (Kol€anovs et al., 2014, 4).

Analizgjot dokumentus un pétijjumus par patvéruma meklétaju, beéglu un
personu, kuram pieskirts alternativais statuss, iesp&jam iegit izglitibu Latvija, ir
apzinatas So personu vajadzibas un problémas sekmét pilsoniskumu socialaja
vide. Petijuma analiz€to datu saturs atklaja vairakas problémas izglitibas joma.

Pirmkart, sakara ar to, ka Latvija ir nepietickama pieredze imigrantu
ieklauSana 1izglitiba, nepiecieSama S§is mérkgrupas integracijas politikas
pilnveidoSana (Lulle et al., 2008).

Otrkart, kaut gan Latvijas Izglitibas likuma ir atzits pret-diskriminacijas
princips un nostiprinatas visu meérkgrupu tiesibas uz bezmaksas vispargjo

217



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume I, May 26™ -27" 2017. 216-227

izglitibu, tomér likumdoSana ietver sevi arl nepilnibas: mehanismu trikums to
imigrantu piekluvei vispar€jai izglitibai, kuri nav beigus$i pamatskolu un ir
sasniegusi pilngadibu, macibu programmu paraugu un vadliniju izstrades
nepietickamiba, papildus atbalsta (finans€juma pedagogu atalgojumam un macibu
lidzeklu iegadei) trilkums nepilngadigam personam ari péc bégla vai alternativa
statusa pieSkirSanas un garantiju nodro$inasana patveruma mekletaju piekluvei
profesionalas izglitibas iestadém (Djackova et al., 2011, 5).

Treskart, kop§ 2010. gada nepilngadigie patvéruma mekl&taji visbiezak ir
bijusi ievietoti adaptacijas klases, lai velak vinus parceltu vispar€ja klase. Tacu
lidz $im vél nav izveidojusies prakse, péc kadiem veértésanas kritérijiem Sie bérni
pariet vispareja klasé. Valodas barjera, pielagotu macibu programmu, vadliniju
un piemerotu macibu lidzeklu trikums, pedagogu nepietickamas prasmes stradat
ar merkgrupam, rada galvenos SkérSlus imigrantu sekmigai piekluvei vispargjai
1zglitibai (Djackova et at., 2011, 10).

Ceturtkart, petijumos tiek secinats, ka imigrantu iesp&ja ieklauties Latvijas
skolas biuitu sekmigaka, ja attistitu labveligu vidi, veicinot gan pedagogu, gan
sabiedribas vidi pilsoniskumu pret cittautieSiem un veidotu izpratni par imigrantu
iespejam ieklauties socialaja un kultirvidé un vinu potenciala iesp€jas talakai
pilsoniskas integracijas attistibai Latvija (PROVIDUS, 2006).

Saja sakara jaatzist, ka Latvija veiktajos pétijumos tiek atzits — jauniesiem ir
fragmentaras pilsoniskas zinasanas, pieméram, respondenti nevar nosaukt
nevienu no Latvijas kultiirvésturiskam tradicijam, nevar nosaukt valsts funkcijas,
nezina par savas pilsoniskas lidzdalibas iesp&jam (Jurs, 2016, 32).

Ka liecina vairaku autoru veiktas intervijas ar augstskolu studentiem,
2012). Intervétie studenti atzist, ka valodas apguve ir visai svariga skolotaja darba
ar imigrantu bérniem. Tas apgritina art pilsoniskuma veidoSanas iespgjas.

Multikultiiru sabiedriba pilsoniskuma sekmésanas uzdevums audzinasana ir
iepazit un pienemt daudzveidigu kultiiru eksisteéSanu pasaulé kopuma un katra
atseviSka valsti, sagatavot cilvéku toleranti uztvert citu kultiiru, saprast to
parstavju uzvedibas normas, izvairities no rasisma un ksenofobijas.

Valsts meéroga ar skolu saistitas problémas un jautdjumi dazreiz Skiet
maznozimigi, jo pasaules konteksta tos aiz€no veselibas, socialas problémas un
dazadi citi problémjautajumi. Ir skaidrs, ka skolai ir vadosa loma sabiedriba, tadel
ir svarigi atgadinat, ka ,,skola darbojas tagadng, bet tas darbibas rezultati ir versti
uz nakotni” (Targamadze, 2014, 187).

Pilsoniskuma audzinasana multikultiru vidé ir sarezgits psihologisks
process, kura svariga ir humanas empatijas veicinasana, lai cilveéki multikultiru
vide blitu mobili un sp&tu izvairities domat egocentriski un uzspiest citiem savu
gribu, bet ta vieta apgtt prasmi veidot kompromisu (Liduma & Rone, 2008a).
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Sobrid aktualizgjas ari atzina, ka multikultiru sabiedriba pilsoniskas
integracijas veicinaSana nozimiga ir skolotaju darbiba. Tap&c miisdienu Latvijas
skolotaju aktuals uzdevums ir nodro§inat integrétu macibu saturu savas tautas
vestures un kultiiras apguvei, kopt latvieSu valodu tas kultiirvésturiskaja telpa.
Vienlaicigi, izzinot etnisko grupu kultiiru un cienot to, tieck sekméta Latvijas
iedzivotaju vienotiba un humanas attiecibas (MK noteikumi Nr. 480).

Svarigs skolotaju uzdevums formalaja un neformalaja izglitiba ir merktiecigi
darboties integrativas nodarbibas, lai imigrantu bérniem veidotos priekSstati par
socialajiem procesiem, pilsoniskumu un piederibu Latvijas sabiedribai. Skolotajs
ar personisko paraugu maca toleranci un cienu savstarp&jas attiecibas.
Pilsoniskuma audzinaSana ir sarezgits process, kura ar pedagogisku atbalstu
skoléniem péctecigi attistas un realiz€jas personiski nozimiga atticksme pret
attiecigas valsts likumos noteiktiem pienakumiem un tiesibam (Liduma & Rone,
2008a, 102).

Pilsoniskuma audzinaSanas nepiecieSamiba misdienu multikulturalaja
sabiedriba un imigrantu bérnu ieklausana konkréetas valsts izglitibas sisteéma 1pasi
akcent€ta starptautiskajos peétijumos. CiCe (Children’s Identity and Citizenship in
Europe) starptautiskas organizacijas petijumos akcentets:

1. Pilsoniskums ir integrativa emocionala atticksme pret savu valsti,
sabiedribu, cilvékiem, darbu un kultiiru, izpauzas cilveku humanas
savstarpgjas attiecibas un darba cilvéku labklajibas pilnveidoSanai.
Cilveku pilsoniskuma kvalitates reals izpausmes veids ir apziniga
sabiedrisko uzvedibas normu ievéroSana un darba veértibas apzinasanas
(Liduma & Rone, 2008a, 102).

2. Personibas pilsoniskuma veidoSanas istenojama visos izglitibas ieguves
Iimenos (Jurgena & Mikainis, 2007; Krofli¢, 2012).

3. Augstskolas miisdienas ir nozimiga sabiedriskas apzinas veidoSanas
institiicija un pilsoniskas audzinaSanas vide, augstskolu izglitibas vide
lauj veidot jauna tipa specialistu jaunai socialai realitatei (Jurgena &
Mikainis, 2012a; Jurgena et al., 2013; Chistolini et al., 2014).

4. Skola socialajas zinibas (7. un 8. klas€), civilzinibas (9. klasg),
kultiirvésturé un vésturé, geografija un klases stundas tiek iegiita
informacija par visiem ar pilsoniskumu saistitiem tematiem. Tadel gan
skoleéni, gan skolotaji uzskata, ka nav nepiecieSams vél papildus kads
atsevisks macibu priekSmets, kura macitu pilsoniskumu (Rone &
Liduma, 2007, 126-128); (Liduma & Rone, 2008b, 37-39).

5. A.Rosa pétijuma Latvijas, Igaunijas, Lietuvas jauna paaudze atzist, ka
ir svarigi kopt tas zemes tradicijas, kura cilvéks dzivo (Ross, 2012, 28-
36). Izvertgjot situaciju Baltijas valstis, vin§ konstaté, ka ta nav
viennozimiga, bet, kaut gan jaunieSus zindma meéra ietekmé vinu
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vecaku un vecvecaku uzskati, jauniesi ir elastigi un ar mobilu skatu
Eiropas Savienibas virziena (Ross, 2012, 40-43).

Ar1 petijuma par triju Baltijas valstu jauniesu attieksmi pret citado un citiem
cilvekiem, akcentéts, ka més katrs esam atskirigs, individualitate, tadel katrs
atseviski esam citadais citu cilvéku izpratné (Liduma et al., 2012).

6. Studentu atticksme pret migraciju kopuma un imigrantiem Baltijas
valstis ir pozitiva. Vispozitivaka ir Lietuvas studentu attieksme, bet
visnegativaka ir Latvijas studentu attiecksme, Igaunijas studenti ir
neitrali. Salidzinajuma ar Latvijas un Lietuvas studentiem, Igaunijas
studentu skatijuma akcent€ts, ka migracijas process bagatina kultiirvidi
(Koiv et al., 2013).

Eiropas Savienibas valstu zinatnieku izdotaja gramata Kultiru dazadiba
klasé (Cultural diversity in the classroom. A European Comparison, 2012) ir
petijumi par macibu vidi katras valsts skolas. Japiezimée, ka Latvijai bija neliela
pieredze Saja jautajuma 2011.-2012. gada, bet zinatnieki no Lielbritanijas,
Vacijas, Ungarijas, Spanijas, Griekijas, Kipras, Slovénijas, Portugales un citam
Eiropas valstim aplikoja daudzveidigus risinajumus skolénu vajadzibu
nodroSinasana multikultiiru skola, uzsverot, ka izglitibas sistéma visiem
skoléniem nepiecieSamas lidztiesigas iesp€jas sevi realiz€t. Tie ir noderigi
Latvijas praksei.

CiCe organizacijas kolégu no Italijas, Portugales un Polijas p&tijumos ir
noradits, ka skolotajiem ir nepiecieSamas mobilas socialas, €tiskas, disciplinaras,
metodologiskas un vértésanas kompetences darba ar skoléniem. Vinu pé&tijuma
atklajas, ka skoléni no skolotdjiem sagaida empatiju, kas ar savu personisko
paraugu viniem nodroSinatu iesp&ju prasmigak iesaistit skolénus Iidztiesiga
pilsoniskuma apguvé (Chistolini et. al., 2014, 119).

Saskana ar vairakiem Latvijas valsts politikas normativajiem dokumentiem
ir paredzets istenot vairakus pasakumus, kuru meérkis ir tieS8a veida uzlabot
jauniebraucgju bérnu izglitibas kvalitati-nostiprinot latvieSu valodas prasmes
jaunajiem imigrantiem, stimulét skolas ar latvieSu macibu valodu uznemt
imigrantu bernus, atbalstit papildus apmacibas programmas latvieSu valoda
bérniem, kuriem latvieSu valoda nav dzimta (pieméram, skolotaju paligi)
(Nacionalas identitates, pilsoniskas sabiedribas un integracijas pamatnostadnes
2012-2018, 2011).

Atbalsta pasakumus jauniebraucgu b€rniem un jaunieSiem paredz ari
Izglitibas un zinatnes ministrijas izstradatais ricibas plans, kurad noradits, ka
finans€Sanas modeli ,,nauda seko skolénam” paredz€ts finansials atbalsts
pamatizglitibas un vispargjas izglitibas apguves procesa (Ricibas plans
sabiedribas saliedétibas sekmésanai izglitibas nozaré 2012.-2014. gadam, 2012).
Tapec starpkultiiru pieredzes ietverSana izglitibas programmas un mitnes zemes
valodas apguves nepiecieSamiba ir viens no galvenajiem darbibas virzieniem
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imigrantu izglitibas problému risinajuma. Saja konteksta, domajot par imigrantu
ieplisanu Latvijas skolas, ir biitiski 1stenot bilingvalas izglitibas labas prakses
piemérus. Sodien bilingvalas izglitibas mérkis ir ieklaut skolénu jauna sociala
telpa, vienlaikus saglabajot piederibu savai kultiirai (Jurgena et al., 2012).

CiCe 2012. gada konferencé Griekijas zinatnieki uzsver, ka pieaug
bilingvalu studentu skaits, jo Griekija strauji mainas demografija, tade] ir reala
nepiecieSamiba stradat skola bilingvali. Tas nozimg, ka skolotajam ir jaapgiist tris
valodas, lai varétu stradat skola. Petifjuma uzsvérta skolotaja atbildiba
komunikacijas nodro§inasana heterogéna studiju vide. Griekijas kolégu praksé
imigrantu bérni tiek ieklauti visparizglitojosa skola, bet skolotaji tiek gatavoti, lai
var€tu stradat ar skoléniem, kuriem ir macibu griitibas (Alevriadou et.al., 2012).

Pjera Burdje (Bourdieu) skatijuma, sp€ja efektivi lietot valodu palielina
,,bagatibu”, jo lauj sadarboties ar citiem, dazados socialos kontekstos. Ar jedzienu
,sadarbiba” cieSi saistits jédziens ,,iecietiba”, kas paredz abpus€ju sadarbibu -
pamatnacijai pienemt imigrantus un but iecietigam pret kulturas atSkiribu,
savukart imigrantiem pienemt mitnes zemes nozimigas vertibas (Bourdieu, 1991,
107-117).

Autoru veiktaja petijuma tika noskaidrots, ka Latvija tiek realizéti vairaki
Eiropas TreSo valstu valstspiederigo integracijas fonda projekti, kuru merkis ir
izstradat izglitibas programmu skolotaju starpkultiiru izglitibas prasmju un
komunikacijas attistibai un noskaidrot, vai skolotaji, kas strada ar imigrantiem, ir
lecietigi un gatavi sadarbibai. Galvenais akcents imigrantu integréSanai S$ajos
projektos saistas ar valodu apguvi. Pieméram, projekta ,,Skolotajs starpkulttiru
telpa” ietvaros 2011. gada Latviesu valodas agentira tika izveidots musdienigs
macibu lidzeklu komplekts ,,Atvérsim vartus”, kas paredzets imigrantu maciSanai
Latvija. Sis macibu lidzeklu komplekts ir paredzéts 60 macibu stundam, tas ietver
macibu programmu un dazadus 13-18 gadus veciem bérniem domatus macibu
materialus valsts valodas pamatprasmju (Al Iimenis), Latvijas geografijas,
vestures, kulturas pamatzinaSanu apguvei, un, lai palidzetu pusaudziem ieklauties
Jaunaja sabiedriba, ir izveidots art e-disks. Macibu lidzeklu komplekta materialos
ir respekteti iecietibas veidoSanas krit€riji: vienlidzigas iesp€jas, sociala
vienlidziba, individualas tiesibas, pozitiva attiecksme, personai nozimigs atbalsts
dazadibai, piederibas apzina, dazadibas izpratne, lidztiesiba, ciena (Auzina et al.,
2011).

Rezultati un diskusija
Results and discussion

Augstskolas miisdienas ir nozimiga sabiedriskas apzinas veidoSanas

institiicija un pilsoniskas audzinaSanas vide, augstskolu izglitibas vide lauj veidot
jauna tipa specialistu jaunai socialai realitatei (Jurgena & Mikainis, 2007;
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Jurgena & Mikainis, 2012a; Jurgena et al., 2013), tap&c tiesi studentu viedoklu
izzinaSana ir svariga, lai apzinatu topoSo pedagogu attieksmi pret pilsoniskuma
nozimi imigrantu ieklauSana Latvijas izglitibas sisteéma.

Ar mérki noskaidrot, ko studenti zina par pilsoniskumu un vinu attieksmi
pret imigrantu ieklauSanu izglitiba, izlases veida tika interveti 15 respondenti.

Ka liecina studentu atbildes, vini uzskata, ka pilsoniskas izglitibas uzdevums
(1. jautajums) ir veidot cilvéku izpratni par to, ka dzivot demokratiska sabiedriba.
Vinuprat, skoléniem-imigrantiem skola biitu jaapgiist izpratni par sabiedribas
vertibam un prioritatétm - atbildibu par veicamo uzdevumu un ta rezultatu,
godigumu, sadarbibu un palidzibu; biitu nepiecieSams radit iesp&jas individam
iegiit zinasanas, prasmes un kompetences, ka ar1 pieredzi, kas nepiecieSama vina
sekmigai un pilnvertigai integracijai un dzivei pilsoniska sabiedriba, apgit
latvieSu valodu (1. respondents) (turpmak: resp.). Studenti atzist, ka informacijas
(2. jautajums) par pilsoniskumu skolas ir maz, un vini nezina, kur to varétu meklet
imigrantu bérni. Ticamu informaciju var atrast Valsts izglitibas attistibas
agentiiras datu baze (3. resp.).

Jautati par to, ka studenti saprot jedzienu pilsoniska izglitiba (3. jautajums),
studenti atbild, ka tas ir: sniegt skoléniem nepiecieSamas zinas$anas, prasmes un
atticksmes sabiedribas attistibas un labklajibas veicinasanai (7. resp.). Svarigs
uzdevums ir veicinat skol€nos attieksmes un izpratni par cilvéktiesibam un
demokratiskam vertibam, par vienlidzibu un taisnigumu. Intervetie studenti atzist,
ka par pilsonisko izglitibu skola (4. jautajums) tiek runats maz, jo Iidz §im netika
lietots Sis jédziens (9., 11. resp.). Informacija vestures stundas palidz veidot
izpratni par valsts vertibam. Pilsoniskumu un lepnumu par valsti palidz veidot
misu sportistu panakumi, miiziku izcilie sasniegumi pasaulé (5., 6. resp.). Vairaki
intervétie pauz atzinu, ka pilsoniskuma veidoSanas saturs ir integréts kultiras
vesture, socialajas zinibas un klases stundas, kur tiek diskut€ts par likumiem un
dazadam lokalam un globalam problémam. Studentu atbild€s tika akcentéts, ka
svariga ir skolotaja attieksme pret savu darbu un zemi, imigracijas problémam
valsti (15. resp.). Tomer tas ir jauns termins (jaunums) — pieredzes nav, bet
cientt/milét valsti, sevi, apkart&jos iemacija gimene (12. resp.).

Studenti atzist, ka viniem pilsoniskums ir svarigs (5. jautajums), jo cilvékam
ir japrot pieklajigi paliigt (nevis pieprasit), japrot arT otru novertét un pateikties. Ir
jamacas milét savu valsti un apkartgjos, jo katrs ir dala no valsts (14. resp.).

Par attieksmi pret savu valsti (6. jautdjums), ir $ada atbilde: “Es dzivoju
Latvija, esmu dala no tas, mes visi esam tie, kuri rada Latviju. Es lepojos ar savu
Teévzemi - mila un 1pasa” (10. resp.).

Par Eiropas Savienibu (ES) un citam valstim studenti saka, ka attieksme pret
ES valstim, ka arT pret jebkuru citu valsti, ir pozitiva, jo uzskata, ka ar cienu ir
jaizturas pret jebkuras valsts iedzivotajiem (3. resp.). Ar terminu “labs pilsonis”
(7. jautajums) studenti saprot lojalitati, likumu ievéroSanu, dzivot harmonija ar
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sevi un citiem, cienit kultliru, tradicijas, aizstavet savu valsti un zinat valodu (1.,
3. resp.).

AnketéSana par studentu pieredzi un attieksmi pret pilsoniskuma veidosanu
Latvijas skolas piedalijas 200 respondenti. Jautajumi bija orientéti uz studentu
viedoklu izzinasanu par augstakaja macibu iestad€ pieejamo pilsoniskas izglitibas
saturu, izglitibas mérki un skola novéroto pieredzi darba ar imigrantiem un
etniskajam minoritatém.

Studentu atbildés par uztic€Sanos (1. jautajums) savas macibu iestades
informacijai par pilsoniskumu, studenti atbild€ja, ka informacija ir noderiga
vienmer (17 %), parasti (55 %), dazreiz (24 %), bet reti (4 %). Tade] autori
uzskata, ka pilsoniskuma izpratnes sekmé&Sanai ir aktualizéjami MK noteikumi par
jauniesu pilsonisko lidzdalibu Latvijas skolas, kas nosaka, ka izglitibas iestade ir
atbildiga par pilsoniskas audzinaSanas mérka un uzdevumu istenoSanu.

Par trim svarigakajiem pilsoniskuma veicinaSanas tematiem (2. jautajums)
ka butiskako studenti izvelas informaciju par cilvéktiesibam (50 %), otraja vieta
diskusijas par taisnigumu miusdienu sabiedriba (30 %), treSaja - pétit aktualus
socialus un politiskus jautajumus (20 %), kas sasaucas ar MK noteikumos
akcenteto, ka skolotajs, veicinot skolénu pilsoniskas attiecksmes veidoSanos,
miusdienu skola ir profesionali neatkarigs un atbildigs; ir objektivs, lojals Latvijas
valstij un tas Satversmei; ievero politisko un religisko neitralitati un neveic
agitaciju; ar savu ricibu un pausto viedokli nediskredit izglitibas iestadi un valsti.

Lielaka dala studentu atzina, ka Latvijas izglitiba skolas nav priekSmeta
pilsoniska izglitiba (4. jautajums), tacu pilsoniskuma jautajumus apgiist vairakos
citos priekSmetos. Tas sasaucas ar citiem Latvija veiktajiem pé€tijumiem par
macibu priekSmetiem Socialds zinibas un Latvijas vésture (Jurs, 2016, 34-35).

Analizgjot atbildes par skola organiz€tajiem pasakumiem pilsoniskuma un
cilvéktiesibu apguve (5. jautajums), ieguvam $adus rezultatus: katru dienu (17 %),
vienreiz nedela (22 %), vienreiz ménesi 30 %, vienreiz trijos meneSos 12 %,
vienreiz semestr1 (7 %), vienreiz gada (4 %), nekad (9 %). Tas aktualizé MK
noteiktos uzdevumus, kas nosaka skolotaju darbiba ikdiena stiprinat skoléna
valstiskuma apzinu, veicinat pilsonisko lidzdalibu un iniciativu, lojalitati un
patriotismu, taja skaita organizgjot valsts svétku un latvieSu tautas tradicionalo
sveétku svin€Sanu, atceres un atzim€jamo dienu ievéroSanu un citus pasakumus,
kas padzilina izpratni par Latvijas vesturi, valsts raSanos, valstiskuma
atjaunoSanu, tautas likteni, brivibas cinam un valsts aizsardzibu, veicina lepnumu
par Latvijas valsti un cilvékiem, popularizét cilvéku dzives un darbibas piemérus,
kas apliecina paSaizliedzibu un nesavtibu Latvijas valsts laba, veicinat piederibu
savai izglitibas iestadei, novadam, pils€tai un informét par pilsoniskas Iidzdalibas
iespejam (10.5. pants).

Uz jautajumu par imigrantu bérnu klatesamibu skolas, kuras vini macijusies
(6. jautajums), studenti atbild, ka klasé nav bijusi skoléni imigranti (80 %), ir
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bijusi: 1-3 skoléni klase (14 %), 4-6 skoléni (6 %). Tas liecina, ka Latvijas skolas
Sobrid vél nav pietickama pieredze darba ar imigrantu b&rniem.

Etnisko minoritasu skoleni klas€ (7. jautdjums): nav bijusi (58 %), 1-3
skoléni (26 %), 4-6 skoléni (10 %), 7-9 skoleni (4 %), 10 un vairak skoléni klase
(2 %). Atbildes uz Siem jautajumiem norada uz nepiecieSamibu topoSajiem
skolotajiem studijas giit izpratni par skolotaja atbildibu ,,ieverot tiesiskumu un
vienlidzibu pret visiem skoléniem neatkarigi no skoléna vai vina gimenes loceklu
rases, tautibas, dzimuma, vecuma, valodas, socialas izcelsmes, valstspiederibas,
religiskas, politiskas vai citas parliecibas, veselibas stavokla vai citu apstaklu dél
(10.1. pants); respektét katra skoléna attistibas individualas ipatnibas, religiskas,
lingvistiskas, kultliras un sociali emocionalas vides atSkiribas, dazadas spgjas,
atSkirigas izglitibas un 1pasas vajadzibas (10.2. pants).

Izvertejot anketeSanas rezultatus, tika konstatéts, ka studentiem -toposajiem
skolotajiem ir nepietickama teoretiska un praktiska pieredze imigrantu bernu
ieklauSanai skola, tadel augstskolu studiju procesa nepartraukti japilnveido vinu
prakse saistiba ar aktualo pilsoniskuma teoriju.

Secinajumi
Conclusions

Studenti-topoSie skolotaji ir ieintereséti pilsoniskas izglitibas jautajumu
risinasana. Studenti atzist: lai klitu par Latvijas valstij piederigu pilsoni, ir
nepiecieSamas prasmes sazinaties valsts valoda, apgiit, izprast, pienemt un cienit
latvisko kulturvidi, veicinat pilsonisko integraciju un pilsonisko Iidzdalibu valsts
dzive, izradit savu iniciativu, biit tolerantam un ar cienu pienemt Latvijas valsts
vertibas.

Latvijas sabiedriba un skola apgtst jaunu pieredzi imigrantu ieklauSana
izglitiba. Statistikas dati rada mérkgrupu parstavju skaita pieaugumu Latvija.
Valodas barjera, nepietickamais pielagotu macibu programmu un macibu Iidzeklu
klasts, nepietickamas latvieSu valodas apguves iesp&jas ierobezo gan bérnu, gan
jaunieSu strauju ieklauSanos Latvijas izglitibas sisteéma.

Izglitiba tiek izvertets bilingvalas, starpkultiiru un ieklaujosas izglitibas
potencials, 1pasu uzmanibu veltot skolénu valodas apguvei, skolotaju
sagatavoSanai un piem&rotu metodisko Iidzeklu izveidei, daudzveidigu pasakumu
istenoSanai, lai nodroSinatu imigrantu iesp€jas bagatinat Latvijas kulttras,
ekonomisko un socialo kapitalu.

Pilsoniskas integracijas audzinasana multikultiiru sabiedriba ir process, kura
skoléniem veidojas daudzkultiiru vertéSanas paSpieredze, kura atSkiras no vina
pasa kultiiras, veidojas tolerance un empatija pret citu kultliru parstavjiem.
Pilsoniskas integracijas veicinasanai Latvijas skolénu un imigrantu vajadzibam ir
izstradata konkréta izglitojoSa programma, kura nodroSina macibu un
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audzinasanas saturu, metodes un formas vinu socialo, psihologisko un kulttras
vajadzibu nodroSinaSanai. Pilsoniskuma integrativa audzinasana Latvijas skola un
sabiedriba kopuma aktualiz€jas pozitiva emocionala atticksme pret valsti,
sabiedribu, cilvekiem, darbu un kulttru.

Summary

The students — the emerging teachers are interested in promotion of the citizenship
education issues. The students recognize: in order to become a citizen of Latvia's state,
one needs the skills to communicate in the state language, explore, understand, accept
and respect the Latvian culture environment, promote citizenship integration and
citizenship participation into the life of the state, to show one's initiative, to be tolerant
and accept Latvia's state values with respect. Latvia's society and school acquire a new
experience in immigrant inclusion into education. The statistical data reveal an increase
in representatives of the target-groups in Latvia. The language barrier, inadequate supply
of adjusted education programmes and teaching aids, insufficiency of opportunities to
learn the Latvian language set limits to both children and adolescent accelerated
inclusion into Latvia's education system. In education: bilingual, intercultural and
inclusive education potential is being assessed, particular attention is being paid to the
language acquisition by the pupils, teacher education and development of appropriate
methodical aids, implementation of multiple diverse events are being cariied out in order
to ensure the opportunities of the immigrants to enrich Latvia's culture, economic and
social capitals. The implementation of the citizenship integration by educational
upbringing in the multicultural society is a process, where the pupils develop self-
experience for multi-culture evaluation, which differs from their own cultures, tolerance
and empathy to representatives of other cultures is being developed. For promotion of
the citizenship integration for the needs of Latvia's pupils and immigrants, a conclusive
concrete educational programme has been developed, which ensures education and
educational upbringing content, methods and ways for settling their social,
psychological and culture needs. A positive emotional attitude is being actuated to the
state, society, humans, work and culture by the citizenship integrative educational
upbringing at Latvia's school and society in general.
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MAHUITYJIATUBHBINA IOTEHIIUAJI OBPAILIEHUI
B IIEJAT'OT'THYEUYCKOM JUCKYPCE

Manipulative Potential of Vocatives in Pedagogical Discourse

Veronika Katermina
Kuban State University, Russia

Abstract. Forms of vocatives in a speech define a communicative intention of an utterance,
indicating a definite addressee. In the process of communication a vocative is a means of
creation a special communicative environment consisting of participants of a conversation. By
that it defines a line which connects a sender and a recipient of information as well as being a
means of the beginning of the communicative process, keeping it up, changing its course either
positively or negatively. Vocatives are actively used in a dialogue to attract attention of an
interlocutor as well as for further focus of an utterance. It may be used in different manipulative
ways (for example, while communicating with a large number of pupils vocatives may serve as
a means to draw attention of a recipient or to single out the personality of a pupil). Vocatives
in pedagogical discourse may be expressed by proper names and surnames. A vocative with
emotional and evaluative suffixes, evaluative adjectives or nouns, possessive pronouns becomes
more expressive. They create a more subjective character while qualifying an addressee and
by this they become a source of anthropocentricity, representation of a “humane factor” in the
language.

Keywords: manipulation, vocatives, pedagogical discourse.

BBenenue
Introduction

OOpaleHnss «CYATAOT OJHUM M3 TJIABHBIX CPEJICTB Iepeaadnd dTUKETHOTO
comepkanuss B peun. OOpalieHHEM TOBOPAMIMK TpeJiaraeT —ajapecary
onpenesIEHHOE pacipeesieHue pojieH, onpeaenéuubii Tun oomenus» (I'onpauH,
2009, 73). Hns s>ddexTuBHON KOMMYHUKAIIMM HY)KHO TIOHSTH ajpecara, €ro
[IEHHOCTH, YCTAaHOBKH, TJI€ W KaK OH IMPOBOJUT BpEMs, KaKHE BOIPOCHI €ro
BOJIHYIOT, YTO OH JIyMaeT o cebe, OKpyKarIlieM Mupe. Uepe3 OTBEThI HA ITH
BOINIPOCHI CO3/1a€TCSI KOMMYHUKATHBHAs CTPATETvs, CBsA3aHHAs C OOIIMM
3aMbBICJIOM KOHEYHOM IIeJIh OOIICHHS, KOTOpasi B JAHHOM CITydae 3aKII04aeTcs B
BO3JICHCTBUM Ha CIyIIaromero. B memarormueckoM AWCKypce, 3HAYMMOCTD
KOTOPOTO 3aKJIF0YAETCA B KOMIUIEKCHOCTH BUJIOB OOIIECTBEHHOM JEATETHHOCTU —
B BHJIC O0y4YEHUS yYaIIUXCs, JEMOHCTPUPOBAHUS OOYYCHHS, pacIpOCTPaHCHUS
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uaei 1 GopMUpoBaHUS 3HAHUN, KOTOPHIE OCYIIECTBISIOTCS C TOMOIIBIO SI3bIKA —
JJaHHAsi KOMMYHUKATUBHAsI CTpaTErus sIBIsieTCsl akTyalbHOU. [lens HacTosmiei
CTaThbU 3aKJIIOYAETCS B MOMBITKE PACCMOTPEHUSI MAHUMYJISATUBHOTO MOTEHIIMAIA
oOpallleHu# B Me1aroru4eckoM JUCKypce.

Teopernueckasi 0CHOBa TeMbI
The theoretical background

TpaaulMOHHO TOJI TEPMUHOM «OOpallleHHWe» TOHUMAETCS CJIOBO WM
coueTaHue CJOB, 0o0O3Hayarolee Toro, KoMy aapecoBaHa peub. B «CnoBape
JUHTBUCTHYECKUX TepMuHOB» O. C. AxmaHoBoM mga€Tcs clemayroliee
onpenenenue: «OopaiieHue — ynoTpeOaeHue CyecTBUTEIbHBIX, MECTOMMEHUI,
CyOCTaHTMBUPOBAHHBIX  TpPUJIATaTeNbHBIX WM DKBUBAJICHTHBIX UM
CJIOBOCOYETAHMM JIJIsi HA3bIBAHUA JIUI[ WIM MPEIMETOB, K KOTOPhIM OOpaiieHa
peub» (AxmanoBa, 2007, 276). B «JIMHrBUCTHUUECKOM SHIIUKIIONEIAYECKOM
cioBape» moxa penakiueidr B. H. SpueBoil oOpaieHue omnpenensiercss Kak
«TpaMMaTHYECKH HE3aBUCHUMBIM M MHTOHAIMOHHO O0OCOOJEHHBIH KOMITOHEHT
MPEMIOKEHHS WM 00JIee CIOAKHOTO CHHTAKCUYECKOTO LEI0ro, 0003HaYaI0MUn
JIUIIO WM TIPEAMET, KOTopoMy aapecoBaHa peuby (Kpyuununa, 1990, 340).

J{nst KoppeKTHOTro ynoTpebieHus: oOpalieHus B peuu, COOTBETCTBYIOIIEMY
MpaBUJIaM STUKETA MPUHATHIM B JAHHOM OOIIECTBE, MEPBOCTEIICHHOE 3HAYCHUE
npuoOpeTaeT MpaBUIBHBIN BBIOOp (opMBI OOpallieHusi, TakuM 00pa3oM, u3
pPa3ITUYHBIX BAPUAHTOB, MPEJCTABIECHHBIX B SI3bIKOBOM HHBEHTApPE, TOBOPSIIEMY
HE0OX0oMMMO BBIOpaTh Ty (GopMy, KOTOopas Haubojiee BEPHO COOTBETCTBYET
nanHou peueBol curyauuu (Kysemuna, 2014). B 3ToM ciiydae nepBOCTENEHHYIO
pOJIb TIPEACTABISICT 3HAYCHHE DJIEKTHUBHOCTH, T.€. HM30MPATEIBLHOCTH, YTO
ABJISIETCS MEPBOCTENEHHO BAXKHBIM J1JI1 BOIUIOIICHHS] MHTEHIIMU TOBOPSILIETO, HO
HE €JMHCTBEHHBIM YCJIOBHEM peajM3allii 3aKOHa TOXKJIECTBA, T.€. PaBEHCTBA
3aMbICiIa TOBOPSIIETO pealbHOMY BbICKa3biBaHWIO. Ha 3ToM »3Tame Takxke
NpOUCXOAUT uJeHTU(uKanus anpecara. [lpu ymorpebnennun oOpalieHus
MPOUCXOJUT «UIAEHTU(PUKAIMS 00pa3a W 4YeJlOBEKa, SBISIONIETOCS OSTHUM
oopazom» (Komesas, 2011, 251), yTto BKJIIOYaeT OTHOIICHHE ajpecaHTa K
azpecarty, BbIpaXkaeMoe B TMOJIOKUTEIbHOW, HEUTPAIbHOU MO0 OTpUIIATEIbHON
SMOLIMOHAJIBHOW COCTABJISIOLIECH.

N3BecTHO, 4TO TOBOPSAIIUI TP BHIOOpE OOpaIieHus: He TMPOCTO BBIpAKAET
JKeJTaHWe MPUBJICYh BHUMAHWE WM BBIPA3UTh CBOE OTHOIICHHE K COOECETHUKY,
HO U JIEMOHCTPUPYET OCBEIOMJIEHHOCTh O MpaBUiIaxX 3ITUKETAa? MPUHSTHIX B
KOHKPETHOM OOIIeCTBE. YTOTPEOJICHHEe TOW WM WHOM (POpMBbI OOpalieHus
CBUJIETEIHCTBYET O KOMMYHHMKATUBHON KOMIIETCHIIMM B TUTAHE CIOCOOHOCTH
TOBOPSIIETO «M30MPATh MOAXOISIINI KOJI U CTUJIb IJI1 KOHKPETHON 00CTaHOBKH
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u aestenpHocT» (bemn, 1980, 124). OTa KOMIIETEHIUS MOXKET OBITH B MTOJTHOM
00BEME OTpaxkeHa Mpu BeIOOpe (HOPMBI OOpaIeHHS.

OdunuansHas oOcTaHOBKa  OOIIEHHMS]  MpeArofiaraeT  CJleJI0BaHHE
ONpeNeNEHHBIM HOpPMaM, MpaBHJIaM, XapaKTEPHU3yeTCs] KOHBEHIHOHAIBHO
MPEANUCAHHBIM TIOBEJICHUEM KOMMYHHKaHTOB. HeoduuuanbHas oOGcTaHOBKa
MpeACTaBiIsIeT coO00l 0OCTAHOBKY IMOBCEIHEBHOIO He(OopManibHOrO OOIICHMS,
MOBEJICHUE B KOTOPOU 3aBUCHUT OT POJIEH U CTENIEHN 3HAKOMCTBAa KOMMYHUKAHTOB,
WX BOCIIPUATHUSI IPYT JIpyTa, UX o0muTenbHoCTH U T.1. (KaTtepmuna, 2015).

N3y4yeHue nenarorndeckoro IUCKypca mpoBOJAUTCS CETO/IHS B HECKOJIBKUX
IJIOCKOCTSX M B COOTBETCTBHM C OCHOBHBIMH HAyYHBIMH TapaguTrMamMu
COBPEMCHHOW JIMHTBUCTUKH, B YaCTHOCTH, BBIACIAIOTCS CTPYKTYpHO-
GYHKIIMOHATBHBIN, JMHTBOKYJIBTYPOJOTUUECKHM, KOMMYHHUKATHBHO-
TUcKypcuBHBIN moaxonbl (Zhestkova, 2016a; Zhestkova, 2016b; Exosa, 2006;
Kapacuk, 2002; JleontseB, 1999; Muxansckas, 1998; Onemkos, 2007 u ap.).

[lenaroruyeckuii  IUCKYpC — 3TO  OOBEKTMBHO  CYIIECTBYIOIIAs
JTUHAMUYECKAsi CHCTeMa I[EHHOCTHO-CMBICIOBOM KOMMYHHKAIIMU CYOBEKTOB
00pa30BaTeIpHOro Mpolecca, PyHKIHMOHUPYIOLIas B 00pa3oBaTeIbHON cperie.

Ona BxiIrOYaeT B ce0si YYaCTHHKOB JUCKypca, MEAarormyeckue I,
LIEHHOCTH W COJEpXKaTEIbHYI0 COCTaBIAIONYyI0. Kpome TOro naHHBIA BUA
KOMMYHHKAIMK O0ECIeunBaeT NpuoOpeTeHrne 00yUYaroMMKCs ONEPEKAIOIIETO
OTIBITA B MPOEKTUPOBAHUH U OLIEHKE JIF0OOTO MEeIarorunuyecKoro Win COIMaIbHOTO
SBJICHUSI B COOTBETCTBHM C HOPMaMHU KYJbTYpPOCOOOpa3HOU AESTEIHHOCTH.
JIMYHOCTHBIN ONBIT MOKHO PACCMATPUBATh KaK OMBIT KYJIbTYPHOTO COABTOPCTBA
B COBMECTHOM TBOPUYECKOW JEATEILHOCTH O0YyYarollerocs: U npenogaBaTess 1o
npeoOpa30BaHUIO COLMANIBHON U Tiefarornyeckoit peansHocTH (Llenapuxk, 2003).

[enp megarornyeckoro JUCKypca HOCUT, KaK U 1eJIb 00pa30BaHUs B 1IEJIOM,
TPEXKOMIIOHEHTHBIN XapaKTep: B MPOPECCUOHAIBHON 00J1aCTH — (POPMUPOBAHUE
KJIFOUEBBIX KOMIIETEHTHOCTEH YYacTHUKOB OOpa30BaTEIbHOTO IMpolecca, B
OOIIECTBEHHOM KU3HU — MOJHOLIEHHAs COLMAIN3alusl JMYHOCTH B OOIIECTBE, B
JUYHOCTHOM cQepe — CTaHOBJEHHE CaMOLIEHHON nuyHocTH. OOmmas 1enb
MeJIarOrM4ecKoro TUCKypca 3aKII0YaeTCs B CO3/IaHUH YCIIOBUMN /11 CTAHOBJICHHUS
LEJIOCTHOIO 4YeJIOBeKa BO BCEM MHOrooOpa3uuM €ro ICcuxo(pu3nuecKux,
COIIMAJIBHBIX U TUYHOCTHBIX XapaKTEPUCTHK.

Best medarenbHOCTh y4uuTeNnsl, €ro KOMMYHHKATHUBHBIC JCHCTBUS HOCST
BOCITUTATEIBHBIA XapaKTep. YUaluecss BOJIbLHO WM HEBOJHHO BOCIPUHUMAIOT
peyb yuMTens, ero MaHepy oOmarbes kak odpaser. Ilemarorudeckuil 1uckypc
dbopmupyercss U (YHKIIMOHUPYET B 0Opa3oBaTelbHOM cpeAe y4uyeOHOro
3aBepeHus. Co3laHre TYMaHUTApHON 00pa30BaTEeNbHOW Cpelbl B IIKOJIE/BY3€
npeanosjaraer  o0ecleyeHUue  OMNPEACICHHOW  MOPaJbHO-TICHXOJIOTHYECKOM
OOCTaHOBKM,  MOJKPEIJICHHOM  KOMIUIEKCOM  Mep  OpraHU3alMOHHO-
YIOPABJIEHUYECKOTO,  METOJAMYECKOTO W TICUXOJOTMYECKOrOo  Xapakrepa,
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00ecreunBaIIUX OOpeTeHHe CTYJEHTAMM TYMaHUTapHOHM KyJIbTYpbl H
CTUMYJIMPYIOIIMX  COOCTBEHHYIO  KyJbTYPOCOOOpPa3HYH  JEATEIbHOCTb
CTYJEHTOB.

B HacTosimiee Bpems sI3bIK NPEICTaBIsAET OONBIION HHTEPEC HE TOJIBKO KaK
CaMOCTOSITENIbHBIN (PEHOMEH, HO U KaK CPeICTBO KOMMYHHKATHBHOTO OOIICHHUS.
B xonme BepOanbHOro B3aMMOJEHCTBUS MEXK]IY KOMMYHUKAHTaMH MPOUCXOIAUT
oOMeH wuHpopMaluel, a TakKe MaHUITYJIATUBHOE BO3ICHCTBHE, KOTOPOE
SIBJIICTCSI OJTHAM M3 TJIABHBIX COCTaBISIOMMUX 3()PEKTUBHOTO 00pa30BaTEIHLHOTO
npouecca. SI3pIKkOBO€ MaHUIYJIMPOBAaHUE, IPOU3BOJAMMOE MAHUITYJIATOPOM-
YUUTENEM, CIIOCOOCTBYET YIYUIIEHHUIO U 3(P(HEKTUBHOMY MPEOOPa30BAHUIO BCEX
KOMIIOHEHTOB, JIBUTAIOIIMX YUYEOHBII MPOLECC: PETYIUPYEMOE MAHUITYJISTOPOM
HNO3UTUBHOE MEXJIMYHOCTHOE OOIIEHNE KaK MKy YUUTEIEM U YUCHUKAMH, TaK
U BHYTpPM Kiacca; pabora ¢ y4yeOHBIM MaTepualioM, €ro IoceaAyIoUIei
Ope3eHTaluel; co3JaHue OJIaroNpHUsATHOrO pabodero Kiaumara Ha y4eOHOM
3anstuu (po3gona, 2016).

OPheKTUBHOCTh TEJAroTHYECKOro OOIIEHUSI HAaXOAUTCA B MIPsSMOH
3aBUCUMOCTH OT YPOBHS BJIAJICHUS y4duTelIeM (PATHUECKUMU KaHpamu (KaHp
IPUBETCTBHUS; MPU3bIBA K COBMECTHON Y4EOHOW NEATEIBHOCTH; C (POpMysIamMu
YKpPYIHEHUS ajpecara; (popMyioil MOXBaJIbl; IYTKOH; KaHp 0OpaleHus).

B kauectBe oOpanieHuili B OOIIEHHH YYUTEIS C YYEHUKAMU MOTYT
BBICTYNIATh  CJOBa, KOTOPbIE MOXXHO Ha3BaTh OJHUM TEPMHHOM —
«HAMMEHOBAaHU», 0]l KOTOPBIMU IIOHUMAIOTCS U JIMYHBIE UMEHA, U MPO3BUILA,
3aMEHAIOIIME MMEHA M MCIOJIb3YIOIIHUECs HapaBHE C HUMHM, crelnupuyecKue
JaCKOBBIE U HEJIACKOBbIE UMEHA, Ha3BaHUsl OPUIMATILHBIX OTHOILIEHUH U T.I1.

MeToabl, OpraHu3anus U pe3yJbTaThl HCCJIeI0BAHUSA
Methodology, organization and results of the research

Marepuanom jis CTaTbU MOCITYXUJIU Pe3yJIbTaThl COITUMOJIMHT BUCTUUECKUX
UCCleoBaHuM (CpenHeoOpa3oBaTelbHbIE MIKOJbI M rMMHa3uu r. KpacHomapa
[Poccusi]), MOCBSIIIIEHHBIX U3YYEHUIO MAHUITYJISITUBHBIX BHYTPEHHUX PECYPCOB U
BO3MOXXHOCTEH oOpalleHuii B TMEIarorudeckoM Juckypce. B pabote
WCITIOJIb30BaHbI CIAEAYIOIINE METO/Ibl: ONIMCAaHKE, HAOIIOICHHE, MHTEPIPETALIHSL.

Pe3yabTaThl SMIMPUYECKOT0 UCCIAET0BAHUSA
The results of the empirical research

9MHI/IpI/I‘-IeCKa$I 4aCTb HCCICOOBAHMA 3aK/IO4dalaCb B OpraHM3alvu,

IIPOBCACHHUU u HHTCPIIPCTAHN PE3YyJIbTATOB COIIMOJIMHTBUCTHYCCKOT'O
HCCIICAOBaHMsA, IIPOBOJUMOIO B CpeI[HGO6paBOBaTeJ'ILHI)IX MIKOJaxX M T'MMHa3MuAX
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r. Kpacnomapa (Poccust) 11 u3ydeHUs MaHUMYJISATUBHOTO BO3JCHCTBHUS
oOpaIeHuii B Ie1aroruaeckoM JUCKYPCeE.

OOpailieHuss B MeIaroruueckoM JIMCKYpPCEe UCIOJIb3YIOTCS Yallle BCETro s
NPUBJICUYCHUS] BHUMAHUS YYallUXCsl C I1EJIbI0 YCTAHOBJICHUS KOHTAaKTa W
YCHEIIHOCTH Y4eOHOU aesiTelbHOCTU. B maHHOM citydae 0coOyio pojib UTpaeT
TaKTHKa «MOBBILIECHUS ajpecara B panre»: Koeau!

Hcnonb3oBanue JaHHOTO OOpalieHusl He OTBEYAET peajbHbIM OTHOIICHUSIM
MEXIYy YUYUTENIeM U YYCeHHUKaMU, OHO HE COOTBETCTBYET CBOEMY JIEKCHYECKOMY
3HAYCHUIO [KOJIIera — TOBApHIIl IO BCSKOM padote, mpodeccun (Yiiakos, 1994)].
MpI cunTaem, 4To B JAHHOM KOHTEKCTE U B JAHHOW KOMMYHHUKATUBHOM CUTYallUH
pedeBOe BO3/IEHCTBHE TAKOBO, YTO JAHHOE OOpaIlEHUE OIPaBAbIBAECT C€0s B BULE
pPOJIEBOM WIphl WM OOIIEHUS C CTapIIEKJIaCCHUKaMHu Mpo(UIbHOrO Kiacca,
KOTOpBI€ 001a1a10T CHICIIMATIbHBIMU 3HAHUSIMU.

[loBbillIeHHE B paHre MOXKET OBbITh OCHOBAHO M HAa WHTEIJIEKTYyaJbHOMU
XapakTepucTuke: Jopocue mamemamuxu! 3namoxu rumepamypuot!

JlaHHOe peyeBO€ BO3JCHCTBHE JIOCTATOYHO YacTO BCTPEUYAETCS CpPEAH
YUUTENECH-IPEAMETHUKOB, KOTOPBIE C €ro MOMOIIBI TBITAIOTCS IOKa3aTh
y4alIUMCs BAXKHOCTh KOHKPETHOTO MPEAMETA, U3y4a€MOE HAIIPABIICHUE, a TAKXKE
YCIIEXU YYCHUKOB B YCBOCHUU UM 3HAHUM.

[ToxBama, koTopas MOXeT ObITh TpaHchOpMHpOBaHA B OOpalleHue,
UMIUIALUTHO  MOJYEPKUBAET 3aCiIyrd YUYEHUKOB M  MOXET  CIIYXKHUTb
MOJIOKUTEIIbHBIM HacTPOEM TUTSt JaJbHEUIIeH KOMMYHUKAIIUU:
Jloboznamenvrvie vt mou! Cnocobnvie yuenuxku! Monodey, nacmoswuu
omauunux! 3apaboman ceorw nsamepky. OUEHKA COJICPKUT UHTEIUICKTYaJIbHBIN
AJIEMEHT, HO TIOXBaJjla YYMTeJIs HalpaBjeHa He TOJIbKO Ha paboTy ydamierocsi, Ho
U €ro 3HaHusl, MeHTaIbHbIe criocooHocTH (Uepnuk, 2002).

[loxBama W KOMIUIMMEHTHI MOTYT 3aTparuBaTh HE TOJIbKO Yy4ueOHbIE
CIIOCOOHOCTH M Hay4HbIE JOCTH)KEHHUS Y4Yallerocs, HO W €ro JMYHOCTHbBIC
KauecTBa, MOJYEPKUBAIOLINE CHIIY, YM, TAJIaHT, HAXOJYUBOCTb M CTOMKOCTb
y4arnierocs-co0ece/IHIKa.

['oBOpst 00 OLIEHOYHOM KATErOpuH, CIEAYET OTMETHTh, YTO HCCIEIOBAHUE
MOHATUSL  SI3BIKOBOM  OLEHKM JA€T BO3MOXHOCTb MPEANOJIOKUTh, YTO
MO3HABATENbHO-KIACCUDUIIUPYIOIIAas  JCSITENIbHOCTh  YeJlOBeKa  HaXOAUT
OTPAKEHUE B SI3BIKOBBIX E€JIMHMIIAX, B YACTHOCTH, B CJIOBAX, 3aKPEIUISIOIINX
Hapsy C pe3yJibTaTaMH MO3HABATEIbHOUN eI TEIbHOCTH YEIOBEKA U OTHOLIICHUE
MO3HAIOIIET0 CYOBheKTa K IMO3HAHHOW JACHCTBUTEIBLHOCTH; TaKUM 00pa3om,
OIICHOYHBIA KOMIIOHEHT BBICTyHaeT Kak oO0s3aTelbHbIi CEMaHTUUYECKUUN
KOMIOHEHT 3HaueHus cioa (Karepmuna, 2016).

OTHoOIIEHNE K YYeHHKaM, KaK K B3POCJbIM, TaKK€ UTPAeT CBOKO POJIb MPHU
JOCTHXKEHUM HeoOxoaumon  yuurteno 1nenud. Crenyromee oOpalieHue
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JEMOHCTPUPYET OTHOIIEHUE KAaK K JIIOASM, KOTOpPhIE OCO3HAHHO JIEJAl0T CBOM
BBIOOD: byoywue cmyoenmot! Byoywue cneyuanucmeot!

B nanHoM cimydae mOJOOHBIM BO3JCHCTBHEM YUHUTEIh BBIPAKAaET CBOE
0J100peHue.

Jl51g co3ganust TOBepUTEIbHON aTMOC(hepsl U OTHOLIEHUI MEXKIY yUYUTEIEeM
U YYCHHKOM, OOpalleHus TakKe MOTYT UTpaTh BaXXHYIO poiib. Mcnonb3oBaHue,
HanpUMep, CTUIIMCTUYECKH OKPAIIEHHON JIEKCUKH, BEACT K TAHHOMY PE3YJIbTaTy:
Puoioxu! Heooxku! 3onomxu!

[yTnuBas TOHATBHOCTh MOXET MOJJEPKUBATHCS YUUTEIEM MPU TOMOITU
UCIIOJIb30BAHUSI ~ CYIIECTBUTENIBHBIX  C  YMEHBIIUTEIbHO-JIACKaTEIbHBIMU
cypdukcamu. JlaHHOE BO3JCHCTBHE HE BHOCHUT B OOIICHHE TUCCOHAHC (-K- —
cypdukc cyObEKTUBHON OIICHKH).

[Toa TOHAJILHOCTHIO B TAHHOW CTaThe MOHUMAETCSl TEKCTOBAsI KaTEropus, B
KOTOPOM HAXOJUT OTpa)K€HUE IMOILMOHAIBLHO-BOJIEBAasl YCTAaHOBKAa aBTOpa IMPHU
JOCTH)KCHUH KOHKPETHOM KOMMYHHMKATUBHOM WEMU. ODTO TMCHUXOJOTHYECKAS
MO3ULIKA aBTOPA MO OTHOIICHHIO K M3JIaraeMoMy, a TAKXKe K aJipecaTy U CUTyaluH
obmenus (Koxuna, 2003).

NmeHa coOcTBeHHbIE (COKpallleHHast (opMa UMEHH, a TaKKe (opMa UMEHU
C YMEHBIIUTEIBHO-TaCKaTEIbHBIMU Cy(P(UKCaAMU) TAK)KE UTPAIOT OOJIBIIYIO POJIb
IIpY TOCTHXKEHUU TaHHOM uenu: Baneuka! Jlenouxa! Cepeowcxa! bopsa! Hamycs!

Cnemyer OTMETUTh, YTO UM COOCTBEHHOE SIBJSICTCS TpaHUIICH,
pazzmensitonied  ObITUE W MHOOBITHE, YHHMBEPCAIbHOE M HAIIMOHAJILHO
cnenupuyeckoe, Naxe «TOYKO», MECTOM, B KOTOPOM OHH DAa3JeisIIOTCS U
BCTPEYAIOTCS; WM TIO3BOJSIET B  ONPENEICHHOW CTEMeHW TPE/ICTABUThH
COIIMAJIBHBIN CTATyC, TyXOBHBIA MHp, HAI[MOHAJIBbHBIE OCOOCHHOCTH M T.I. Kak
UMeHyeMoro, Tak 1 umenymoiiero (Karepmuna, 1998).

JIist TOCTWOXKEHHST SI3bIKOBOTO BO3JIEHCTBUSI PA3TOBOPHBIE (HOPMBI MMEH
COOCTBEHHBIX B TMOCJIEJHEE BpeMs CTajau Oo0Jiee YacTO HCIOJIb30BaThCA B
opuIMaTbHOM OOLIEHUH MEXIY YUYWUTEIEeM M yYEHUKaMHu. DTO CIOCOOCTBYET
COJIMKEHUI0, PA3BUTHUIO OoJiee TerIol U HepopMalbHON paboueil 00CTaHOBKH,
MIPUBJICYCHUIO BHUMAHUSI B HECTAHIAPTHBIX CUTYAIUAX OOIICHUS.

HeoOxomuMo, oOAHAaKO, OTMETHTH, 4YTO MCIIOJBb30BaHHUE ITOJIOOHBIX
JTUMUHYTHUBOB B MEJAarOrMYECKOM JHCKYPCE MOXKET CIOCOOCTBOBATH CO3IAHMIO
KOMMYHUKATHBHOTO KOH(MINKTA MEXKIY YICHHUKAMHU.

OdeHp YacTO B MEJArorMYecKoM JHCKypce oOpallleHue 10 HWMEHHU
COTPOBOXK/IACTCS ~MPUTSKATEIHHBIM MECTOMMEHUEM U  TpUIaraTeabHbIM,
OJIMHOYHBIM TpunaratenbHbiM: Cawenvka! Ymnuya mos! Hacmenvka munas!

OObBITpBIBaHME JTACKATEIBHBIX (POPM MMEH COOCTBEHHBIX CIIOCOOCTBYET
WHTUMU3AIUN OOIICHHs, YTIyOJIeHUS JMYHOCTHOTO KOHTAaKTa, 4YTO, B CBOIO
ouepesib, BEIET K JOCTIKEHUIO TaKTHKH «COBMECTHOCTW». CUHMTaeTcs, 4To
MECTOMMEHUSL «MOW/MOS» YHNOTPEOISIOTCA TakKe IJisi TOro, 4ToObl MOKa3aTh
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OTHOIICHUE K BBI3BIBAIOIIMM JIMYHOCTHYIO CHUMIIATHIO YUYUTENS yUYCHHKAM W
peaNmu3yroTCs JaKe B CUTYallUH 3aMEYaHWS.

Oo6paienue o Gamminu — cBoeOpa3HOe MAaHUITYJIATUBHOE Mo3ercTBre. C
OHOW CTOPOHBI, OSTO CTaHAApPTHAs peanu3anus OQUIIHATBHO-ICITOBBIX
OTHOIIICHUH, UTO, OJTHAKO, HE BEJICT K YCTAHOBJICHUIO YMOIIMOHAIEHOTO KOHTAKTA.

C npyroil CTOpPOHBI, MJJi TPHUBICYEHUS BHUMAHHUS OTBJICKAIOIIETOCS
yUamierocsi y4MTelIb MOXKET HCIOJIb30BaTh CTUJIMCTHUYECKH OKpaIICHHOE
oOparieHue, B KOTOpoM (ammiusi agpecaTa yCHUJICHA TaKUMH CIIOBaMH, Kak
«eocnooica / 20CnoOuny, «mosapuwyy, «cyoapu u cyoapuviHuy. Takoe oOparieHue
B 3aBHCHMOCTH OT HWHTOHAIMU M TeMmOpa, MOXKET MNpuoOpeTaTh HPOHUYHIO
TOHAJBHOCTb.

Crnenyer, OTHAKO, OTMETUTH, YTO B CUTyaIlUU OOIIEHUS MEKIY YIUTEICM H
YYCHHKAaMH CEMaHTHKa JIFOOOTO0 M3 PACCMOTPEHHOTO BBINIE THUIA OOpaIieHUi
3aBUCHUT HE TOJBKO OT €€ (POpMBI, HO U OT MHTOHAIIMHM U TeMOpa M HaMEpCHHM
YAUTEJIA.

O0001mIeHue
Conclusions

Takum o00pa3om, oOpaieHue — caMblii SIPKUA W YNOTPEOUTETHHBIM
TUKETHBIA 3HaK (0OOLIAsiCh, Mbl HA3bIBAEM YEJIOBEKAa MO HMEHH, IO €ro
COLIMAJbHOMY CTaTyCcy, @O KakuM-IMOO WHIUBUIYaJbHBIM MpPHU3HAKAM).
Cnemnuduka oOpallleHusi COCTOMT B TOM, UYTO OHO IMPHUBJIEKAET BHUMAaHUE
co0eceTHuKa, OJHOBPEMEHHO Ha3bIBast ero. O0panieHue — Npu3biB, NOOYKACHUE
K KaKoMY-JI1M00 IeHCTBUIO, JOHECEHHE 10 aJipecaTa OnpeieJIeHHON nHpopmalu,
KOTOpasi HalpaBJieHa Ha BBI30B €r0 PEaKIIUH.

[Temarornueckuili TUCKypC — B3aMMOJCUCTBUE, HAIPABICHHOE HA PA3BUTHE
JUYHOCTH, TMPU HTOM MOTYT HCHOJB30BATHCS PA3IMYHBIE €r0  BUIBI:
IICUXOJIOTUYECKOE, MEKIMYHOCTHOE, COLMAIBHOE, BOCIIWTAaHUE, BO3JIEHCTBHE,
COTPYIHHYECTBO, BIIUSIHUE, WUHTEPaKLUs, oOuieHue, MOJIJIEPKKA,
MaHUNYyJIUpoBaHue U KOHPIUKT. Crienurka negarorndeckoro B3auMoAecTBHS
3aKJIFOYAETCsl B JUAJIOTOBOCTH OOILIEHMS, YTO OIpEAessieT BBIOOp CTpaTerui,
HaIlpaBJIEHHBIX HAa JOCTWKEHUE TapMOHUYHOIO JHAJIOTa MEXKIAY YYaCTHUKAMM
NeJaroru4eckoro IUCKypca.

[lenarorudeckoe 0OIEHWE MOKHO OTHECTH K cepe OOIIeHUsI 3HAKOMBIX
apyr ¢ apyrom mroged. OOpalieHue B MeJarori4eckoM JHUCKypce Kpome
NPUBJICUYCHUS] BHUMAHUSA OTPA)KaeT W OTHOILIEHWE K ajpecaTy. S3bIKOBbIE
CpEJIICTBA, UCIOJIb3yeMbl€ YUUTEIEM JJIsl TOCTHUKEHUS MEeAarornuyeckux lenei,
MOTYT OBITh JOCTATOYHO Pa3HOOOPA3HBIMU — OHHM MOTYT OBITh BBIPAYKEHBI
uMeHeM win ¢amMuiauen anapecata. Becbma BBIpa3UTENbHBIMU CTAHOBSTCS
oOpamieHusi € HMOIMOHAIBHO-OLICHOYHBIMU  Cy(p(dUKCaMU, OLEHOYHBIMU
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[PUJIaraTeJIbHBIMA M CYLIECTBUTEIBHBIMU, a TaKXKE MPUTKATEIbHBIMU
MECTOMMEHHUSMH, KOTOpPBIE BHOCSAT OCOOCHHO CYOBEKTHMBHBIA XapakTep B
KBAUTM(UKAIMIO agpecaTa MW, TaKUM O0Opa3oM, BBICTYIMAIOT HCTOYHUKOM
aHTPOIOIICHTPUYHOCTH, MMPEJACTABICHHOCTH «9YEJIOBEUECKOTO (DAKTOpa» B S3BIKE.

Summary

Vocatives are considered to be one of the main means of transferring an etiquette
meaning in a speech. The speaker imposes a definite role, a special type of
communication on an addressee. To communicate effectively one should understand an
addressee, where and how they spend time, what questions touch them, what they think
about themselves or the world around. By answering these questions a certain
communicative strategy is built which is connected with the whole intention of a final
aim of communication — the influence on the listener.

An official situation of communication suggests following certain norms or rules;
it is characterized by a conventional behavior of communicants. An unofficial situation
1s a model of a daily informal communication and the behavior here depends on the roles
and degrees of acquaintance of interlocutors, their perception of each other, degree of
their being sociable and so on.

The study of pedagogical discourse is done in some directions and according to
main scientific paradigms of contemporary linguistics: structural-functional,
linguaculturological and communicative-discursive approaches.

We consider pedagogical discourse to be an objective dynamic system of an
evaluative and meaningful communication between interlocutors of an educational
process. This system mainly functions in an educational environment.

Nowadays a language presents a great interest not only as an independent
phenomenon but also as a means of communication. In the course of a verbal
communication between interlocutors there is an exchange of information as well as a
manipulative influence. The latter is one of the main elements of an effective educational
process.

We believe that a verbal manipulation made by a teacher-manipulator promotes
improvement and an effective transformation of all the components moving an
educational process forward. It regulates a positive interpersonal communication
between a teacher and a pupil as well as within the class; it influences the work with the
educational material and its further presentation; it creates a favourable working
atmosphere during the lesson.

Effectiveness of a pedagogical communication is in the direct dependence from
the level of teacher’s knowledge of contact genres (genres of greeting, call to mutual
educational activities, formulae of consolidation of addressees, praise, joke, genre of
vocatives).

As forms of vocatives during the communication between a teacher and the pupils
there may be the words which can be called by one term only — nominations. Proper
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names, surnames, nicknames, special hypocoristic names, names of official relations
and so on.

So we suppose that the problem of manipulative internal verbal resources of
vocatives 1s actual which requires a comprehensive analysis and further study. The
results can lead to the bettering of teacher-pupil’s relations and improvement of
knowledge in the realms of pedagogical discourse.
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BUILDING STUDENT ENGAGEMENT IN TEACHING
AND LEARNING: AREAS FOR ENHANCEMENT

Alex Krouglov
London Metropolitan University, United Kingdom

Abstract. The paper analyses the engagement of students eawthers in developing a
community of practice and the role of the instdntin the process. Our research is based on
surveys of students and teachers conducted in 281fart of the EU-funded Erasmus+
research project Internationalisation and Moderrisa of Education and Processes in the
Higher Education of Uzbekistan (IMEP). The questiaires, developed by the project team of
researchers, aimed to identify the areas of sudokstident engagement and where students
did not engage actively in teaching, learning attteo university and extracurricular activities.
Our surveys of students and teachers provided tistiwe necessary information in order to
establish the reasons for successful and less ptiweaengagement of students. The results of
the surveys also showed some differences in teédéengagement of teachers and students
in the process of teaching and learning and hovh lgmoups viewed their involvement and the
role of the institution. Two case studies presebiesgtudents selected for this project showcase
their positive experience and confirm the resultoar study. While the article deals with
concrete data collected and analysed as part ofrédsearch, it addresses wider issues of
student engagement, the provision of feedback aalyses the role of the main players in the
process of teaching and learning enhancement.

Keywords: student engagement, Student Academic Represent¢BtAR), provision of
feedback, enhancement of teaching and learning.

Introduction

Student engagement in the Higher Education hasde@ral in the research
of many scholars (Astin, 1993; Bryson, 2014; Frddiet al., 2004; Gibbs, 2014;
Kahu, 2013; Nygaard et al., 2013; Pascarella & Ziein2005). The term ‘student
engagement’ is often substituted by other two segiyi close synonyms:
‘involvement’ and ‘participation’. However, the terengagement’ semantically
incorporates more; on top of activity it require=elfings and sense-making
(Harper & Quaye, 2009: 5he analysis of various definitions of the wide-
ranging term ‘student engagement’ and how variaubas approached it was
provided by Trowler (2010). Apart from definingshnultifaceted term, she aims
to establish why we need student engagement, whefiefrom it and what are
critical success factors. Harrington et al. (20aBgr further development and
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rethinking of the term as a “process that enaliledests to experience this more
collaborative, complex and nuanced version of edlmcawhich at its heart is
about engagement as learning, and learning as lnego(h07).

Many authors agree that this is a complex procéssava variety of factors
and circumstances may have an impact on the walgistsl engage in teaching
and learning, university life, employers, professiborganisations and wider
community (Bryson, 2014; Kahu, 2013). However campthe process of
engagement may be, the behaviours of students eawhing staff and their
diversity play crucial part in the way they all @gg and interact in teaching and
learning (Harrington et al., 2016).

HE institutions play a key role in the creatioreavironment and building a
culture which would encourage students to engagfe ali actors in the process
of teaching and learning and achieve success (§o&@05; Kuh, 2007;
Harrington et al., 2016). The role of institutidmss become even greater in view
of considerable shifts in the UK HE funding poliStudent engagement is usually
defined and communicated via relevant policiesha Quality Manual, the
Student Charter, the university mission or strat@tan. These documents set out
institutional responsibilities to provide a suitldearning environment and a
comprehensive range of support services for itdestts, and to involve students
in decision making processes. It is worth mentigrtimat some UK institutions
even developed more specific student engagemeategtes, e.g. Student
Engagement  Strategy 2015-19 at Leeds  Trinity  Usiwer
(http://www.leedstrinity.ac.uk/Key%20Documents/Stnt?o20Engagement%20
Strategy.pdf). It is therefore, one of the goalof IMEP Project has been to
identify the role of universities in encouraging darfacilitating student
engagement and propose guidance to HE instituioress Uzbekistan.

The engagement of major players and their motivasind attitudes were
central in our research which aims to establish Bwalents and academic staff
view their engagement in teaching and learningyersity activities and wider
community, and what role the institution playshistprocess, how it supports the
main actors and emphasises the importance of \saaotivities.

The above mentioned factors, the changing environnoé the Higher
Education and the need to assess the currentdégtlident engagement led us
to undertake this research and enabled us to fatmtlie main objectives. Apart
from establishing how the major players view thée rof the institution, the
research also addresses the issues related tothsign of feedback by students
and teaching staff and whether their feedback ¢ngi@ny changes. It specifically
aims to consider the frequency of feedback anatsogovered. The analysed data
will enable us to identify whether there is relmbhteraction between major
actors in the process of teaching and learning lamd HE institutions and
academic staff can enhance the culture of studegagement.
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Methods

Participants

A total of 144 university students and 33 teachetanteered to participate
in this study. Most students were female — 75 %eyT$tudied at the following
levels of study: Bachelor degree (junior year) —%4,1Bachelor degree (senior
year) — 36.1 %, Master degree — 16 %, and those alWteady graduated
represented 6.9 %. The students involved in thaystepresented all age groups
from 18 years to over 50 years old. The studemtsasjomore or less equally across
all age groups which reflected the diversity ofdstots at London Metropolitan
University. The student group of 20 — 30 yearswés the largest group in our
study — 43.9 % while the rest of students were lgapread between 30-40 and
40-50 groups respondents. Students representiragiety of subjects taught at
the university participated in the survey: Businé$salth, Psychology, Applied
Languages, Education, International Relations, MaMork, and Criminology.
However, the majority of students were from Soctdiences and Social
Professions.

33 teachers were involved in the survey from Bussn& Management,
Art & Architecture, Social Sciences and Social Bssfons, Applied Languages,
Media and Communications. They had various teacbxpgrience from 1 to 28
years, however the biggest groups were with expegi®f 5 years — 15.2 % and
25 years — also 15.2 %. 66.6 % of participants erele teachers.

Questionnaires

Questionnaires for students and academic staff developed by a group
of researchers as part of Erasmus+ IMEP Projett avitaim to contribute to the
internationalisation and further enhancement ofliuAssurance System in the
Higher Education of Uzbekistan through the develepmof continuous
professional development, student and employer ggrgant in teaching and
learning.

The questionnaires consisted of three parts: intbon, questions on
employer engagement and student engagement, aerddesigned to assess how
well students were prepared for their future caregrd how actively they were
involved in the life of their university. The infmation provided by students and
academic staff will be compared with other parunawersities in Greece, Latvia
and Uzbekistan at the next stage of the Projecinalhdssist in the development
of guidelines for employer and student engagem@ns paper, however, only
considers the results of student and academic saffeys at London
Metropolitan University.

The Questionnaire for students addresses the isduastitutional role in
supporting student engagement in various aspecatseérsity life, how often and
by what means students provide feedback, what &hegscover, whether they
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see any changes after the feedback is given, amdhan activities students are
involved during their academic year. In total, therere 7 groups of questions.

The Questionnaire for academic staff in a way madothe questions
addressed to students and asked about the irmtisuipporting various activities
related to student engagement, how often and tlyethgafeedback is provided,
what areas are covered in the feedback and whetaetbers of academic staff
see any changes after the feedback is given.

In a nutshell, our research aimed to analyse howirtdEtutions support
student engagement, whether students and acadefiiare given opportunities
for the provision of feedback and whether the ptedi feedback leads to any
changes. In addition, we explored the issues afestuand staff engagement in
university life and wider community.

Procedure

Recruitment of participants was carried out by aoad staff involved in the
IMEP Project. Each participant agreed on an infalroensent stating that the
participation was voluntary, that individual anss/avill be reviewed only by
members of the research team directly involvechengroject, that no personal
information that could be used to identify the mapants would be asked during
the survey. Participants were also assured thatethdts of the survey will be
presented only as an aggregated statistical aBalysi

The results of the survey were analysed by two seafmesearchers working
on employability and student engagement. Sinceeteas a combination of
numerical data and comments from respondents, #search involved
quantitative and qualitative data analysis. In oreclarify and confirm the
results of the surveys two students were selectethé provision of case studies
of good practice and their views on the issueduwfent engagement at the next
stage of the research.

Results and discussion

The role of institutions and the HE system as ale/i®central in creating
the culture and environment of student and teaatiare engagement in teaching
and learning. This role is becoming even greateview of the changing
landscape in the Higher Education and the growamgomerist approaches when
engaging with learning (Kandiko & Mawer, 2013). §kechanges call for
rethinking engagement types proposed by Pike artd (R005) and developing
new fit-for-purpose strategies.

Our research addressed the question as to hownstieution empowers
student engagement. As shown in Figure 1, 80 %tunfesits agreed that the
university ensures that they take full respondipifior their learning. This
empowerment of students is important for encougdime use of a variety of
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methods and approaches in shaping the culture uofest engagement thus
enabling flexibility in view of student diversityower figures in the other two
qguestions about developing a sense of belongingeacduraging students to
make active decisions about how you study as veetha answers to questions
about being part of the community may require semeancement procedures
and actions at institutional level. However, thsutes of the survey may not be
conclusive enough since many Bachelor degree stsijenior year) participated
in the survey who might not have had the time tgage either at the course or
university level. Senior year and Master degredesits showed higher results in
their replies to questions in this part of the syr\thus clearly indicating a more
pro-active engagement in most areas.

70.00%

60.00% -

50.00% - mvery much

40.00% - m quite a bit

30.00% - some

mvery little

0f -
20.00% Not at all

10.00% - m Don't know

0.00% -
Taking responsibility for Developing a sense of Making active decisions
learning belonging about how you study

Figure 1Students replies to the question “How much did youmstitution emphasise the
following activities?”

The role of feedback has been identified as cruciathieving teaching and
learning goals and objectives. It is thereforetalsre four questions targeting the
issue of feedback to students and academic sta#. questions specifically
address the frequency and the format of feedbatlat aspects are usually
covered in the feedback, and whether respondemtsasg changes after the
feedback is provided. If 84.8 % of academic stefflies show that they provide
feedback twice or more per year, only 57.6 % ofistis think they provide
feedback twice a year or more regularly — see Ei@uiOne of the reasons could
be that many junior year Bachelor students pasditeigh in the survey who did not
have an opportunity of providing feedback at thgitw@ng of their course. Some
of them provided additional explanations in theiestionnaires that they had not
had an opportunity of providing feedback yet. At #ame time, it should be noted
that 89.6 % of students confirmed that they prodide®dback at least once a year.
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Frequency of feedback

10.40
m Once a year

® Twice a year
36.80% More often

Never

Figure 2Student survey: How often are you asked to providéeedback during the
academic year?

The results of our research showed that 72.9 %tuafests specifically
pointed out that they provided the feedback throggéstionnaires and over a
third of student-respondents (36.1 %) mentionedildaek meetings through a
group of representatives, while 12.5 % providedllbeek by writing to academic
and administrative staff and 13.2 % of respondpuatsother’ in their replies —
see Figure 2 for more details. In marked cont@students, 84.8 % of academic
staff provided feedback through the meetings anly d8.5 % mentioned
guestionnaires. It looks that academic staff prevftkeir feedback through more
channels to both students and senior managersdamdiatrators at the university.
42.4 % of academic staff provided feedback in wgtand 30.3 % used other
channels of communication. These findings show socensistencies especially
since the selected students for our project spadlfi mentioned the importance
of meetings with student representatives for prnogdcomprehensive feedback
on various issues related to their teaching anahileg.

During meetings
m students

" m academic staff
In writing

Other

I'|"

0.00% 10.00%20.00%30.00%40.00%650.00%660.00%70.00220®.00%
Figure 3How the feedback is provided during the academic y&?
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As shown in Figure 4, 72.9 % of students identifiedching as the main
topic in their feedback, other important issuesuded the following: assessment
(67.4 %), facilities (43.8 %), administration (424), library (35.4 %) and IT
(28.5 %). It is interesting that teaching (96.9 &yl assessment (87.5 %) made
the major part of feedback given by the acadenatff.ddowever, our research
acknowledges that administration is also importarthe feedback provided by
teachers — 75 %. Overall, academic staff provideerholistic feedback and tend
to include other aspects which have an impact achieg and learning: facilities
(68.8 %), IT (62.5 %), library (56.3 %) due to theale in the process of teaching
and learning.

Teaching
Assessment
Facilities
m Students
Administration = Academic staff
Library
IT

0.00% 20.00% 40.00% 60.00% 80.00% 100.00% 120.00%
Figure 4Aspects covered in feedback by students and acadensitaff

With regards to changes after the feedback wasgedy66.4 % of students
and 75.9 % of staff replied that they saw chan@esnewhat lower figure for
students can be explained by the number of juriladents who participated in
the survey and may not have had enough experiang@versity life.

In the last part of the questionnaires, studentssamademic staff were asked
about their engagement in various university aiigi Students were asked about
developing a joint community of students and teegh#heir contribution to
course improvement and helping other studentswveweent in other university
activities, participation in extra-curricular ando-curricular activities,
community-based projects, contribution or a prestesrt at an event. If academic
staff showed active participation in almost aliaties, students were more active
in contributing to joint community of teachers atddents (61 respondents) and
helping other students (55 respondents) — seed-lgyfor more details.
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Students

Contributed to a joint community of staff an
Worked with staff to make improvements to t
Helped other students (paid or voluntar:
Involved in other university activities, e.
Participated in community-based proje
Participated in extra-curricular or co-curricul

Organised/made presentations at stud

0% 5% 10% 15% 20% 25% 30% 35% 40% 45%
Figure SInvolvement of students in various activities at tle university

Survey results showed that there is room for endraeat in some areas
directly or indirectly linked to student engagemestudents could involve more
actively in community-based projects and numerausausity activities which
would enhance their learning and ensure betterrstateding of a wider context.

Feedback from selected students

As part of our IMEP Project and in order to suppmrt findings based on
the analysis of surveys, two students were selentdcasked to present two case
studies showcasing positive experience of studegagement at the university.
In consultations with their peers they produced tase studies of good practice
in student engagement.

One of their case studies covered the system ofleGtuAcademic
Representatives (StARs). Students on each cowsetbeir StAR who makes a
difference to the lives of London Metropolitan Uaigity students by raising
issues around specific course-related areas sudbt@sfeedback, IT issues,
accommodation, library resources or anything elsievmay have an impact on
teaching and learning. Each StAR is responsibleg&tinering the views of their
classmates, identifying and formulating the masuées and presenting them to
the course team or course committee at the untyevkich consists of academic
staff involved in the teaching the course, IT arnloréry representatives. StARs
present issues on behalf of all students and tegethh the academic staff and
other colleagues discuss possible ways to rettéhctirrent situation. They report
back to classmates about the decisions of the eoww@m/committee, share
information and work closely with the course leadgris is an opportunity to
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work closely with staff, university management, ®eidents’ Union and the
National Union of Students (NUS).

Another case study of good practice dealt with plagticipation in the
Student Council which is the main representativaytaf the Students’ Union. It
iIs made up of around 89 students who representd&uof constituencies from
across the university. The Student Council is therdiscuss and debate issues
which are of interest or concerns to studentsaft @ise its concerns to and be
consulted by the university.

It is important to note that these case studiestidted our data gathered
during the survey. They showed that these actsvaiger further development of
skills which enhance their learning and further Eyment opportunities. Among
the skills they developed, students particularlsessted the importance of
communication, interpersonal, teamwork skills whiehll benefit students in
transformative and sustainable ways” (Harringtonaket 2016: 115). Active
involvement in these activities provides them wittiuable experience for their
learning and future employment.

Conclusions

Our research analysed only some factors or rattéersain creating the
culture of student engagement. The analysis ofdtita confirmed Trowler’s
argument that “it does not happen by magic” buuimes certain prerequisites
which ensure active engagement in teaching anditea(2010: 36). Institutions,
academic staff and students need to work closejgther in order to create the
fertile ground for students to engage and maxirtnseeffectiveness of teaching
and learning.

One of the main findings of this research is thathlstudents and teachers
responded positively to the work of the instituttorenhance communication and
engage actively in teaching and learning. Both gsowere actively involved in
the provision of feedback to each other on a nurabesues, while teaching and
assessment were identified as the main topicsaiistinveys conducted by us.

The research confirms that the university suffitieremphasises the
importance of students’ responsibility for theiafdeing, however our data also
shows that there is a scope for enhancement iaicesspects of shaping the
community of staff and students and creating theaphere of being part of the
community. The idea of creating an inclusive envinent for engagement with
teaching and learning was developed by scholatisarfield of education (Kuh,
2005; Markwell, 2007), and students would like ¢& snore active involvement.
The university has to enhance the environmentyaelestrategies and offer new
opportunities in the changing landscape of the elidggducation in the UK. Even
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small enhancement will make a big difference t@aities involved in the process
of teaching and learning.

Our survey showed that students engage with fe&divad understand its
importance for continuous enhancement of theirregcand learning. 89.6 % of
student respondents provided feedback at least dweeg the academic year.
This figure could be even higher provided the syic@vered only Master degree
and Bachelor degree senior students. While themhajuf student-respondents
provided feedback through questionnaires and dunegtings, academic staff
respondents pointed out that the feedback was ymgis#n during the meetings —
over 80 %. Both academic staff and students considat teaching and
assessment constitute key areas of feedback.

The analysis of the surveys and the case studépsiperd by selected students
show that the feedback channelled via StARs ic¥ie, especially since student
representatives have an opportunity to discusesssith staff and establish ways
for improvement during course committee meetingss Bpproach empowers
students and enables them to contribute to theimtamts enhancement of
teaching and learning and engage creatively inouaractivities together with
academic staff and colleagues working across thersity.
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IMMPO®PECCHUOHAJIBHAS MOATIOTOBKA BYJIYIHIUX
YUUTEJENU TEXHOJOTUMA HA STAIIE
BXOKJIEHUS YKPAUHBI B EBPOIIENCKOE
OBPA3OBATEJBHOE MIPOCTPAHCTBO

Future Technology Teachers’ Professional Training iTerms of
Ukraine's Integration into the European Educationgbpace

Vira Kurok

Galyna Voitelieva
Glukhivskiy National Pedagogical University, Ukrain

Abstract. The peculiarities and tendencies of educationalcspdevelopment in countries of
Europe were characterized in the process of stugyire European experience of future
specialists’ professional training. The currenttstaf future Technology teachers’ professional
training in Ukraine was analyzed. The congruencthefUkrainian educational system to the
requirements of the European educational space established. The ways of improving the
professional staff training for the purpose of Boean integration are defined.

Keywords: professional training, Technology teacher, edumadi space, euro-integration,
Bologna process, educational standards.

BBenenue
Introduction

B nocnemHee  BpeMs  CYIIECTBEHHO  AKTMBU3HMPYIOTCS  IPOLIECCHI
rno0anu3aluu U KyJbTypHO-0Opa30BaTeNbHONM HMHTErpaluyd HapoJoB. B Takux
YCIOBUSIX OTHEJIbHBIE CTPaHbl HE MOTYT paboTaTh M Pa3BUBAThCA 0€3 €IUHBIX
no/AX0/10B. PemuTh npobiieMy MOKET CO3aHUE «EBPOMEHNCKOTro MPOCTPAHCTBA», B
YaCTHOCTH B c(epe 0oOpazoBaHus. ba3oBble MOMEHTHI JTaHHOM UIEU H3JI0KEHBI B
bonoHckou nexiapanuu.

[TonroroBka Oyaynmx npohecCuOHAIOB B PA3IMYHBIX chepax AESITENbHOCTH
BoOOIIe M OyAymMX YYHTeNed TEXHOJOTMH B YaCTHOCTH HE BO3MOXKHa 0e3
OopueHTaIK Ha 6a30Bble TPEOOBAHUS €IMHOTO 00Pa30BaTEIBLHOIO MPOCTPAHCTRA.
@opMHUpPOBaHUE TAKOTO IPOCTPAHCTBA OXBATHIBAET PSAJ 3TANOB, KOTOPHIE MHOTHE
eBPOIMEHCKNE CTpaHbl yXKE MPOILIN: BHIPAOOTKA €IUHOW CTPYKTYPHl U YpPOBHEH
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CHUCTEMBI BBICIIET0 00pa30BaHUs; OJMHAKOBBIN MOAXO0] K U3MEPEHUIO TPYA03aTpaT
OpU OCBOEGHHMU O0pa30BaTEIbHBIX MPOTPAMM; CO3JAAHHE EAMHONW CHCTEMBI
OLICHMBAHUS pE3yJNbTaTOB oOOyueHus. BxoxaeHne VYKpauHbl B €IUHOE
o0Opa3oBaTellbHOE MPOCTPAHCTBO MpPEIoJiaraeT BHECEHNE NU3MEHEHUN B CHCTEMY
IIOATOTOBKY YYHUTEJIEU TEXHOJIOTHUM.

Heab crarbm cocTOUT B OOOCHOBaHWM TMyTell TMpodecCHOHATHLHOM
MOATOTOBKM  OyAyIIUX Yy4YUTEIEH TEXHOJOTHH C y4eToM TpeOOoBaHMIA
eBPOINEHCKOT0 00pa30BaTeILHOTO MPOCTPAHCTBA.

O0bekT wHccaenoBaHWs: Tpoliecc MpodecCUOHATBHOM  MOJATOTOBKH
OyIyIIMX CHEIUATUCTOB B 00JaCTH 00pa30BaHMUs.

IIpeamer ucciaexoBaHus: cojiepkaHue MNpPodhecCUOHATBLHOM IMOArOTOBKH
OyIyImMX y4uTeJaeld TeXHOJIOTHH Ha dTare BXOXKJICHHUS YKpauHbl B €BPOICHCKOE
00pa3oBarebHOE MPOCTPAHCTBO.

I'mnore3a mcciaeg0BaHMsA. COBEPIICHCTBOBAHUE COJEPIKAHMS IMOATOTOBKHU
OyAylmHMX y4uTelIe TEXHOJOTUH C YYETOM EBpPOMNEIHCKOro OIbITa YCKOPHT
BXOXJCHHE Y KpauHbl B 00pa30BaTeIbHOE MPOCTPAHCTBO EBpoOIIbI.

MeTtoabl uccJie10BaHus
Research methods

N3ydyenne HOpMATMBHUX JAOKYMEHTOB, HAYYHOM, HAYyYHO-IEAArOTUYECKOH,
yuyeOHOW auTepaTypbl IO MNpoOJeMe HCCEAOBAHUS, aHAJINU3, CUCTEMAaTH3alus,
00001IeHHE.

Pe3y.JIbTaTI>I HCCJICJ0BaAHUSA
Results of research

[Ipo6nembl npodeccroHanu3aiyi BBICIIETO MEAarornyeckoro 00pa3oBaHus
npeOBIBAIOT B IOJIe 3peHUs 3apyOeKHBIX yueHbx J[x. PaBena (2002),M. Tposa
(2001), A. Xyropckoro (2017), u np. Cpeanm yKpamHCKUX YYCHBIX ITaHHOM
npo0ieMoii 3anumarorcs B. Kpemens (2004),H. Huukano (2008)u ap.

Crpareruss uHTerpauuu YKpaunsl B EBpomelickuii coro3 o00o3HaumiIa
OCHOBHBIE HAIPaBJICHUS! KYJIBTypHO-00Pa30BaTEIILHOTO W HAyYHO-TEXHUYECKOTO
BHE/IPEHHS €BPOMNEICKIX HOPM U CTaHAAapTOB B 00pa3oBaHME, HAYKY U TEXHHKY,
penpe3eHTallud ¥ PacHpOCTPAaHEHUsT COOCTBEHHBIX KYJIBTYPHBIX M Hay4dHO-
TexHu4Yeckux gocTiwkeHnii B EC. DTu Bompochl Halumd OTpaKeHUE B
HOPMATHBHBIX JOKYMEHTaX B OO0JIACTH pa3BUTUS HAIMOHAJIBHOTO BBICIIETO
oOpa3oBaHus, B yacTHOCTU: HannoHanbHOM cTpaTeruu pa3BUTHS 00pa3oBaHUs B
VYkpaune Ha nepuon mo 2021 roma (2013 r.), 3akone Ykpaunsl «O BbICIIEM
obpazoBanumn» (2014r.) u ap.
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AHanu3upyss ~ COCTOSIHME  BbIcIIero  oOpa3oBaHMsl B YKpawuHe,
M. 3. 3ryposckuii, pektop HTYY «KII1», akanemuk HAH Ykpannsl ormeyaer,
YTO TOCYJApPCTBO JOJKHO YCTPAHUTh CYIIECTBEHHBIE AUCIPONOPLHMH CHCTEMBI
BbICIIEro 00pa3oBaHus. K riiaBHbIM U3 HUX OH OTHOCHUT: OTCYTCTBUE COOTBETCTBHUS
00pa3oBareNbHO-KBATM(DUKAIIMOHHBIX ~ YpOBHEH  OakalaBpa M Marucrpa
TpeboBaHMsM paboToIaTeNel, HEONPEAEICHHOCTh MECTa STUX YPOBHEHN Ha PbIHKE
TpyJda, H30BITOYHOE  KOJMYECTBO  HAIpaBJiCHUM,  CIEHUATBHOCTEH U
crienuann3aluii Beiciien mkosbl. Kak otmeuaer aBTop, B YKpanHe cylecTByeT /6
HaIpaBJeHUI MOJTOTOBKHU CHEIUAINCTOB U 584 crienuaibHOCTH, 10 KOTOPBIM 3Ta
MOJITOTOBKA OCYILECTBIsIETCs. DT0 B 2—2,5 pasa mpeBbllIaeT aHAJIOTMYHBIC
nokasatenu B CIIIA, Aurmuu, SAnonun (Zhurovs’ky, 2009).

[Tonmucanne VYkpamHoW bONMOHCKOW JA€KIIapaluy, HANpaBJICHHOM Ha
CTPYKTypHOE peOpMHUPOBAHUE HAIIMOHATIBHBIX CUCTEM BBICILIETO 00pa30BaHUA U
CO3/IaHHE €IMHOTO E€BPOMEMCKOro Hay4yHO-0O0pa30BaTEIbHOTO MPOCTPAHCTBA,
OTKpBIBa€T OJHO M3 HANpaBJICHUWW HHTErpauuu YKpanHsl B EBpomy. En
MPENOCTABISAETCS peaibHasl BO3MOXHOCTh IOJYYHTh PABHOIPABHBIA CTaTyC B
€BPOIEICKOM 00pa30BaTEIbHOM MPOCTPAHCTBE, KOTOPBIN OMpenesnseT pa3BUTHe
CTpaHbl Ha LEeJ0€ NoKoieHue Brnepen. [loauTuka yKpauHCKOro MpaBUTENIbCTBA B
Hayasie XX| Beka W mnpucoeanHeHue K bojoHckomy Tmpoiieccy omnpenenuiu
pedopmaTopckue maru YKpauHbl K €BpONEUCKOM HHTErpaluu B cepe BBICIIETO
oOpazoBaHus. OTo Tpexiae Bcero HoBasg duiocodus 00pa3oBaTEIbHOM
NesATEeIbHOCTH, HOBbIE MPUHIIMIIBI OpraHu3alui y4eOHOro Mmpoliecca, HOBbIM THI
OTHOILIEHUN MEXAY IPENOAABaTeIeM U CTYJI€HTOM, 3TO, B KOHIIE KOHIIOB, HOBBIE
TEXHOJOTHH OCBOCHMSI 3HAHUM U MOJIHAS TIPO3PAYHOCTh Y4eOHOTr0 mpoiiecca.

[TocTenenHo YkpanHa JBUKETCS K BBITIOJTHEHHUIO OOJIOHCKHMX COTJIAIICHUN W
B COOTBETCTBUM C HMMHU B CTpaHE BOIUIOIIAETCS B JKU3Hb BBICHIMX Y4YEOHBIX
3aBelleHuI psia peOpMaTOPCKUX MIAroB. DTO BBEJIEHUE KPEAUTHO-MOIYJIBHOM
cUCTeMbl OOydYeHHs, YTO TMO3BOJIIET MAaKCHMAaJlbHO KAayeCTBEHHO YCBaWBAaTh
y4eOHbII MaTepual 32 MUHUMAJIbHBIN CPOK, UCIOJIb3YsI CTPYKTYPHO-JIOTHYECKOE
W3JI0KEHUE CIIOKHBIX U BOXXHEHIIUX TEOPETUYECKUX MOJIOKEHUN JIOTHUYECKUMHU
4acTSMH — MOJYJISIMU; OCO3HAHHUE 3HAYECHUS IUIAHUPOBAHUIO CBOETO BPEMEHU U
dbopMHpOBaHKE COOTBETCTBYIOIIMX YMEHUH; MOBBIILICHUE HHTEpECa U yTiyOJieHne
3HAHUM 10 HAamNpaBJICHUSIM, KOTOpble Haubojee BOCTpeOOBaHbI B Oynaylieit
MPAKTUYECKON JEeATEIbHOCTH; YCHUJIEHHE POJId CAMOCTOSITENbHOM paboThl B
npodecCHOHaNbHON  TMOATOTOBKE  CHEHHAINUCTa, (OPMUPOBAHUE HABBIKOB
CaMOCTOSITENIbHOTO MPUOOPETeHHs HOBBIX 3HAHUM W YMEHHUH; BO3MOKHOCTD
CHUCTEMAaTHYECKOTO KOHTPOJISA 3HAHUU CTYJECHTOB.

OpauM u3 TpeOOBaHUN EBPOIEHUCKOro 00pa30BaTENBHOTO MPOCTPAHCTBA
SBJISIETCS. NIPO3PAYHOCTh M JIETKOCTh JJIsi MOHUMAaHHWS JUILUIOMOB, CTENEHEH u
KBaJM(DMKALIMIA; OPUEHTALINS TPEUMYIIECTBEHHO Ha JBYXCTYNEHYATYIO CTPYKTYPY
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BBICIICTO OOpa3zoBaHusi (0OakamaBp, Marucrp) Kak YCJIOBHE MOBBIIICHUS
KOHKYPEHTOCTIOCOOHOCTH CIIeIIHATTUCTOB.

Kaxkas e cuTyamus 1mo 3ToMy BOIPOCY B Hamel ctpane? B cooTBeTCTBUU C
[TonoxenueM 00 00pa3oBaTelIbHO-KBATM(DHUKAIMOHHBIX YPOBHAX (CTymeHYaToe
o0OpasoBanne) OKY «OakanaBp» cuntaeTcs 0a30BbIM, TO €CTh HEITOJIHBIM BBICIIIHM
oOpazoBaHWeM, W MpeIyCMaTPUBAET NPOJJICHHE OOYyYEeHHs] TO MPOTpaMMe
crieruanucta wim mMaructpa. CaMOCTOSITEIBHOCTh 0akallaBPCKOW IMPOTPaMMBI
JIOCTaTOYHO  OTHOCHTENbHA.  TpYyIAOYyCTpOMCTBO  OakalaBpoB  SIBISIETCS
npoOIeMaTUYHBIM, TTOCKOJIBKY MOTPEOHOCTH phIHKA TpyJla B OakajaBpax elie He
chopmupoBanbl. OOBIYHO TPEOYIOTCS CIIEIMAIUCTBI C BBICIITUM 0Opa3oBaHueM 0e3
yKa3aHUs CTEICHH. Takue BhIpaKEHUsS, KaK «HY)KHbI OaKaJlaBpPhI» WIIH <HYKHBI
MarucTpbI» HE YIOTPEOISIOTCS.

B o6mecTtBe eme He BbIpabotancs auddepeHIMpoBaHHBIA MOAX0A K
pa3IMYHBIM YpPOBHAM OOpa3oBaHMs KaK B MOpPAJIbHOM, TaK W MaTepUaTbHOM
TJIaHax. Mexanuszm BOCTPEOOBAHHOCTH pabOTHUKOB BBICOKOTO
po(eCCHOHATLHOTO YPOBHS HE pabOTaeT: JIUITY, MOJYyYUBIIEMY KBATU(DHUKAITHIO
MarucTpa, He MPEIOCTABISIOTCS O(DUIMAIEHO y3aKOHEHHBIE Tpe(pepeHIIny B BUIC
OTJINbHBIX HAYaJIbHBIX JOJDKHOCTEH, BBICOKOM 3apa00THOM MJIAaThl U TOMY
nonoonoe (Desiatov, 2014).

3akonom Ykpamubl «O BeiciieM oOpazoBanuu» (2014r.) mpenycMoTpeHo
pasrpaHUYeHHUE CIEIYIONUX YPOBHEW BBICHIETO OOpA30BaHUS. HAYaJIHLHOTO
(kOopOoTKOTO IMKJIA) BhICIIEr0 00pa30BaHus; MEPBOro (0akalaBpCKOro); BTOPOTO
(MarucTepckoro); Tperbero (0Opa3oBarebHO-HAy4YHOTO U HayuHOro). [Tosryuenue
BBICIIET0 OOpa30BaHMsS HAa KaXJOM YpOBHE IMPEAyCMAaTPUBAET YCIEIIHOE
BBINOJIHEHUE CTYJCHTOM COOTBETCTBYIOIIEH 00pa3oBarebHOM (00pa3oBaTeIbHO-
npoeCCHOHATLHON WM 00pa30BaTeIbHO-HAYYHOM) WM HAyYHOU MPOTrpaMMbl U
SBJIIETCSI OCHOBAHUEM JJISl MPUCYKICHHUSI COOTBETCTBYIOIIEH CTENEHH BBICIIETO
oOpa3oBaHus: miagmui OakanaBp, OakanaBp, MarucTp, AOKTOp ¢umocoduw,
JIOKTOP HayK.

[ToaroToBKa OyayIIero yuuTemns TEXHOJIOTHH IO CUX MOP B BBICIIIUX YICOHBIX
3aBEICHUSX YKpPaWHbl OCYIIECTBISACTCA IO YETHIPEM YPOBHSIM  BBICIIIETO
oOpa3oBaHMs, a MMEHHO: MJIQAIIMN CIEIHUAUCT, OakajgaBp, CHCIHAIUCT H
MarucTp.

ba3oBbIM TOCYAapCTBEHHBIM HOPMATHMBHBIM JIOKYMEHTOM JUISl KaXKJO0ro
ypOBHsSI  0oOpa3oBaHusi  siBisieTcsi ['ocynapCTBEHHBIM  CTaHIApT  BBICIIETO
obOpazoBanus. Jlo cux mop oH BkiIouyan OOpa3zoBaTeabHO-KBATHU(PUKALMOHHYIO
xapakTepuctuky u O0pa3zoBaTenbHO-MPOGHEeCCUOHATBHYIO IPOrPAMMY.

Oo0pasoBareibpHO-KBaIM(UKalmonHas xapakrepuctuka (OKX) orpakaer
COIMAJIbHBIN 3aKa3 HAa YYUTEIS U YCTAaHABIMBAET OTPACIIEBbIe KBAIU(PUKAIIMOHHBIE
TpeOOBaHMUS K COLMAJIBHO-TIPOM3BOJICTBEHHOW JESATEIbHOCTU BBITYCKHUKA
BBICIIETO y4eOHOTO 3aBe/ieHus. B Heil 0000marTcs TpeOOBaHMsI B COOTBETCTBUH

252



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Confere. Volume |, May 36-27", 2017. 249-259

C OCHOBHBIMH LIETISIMHU, KOTOpbIE (POPMHUPYIOT COAEpkKaHHE €ro 00pa3oBaHuUs, TO
ecTb TpeOOBaHUS K KOMIIETEHTHOCTH (3HAHUSA, YMEHHs), MHPOBO33PEHHUIO,
oOlIecTBEHHBIM U IpodeccrnoHanbHbIM KadecTBaM. OKX conepkuT nepedeHb
HOPMAaTUBHBIX JOKYMEHTOB, HAa KOTOPbIE JIETAIOTCSl CCHUIKH; MPOU3BOCTBEHHBIX
(YHKIMI, TUOUYHBIX 3a/ay IEJaroruuyeckoil NeATeIbHOCTH M YMEHHMH M0 X
PELICHUIO; CIOCOOHOCTEN peraTh MPOOIEMBI U 3a/1a4H COLIMAIbHON 1€ATEIbHOCTH
U YMEHHUH, KOTOpBIE SBISIOTCS OTPAKEHHEM HAJIMYMsl 3THUX CIOCOOHOCTEN;
TpeOoBaHUM K TpodeccuoHaIbHOMY OTOOpY; TpeOOBaHHI K TOCYyIapCTBEHHOM
aTTeCTallMy BBITYCKHUKOB BBICHIMX y4eOHBIX 3aBeAeHMH. Takum oOpazom, B ee
OCHOBY IIOJIOXKEHO 3HAHMEBO-NIOHATUHHBIA MOAXOA. IlIpoBeneHHb aHanus
JNENUCTBYIOLIUX ObpazoBarenbHO-KBATU(UKALUOHHBIX XapaKTEPUCTHK
NOJTOTOBKUA OYAYIIMX Y4YUTeled TEXHOJOTUH Ha pa3HbIX 00pa30BaTEIbHBIX
YPOBHSIX MTOKa3aJj, 4YTO OHU HETOCTATOYHO YUUTHIBAIOT MOTPEOHOCTH COBPEMEHHOM
IIKOJIBI, COLIMAJILHON U KYJIBTYPHOU cdep oluiecTBa. BeneacTBue 3Toro BO3HUKIO
HECOOTBETCTBUE MEXKIY CO3JJaHHOW MOJEIBIO YUUTENS TEXHOJIOTUN U pealbHbIMU
TpeOOBaHUSIMU K HEMy, 4YTO SBJIAETCA OJHOM U3 CYUIECTBEHHBIX HPUYUH
HEKOMIIETEHTHOCTH €r0 Ha paboueM MecTe.

OO0pa3oBarenbHO-IpOQeCCUOHAIbHAs MporpaMma IOATOTOBKH — YUMUTENS
TEXHOJOIMM COOTBETCTBYIOIIETO YPOBHS BBICIIETO OOpa30BaHUsl SBISETCS
rOCyJIapCTBEHHBIM HOPMATUBHBIM JIOKYMEHTOM, B KOTOPOM YCTaHaBIIMBAIOTCA
TpeOOBaHUS K COJEp)KaHUIO, O0BEMY M YPOBHIO O0pa30BaTEIbHOW U
npodeccuoHanpHOM mOAroToBKU. OHa HCNONB3yeTCs MNpU  pa3paboTKe WU
KOPPEKTUPOBKE COOTBETCTBYIOMIMX YYEOHBIX IJIAHOB W MPOTpamMM y4eOHBIX
TUCHMIUIMH,  pa3pabOTKe  CpeACTB  JHWAarHOCTUKA  ypPOBHS ~ KayecTBa
00pa3oBarenbHO-TIPO(HECCUOHATTFHON ~ MOATOTOBKUA  yYUTENS;  ONPEICIICHUH
collepkaHusl oOyueHus Kak 0a3bl JJiA OBJIAJICHUS HOBBIMH CIIEIUATBHOCTSIMH,
KBaTM(UKALMSAMH;  OMNPENCIICHUH  COACpX)aHUs  OOydeHHsT B  CHUCTEMeE
NEPENOArOTOBKM W TOBBIIICHUS KBaJU(pUKAIUU. AHAIU3 ACHCTBYIOIIUX B
VYkpaune OOpa3zoBaTenbHO-IPOPECCUOHATIBHBIX IPOrpaMM, IO  KOTOPBIM
OCYIIECTBIISAETCS MOATOTOBKA OyIyIUX YUYUTENIEH TEXHOIOI UM, T0Ka3all, 4YTO OHU
HEJOCTAaTOYHO  YYMUTBHIBAIOT  OCOOEHHOCTH  IPAKTUYECKOH  JESATEIbHOCTH
COBPEMEHHOI'0 yUUTENsI TEXHOJIOTHM, a 3HAYUT, OOECIEUNBAIOT HEAOCTATOYHYIO
€ro MmoAroToBKy. B To ke Bpems ydyacTue BbIcIIEro oOpa3oBaHUs YKpauHbI B
OO0JIOHCKUX MpeoOpa3oBaHMIX JOKHO OBITh HAIPABJIEHO HA €T0 MEPCIEKTUBHOE
pa3BUTHE U NPUOOPETEHHE HOBBIX EBPONEHCKUX IPU3HAKOB, CPEOU KOTOPBIX
BaXHOE€ MECTO MNPUHAMICKUT MAKCUMAJIbHOMY MPUOIMKECHHIO COACPKAHUS
MOJIFOTOBKU YUUTENsI TEXHOJOTUHN K €ro Oy IyIiel MpakTUYeCKON JesITeIbHOCTH C
y4eTOM ee Crenuuuecknx 0COOEHHOCTEN 1 TpeOOBaHUH.

Kakoro e yuuTens aeT yKpauHCKas Ikona cerogHs? OTBET Ha 3TOT
BONPOC JOJDKHBI 1aTh HOPMAaTUBHBIE TOKYMEHTHI, 0 KOTOPHIM pabOTaeT IKoja
CETOHS U KOTOPBIE OMPEENSIOT HAIIPABJICHUS €€ Pa3BUTH B OyAyIIEM.
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Ceromus B YkpauHe oOireoOpa3oBarenbHbie yueOHble 3aBeaeHus |l u Il
CTyNeHe# paboTaloT B COOTBETCTBUHM C TOJOXECHUSIMH [ OCymapCTBEHHOTO
cTaHmapTa 6a30BOT0O M IMOJHOTO 001Iero cpeanero oopasopanus (2011),koropeie
oTpeNeNstoT TpeOOBaHUS K O0Opa30BAaHHOCTH YYaIIUXCSl OCHOBHOW W CTapIieu
mIKOJI. ['0CyaapCcTBEHHBIM CTaHAAPT OCHOBBIBACTCS HA IMPHHIIMAIIAX JIMIHOCTHO
OPUEHTUPOBAHHOTO, KOMIIETEHTHOCTHOTO U JISSATSIIBHOCTHOTO ITOX0/I0B, KOTOPHIC
pealn3yIoTcss B 00pa30BaTelIbHBIX 00JaCTSIX M OTPAKAIOTCA B PE3yIbTATHBHBIX
COCTaBIISIOLIUX COAEPKAHUS 0a30BOT0 M OJHOTO OOIIETO CpeHEr0 00pa30BaHUSI.
[Ipy >TOM JIMYHOCTHO OPHUEHTUPOBAHHBIM TOIXOJ K OOYYCHHIO JOJIKCH
obOecrieunBaTh pPa3BUTHE AaKAJIEMUYECKUX, COLMOKYIbTYPHBIX, COIHAIBHO-
NICUXOJIOTHYECKUX M JIPYTUX CIOCOOHOCTEH ydammxcsi. KoMImeTeHTHOCTHBIH
MOJIX0J  crmocoOCTBYeT  (OPMHUPOBAHUIO  KIIOYEBBIX W TPEIMETHBIX
komneTeHtHocteit (Ministry of Education, 2011).

K xi1r04eBbIM KOMIETEHTHOCTSIM OTHOCSIT. YMEHHE YUUTHCS, O0IIaThCs Ha
rOCYy/IapCTBEHHOM, POJHOM ¥ WHOCTPAHHOM $3BIKaX, MaTEeMaTHYCCKYI0 |
0a30Bble KOMIICTCHTHOCTH B  OOJJACTH  ©CTECTBO3HAHUS WM  TEXHHKH,
UH(POPMAITMOHHO-KOMMYHHUKAIIHOHHYO, COIMAJTBHYIO, TPaXAaHCKYIO,
OOIEeKYyIbTYpHYIO,  TPEANPUHUMATEILCKYI0O M 370pOBbecOeperaronyro
KOMIISTCHTHOCTH, a B TMPEJAMETHBIX (OTpaciieBbIX) — KOMMYHHUKAaTHBHYIO,
JUTEPATYypPHYIO,  XYyJI0KECTBEHHYIO, MEXIPEAMETHYIO  ACTETHYECKYIO,
CCTECTBCHHO-HAYYHYI0O M MaTeMaTHYECKYH0, IPOEKTHO-TEXHOJOTHYCCKYI0 H
UHPOPMAIMOHHO-KOMMYHHUKAIIMOHHYIO, OOIIIECTBOBETUECKYIO, HCTOPHUYECKYIO
3nopoBbecOeperarornyro kommnereHTHOCTH (Ministry of Education2019.

[IpenMeTHBIE KOMIIETEHTHOCTH OIPEACISAIOT COAEpPKaHHE KOHKPETHOU
o0Opa3oBaTeNbHON 00JIACTH WM TPEAMETa, W JUIS MX OMHCAHUS HCIIOJB3YIOTCS
TaKWe KIIOUEBbIC TOHATHUS. <«3HACT M TOHUMACT», <«yMEET W MPUMEHSICT»,
«BBIABIISIET OTHOIIEHUE U olleHuBaeT» u aApyrue (Ministry of Education, 2011).

Byaymuii yuyuTtenb TEXHOJIOTUH NOJKEH obOecrednBaTh 00pa30BaTENbHYIO
obnacte «TexHoyoruu». Ee 1enpro sBiIseTcs (GOPMUPOBAHUE W PA3BUTHE
POEKTHO-TEXHOJIOTUIECKOU u UH(POPMAITMOHHO-KOMMYHHUKAIIHOHHOW
KOMIIETCHTHOCTEH, HEOOXOMUMBIX IS peaju3alldd TBOPYECKOTO IOTCHIIMAJIA
yUYanuxcs U UX COIMAIIN3alNU B O0IIECTBE.

ObpazoBarenbHas o0JacTb COCTOUT u3 UH(POPMaIMOHHO-
KOMMYHHKAITHOHHOTO M TEXHOJIOTHYECKOT0 KOMIOHEHTOB. CoJepiKaHue KaKI0i
o0Opa3oBaTeNbHON 00JIaCTH  CTPYKTYPHPYETCS W peau3yeTcsl y4eOHBIMH
npeaMeTaMu U KypcaMu. Tak, coliep:kaTeIbHbIM HAMOJIHEHUEM 00pa30BaTeIbHOM
obnmactn  «TexXHONOTMH»  SBISAIOTCA  CIEAyIolUe  00Ieo0pa3oBaTebHbIC
IIpPEeIMETHI: TPYAOBOE 00yUeHHE, YepUeHnEe, HHPOPMATHKA, (PaKyTbTaTHUBBI, KypChI
3a  BBIOOpPOM, KpYXKH TEXHOJOTHYeckoro mpodwis (06a3oBoe cpenHee
o0Opa3oBaHue), a TaKKe Y4YEOHBIH MPEIMET «TEXHOJOTHUH», CICHUATU3ANNN
npouiabHOro OoOyYeHHs M CHEUUATbHOCTH MPO(ECCHOHAIBHOTO O0Yy4YEeHHs B
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pamkax mpoduiabHOr0 OOY4YeHHS B TpeeiIax TEXHOJOTHYECKOro Mpoduis
(mpodubHOE cpeHee oOpa3oBaHuUeE).

Copepxanne TpeaIMeToB 00pa3oBaTENbHON 00acTH «TEeXHOIOTHI» HMEET
YeTKO  BBIPQKEHHYIO  MPHUKJIAJHYI0  HAMpaBIEHHOCTh H  peaju3yercs
NPEUMYIIECTBEHHO TyTEM TPUMEHEHHUS TPAKTHUYECKUX METOJ0B H  (opm
opranm3anuu 3austui (Ministry of Education, 2011).

OCHOBHBIM YCJIOBUEM peaTn3aIlii TEXHOJIOTHUECKOT0 KOMITOHEHTA SIBIISIETCS
TEXHOJOTHYECKass W WHQPOPMAIMOHHAA JI€ATEIbHOCTh, OCYIIECTBIsIEMass OT
TIOSIBJICHUSI TBOPUYECKOTO 3aMBICIIa IO Peaji3al[ii €r0 B TOTOBOM IPOJIYKTE.

3amagyamu 00y4YeHHs] TEXHOJOTHSIM SIBISIOTCS: (POPMUPOBAHUE IIEIIOCTHOTO
NPEJCTaBICHUS O Pa3BUTHH MAaTEPHAIBHOTO MPOU3BOJACTBA; POJIb TEXHHKH,
NPOEKTUPOBAHUS U TEXHOJIOTHI B Pa3BUTHH OOIIECTBA; 03HAKOMJICHHE YUaIlUXCsI
C  IIPOM3BOJACTBEHHOM  CpPeloW, TPAaJAWLMOHHBIMM, COBPEMEHHBIMH U
NEPCIEKTUBHBIMU ~ TEXHOJOTHSIMH  00pabOTKH MaTepuasioB, JIEKOPATUBHO-
NPUKJIATHBIM UCKYCCTBOM; pealln3alis COCOOHOCTE U MHTEPECOB yYallUXCs B
cdepe TEXHOIOTHYECKOM AesITEIbHOCTH; CO3/IaHNe YCIIOBUM JIJIsl cCaMOpean3aliu,
Pa3BUTHUA TPEANPUAMINBOCTH ¥ TIPO(HECCHOHATEHOTO CaMOOTIPEICTICHUS KaX 10T O
yUYEHUKA; OBIQJICHNE YMEHHUSMH OIICHHUBAaTh COOCTBEHHBIC  PE3YJIbTATHI
IpEeIMETHO-TIPe00pa30BaTeIbHON NEATEIHPHOCTH U YPOBEHHb C(HOPMUPOBAHHOCTH
KJIIOYEBBIX M MpeaMeTHbIX koMmeTeniuii (Ministry of Education , 2011).

Pedopma oOmeoOpa3zoBaTelbHON MIKONABI B YKpawHE MPOJOIDKACTCS U
CETOMHSI. B pe3ynbTaTe 00IIIECTBEHHO-TIOTUTHYECKOTO Jranora
IPOAOKUTEILHOCTBIO OKOJIO TpeX JEeT ObLIM pa3pabOTaHbl M BBIHECEHBI Ha
BceoOmee 00CyX /IeHHE KOHIIENTyalbHbIE OCHOBBI PEPOPMHUPOBAHUS CpEIHE
mkonel  «HoBas ykpamHckas mkoia». Ilocie mupokoro oOCyXAeHHS
0OIIECTBEHHOCTHIO, yUeTa MPEAJIOKEHUN TpaxiaH, OOIIECTBEHHBIX OpraHU3aIui,
OTJIENbHBIX TEJAaroroB M KOJUJIEKTUBOB Yy4Y€OHBIX 3aBEJECHH, IenapTaMEHTOB
o0pa3oBaHMsI MECTHBIX OpraHOB BjacTu Obuta yTBepakeHa KoHuemniusi HOBOIA
YKpParHCKOM 11K0JIbI pernenreM kosuierun MOH (oxts6ps 2016r.).

B ocnoBy KoHmenuuu 3amokeHO AEBSITh KIFOYEBBIX KOMIIOHEHTOB HOBOU
IIKOJIBI, 2 UMEHHO. HOBOE COJIEpKaHHME; MOTHBHUPOBAHHBIN YUYUTENb; CKBO3HOM
MIPOIIECC BOCIIUTAHUS, ICIICHTpATN3als U 3QEKTUBHOE YIIPaBICHHUE; TeIarOTHKa,
B OCHOBE KOTOPOH JIGKUT MApTHEPCTBO MEXKAY YYCHHUKOM, YUYUTEIEM H
POIUTENSIMH; OpPHEHTAIMsI Ha TMOTPEOHOCTH YYEHHKAa B 00pa30BaTEIBHOM
IIPOIIECCE; HOBAsA CTPYKTypa IIKOJIbI; CTIPABEUIUBOE pacIpeiesiCHHe MyOInIHbBIX
CPEIICTB M COBpeMeHHas oopasoBatenbHas cpena (Ministry of Education, 2016B
Konnenmuu BbAENEHO AECITh KIIOYEBBIX KOMIIETEHTHOCTEW: OOIIeHHE Ha
rOCyJapCTBEHHOM, POJHOM W HWHOCTPAHHBIX fA3BIKAX; MaTeMaTHYecKas
KOMIIETEHTHOCTh, OCHOBHBIE KOMIIETEHTHOCTH B €CTECTBEHHBIX HayKaX H
TEXHOJOTHSX; HHPOPMALIMOHHO-IU(POBasi KOMIETEHTHOCTh, YMEHUS YUUTHCS Ha
NPOTSKEHUH BCE JKU3HHU; MHULIMATUBHOCTD U MPEANPUMMYNBOCTD; COLIMATIbHAS U
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00I11IeCTBEHHAs] KOMIIETEHTHOCTH; OCBEJIOMJIEHHOCTh U CaMOBBIpaXKE€HUE B cepe
KYJIBTYPBI; JKOHOMHUYECKAsI TPAMOTHOCTh U 310pOBBIN 00pa3 xwu3Hu (Ministry of
Education, 2016).

Munuctp o6pazoBanus Ykpaunbl JI. ['puHeBHY OTMEUaeT, 4TO HOBBIC
oOpa3oBaTeNbHbIe CTaHAAPTHI, KOTOpPbIE pa3pabaThIBAIOTCS B COOTBETCTBUHU C
Konnenmueid, OymyT OCHOBBIBaThCcsl Ha «PexomMeHmanusx eBpONenCKOoro
napjaMeHTa M coBeTa EBpONbl OTHOCUTEIBHO (POPMHUPOBAHUS KIIFOUEBBIX
KOMIIETCHTHOCTEH 00pa30BaHHMS Ha MPOTHKEHWUU Beed ku3Hu» (Ministry of
Education, 2016).

Bbonbmias yacte ykazanubix B KoHlenimu KoOMIeTeHTHOCTEN (opMUpyeTcs,
COBEPILECHCTBYETCA WJIM HUCIOJb3YyeTCs B  MPOIECCE TEXHOJOTHYECKOIro
o0pa3oBaHMsi, TO €CTb Ha YypOKax TpPYIOBOro OOy4Y€HHUs, TEXHOJOruH, Ha
dakyapTaTUBaX, Kypcax Mo BbIOOPY, KPY>KKaX TEXHOJIOTHUYECKOro MPOQuIIs.

VYkazanuble B KoHlenmu KOMIETEHTHOCTH MOXKHO (POPMUPOBATH TOJIBKO B
CHEIMAIbHO CO3JJaHHOM B IIKOJIE 00pa30BaTeNbHOM IMPOCTPAHCTBE. JTa 3aaaya
0JT CUJTY TOJIBKO YUHUTEISIM HOBOM (popmaiinu, ¢ HOBBIM CTHJIEM MBIIICHUS, UHOM
TEOPETUUECKOW M TPAKTUYECKON MOATOTOBKON. UTOOBI BBIMYCKHHKU BBICIITUX
yueOHBIX 3aBEJCHH, 00eCeUNBAIOIINX MOATOTOBKY YUYUTENS TEXHOJIOTUH, U UX
JUTIIIOMBI OBLTH KOHKYPEHTOCTIOCOOHBIMH, HEOOX0[MMa pa3paboTKa 1 BHEJPECHHE
B OKM3Hb OOpa30BaTeJIbHBIX CTAHAAPTOB HOBOTO TIOKOJEHUS, B KOTOPBIX
CHUCTEMOOOpA3yIOIIMM SIAPOM CTaHET HabOp KOMIIETEHTHOCTEH, KOTOPBIMU
JOJDKEH 00J1ajaTh BBITYCKHUK BYy3a, TO €CTh BHEIPEHUE KOMIIETEHTHOCTHOTO
NOJX0/Ja B CHUCTEMYy BbICIIEM o0Opa3oBaHMM. YKa3zaHHas MpoOiemMa cTaia
NPEAMETOM HCCIEAOBaHUSI MHOTHX Y4Y€HbIX, cpeau KoTopbix: C. ['oHYapeHkKo
(2005), H. Huukano (2008) u ap. OmbIT mMpOSKTUPOBaHUSA 00pa30BaTEIBHBIX
CTaHIapTOB B Apyrux ctpanax usydanu JI. JJanunenko (2003),B. Kpemens (2004)
u Jp.

OpnHako ypoBE€Hb BHEIPEHUS KOMIIETEHTHOCTHOIO IMOAXOJA B CTAHAAPTHI
BEICIIIETO 00pa3oBanus ctpad EC ocraercs pazubiM. Ha nanHbiii MOMEHT YKpanHa
JI0 CUX TIOp HAXOJMUTCS Ha 3Tarne pa3pabOTKU HOBBIX CTAHJAPTOB ISl TOATOTOBKU
NeAarorn4eckux paboOTHUKOB B IIEJIOM U YUUTENEH TEXHOJIOTHI B YACTHOCTH.

BoiHeceHHBI Ha MIMPOKOE OOCYXKJIEHHE BEAYUIMX YYEHBIX YKpauHb
BAapUaHT CTaHAAapTa NOATOTOBKM YUYUTEJIEH TEXHOJIOTMI MpeajaraeT B KauecTBe
0a30BbIX KOMIETEHTHOCTEW BBIACIUTH CIEAYIOIIME. MHTErpajbHyI0, 00IIHUE U
crienuasibHble (MpoecCuOHANBHBIE, TPEIMETHEIC).

VYcnenrHoe 0CBOEHUE OMNPEACNICHHbIX JUCUUIIIMH J0DKHO (OPMHUPOBATH Y
Oyaylmux  y4ddTened  TEeXHOJIOTMM  COOTBETCTBYIOIIME  KOMIIETEHIIUU:
oOl1lleHay4Hble, 00IIEKYIbTYpPHbIE, COI[MATbHO-TUYHOCTHbBIE, HHCTPYMEHTAJIbHbIC
U ipoeccruoHaIbHBIE.

KoMreTeHTHOCTHBIH xKe OJIX0]1 npenanosaraer BbIJICJICHUE
npo(eCcCHOHANBHBIX  KOMIETCHLUH, HEOOXOAUMBIX OyaylieMy  YYHUTEIIo
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TeXHOJOTU M Ha ux ocHoBe mnoctpoenue OIIII. IlpakTuueckas HOArOTOBKa
CHEIMAIMCTOB  SIBJISIETCS  00s3aTeIbHBIM  KOMIIOHEHTOM 00pa30BaTeNbHOM
OpOrpaMMbl U TPEAyCMAaTpUBAET pas3indyHble (QOPMBL NPUOOPETEHHE OIbITa
NEAArorn4ecKou 1eATeIbHOCTH BO BpEMSI IPOXOKICHUS EAArOTNYECKUX PAKTUK
Pa3HOTo BHUJA; NPUBJICUEHUE CTYIECHTOB K UCCIICOBAHUSIM IPENoAaBaTesel u ux
y4acTUe B KOMIUIEKCHBIX MCCIIEOBAHUSX, PE3YIbTaATAMU KOTOPBIX JOJIKHBI CTaTh
KypCOBbIE, JUIUIOMHBIE WJIM MAarucTepckue padoThl; IMPOU3BOJICTBEHHOE
o0Oy4deHue; CTa)KUPOBKH; BOJIOHTEPCTBO; IPUBJICUEHHUE CTYIEHTOB K JEATEIIbHOCTH
BHEUIKOJIBHBIX YUPEXKIECHUHN U T.1.

CnenyrouiM  miarom  JIOJDKHBI  CTaTb  METOJUYECKHE  HOBIIECTBA,
HampaBlIEHHbIE HA OOHOBJICHUE CoJiepKaHusl oOpa3zoBaHus. [loBbIlIeHNE KauecTBa
oOydeHuss Oyayliero y4yuTens TEXHOJOTHH OCYIIECTBISETCS Ha OCHOBE
nepecMoTpa TPaAULMOHHBIX (OPM U METOAOB OO0y4YeHUS, HHAUBUAYAIU3ALUHA U
mupdepeHManud  00y4YeHHs, IIMPOKOTO NPUMEHEHUs HH(POPMAIIMOHHOTO
oOecrnieueHus. YueOHO-BOCTIUTATEIbHBIN MPOILIECC B YHUBEPCUTETE MPEANOIAraeT
UCIIOJIb30BAaHUE pPA3IMYHbIX (OPM OpraHu3aluyd Y4eOHOH JesATENbHOCTH
CTYJCHTOB: JIEKIIUM PAa3HbIX BUJOB, CECMUHAPCKUE, PAKTUYECKHUE, JTaOOPATOPHBIE
3aHATHUSA C UCIOJIb30BAHWEM AKTHBHBIX U MHTEPAKTUBHBIX METOJOB OOy4YeHUS,
npo0OsieMHOE OO0y4yeHue, AWCTAHIMOHHOE OOyuYeHHE, MCIOJIb30BAaHUE METOJa
IIPOEKTOB B MPOLIECCE NU3YUEHUSI TUCLUIUINH NPO(ECCUOHAIbHON U MPAKTUYECKOM
HOJTOTOBKH U T.[.

JUis ycrienHon peanusauu Heiau npodheccuoHalIbHOM NOATOTOBKY Oy AyIIMX
YUUTENEeH TEXHOJOTHIM HUCIONB3YIOT CUCTEMY TPAIUIIMOHHBIX U MHHOBAIIMOHHBIX
METOJI0OB CTUMYJMPOBAHUS W MOTHBAllMM CTYACHTOB K TO3HABATEIbHOM
JesITeNIbHOCTH, JoOuBatoTcst o0ecneuenus 3¢ HeKTUBHON 00paTHOM CBSI3H.

BoiBOABI
Conclusions

IIpoBeneHHOE MCCIIENOBAHKME ITOKA3BIBAECT, YTO YKpAaWHA YK€ CAenayla psij
1aroB Ha MYTH BXO/DKEHMsI B €BPOIEHCKOE 00pa30BaTeNbHOE MPOCTPAHCTBO, B
YAaCTHOCTH, ObUIM BBINOJIHEHB! TpeOOBaHUs BojOHCKON aekiapaluu, a UMEHHO:
BHEJPEHbI HOBas (puiocodust 00pa30BaTEIbHON AESITEIbHOCTH, HOBbIE IPUHIUIIBI
OpraHM3alMy ydyeOHOro Mpolecca, HOBBIA TUNO  OTHOUIEHHM  MEXIy
IIPENOABATENIEM U CTYyJEHTOM, B KOHIIE KOHIIOB, HOBBIE TEXHOJOTMU OCBOCHHS
3HaHUU ¥ MOJHAs MPO3PAYHOCTh yUueOHOTO MpolLecca.

B 10 xe Bpems npeactouT 6obias paboTa B HAIIPABICHUU COTIACOBAHUS C
EBPOIMEUCKUM COOOIIECTBOM 0O0pa30BaTENbHBIX CTYMNEHEH, CHEeluaIbHOCTEH,
CHelaln3alnii, HAalUOHAJIBHON paMKu KBanu(uKanuii, pa3pabOTKH HOBBIX
NOJIXOJOB K OpraHu3allid M METOJUKE OCYLIECTBICHUS O0pa30BaTEIbLHOTO
npolecca ¢ COXpaHeHHEM MPOrPECCUBHBIX HAITMOHATBHBIX 0COOEHHOCTEH.
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VYkpanHa HaXOJUTCS HAa CTAJUM CO3JaHUS HOBBIX CTAaHAAPTOB 00pa30BaHuUs B
cootBercTBUM ¢ «Pexomenpanusmu Esponeiickoro Ilapnamenta u Cosera
EBponel  oTHOCHTENBPHO  (OPMHUPOBAHUA  KJIIOYEBBIX  KOMIETEHTHOCTEH
oOpa3oBaHMs Ha MPOTsHKEHUH Bee xu3Hm» (2006).

Summary

Integration in all spheres of social activity, esp#y in education, became the
priority tendency of modern development. Therefaregating a single European
educational space is recognized as an urgent pnoldlbis idea is based on such two
fundamental principles as the generality of edoca professional levels and the
requirements for the qualifications. And this caudee educational systems reforming
in all aspects.

Ukraine’s steps to meeting the requirements of Boogna Declaration were
analysed in the research. Among them are: newswploy of educational activity, new
principles of educational process organizing, ngpetof relationship between the
teacher and the student, new technologies of nagtenowledge and full transparency
of the educational process, which were implemented.

At the same time coordinating with the European momity educational levels,
specialties, specializations, the national framé&wof qualifications as well as
developing new approaches to the educational psamgmnizing and its methodology
taking into account and preserving progressiveonatipeculiarities is necessary.

Ukraine is in the process of creating new standairdglucation in accordance with
the “Recommendation of the European Parliament ahdhe Council on key
competences for lifelong learning” (2006).
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CHANGE OF LECTURERS’ ROLE IN APPLYING
PROBLEM-BASED LEARNING IN UNIVERSITY
STUDIES

Jurgita Lenkauskaité
University Siauliai, Lithuania

Abstract. The article deals with the change in lecturers’ role that takes place when traditional
study process is being replaced by problem-based learning. In problem-based learning a
lecturer becomes a facilitator not authoritatively transferring knowledge to students but
contributing to the construction of social knowledge, in which an important role is given to
students’ knowledge conditioned by their unique experience, learners’ interaction, their
relations with various subjects of social environment. Together with lecturer’s changing role
problem-based learning also provokes the transformation of power relations in university
studies. Facilitation that makes up the basis of a lecturer’s role in problem-based learning
causes quite many challenges because it is an unstructured process requiring lecturer’s
ability to flexibly respond to students’ learning needs, provide them adequate support in a
right way and time, efc.

Keywords: lecturers’ role, problem-based learning, university studies.

Introduction

Problem-based learning (PBL) strategy implies specific transformation of
the conventional lecture-based learning process. Transformation involves the
shift from teacher-centred to learner-centred study process (Dole et al., 2016).
Roles performed by lecturers shift accordingly. In a conventional learning
process, a lecturer is the person who manages and conveys knowledge, while
students form a large passive audience. The lecturer provides references to
learning sources, acts as a curriculum expert and assesses the learning outcomes.
In PBL, a lecturer is assigned with the role of a facilitator, consultant. The
lecturer’s function of control over the study process is replaced by the main
function of providing favourable conditions enabling students to demonstrate
critical thinking, find appropriate sources for problem analysis and solving,
create knowledge rather than consume the knowledge discovered by another
person and furnished to them. PBL involves student learning in groups that often
gather without the lecturer’s knowledge or intervention. As a result, the lecturer
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is no longer responsible for the entire learning process and is not capable of
assessing students’ achievements on his/her own.

Problem-based learning features change in lecturer-student relations. The
two parties become able to learn from each other, cooperate in problem analysis
and solving. The former power relationship is deformed and new trends of the
relationship emerge. Under the experience-based learning approach (see
Andresen et al., 1999), students’ social experience becomes empowered, and
students’ accounts of their living world, relations with their surrounding social
environment become important for the learning process, which is not given
credit in the conventional lecture-based study process.

Nonetheless, lecturers are often reluctant to let go of their traditional roles
and, as soon as faced with certain difficulties in the PBL process, are inclined to
return to conventional teaching and learning methods (Dolmans et al., 2001).
Challenges emerging in the PBL process often prompt lecturers to apply it in a
fragmented way, often returning to conventional roles and not covering the
entire rationale behind PBL that demonstrates its true potential only if applied
consistently throughout the study process. Lecturers have been noted to apply
mixed-type problem-based learning (Lenkauskaité & Mazeikiene, 2012), where
the role of a facilitator is combined with the conventional role of lecture delivery
and curriculum conveyance.

Relevance of the topic is implied by the demand for student-centred
learning, which could be met by application of PBL. Lecturer’s roles that largely
determine the process and outcomes of PBL should also be considered in a more
comprehensive manner as part of the attempt to validate the PBL effectiveness.
Emphasis on the importance of students’ active involvement, their team work,
weakening of the lecturer’s role of the epistemic authority that conveys
knowledge does not mean that the lecturer “does not do anything” or becomes
less important. Research shows that curriculum change is closely related to
lecturers’ belief (Wilkie, 2004). Roles performed by the lecturer in the PBL
process are fairly unconventional if viewed from the conventional standpoint on
the university studies. The emerging challenges, fragmented application of the
role of a facilitator signal the need for more comprehensive analysis of the
lecturer’s roles that are subject to transformation in the PBL process.

The research aim is to analyse the transformation of lecturer’s roles and the
associated challenges in application of problem-based learning in university
studies.

The paper follows the method of scientific literature analysis.
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The Role of a Facilitator in Problem-Based Learning

Analysis of student-lecturer interaction on the curriculum level implies that
a lecturer traditionally is the authority figure and source of information, while in
PBL, as students take over the learning initiative, the lecturer becomes a
facilitator who provides feedback (Azer, 2008). Control-associated lecturer’s
role in the PBL process could be noticed to diminish, while the importance of
the role related to self-directed learning empowerment of students increases.

Transformation of the lecturer’s role could be identified throughout the
study process. His/her role primarily manifests itself in adoption of the
appropriate ill-structured problem, which would encourage discussions among
students, raise a cognitive conflict (see Piaget, 1972) and provoke their learning
process. During PBL, a lecturer performs the role of a facilitator (Savin-Baden,
2007) who provides assistance to the PBL student team to ensure collective
work and progress in problem analysis and solving.

A lecturer who strives to perform the facilitator’s role properly needs to let
go of the conventional roles of being an expert, delivering a lecture, presenting
the entire curriculum, information and sources available to him/her. In PBL,
other actors may emerge next to the lecturer and become new learning sources.
Besides the students who act as teachers to themselves and to each other, other
lecturers, visiting practitioners, other staff members of the school of higher
education, e.g., librarians, may as well join the learning process (see Eldredge,
2004).

PBL is associated with real-life problem solving, and participants of the
social world related to the problems analysed and solved by the students, in one
way or another, often become involved in the process of university studies. For
this reason, the lecturer is no longer capable of controlling the entire knowledge
flow, but may support students in understanding the importance of certain
information, make valuable input into development of the discussions.
Participants of the PBL process face the postdisciplinarity phenomenon (Savin-
Baden & Wilkie, 2004), where real-life problem analysis requires
multidisciplinary knowledge, and problem solving no longer resorts to an
academic setting only, but may also take place in schools, communities,
business companies, etc.

The PBL process involves considerable share of time spend by students in
their heterogeneous teams formed of students with diverse experiences and
accumulating diverse information from various learning sources. It is important
that the lecturer listens attentively to the team discussions, asks appropriate
questions that activate the available knowledge and provoke new knowledge in
order to facilitate students’ learning and problem analysis. Lecturer’s assistance
should be consistent with the issues faced by the team. Different situation
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require different assistance in PBL (Savin-Baden & Major, 2004). A. J. Neville
(1999), who has analysed lecturer’s role in PBL processes, has arrived at the
conclusion that lecturer’s role cannot be the same for all PBL situations. The
role varies depending on the students’ level, study programme.

Facilitation may cross different levels until students are able to demonstrate
self-directed learning. Certain authors refer to this process as scaffolding (e.g.,
Salonen & Vauras, 2006), which literally means temporary support in the
process of building a structure. In educational context, this metaphor for support
also means temporary structure employed by educators to assist learners in
problem analysis and solving. This assistance may, however, diminish
gradually. It is important to employ an appropriate method of assistance to
students and use it not because it is conventional and more simple, but because it
1s timely and may provide the best support to students in learning, analysing and
solving the existing and future problems that may arise not only during the
studies, but in their professional activity as well. It is therefore important that
lecturers are positive towards students’ self-guided learning and put effort in
approaching this process. Proper facilitation manifests itself on the level of
knowledge, abilities and attitudes (Pourshafie & Murray-Harvey, 2013).

It is important that the facilitator in the PBL process asks appropriate
questions, is open to various questions from students and ready to participate in
the discussions (Chan, 2016). Authors analysing PBL have noted that the
success of facilitation is related to proper communication that implies minimum
intervention, maintenance of mutual relations, recognition of differences
between individual students, assistance in achieving the expected learning
outcomes, etc. (Chan, 2016). It is important to pay attention not only to verbal,
but also nonverbal communication (Savin-Baden & Major, 2004), which may
contribute to successful development of discussions, create an inviting learning
environment. Lecturers’ role has been noted to change in terms of understanding
the importance of dialogue in the learning process, not only between the
facilitator and an individual student, but between the students as well (Wilkie,
2004). All the efforts for the purpose of promoting successful interaction and
communication between lecturers and students as recommended by the authors
analysing PBL suggest that their roles in the study process are subject to
transformation, with the lecturer becoming a fully-fledged participant in
problem analysis and decision making.

Assessment of students’ achievements in PBL is no longer the prerogative
of a lecturer only. The function of a facilitator is, however, important in terms of
feedback provision. PBL puts emphasis on formative assessment throughout the
study process that may make significant contribution to successful outcomes of
the PBL. Feedback provided by the facilitator to students should be informal and
not abstract (Savin-Baden & Major, 2004). It has been emphasized that the
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lecturer should provide feedback through his/her own prism, specifying his/her
opinion and reasoning, rather than referring to some aspects to be corrected in
PBL. Hence, it is also the lecturer’s rhetoric in PBL that should be oriented
towards discussions and search for a consensus rather than simply verbalising
declarative statements and demonstrating positions of the epistemic authority.

Transformation of Power Relations along with Change of Lecturer’s Role
in PBL

Lecturers’ role in the conventional study process as of the epistemic
authorities who passively convey the curriculum to student audience emphasizes
unequal relations of the study process participants. Pursuant to the theory behind
power relations by M. Foucault (see Volkers, 2008), traditional education
receives criticism for instrumentalizing lecturer-student relations and putting all
efforts into creating conditions for knowledge conveyance.

PBL is based on transition to creation of the knowledge that empowers
students’ active involvement. Supporting student-centred learning process is an
integral part of lecturer’s role in creation of positive, friendly, open mutual
relations with students in view of their diversity and need to develop the
applicable knowledge (Ching et al., 2002). The altered relations between
lecturers and students have positive effect on micro-climate inside the classroom
(Dole et al., 2016), which leads to better quality of studies, encourages students
to ask questions of interest and engage in discussions.

Researchers have been noting more democratic social relations in a
successful PBL process compared to conventional classes (Barrett, 2004).
Democratic relations in PBL imply diversity of opinions, opportunity to express
own position, hear different stakeholders related to the problem analysed.
Hence, the “truth” in the study process does not belong to an epistemic
authority, but is rather the most promising interpretation discovered by
consensus (Gordon, 2009).

Nonetheless, researchers analysing PBL (e.g., Wilkie, 2004) have noted
that the shift from lecturer-centred to student-centred learning is not immediate,
as both the emotional and cognitive domains of participants in the study process
should change gradually. It has been noted that PBL discussions are sometimes
focused on facilitators rather than empower the students. This means that the
teaching and learning methods applied are not a guarantee of equal relations or
expected students’ active involvement.

One of the most apparent methods of establishing long-standing power
relations in education is assurance of control. The term panopticon employed by
M. Foucault (1975) could be used in analysing the control important to
university studies. Panopticon is an architectural form featuring a central tower

264



Jurgita Lenkauskaité. Change of Lecturers’ Role in Applying Problem-Based Learning in
University Studies

occupied by a watchman (in this case — a lecturer) and cells, where individuals
(who may be the students) may be placed, one in each cell. A person is perfectly
individualized and always visible, but the side walls prevent him from
establishing any contact with the occupants of neighbouring cells. He/she
becomes an object of information, but never a subject of communication. The
system of panopticon secures order, the power of an external authority,
separation of learners from each other. This prevents them from cooperating and
denies any possibility for manifestation of epistemic diversity.

Examination is another tool clearly reflecting power relations in university
studies. Conventional examination involves a student reproducing, repeating
what has been presented to him/her by the lecturer. The student is required to
prove that he/she has successfully mastered the information. The lecturer
demonstrates his/her power at the examination by combining the technique of
hierarchical observation and normalizing sanction (Foucault, 1975). In
conventional studies, examination serves largely to separate students from each
other and apply a sanction according to the level of detail that the students have
succeeded in demonstrating while reproducing the curriculum. Hardly would the
role of a lecturer who applies sanctions, oversees order be consistent with the
student-centred PBL and his/her empowerment in the study process.

In the process of change of university studies, and with more emphasis
being put on the importance of identification and solution of real-life problems
during the studies, the role of a lecturer is also subject to considerable
transformation. In the PBL process, the system of panopticon is replaced by
open and active cooperation between all participants of the study process,
discussions that destroy hierarchical relations and establish equal, democratic
relations. In PBL, examination is also subject to essential transformation. It no
longer performs the function of sanctioning, a lecturer is no longer an all-
knowing expert or a supervisor who controls the entire study process. In this
case, students’ achievements are assessed not only by the lecturer, but also by
the students, other participants of the PBL process.

While performing the function of an assistant, the lecturer needs to trust
students more and delegate a great share of responsibility to them, thus
considerably restricting own power. This becomes particularly evident in larger
groups of students, where lecturers find it difficult to assist, control all students,
observe their team dynamics, etc. In this case, the lecturer may assign students
to be his/her assistants in handling PBL functions in teams and inform the
lecturer on important aspects of problem analysis. B. J. Duch (2001) has referred
to this principle as the peer tutor model and, in its description, has noted that a
student who has already completed the course could become such a mediator
who assists the participants of university studies.
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Analysis of lecturer’s role often shows that mechanisms of power are rather
subtle in the practice of education and difficult to recognize. As a result, such
mechanisms often succeed in avoiding critical transformation. Having analysed
the links between the theory of power relations and issues in education,
A. Volkers (2008) asserts that more reflexive thinking would be desirable in
attempts to identify power relation in the process of (self-)education. He
believes that practicing educators rarely view their activity as implementation of
power. In shifting their focus on equal, democratic relations in university
studies, lecturers should make critical assessment of own role an integral part of
their activity.

Challenges of the Lecturer’s Changing Role

With the conventional study process transforming into PBL, lecturers face
various challenges that may provoke concern or even hostility towards PBL.
Participants of the study process often have concerns that their regular work
model might be ruined, find it difficult to understand and accept new roles,
duties, worry whether the learning outcomes will be measured clearly and
assessed properly or not (Margetson, 1997; Hung et al., 2008).

For PBL to encompass the entire study process rather than remain a
fragmented technique, the essential transformation in understanding of what
teaching and learning are must take place. This is particularly challenging for
lecturers whose previous activity has involved lecture delivery and instruction
(Hmelo-Silver, 2004). Hence, a lecturer must prepare himselt/herself for PBL
application by both upgrading own abilities in empowerment of students in the
study process and changing own attitudes towards the lecturer’s role.

Initially, lecturers who start applying PBL often find it difficult to let go of
the control they used to enjoy and learn to share the responsibility. They
habitually make attempt to ask PBL teams specific questions that may show a
very clear path towards solution of a problem rather than encourage students to
find this path themselves (Savin-Baden & Wilkie, 2004). In provision of
information to the maximum extent possible, lecturers try to keep the control, as
they are convinced that students will not gain the necessary knowledge in any
other way. Understanding facilitation theoretically often turns into giving
instructions to students in practice. Lecturer’s attempts to become an equal
member of a PBL team may also be challenging. In this case, it is important to
be aware of the possibility for the lecturer’s word to become decisive in
analysing and solving problems.

Concern about the loss of control in the PBL process is quite often replaced
by educators’ astonishment that the learners are capable of controlling their
learning (Dole et al., 2016). Hence, the first step in the transformation of
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educators’ role — letting go of the control functions — may become the
prerequisite for students’ self-guided learning.

It should be noted that a considerable share of challenges is faced by
lectures not only at the stage of preparation for PBL or its beginning, but also in
the course of PBL, during students’ team work. A PBL facilitator must be
prepared for the possibility of disputes and conflicts, negative group dynamics in
student teams (Hmelo-Silver, 2004). Students often become disappointed in
team work, if not all group members contribute equally to problem analysis and
solving, some of the students are even inclined to not attend the PBL sessions or
do not study individually at the designated time and are incapable of
demonstrating effective support to discussion (Dolmans et al., 2001).

Preventing students from feeling disappointment in PBL team work or
helping them improve their team work is not always an easy task for lecturers.
One of the reasons is that lecturers tend to address difficulties emerging in PBL
from the lecturer-centred perspective. Authors analysing PBL (Dolmans et al.,
2001) have noted that, having faced inadequate preparation for team work,
lecturer sometimes decides to deliver lecture on the topic that the students have
been expected to study individually and discuss in the team.

Lecturers, however, should change their role and empower students more,
even in more complicated situations. For example, lecturers are recommended to
encourage students to explain information using own words, convey it to each
other, apply the information received to various situations, etc. This stimulates
students’ sense of responsibility for own learning and is in line with the
principles of PBL — the student-centred learning approach. The issue of non-
attendance of a PBL session could be solved by application of formative
assessment throughout the study process, empowerment of students to assess
other student’s and own contribution into problem analysis.

Uncertainty in the notion of facilitation, necessity to align own actions with
the unique learning context present considerable challenge to lecturers who
apply PBL: “good facilitation is not about methods, but about possessing an
astute awareness of the unique learning situations in the classroom, and being
able to respond appropriately to each situation such that possibilities for learning
are created” (Goh, 2014, p. 160). Avoidance of uncertainty, fear of losing
control, concern about insufficiently conveyed curriculum are the signs of the
period of transition from conventional study process to PBL that reflect the
necessity for change of the lecturer’s role.

A lecturer has to be fully aware that students’ learning depends on a
number of components, such as motivation, aptitude, self-perception,
socialisation, gender, cultural, social background, etc. (Weber, 2007). More
complex situation emerges where non-conventional social actors become
involved in the study process. The lecturer is therefore required to be able to
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control this diversity and motivate the students to recognize the attributes of this
diversity and make use of it as of the potential in the studies rather than view it
as an obstacle towards PBL goals.

Conclusions

Problem-based learning as a student-centred educational strategy implies
transformation of conventional studies, including the lecturer’s role. Lecturer’s
role in PBL is best defined by the concept “facilitator”, meaning that a lecturer
becomes a person who facilitates students’ activity in problem analysis and
solving, creates favourable conditions for students to engage in self-guided
learning.

Lecturer’s changing role implies new student-lecturer power relations. The
control mechanisms, expression of the epistemic authority, sanctioning
examination techniques prevailing in conventional studies are replaced by
discussions between students and lecturers on equal terms, empowerment of
new study actors in PBL. The change of power relations is only possible if the
hegemonic power is recognized and acknowledged as unacceptable. Lecturer’s
reflexive self-assessment of his/her role and positive attitude towards the
change may help identify and eliminate the power mechanisms manifesting
themselves in a subtle way in the educational discourse.

[1l-structured problem, new actors in the study process, various sources,
learners’ varying experiences make the PBL process quite complex. Lecturers’
roles determined by the PBL specifics, unstructured facilitator’s activity,
requirement to adapt to various situations in a flexible manner present plenty of
challenges, in particular, where lecturer’s previous experience has been related
predominately to delivery of conventional lectures, summative assessment, and
student instruction. Nonetheless, lecturers’ desire to master the new roles,
overcome the emerging challenges may stimulate rich discussions, expression of
diverse attitudes, students’ self-guided learning, discovery of innovative,
creative problem analysis paths and solutions, which corresponds to the essence
behind PBL.
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CONCEPTUALISATION OF CULTURE PHENOMENA
BY PRE-SERVICE TEACHERS OF FOREIGN
LANGUAGES

Gerda Mazlaveckiené
Lithuanian University of Educational Sciences, Lithuania

Abstract. Cultural awareness has become the centre of modern language education that reflects
a greater understanding of the inseparability of language and culture, as well as the need to
train students for intercultural communication in the globalised world. Realising it or not,
language teachers cannot avoid conveying impressions of another culture: language cannot be
separated from the culture in which it is embedded. Therefore, while training a future teacher
of a foreign language it is essential to develop his/her cultural awareness, i.e. the knowledge
and understanding of the conventions, customs and beliefs of another culture, as well as
abilities to interpret, relate and provide critical judgement of one’s native and foreign cultures.
Hence, the current article focuses on the conceptualisation of culture phenomena of pre-service
teachers of foreign languages. It presents the results of a questionnaire survey conducted at
five universities of Lithuania in 2014. The research sample involved 504 pre-service teachers
of foreign languages (English, German, French, Polish and Russian), who completed a
questionnaire survey consisting of both closed-ended and open-ended questions. The future
teachers’ conceptualisation of culture was analysed as twofold: perception and awareness of
culture forms of the countries of the native and target languages, as well as their involvement
in cultural activity.

Keywords: Culture, culture form, culture phenomenon, conceptualisation, pre-service teachers
of foreign languages.

Introduction

Over thousands of years, the humanity has created and developed a large
number of culture forms, each of which is closely related to its creator — a human
being, nation, society — in terms of space and time. The development and
functioning of culture forms defines the social ways of human activity that
embraces material objects (things, articles, works, etc. created by humans) and
spiritual aspects (systems of values, behaviour norms, ideals, beliefs and others)
(Andrijauskas, 2006; Giddens et al., 2014; Halloran & Kashima, 2011;
Thanasoulas, 2001 and others). It is hardly surprising that due to the versatility of
its meanings, the conception of culture has become one of the most complicated
in the system of different sciences.
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The multidimensionality of the culture concept was first revealed in the
works of American anthropologists A. L. Kroeber (1989) and C. Kluckhohn
(1962). They provided over 300 different definitions of culture. Consequently, it
is possible to speak about 300 different interpretations of the concept of culture.
Generally speaking, culture is perceived as an indicator of an individual’s
maturity, the area of the expression and implementation of his/her creative and
spiritual powers, as well as an individual sphere of human life and activity.
Moreover, culture is also viewed as an aggregate of the achievements of the
society that is manifested and evaluated in all the spheres of social life
(Mazlaveckiené, 2015).

However, the rapid processes of globalisation, as well as its resulting
consequences, such as mass migration and diversity of political, economic,
cultural, linguistic, educational and other processes pose numerous challenges on
humanity. Exploring the consequences of globalisation on the development of
humanity, researchers of Lithuania and the world focus on cultural changes in
particular (Andrijauskas, 2006; Bauman, 2007; Gudykunst, 2002; Kundrotas,
2009; Kuzmickas, 2003; Lang & Lang, 2009 and others). Due to the establishment
of the notion globalisation, the culture concept also undergoes major changes:
over the past few decades such terms as global culture, interculture, cross-culture,
one-world culture, multiculturalism and others have been used. All of them refer
to cultural equality opt out of geographical, historical and national differences and
permit all nations to perform on the international arena on an equal basis. In the
last decades of the 20th century, national cultures were perceived as individual
i1slands, whereas the world was considered as a mosaic of those islands. However,
globalisation processes have revealed that homogeneous culture groups do not
exist any longer; they have been changed by heterogeneous groups: ‘Culture in
this sense is perceived not as a static, hermetically sealed system, but as a current
of ever changing meanings’ (Deardorff, 2004, p. 6). Hence, culture is a dynamic
process, which embraces norms, values and lifestyles, which are globally
intertwined.

Such a changed approach to the conceptualisation of culture sets new
objectives to teaching and learning of foreign languages. In Lithuania, the
regulatory documents on Education highlight the following aims: to develop life-
long cultural competence and creativity of a human being (Guidelines for Cultural
Policy of Lithuania, 2010), to strive that every person shall become a member of
the national and global community, advanced economy and a particular national
culture (State Education Strategy for 2013-2020, 2012), to develop cultural
awareness and expression (Education and Training 2020), to convey to a person
the basics of national and ethnic culture, the traditions and values of the
humanistic culture of Europe and of the world, to foster the maturation of a
person's national identity, moral, aesthetic and scientific culture as well as
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personal outlook; to guarantee the continuity of ethnic and national culture, the
preservation of its identity and continuous renewal of its values; to promote the
country’s openness and inclination for dialogue (Law on Education of RL, 2011)
and others.

The topicality of cultural education is strengthened in the National
Description of Teacher Competences (2007), where the common cultural
competence is distinguished and defined as “knowledge, skills, abilities, value-
based provisions and other personal qualities determining human activity in
specific cultures” (National Description of Teacher Competences, 2007, p. 1).
Teachers form a community of lifelong learners that are expected to continuously
expand their subject-specific knowledge, participate in cultural and political life,
broaden their general cultural world outlook, as well as “help the learners acquire
cultural knowledge and awareness, develop abilities and attitudes essential to
understand, acknowledge, respect and participate in transferring the cultural
values of different persons, nations and races, as well as to develop own skills of
cultural expression” (Integrated Programme of Cultural Awareness, 2008).
Hence, a teacher’s position undergoes certain changes as well. The teacher,
especially the one of foreign languages, becomes a ‘teacher of culture’ and is
ascribed new tasks: his/her attention should focus on the development of students’
attitudes, skills and critical cultural awareness rather than mere transfer of subject
knowledge. In other words, a teacher of a foreign language is expected to develop
students’ cultural awareness, which would encourage them to link and compare
own cultural values, attitudes and behaviour with other cultures.

Hence, the problem of the research is formulated as a question: How do
pre-service teachers of foreign languages conceptualise the phenomena of the
native and target cultures?

The object of the research is the conceptualisation of culture phenomena of
pre-service teachers of foreign languages.

The aim of the research is to disclose the ways of how pre-service teachers
of foreign languages conceptualise the cultural phenomena of their native and
target cultures.

The objectives of the research are as follows:

1) To determine the ways of how pre-service teachers of foreign languages

perceive the types and specific phenomena of culture;

2) To reveal their culture-related experience and attitudes;

3) To evaluate the level of their cultural awareness of the native culture

and the culture of the studies foreign language.
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Methodology

The following research methods were employed in the current research:

Theoretical: analysis of scientific literature on culture and cultural
education;

Empirical methods: a questionnaire survey, including open-ended and
closed-ended questions, which helped to reveal the level of the conceptualisation
of culture phenomena by pre-service teachers of foreign languages;

Statistical methods: the research data were processed using Statistical
Package for Social Sciences (SPSS) 17.0.

The research sample. The research was conducted as a part of doctoral
research in spring-autumn 2014 and involved 504 pre-service teachers of foreign
languages (English, German, French, Polish and Russian) of the five largest
Lithuanian universities: Lithuanian University of Educational Sciences, Vilnius
University, Siauliai University, Vytautas Magnus University and Klaipéda
University. The sample was considered to be reliable. According to the data
provided by the Department of Statistics of the Republic of Lithuania, 1622
students studied in the study programmes of foreign language philology, seeking
for the qualification of a foreign language (English, German, French, Russian or
Polish) teacher. The confidence interval being 5 %, the confidence level is 95 %
(Paniotto & Maksimenko, 2003). Hence, the research sample should have
involved 320 respondents.

The total sample included 83.5 % of females (n=421) and 16.5 % of males
(n=81). Such a big discrepancy occurred due to the study preferences of the youth:
languages are mostly preferred by females rather than by males.

According to the distribution of the year of studies, the sample split fairly
equally: 30.8 % of first-year students (n=155), 25.6 % of second-year students
(n=129), 26.8 % of third-year students (n=135) and 16.9 % of fourth-year students
(n=85) that intended to become teachers of foreign languages. The number of
fourth-year respondents was smaller than the remaining three groups of the
sample, which was conditioned by a larger number of drop-outs incurred in the
previous three years of studies.

Research tool. Seeking to explore how pre-service teachers of foreign
languages conceptualised culture phenomena, a questionnaire embracing closed-
ended and open-ended questions was designed. It covered items related to pre-
service teachers’ awareness of the forms of culture and specific culture
phenomena, involvement in culture-related activities, reflection of the gained
cultural experience, as well as demographical data of the respondents. The paper
versions of the questionnaire were distributed to future teachers of foreign
languages of five Lithuanian universities personally by the author of the article.
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Research Findings

Culture is a very broad concept, so to get to know a given culture means to
gain extensive knowledge and awareness of it. Hence, seeking to explore pre-
service teachers’ awareness of cultural phenomena, four main types of culture
and their main properties were distinguished: elite (or high culture), ethnic,
popular culture and subcultures.

Elite (high) culture is often attributed to aristocracy or upper social class,
which is characterised as the ruling culture, which should be observed by every
person, or a privileged culture marked by peculiar spiritual, economic, political
and other properties (The Europe of Elites, 2012). On the other hand, elite (or
high) culture embraces world-famous and acknowledged works of art, as well as
achievements in sports and science (Andrijauskas, 2006; Gaizutis, 2008; Lang &
Lang, 2009).

Ethnic culture comprises a wide variety of aspects, many of which are inter-
connected, including attitudes, assumptions, beliefs, perceptions, norms and
values, social relationships, customs, celebrations, rituals, politeness conventions,
patterns of interaction and discourse organisation, the use of time in
communication and other aspects characteristic of a particular nation or country.
This form of culture involves such phenomena as folk myths, rituals, customs,
oral, musical and visual heritage, which are determined by common history,
territory, race and language (Andrijauskas, 2006; Bukraba-Rylska, 2002; Fiske,
2008).

Popular culture largely concentrates on the stereotypes of mass
consciousness, seeking to imitate celebrities, satisfy hedonistic needs, conform to
the changing conditions and abandon own individuality and distinction.
Consumer art, fashion and entertainment are attributed to this type of culture
(Andrijauskas, 2006; Brooks, 2014; Fiske, 2008).

Moreover, modern society breaks down into individual groups that have a
peculiar culture, repudiate the prevailing norms and create alternative approaches
to different aspects of life, including identity, religion, society and others.
Subcultures involve independently functioning groups, which choose different
stylistic forms to express their individuality and distinctness. They are often
defined as either a highly educated part of society formed as a result of
professional differentiation, or a completely uneducated marginal group
(Andrijauskas, 2006; Ramanauskaite, 2004).

Seeking to explore the level of the awareness, the pre-service teachers of
foreign languages were supplied with a list of randomly ordered culture
phenomena and asked to attribute them to an appropriate type of culture. The
frequency of the replies of the respondents is presented in Table 1.
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Table 1 Distribution of the respondents’ replies according to their recognition of the
phenomena of main culture types

Type of Elite Ethnic Popular Subculture
culture
Correct Correct Correct Correct

Phenomenon answers (%) answers (%) answers (%) answers (%)
Phenomenon 1 63.1 67.3 14.1 18.1
Phenomenon 2 37.1 81.0 67.7 68.8
Phenomenon 3 76.6 81.7 68.5 54.6
Phenomenon 4 89.1 89.7 56.7 62.7
Phenomenon 5 32.5 52.6 77.4 58.9
The mean: 59.68 74.46 56.88 52.58

The evaluation of the respondents’ replies was based on the following
ranking: 76-100 % of the correctly attributed phenomena showed that the pre-
service teachers demonstrated high level of the awareness of culture phenomena;
51-75 % of correctly attributed phenomena were considered as above the average
level; 26-50 % and 0-25 % were regarded as average and low levels of awareness
respectively.

The analysis of the research data revealed that the respondents’ level of the
awareness of culture phenomena was above average, since they managed to
attribute more that 50 % of all the phenomena to appropriate culture types. It
appeared that the pre-service teachers were best aware of ethnic culture (they
succeeded in attributing nearly three quarters (74.46 %) of the outlined
phenomena correctly). The respondents demonstrated the poorest awareness of
subcultures (they correctly attributed 52,58 % of the outlined phenomena).

In order to assess the level of the respondents’ conceptualisation of culture
phenomena, they were asked to choose two types of culture and define them by
distinguishing their main properties. The frequency of their choice is presented in
Figure 1.
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Elite culture
Ethnic culture
Popular culture

Subcultures

Not chosen

Figure 1 Distribution of the respondents according to the choice of a culture form

The comparative analysis of the obtained data demonstrated that the
respondents most often selected those culture types, which they managed to
recognise by attributing the outlined culture phenomena. Hence, the pre-service
teachers of foreign languages most frequently chose to define popular (over a third
of the respondents) and ethnic (about a quarter of the respondents) culture types.
The rarest choice was made for subcultures: only 15.8 % of the respondents
preferred defining it. It is obvious that the pre-service teachers of foreign
languages believed that they were best aware of popular culture.

Moreover, the level of the conceptualisation of culture phenomena was also
evaluated by analysing the quality of the provided definitions. They were assessed
in terms of four ranks: 1) the respondents distinguished 4-5 characteristic
properties of the selected type of culture that revealed their good awareness of the
selected culture phenomena; 2) the respondents distinguished 2-3 properties
which revealed their sufficient awareness of the selected type of culture; 3) the
provided definition did not comply or only partially complied with the selected
culture type, which showed superficial awareness of culture phenomena; 4) no
definition was provided, which was considered as a lack of awareness of the
culture types. The frequency of the choice is provided in Fig. 2.

lack of awareness “

superficial awareness

good awareness

sufficient awareness [ 42309 I .

Figure 2 Distribution of the respondents in terms of the quality of the provided
definitions of a selected culture form
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As it is seen from Figure 2, the pre-service teachers of foreign languages
tended to define the selected culture forms by distinguishing 2-3 minor properties
of the selected culture form (42.3 % of the respondents). It is noteworthy that
approximately a third of the respondents (30.7 %) demonstrated their inability to
conceptualise a culture type, whereas a fifth provided definitions incompliant with
the selected type of culture. It should be pointed out that the pre-service teachers
succeeded in conceptualising popular culture best of all. According to them,
popular culture is mostly related to consumerism, imitation, the power of the
media, as well as popular music, literature and film, which are considered as key
properties of popular culture (Fiske, 2008).

According to some researchers (Helmke, 2012; Jakubé & Juozaitis, 2012;
Petty, 2008; Pollard, 2002), reflection of own attitudes and experience create
preconditions for a person to construct and try out new models of behaviour in
new situations; therefore, experience should bear personal meaning to the learners
themselves. Only then will it encourage them for further development. Hence, in
order to determine the level of the conceptualisation of culture-related experience,
attempts were made to discover what factors were considered by the pre-service
teachers of foreign languages as having the greatest impact on their cultural
development. The obtained results are presented in Figure 3.

not specified 14.30%

theatre, exhibitions
organisational activity

educational activities (projects, camps, etc) %

participation 1n art groups 28.30%

travelling, communicating with foreigners 14.50%

volunteering 17.10%

Figure 3 Distribution of the respondents in terms of the experience gained in culture-
related activities

The data analysis revealed that 14.3 % of the respondents did not specify any
activities significant for the acquisition of experience, or these activities were not
culture-related. The most significant activities that were indicated by the pre-
service teachers of foreign languages included participation in art groups (28.3
%), volunteering (17.1 %), and travelling and communication with representatives
of other cultures (14.5 %). Among the groups of art, the pre-service teachers of
foreign languages (80 % of the ones who chose this option) most frequently
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indicated folk music and dance ensembles, which showed that a great part of the
respondents actualised their cultural self-expression in the context of ethnic
culture. It is noteworthy that the manifestations of elite culture (attending art
exhibitions, theatre, museums, etc.) was not conceptualised by the pre-service
teachers of foreign languages as significant activities developing their cultural
experience (only 6 % of the respondents considered this aspect as an important
culture-related activity).

The significance of cultural activity is closely related to the attitudes that
accompany the activity, which transform the perception of the activity itself and
relate it to former knowledge and information (Bubnys & Zydzianaité, 2012).
Therefore, the pre-service teachers of foreign languages were asked to describe
the attitudes that they related to the afore-said experience of being involved in
culture-related activities. Their attitudes were grouped into positive, negative and
indifferent (see Figure 4).

44% \
B positive
549, negative
indifferent

2%
Figure 4 Distribution of the respondents according to the attitudes related to cultural
experience

The data analysis revealed that more than a half of the respondents had a
positive attitude to their cultural experience. It should be noted that 2 % of the
pre-service teachers indicated a negative attitude, whereas as far as 44 % did not
conceptualise their attitudes at all. A deeper analysis demonstrated that the
positive attitudes were mostly associated with the feelings of joy and happiness
(34 % of the respondents), responsibility for own activity (27.8 %) and pride in
own achievements (14.6 %). The negative ones were most often related to the
feeling of shame, which occurred due to the lack of awareness of how to behave
in a particular situation (2 %).

Summing up, it can be stated that the level of the respondents’
conceptualisation of culture-related experience is not high: a relatively big part of
future teachers of foreign languages (14.3 %) were unable to evaluate their
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