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Proceedings of the International Scientific Conference. Volume 11, May 27" - 28", 2016. 15-23

MORAL COMPETENCY OF GRADE 8 AND 9 STUDENTS

Inese AugSkalne
Riga Higher Institute of Religious Sciences, Latvia

Beatrise Garjane
Riga Teacher Training and Education Management Academy, Latvia

Abstract. Sustainability of society demands diversified and balanced development of one’s
personality with morality-based quality of knowledge and skills. This can be achieved by
respecting the mission of education, namely, to facilitate integrity of social and personal
competencies. The goal of the study is to highlight the understanding of teachers and parents
about ethical views and moral competency of the young people. The article reveals views of
teenagers about values of people and life, about human beings and their obligations. The
study combined the quantitative and qualitative research methods, and included content
analysis of research documents, surveys and data of pedagogical observations. Moral
opinions expressed by the students in the framework of the study reveal that their views on
human beings, their obligations towards themselves and society are superficial and
declarative. Knowledge about morality and values is notional; therefore, it does not act as
motivation for civic action. Moral competency, which is based on relativism, is not complete.
Keywords: human obligations, morality, moral competency, values.

Introduction

Due to increasing topicality of sustainable development, modern society
pays greater attention to values such as moral competency and ethical beliefs of
the young people. Global and national challenge in education is to ensure that
reflection is based on experienced and internalised values, which make life
meaningful and justify human activity (Freakley et al., 2008). Currently,
regulations envisage that one of the tasks of primary education curricula is to
develop a notion and understanding among students about moral and ethical
values (Cabinet of Ministers Regulations No. 468, 2014). It can be assumed that
great efforts are invested in defining the aims and content of value education
because it is indicated as intertwining element in primary and general secondary
education. Recommendations are made with regard to value education
(Studente, 2014). However, it still seems that value education is not regarded as
priority either in family or in school. Furthermore, in school value education is
not equally present in all subject classes and class meetings, thus becoming
sporadic, fragmented or even campaign-like. Value education in school should
be as uniform system of upbringing which is developed and implemented by a

© Rézeknes Tehnologiju akadémija, 2016
DOI: http://dx.doi.org/10.17770/sie2016vol2.1387
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team of teachers in collaboration with parents. Socialisation of a student
(informal groups, mass media, social networks, etc.) has a diverse effect on
values; however, the school, social interaction among students, as well as
teachers and students, determine whether and to what extent the moral
competency of the young people develops in the period of primary education,
and to what extent it is present among last year students.

Values as Core of Moral Competency in School

Value is a conviction, mission or even philosophy (Gulla, 2010). Currently,
the values are formed less on the grounds of parents’ experience and rather on
the grounds of students’ own experience, or configurative value inheritance
(Vertibizglitibas perspektivas Latvijas vispargja izglitiba [Prospects for Value
Education in General Education in Latvia] 2012). According to some authors,
the significance of a phenomenon is attained by attributing value to it, and this
action is intentional. However, this action is not intellectual because value is a
result of experiencing the significance, namely, it is existentially emotional
(Davis & Steinbock, 2014). Awareness and understanding of values can be
attained through reflection (through personal contemplation).VValues can be
viewed as expressions of moral obligation (Freakley, et al., 2008), or as
experienced and individualised, namely, personally significant phenomena. In
the first instance, they can be taught to a student: student will know (remember)
them and will be able to name them. In the second instance, values are shaped
through experience and emotions, through reflection on phenomena and events.
Mainly those are mainly personally significant values which form the core of
world view (Augskalne, 2012), justify and guide the quest for the meaning of
life. Internalised values form human virtues — understanding of what is good,
what action is considered good and responsible (Ryan, Bohlin, 1999).
Concurrently, values are fundamental to competency, which is the strategic goal
of education, and a competent individual, which is an ideal result of education
(Tilla, 2015). Competency is a totality of knowledge, skills and attitudes that
affect one’s sense of responsibility, is reflected in one’s actions, can be collated
with set standards and developed (Lucia, Lepsinger, 1999: 3). Because of the
integrative nature of competency, it is possible to analyse one particular aspect
of competency, namely, moral competency (Sekerka, 2014; Podolsly, 2008.).
Moral competency is formed by learning and reflection. Just as any other
competency, formation of moral competency requires specific actions and moral
development oriented process (Sekerka, 2016), which is manifested in
knowledge and mainly ability of an individual — the student — to reflect upon
their personal (instead of general or conventional) attitude towards issues that
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are significant to society or each individual and are highlighted in educational
process.

Methodology

Phenomenology-driven study was conducted by gathering data with
qualitative (written opinions, group and private discussions, pedagogical
observations) and quantitative methods.

Content analysis of data was conducted with Weft QDA software. The
software enables processing of texts in the Latvian language, to conduct
qualitative analysis, as well as to highlight, encode and select specific parts of a
text. The code word for this study was values; however, in order to identify the
characteristics of internalised values, the personal pronoun I/we was added to the
code.

Contributors to the study were 30 students, who attend grades 8 and 9 in
two private educational institutions in Riga and represent diverse cultures (for
example, the Middle East or the South-East Asia), as well as think, speak and
write in different languages (Latvian, Russian or English, which often are not
even their native languages). These contributors were chosen to identify moral
competence of students studying in multicultural environment.

Moral Competency of Students Expressed through Value Reflection

During the study, the research documents — written opinions of students,
were obtained and analysed successively; pedagogical observations were made
during the history class in grade 9 where the subject of holocaust was discussed
(16 students present); and students were surveyed on the subject of moral
values.

It is essential for a student to be aware of himself/herself as a part of nature
and society, namely, a biological and social being; therefore, the study focused
on nature and human life as values. During a social studies class, 30 students
from grades 8 and 9 talked about natural resources, their limited availability and
the need to preserve and restore the nature. At the end of discussion, students
were given the following open-ended questions, which are topical from the
perspective of UN Climate Conference held in Paris in 2015 and recent
publications on website www.satori.lv:

1. Is the nature valuable per se, or is its value determined by us (people)?

2.  How do you understand the phrase “valuable per se”?

3. Does the value of nature mean that we (people) have some obligations

towards it? What kind of obligations?
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Proportional distribution of responses initially indicates that majority of
students believe that value of nature is determined by people and that we talk
about it only because it is significant (useful) to people (Table 1).

Table 1 Characterisation of Nature’s Value

Response Number of positive responses
Nature is valuable per se 8
Nature’s value is determined by people 19
Ambiguous response 3

As the questions were open-ended, the below-mentioned excerpts from
responses reveal their views (the original way of expression and spelling is
preserved; the authors have provided translation of replies given in Russian or
English).

When explaining the inherent value of nature, students emphasise the
general functions and aesthetics of nature (hereinafter quotations from essays are
given in italics) — it purifies air, makes the life brighter... is the most beautiful
thing in our lives; it provides elements for our existence, it produces substances
just for us; it is the main resource for humanity, it is the foundation of all
economies. However, more frequently we think about the beauty of nature, we
draw inspiration and peace of mind from it. This is the dominant yet
deinternalised opinion, because personal involvement is not revealed or maybe
students believe that there is no need to reveal it in the study process. Only two
students contemplated that nature means trees, rivers, rocks and many other
things that are not actually created by a human being; it is not created for us
alone, for our own use and with the aim to destroy other living beings, thus
reminding about relations and interconnection between parts and the whole.

Internalisation, which is expressed by relating the issue to one’s self and by
the use of personal pronoun | (/ think...; in my opinion...; it seems to me), Was
observed only in four responses out of 30. Maybe it means that students do not
relate themselves with the subject and do not see themselves as active and
responsible part of society. That, on turn, raises concern about formation of
moral competency, as well as the entire process of socialisation. But what
concerns most, is the following reply: “unfortunately, we are not taught to
preserve nature...”, Which, first of all, is not true because students are taught to
preserve nature in natural and social science classes, as well as class meetings,
and, secondly, it is an attempt to shift the responsibility away from one’s self to
those who do not teach.

Some students said that nature becomes valuable only because people
determine its value on the grounds of extent to what it can be used. Students
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emphasise the diverse ways in which the nature can be used and on which the
nature’s value depend (we cut trees, use it as wood... we use land, trees, fruits,
water for watering plants...).

Analysis of excerpts reveals that even if nature’s inherent value was
emphasised initially, the rest of the response focuses on reasons for its value to a
human being. Many respondents (21 out of 30) perceive value from material
perspective, namely, the things a human being extracts or gets from nature.
Young people often confuse the material and moral meaning of value, thus
giving grounds for concern about the understanding of values as one of the
intended outcomes of educational process.

The second question regarding the meaning of phrase ‘“valuable per se”
was posed in order to determine the desire and ability to reflect upon general
concepts (Table 2).

Table 2 Ability of Student to Reflect upon Concepts

Response Number of responses
Question is omitted 11
Attempt to shift from general to specific 5
concept
Attempt to reflect upon general concept 12
Negative response 2

Whenever the question was ignored (11 replies out of 30), students
attempted to use daily experiences and general knowledge obtained in the
educational process. This question seemed complicated because it is general and
requires thinking and listening to one’s self.

A part of respondents (5 out of 30) attempted to shift from the second
general question to the first question about nature’s value by once again
referring to the ways in which nature can be used:

e  Everyone sees the value per se when they come across places with

nature in a bad state, dry land and no water.

e  Value per se — no animal would survive without nature.

On few occasions (2 out of 30), the response was short and negative. It is
impossible to comment these replies because they do not fit in the context.

e Asfar as | understand, the value does not exist per se.

e  Value without value? Who needs it?

On several occasions (9 out of 30), the young people attempted to reflect
upon general ideas; however, their thoughts and ways of expression are often
unclear, sometimes controversial or declarative:

e It means that many things were not created with the aim to be valued.

19



Inese Augskalne, Beatrise Garjane. Moral Competency of Grade 8 and 9 Students

e | do not entirely understand what the value per se means because for
me value is a concept used by people: something is valuable because
it is rare, needed or beautiful.

e Value per se means that something is valuable but not needed; it
merely exists without being used.

e | think that value per se is something that is not attached by us, the
people, but exists on its own.

e  Value per se characterises a thing or product which has many good
characteristics, including being good for health.

e Value per se means that even if something means nothing to us,
somebody else’s life might depend on it.

e All things have inherent value; however, it is hard to identify and
therefore we, the people, attach the value to these things.

e | understand it as something that existed before everything else,
before a human being, yet still is essential.

These attempts to think suggest that a part of young people are willing to
reflect upon general issues (Table 2), although it seems complicated and
demands effort. Reflection upon issues of morality, in this case — upon values, is
one of the characteristics of moral competency. It is possible that such general
questions should be posed to students in all classes, in order to initiate
(stimulate) independent analysis of problems discussed at school, to facilitate
reflection and thus to form moral competency. Moral competency of students
depends on their knowledge, their experience of personal values, and their
ability to reflect upon personal attitude towards issues that are significant to the
society or each individual and are highlighted in educational process.

Concurrently, the responses provided or avoided by students (Table 2) is a
reminder and challenge for a teacher: How will a student form his/her moral
competency without the sense and awareness of values? Opinions of students
show insufficient individuation (induced self-education).

The third question regarding obligations of a human being towards nature
from the students’ perspective seemed to be the easiest one. All respondents
named obligations which are determined by non-reflected conviction about
nature as value: to take care of nature, not to pollute nature, to preserve flora, to
treat nature with care, respect and love, to preserve and restore nature, not to
disturb nature, not to kill animals for fur, to keep rivers clean, to save water.
Only one response contained a superficial phrase that human beings have many
obligations towards nature.

Internalisation expressed as relating obligations towards nature to one’s Self
was evident in 12 replies saying that we take care of nature, it is our obligation
to preserve nature, we take part in clean-up campaigns, and referring one’s own
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personal action (Table 3). On 18 occasions, students did not relate these
questions with themselves and talked about the others or the people. This
separation or alienation of one’s self from the essence of the question
undoubtedly attests to formation of one’s personality; however, it also shows the
reluctance to be aware or assume responsibility in socially significant processes.
e  Everyone talks about global warming; however, no one does anything.
o  People must not do what shouldn’t be done, for example, destroy
trees.
e Human being is a selfish creature; and therefore, it often harms
nature.
e People believe that nature has valuable materials which should be
used to maximum by leaving only leftovers to nature itself.

Table 3 Internalisation of obligations of human being towards nature

Level of internalisation Number of replies
Internalised 12
Deinternalised 18

Furthermore, the content analysis reveals pedagogically grounded trend:
positive responses emphasising the good we do for nature are internalised on
nearly all occasions, while the negative are deinternalised, namely, detached
from one’s own actions.

Thus, deinternalised and instrumental perception of values dominate in the
moral competency level among grade 8 and 9 students. The study let it be
assumed that deinternalised views of students reveal their insufficiently critical
assessment of reality and themselves, as well as still superficial moral
competency which is merely on the level of general ideas about life. The
attempts to reflect reveal insufficient individuation of personality, as well as
insufficient readiness and lack of interest to devote greater attention to value-
related issues.

The subjects of military-political nature touch upon value of human being
as part of nature; therefore, this study contains pedagogical observation of ways
the students assess historical events from perspective of morality, namely,
discuss the holocaust during the history class in grade 9. After learning the facts
and numbers that describe the mass killings of Jews during World War Il and
watching a documentary on the holocaust, students were urged to express their
moral assessment of the holocaust. They were asked to give reasoned opinion
and to think why it was possible to conduct this act of destruction of Jewish
nation.
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All students regarded the holocaust as unjust, cruel and unjustified
destruction of a nation, leading to death of the young and the old, children and
women. Students indicated that Jewish nation did not threaten other nations or
political powers. However, it was hard for students to say why the holocaust
could be realised. Two students referred to the role of propaganda, one believed
that other people simply were unaware of the events, while others objected to
him saying that it is impossible, at least not for those living nearby, not to see
the death camps.

Then students were asked to imagine that they have travelled in time and
live during the period of holocaust; they were asked about their feelings and
possible actions. All students in their individual responses indicated great fear.
Three of the respondents said they cannot imagine being in such a situation (two
of them come from the Middle East). Majority of students affirmed that they
would be scared, and their families would isolate themselves and would be
simply happy that the holocaust does not affect them. Only one student said that
by all means he would be scared but still he would try to hide a persecuted
person or help him/her get out of the country. Although students are aware that
human life is a value, the readiness to act upon it was expressed only by this one
respondent, while the rest of the class did not support this initiative. At the end
of the class the teacher asked whether such an attitude of the majority could
have been one of the reasons why the holocaust was realised. That brought
silence to the class, and in the end a rhetoric comment was made by one of the
students: “I never thought that in certain situations something might depend only
on me.”

This is just an insight into one of the classes focused on current and future
life experience (life competency) of a student. But how many other classes with
the same goal are there per week, for example? The opinions voiced by students
highlight the impact of cultural background on the level of readiness and interest
to talk about values, to discuss and understand the relation between values and
personal characteristics, relation between values and one’s goals in life, and to
reflect upon the baseline and conditionality of values. However, another
significant and broad subject for further studies is the competency of teachers to
stand by students in their experience of values.

Conclusions
1. Moral competency of students is determined by knowledge of personal
values, acquired by experiencing their meaning, and by ability to reflect

upon personal attitude towards issues that are significant to society or each
individual and are highlighted in educational process.
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2. Deinternalised and instrumental perception of values dominate in the moral
competency level among grade 8 and 9 students; furthermore, the attempts
to reflect reveal insufficient individuation of personality, as well as
insufficient readiness and lack of interest to devote greater attention to
value-related issues.

3. The competency of teachers to facilitate meaningful experience in
educational process is still a significant and broad subject for further
studies.
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PARTNERIBA STARP SKOLOTAJU UN VIDUSSKOLAS
SKOLENU MATEMATIKAS MACIBAS

Partnership between Teacher and Secondary School Student
through Learning Mathematics

Maija Balode
Latvijas Universitate, Latvija

Abstract. This article examines secondary school student and teachers cooperation through
learning mathematics. The aim of the study is to find out whether the teacher and student
cooperation is a partnership. The partnership is viewed as a cooperation where involved
work toward mutual goals. Secondary school student - teacher partnership is possible if the
teacher trusts students and together with them chooses the learning objectives, the teaching
aids and methods of learning. Students take responsibility for their choices and they are
motivated to accomplish them if there is possibility to make a choice. The article deals with
teachers' views on teaching and students' opinions about what helps and what interferes
learning mathematics.

Keywords: learning mathematics, partnership, secondary school students, teachers.

levads
Introduction

Matematikas priekSmets atSkiras no dabaszinatném, jo matematika ir
cilvéka prata radita un tas pielietojums nav apkartgja vidé pamanams. Atskiribas
ir armT matematikas maciSana, jo nav eksperimentu, ar kuru palidzibu var
nodemonstrét zinasanu lietojumu, 1pasi, ja runa ir par matematikas saturu, ko
apgust vidusskola. Matematikas maciSana ari diskusiju ir mazak, jo vairuma
gadijumu pareiza atbilde biis tikai viena. Matematikas maciSana vidusskola
nosaka, ka prickSmeta apguves seciba ir diezgan stingra, jo ir jaievéro, kur§
temats ir apglistams aiz kura. Tas, kas tiek darits vienu dienu, ietekmes to, ka
notiks macibas nakamajas dienas. Matematiku var uztvert ari ka sveSvalodu,
kura ir japraktiz€ katru dienu. Tradicionali matematika skolas tiek macita
skolotajam skaidrojot un skolénam cenSoties saprast, tad seko uzdevumu
risinaSana ar vai bez skolotaja palidzibas. Matematikas apguves limenis tiek
meérits ar centralizeéta eksamena sniegumu, tadejadi tiek verteti ar1 skolotaji. Par
§STm maciSanas metodém apstiprina ari petijums, kas veikts Lielbritanija 2012.
gada, kur starp popularakajam macibu metodém tiek nosauktas — skolotajs
uzdod jautajumus, skolotdji saka, kadi uzdevumi ir jaizpilda, skoléni klausas
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skolotaja stastijumu par attiecigo tematu un skoléni parraksta skolotaja rakstito
no tafeles (Mansell, Ed., 2012). P&tijumos, kas veikti Latvija, konstatéts, ka,
matematikas maciSana skolas, izmanto skolénam pasivas maciSanas metodes.
Viena pétijuma paradits, ka stunda parrunas ir apméram 20% no stundas laika,
70% laika aiznem vingrinajumi, bet 10% laika atliek patstavigajam darbam, un
ta tas notiek daudzas skolas (Alijevs, 1999). Cita pétijuma konstatéts, ka doming
frontalais darbs un apméram divas treSdalas laika skolotaji izmanto uzdevumu
algoritmu apguvei (Lace, 2010). Macibu metozu lietojums parada, ka skolotajs,
galvenokart, ir informacijas sniedzgjs, izskaidrotajs un skoléns paliek pasiva —
informacijas uznémeja loma, darbojoties pec skolotaja dota parauga.

Petijuma meérkis ir noskaidrot, kada ir skolénu un skolotaju sadarbiba
matematikas macibas. Petijuma jautajums — “Vai skoléna un skolotaja sadarbiba
matematikas macibas ir partneriba?” Veikto pétijumu un literatiiras analize
atklaja nostadnes par partneribu, jaunieSu vecumu un vinu sp&ju biit
lidzvertigiem partneriem skola un macibas. Atbildes uz pétijuma jautajumu tika
legltas ar aptaujas palidzibu, kuras jautajumi tika izv€l€ti un atlasiti atbilstosi
izmeginajuma aptaujai ar atveértiem jautajumiem, kuras mérkis bija noskaidrot,
kas palidz un, kas trauc€ skolénam macities matematiku vidusskola.

Partneriba
Partnership

Partneribas jédziens pedagogija saistas ar macisanos ar izpratni. MaciSana
un maciSanas ar izpratni ir iesp&jama savstarp€jas attiecibas, kas balstas uz
uzticibu un sapratni. Skoléns macas un attista prasmes definét mérkus, izveleties
uzdevumus un savstarpgjas atgriezeniskas saites nodroSinasanu starp
vienaudziem un skolotagju un macas macities (Fullan & Langworthy, 2014).
Aplukotaja partneriba galveno lomu un atbildibu uznemas skolotajs.

Marks Prenskijs (Prensky, 2010) partneribu raksturo ka sadarbibu, kura tiek
lauts studentiem koncentréties uz to dalu no macibu procesa, ko vini var darit
vislabak, un skolotajiem tiek lauts koncentréties uz to dalu no macibu procesa,
ko vini var darit vislabak. Autors piedava ari partneribas Itmenus skolotajiem
skala no 0 Iidz 5 ar detalizétiem skaidrojumiem, ko katrs limenis nozimé un
ieteitkumus, ka skolotajs var palidzet skoléniem klit patstavigakiem un paSiem
lemt par to, ko macas klas€, kadus rikus un lidzeklus izmanto, ka ari, ka
skolotajs var macities no skoléniem. Skolotajs var novertet ari skoléna
partneribas Iimenus (no 0 lidz 5), lai saprastu, kadus maciSanas apstaklus
nodros$inat, lai skoléns var biit ka partneris macibu procesa. Limeni attistas no
0 - ta limena, kur ir tradicionalas lekcijas — skolotaja stastijums, vingrinajumu
lapas un skoléns ir pasiva klausitaja loma, izpilda uzdevumus, nodod majas
darbus un sekmigi wuzraksta kontroldarbus. Papildinot stastijumu ar
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demonstré§jumiem un prezentacijam, piedavajot darboties datorklas€, pamazam
var pariet uz 4 -to Itmeni, kur noteikta temata vai stunda skolotajs ir saisinajis
savu stastljumu un stundas tiek vaditas ar uzvedinoSiem jautajumiem, pétniecibu
un skolénu patstavigu savu zinaSanu konstruéSanu. Un tad skolotajs 5 —ja liment
kltist par atbalstu un konsultantu, bet skoléniem ir skaidri meérki un uzdevumi un
vini darbojas patstavigi vai grupas. Vidusskoléniem ir svariga autonomija, lai
var macities pienemt patstavigus I€émumus, no ka biis atkariga turpmaka dzive
(Kons, 1985; Steinberga, 2013; Maslo, 2003; Baltusite, 2006; Klaczynski,
2005). Partneribu var uztvert ar1 ta, ka attiecibas visi dalibnieki ir Iidzvertigi.
Partneriba, ka vienoSanas par kopigiem mérkiem un uzdevumiem un vienoSanas
par to sasniegSanu. Attiecibas, kuras nevienam vai nevienai grupai nav ‘“varas”
par citiem, mérki ir kop€ji un ir savstarp€ja ciena un uzticiba. Par partneribu
izglitiba var uzskatit, kad divas vai vairakas grupas sadarbojas kop&jam skolas
labumam vai, lai uzlabotu skolénu maciSanos (Cox-Petersen, 2011). Sadarbibas
prasmes var apgiit pakapeniski no vienkarSakajam prasmém Ilidz kopigai
darbibai, saskanotiem mérkiem un lidzekliem. Partneriba var klit par attiecibam,
kuras visi ir iesaistiti un ir ieguvéji no kopiga macibu procesa (Spona, 2006;
Zogla, 2001; Sousa, 2011). ST pétijuma konteksta, partneriba ir lidzvértigu
dalibnieku sadarbiba, kur ir savstarp€ja ciena un ir kop&ji mérki un uzdevumi,
kas uzlabo skolénu macisanos.

Vidusskolenu un skolotaju sadarbiba
Cooperation between secondary school students and teachers

Vidusskolas laiks ir, kad cilvéks izvelas savas turpmakas dzives un darba
gaitas, sagatavojas patstavigas dzives un darba gaitu uzsakSanai. Jauniba
veidojas visnopietnakas dzilas attiecibas ar citiem cilvekiem un notiek
profesionala un personibas paSnoteikSanas, kas paredz apzinatu izveéli un
lémuma pienemsSanu, nemot veéra savas spgjas, intereses un savas dzives talaku
virzibu. Visiem jaunieSiem ir vienas problémas, bet ir atSkirigs vinu brieduma
temps (Eriksens, 1998). Pareja no bérnibas uz brieduma gadiem dalgji ir atkariga
no ta, cik liela ir atSkiriba starp prasibam, ko pieaugusie izvirza bérniem un ko
jauniesi izvirza sev. Tur, kur §is prasibas ir vairak vai mazak vienveidigas,
attistiba noris gludak un bérns pieaugusa cilvéka statusu iegiist pakapeniski. No
bérna tiek prasita paklausiba, no pieaugusa — iniciativa un patstaviba. Ar gadiem
ir attalinajusies jaunieSa profesionalas dzives uzsaksSana un paildzinajies periods,
kad jaunietis aizvien atrodas vecaku pasparn€ un neuznemas pilnu atbildibu par
savu dzivi (Kons, 1985). Parsvara skolu beiguSos jaunieSus satrauc nespé&ja
izvelaties profesiondlo identitati. Saja vecuma ir identitates jeb patibas
mekl&jumi. Picaug veélme uztvert sevi kopveseluma un, ja jaunieSa ieksejas
vajadzibas nesaskan ar to, kas tiek prasits no arienes, var biit zems
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paSvertejums, depresija. Ar vecakiem jaunieSiem var biit divéjadas attiecksmes;
no vienas puses, jaunie$i apzinas, ka vini ir atkarigi (finansiali, ekonomiski,
materiali), no otras puses, - tiecas bt neatkarigi (Svence, 1999).

To, vai jaunibas gadi biis laimigi un radoSi, nosaka galvenokart atmosfera,
kada valda skola un paSa skoléna attiecibas ar skolotajiem, jo $aja vecuma
skoléns alkst skolotaja atrast nevis vienaudzi, bet gan tieSi vecako draugu un
audzinataju. Vinu vienlidzibai ir jabiit abpusgja atklatiba, un tas skolotaja un
skoléna attiecibas “atmaksajas simtkartigi” (Kons, 1985). Saja laika vienaudzu
ietekmes speks uz jaunieti ir pat lielaks par vecaku un skolotaju ietekmi. Klases
audzinatajs — koordinators, kas koordin€. Runa ir par labpratigu radosu
sadarbibu, kura ar1 pats vecako klaSu skoléns ieklaujas nevis ka audzinaSanas
objekts, bet gan ka pilntiesigs lidzdalibnieks. ,,Personiba ir tikai tur, kur ir
briviba un jaunrade” (Kons, 1985). Briviba ir iesp€jama, ja ir izvéle, bet,
savukart, izv€le ir par pamatu motivacijai. Skolotajam sadarbiba galvenais ir
palidzet, atbalstit skolénu, macit skolénam paSam veikt jebkuru darbu, tatad
skolotajs sadarbiba bagatina pats sevi (Spona, 2006). Skolotaja palidziba ir tik
liela, cik ta ir nepiecieSama, lai skoléns pats var€tu macities un, macoties ar
palidzibu, apgiitu noturigu prasmi nepartraukti macities patstavigi. Patlaban
pieaugusais veido bérna dzivi galvenokart péc ta, ka pats to izprot, nevis ka
jaunietim tas ir dabiski (Zogla, 2001). Psihologam S. Rubinsteinam
(Pyounmreitn, 2000) pieder doma, ka jebkura skolotaja merkis ,,ienest” bérna
apzina zinasanas un tikumiskas normas, apejot pasSa bérna darbibu ta apguve,
sagrauj bérna prata un tikumiskas attistibas, vina personibas audzinasanas
veseligos pamatus. MaciSanas ir aktivs un apzinati organiz€ts process, ko var
veikt tikai pats skoléns, balstoties uz savu iepriekS€jo pieredzi un zinaSanam
(Keefe, Jenkins, 1997). Skolotaja mérkis ir dalit atbildibu par macisanos ar katru
skolénu individuali. Jo skoléni kliist patstavigaki sava maciSanas procesa, jo
macibu process klust individualiz€taks. FiSers un Freja skolotaja atbildibas
daliSanu ar skoleénu apraksta ka: ,,Es to daru”, ,,M@&s to daram”, ,,Jis to darat
kopa”, ,,Tu to dari viens pats”, pakapeniski nododot atbildibu pasam skolénam
(Fisher, Frey, 2008).

No konstruktivisma skatu punkta macibu procesa jarada tadi apstakli, kas
dotu 1iesp€u skoleénam pasam uznemties atbildibu par savu zinasanu
konstruéSanu, ka ar1 uznemties iniciativu par pasa macisSanos, izvéloties savam
spéjam atbilstoSu uzdevumu, nevis tikai faktu apgiiSanu un vingrinasanos, pildot
standartuzdevumus. Konstrugjot jaunas zinaSanas, skoléns apgiist ari
metakognitivas zinasanas, zinaSanas par domasanas strat€gijam un zinasanas par
savu individualo izzinas procesu (Reigeluth, 1999). Piazge (Piaget, 2001) par
maciSanas merki uzskatija tadu apstaklu radiSanu, kas skolénam lautu radit vai
atklat zinasanas. Tad, kad skolotaji parak detalizeéti visu izskaidro, vini nelauj
skolénam pasam atklat un izprast. Tatad maciSana nav zinaSanu nodoSana
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nakamajam paaudz€m, bet gan tadu apstaklu radiSana, lai skoléni pasi atklatu
vai raditu jaunas zinasanas. Turklat, izmantojot metakognitivas prasmes un
izprotot kognitivos procesus, skol€ni pasi rada maciSanos atbalstoSu vidi.

Vecako klaSu skoléna domasanas stils ir atkarigs no vina nervu sist€émas
tipa, kas ietekme ar1 sekmes macibas. Izglitiba un maciSana ir jaorient€ nevis uz
individualu 1patnibu niveléSanu, bet gan uz skolénu individuala darbibas stila
izkopSanu. Stradajot ar jaunieSiem jaieveéro, ka bitiskakais ir identitates
mekl&jumi, visu izzinas procesu lielaka intelektualizacija, intimitates pieaugums
starp vienaudzZiem. Saskarsmé jaunieSi klast vairak versti uz sevi, norises sev
apkart uztver caur sevi. MaciSanas notiek gan apzinati, gan neapzinati, bet abos
gadijumos tas ir aktivas darboSanas process. No skolotaja jauniesi sagaida labu
specialistu un padomdevéju. Tas nozime, ka skoléns un skolotajs ir partneri, kas
mijiedarbojas, lai skolens galarezultata spetu macities patstavigi. Lai jaunieSi
apgiitu dzives prasmes, pasi lemtu par savu dzivi, viniem ir jabut skaidrai un
izvertetai vertibu sistemai. TieSi vertibu sistéma noteiks pienemto l€émumu
kvalitati, tad€] ir Joti svarigi skolai veidot sadarbibas modeli starp skolotajiem un
skoléniem, lai pasaule un dzive taja tiek uztverta kopveseluma.

Pétijums tika veikts trijas vidusskolas un viena gimnazija. Viena no
vidusskolam atrodas arpus Rigas, pargjas ir galvaspilséta. Uz anketas
jautajumiem atbildgja 10. — 12. klaSu skoléni, skaita 98 un 9 skolotaji. Anketas
tika veidotas ar viena veida jautajumiem, lai var salidzinat skolotaju un skolénu
atbildes uz tiem.

Pétijuma rezultati
Research results

Skolénu atbildes parada galvenas tendences. Aptauja piedalijas tikai devini
skolotaji, tomér vairuma jautajumu skolotdji ir vienispratis. Jautajuma par to,
kas izv€las stundas mérki (1.att.), skolotaju viedokli ir tikai divi — skolotajs
(78 %) vai arT mérki nosaka macibu programmas. Skoléni doma, ka stundas
meérkis nak no arpuses — to nosaka macibu programmas (52 %), bet 5 % skolénu
saskata vienoSanos starp skolotaju un skolénu.

Par macibu metozu izveli (2.att.) skoléni un skolotdji ir vienispratis, ka
visbiezak tos izv€las skolotajs (78 % skolotaju un 77 % skolénu). Skolotaji
uzskata, ka metodes tiek izv€l&tas vienojoties ar skoléniem (22 %), skoléni
saskata, ka arT skoléniem tiek dota iesp&ja izvéleties macibu metodes (13 %,
9 %). Uzdevumu risinasanas metodes péc skolotaju atbildém izvelas skoléni un
skolotaji, vienojoties (78 %), tomér skoléni savas atbildes sadala starp —
vienojoties (47 %) un skolotaja noteiktajam risinasanas metodém (37 %).
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Skoleni % 52%
Skolotaji 6 2% 0%

m Skolotajs “ Skolens ® Macibu programma, VISC ® Vienojoties skolotajam un skolenam

1.att. Atbildes uz jautajumu par to, kurs izvélas macibu mérkus stundai
Fig. 1 Answers to the question of who chooses the learning objectives of lesson

Skoleni 9% (7%
Skolotaji 119 o 7 S

® Skolotajs * Skolens ® Macibu programma, VISC ™ Vienojoties skolotajam un skolenam

2.att. Atbildes uz jautajumu par to, kurs izvélas uzdevumu risinasanas metodes
Fig. 2 Answers to the question of who chooses the task solution methods

Jautajums par veidu ka skoléni iepazistas ar nosacijumiem tika ieklauts
aptauja, jo no agrakam sarunam ar dazadiem skoléniem, izskan&ja doma, ka
macoties matematiku, trauc€ tas, ka nav pietiekami laika iepazities ar uzdevuma
nosacijumiem un uzreiz jau paradas risinajums uz tafeles, vai ari tiek iedotas
atbildes un skoléniem vairs nav nepiecieSamibas kaut ko darit. Traucé nespé€ja
stradat sava tempa un, uzsakot pildit kadu uzdevumu, ir vélme to patstavigi ari
pabeigt. Ari aptaujato respondentu atbildés paradas nesakritiba (3.att.), jo
skolotaji ir parliecinati, ka uzdevumi tiek doti un skoléniem ir iesp€ja iepazities
ar tiem patstavigi (0-2 min. —67 %, 2-5 min. —33 %), tomér skolénu pieredze
liecina, ka viniem piedavatais laiks ir nepietickams un vairuma gadijumu (55 %)
skolotajs pats skaidro uzdevuma nosacijumus.

Jautajuma, vai skol€niem ir iesp€ja uznemties pasvadibu (pats plano, dara,
verteé) savam macibu procesam, skolotaju viedoklis ir (4.att.), ka tas ir biezi,
tomer péc skolénu domam (5.att.) tas ir reti (53 %) vai nekad (11 %). Lidzigi par
iniciativu — skolotaji (4.att.) uzskata, ka to ir iesp&jams uznemties biezi (78 %),
bet skolénu atbildes (5.attt.) liecina, ka iesp€ja uznemties iniciativu sadalas no —
“nekad” (4 %), reti (34 %) un biezi (49 %). Gan skolotaji (4.att.), gan skoléni
(5.att.) saskata, ka ir iesp€ja bt patstavigiem, gan ar1 atbildigiem par to, ko dara
matematikas stunda.
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Skoleni 10% [ 20%  IE7EE
Skolotaji0

I J I J \
® Skolotajs izskaidro uzdevuma nosacijumus

Skoléns nolasa skali uzdeevuma nosacijumus
# 0-2 miniites patstavigi

M 2-5 miniites patstavigi

3.att. Atbildes uz jautajumu par to, ka notiek iepaziSanas ar uzdevumu nosacijumiem
Fig. 3 Answers to the question of how students get to know about tasks

Pasvadiba 56% 0%
Atbildiba 45% 2%

Patstaviba 0% I I £ 7
Iniciativa

| | | 7|8% 0(IJ/0

® Reti " Biezi ™ Vienmér

4.att. Skolotaju atbildes uz jautajumu par to, vai skoléniem ir iespéja uznemties
pasvadibu, atbildibu, patstavibu un iniciativu matematikas macibas
Fig. 4 Teachers' answers to the question of whether the students have the opportunity to
take on self-management, responsibility, independence and initiative in mathematics

learning
Paivadiba 53% - 330% 0 BA
Atbildiba 24% O 2206 |
Patstaviba §96 15% [ SE 06 Y 7

Iniciativa 34% | 13% |
| | | | | | | | |

® Nekad Reti = BieZi ™ Vienmeér
S5.att. Skoleénu atbildes uz jautajumu par to, vai viniem ir iespéja uznemties pasvadibu,
atbildibu, patstavibu un iniciativu matematikas macibas

Fig. 5 Students' answers to the question of whether they have the opportunity to take on
self-management, responsibility, independence and initiative in mathematics learning
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Novertejot skala no 1 Iidz 10, vai matematikas stunda skolénam ir iesp€ja
izdarit izv€les un vai skoléni ir motivéti macities (1.tabula, ickrasoti lielakie
skaitli rinda), skolotaji uzskata, ka skoléniem ir gan motivacija — ar “7” un “8”
noverte 66 % skolotaju, gan ari iesp€jas izdarit izvéles — ar “8” noverte 44 %
skolotaju. Skolénu atbildés visvairak viedoklu apstiprina, ka vini ir gan
motiveti — ar “8” noverteé 24 %, gan viniem ir iesp&jas izdarit izvéles — ar “7”
verte€ 32 %, bet daudzi nesaskata izv€les iesp€jas un norada par motivacijas
macities trikumu.

1.tab. Atbildes uz jautajumiem par motivaciju un izvélém macoties matematiku
Table 1 Answers to the questions about motivation and choices learning mathematics

1 10
Skoleni Nemaz 2 3 4 5 6 7 8 9 Daudz
Motivacija 1% 1% 3% 4% 4% 10% 22% | 24% 23% 8%
IzvEles 1% 3% 3% 3% 18% 13% [ 32% 19% 4% 5%
Skolotaji
Motivacija 0% 0% 0% 0% 0% 22% | 33% 33% 0% 11%
IzvEles 0% 0% 0% 0% 0% 0% 33% | 44% 22% 0%

Skolotaja un skoléna sadarbibu skolotaji redz, ja ir izvirziti skaidri meérki,
tieck nodroSinata atgriezeniska saite, skolotajs maca un skoléns macas, ka art
atbalsts no skolotaja un palidziba. Skoléni sadarbibu uztver ka savstarp€ju cienu
un atbalsta sanemsSana no skolotaja, skoleni macas, bet skolotajs maca. Par to,
kas visvairak palidz apgut matematiku, skoléni norada, ka ta ir veiksmiga
sadarbiba ar skolotajiem un skolotaji ir tie, kas palidz. Atbildes pauz, ka skolens
un skolotajs atrodas dazadas pus€s un kop€ja procesa skolénam nav iesp&jas un
ar1 nav saprotams, ka var uznemties vadibu par savu macibu mérku izvirziSanu
un visu macibu procesu. Par to, kas trauc€ macities matematiku skolotaju
atbildes (vértésana, pamazinasanu trikums, gaidiSana uz skolotaju, lai vins
pasaka, kas ir jadara un motivacijas trilkums) atSkiras no skolénu (nesp¢ja
stradat sava tempa, laika trikums, troksnis un nesp€ja koncentréties, apgiito
tematu apkopojumu triikkums, slinkums) atbildém.

Iegiitie rezultati liecina par to, ka skolotajs ir situdcijas noteicgjs klas€ un
skolénam nav iesp€jas to ietekmet. Savstarp€jas sarunas un macibu procesa
izvert€Sana ar aptauju palidzibu skolotajam var palidzet labak saprast, ka klase
jitas skoléns un, kas vinam patiesi palidz biit sekmigam un veiksmigam sava
darbiba. Skolotajam jabit petniekam attieciba pret to, ka virzas macibu process
un sadarbiba ar skoléniem (Maslo, 1995; Hattie, 2012; Rutka, 2012; Sahlbergs,
2010). Skolotajam janodroSina ari diferencéta pieeja skoléniem, lai katrs var
macities atbilstosi savam tempam un justies novertéts (Illeris, 2014; Gregory &
Chapman, 2007, Boaler, 2009, Kline, 2015).
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Secinajumi
Conclusions

Aptauja tika veikta tikai Cetras skolas un bija tikai devini aptaujatie
skolotaji, kas vel neparada, ka §is ir atbildes, kas raksturotu lielakas skolotaju
dalas viedokli un poziciju, tomér galveno tendenci tas parada, ka skolotajs
uznemas atbildibu un vadibu par to, kas notiek klas€ un to nedala ar skoléniem.
Macibu stundu mérkus un macibu metodes izv€las skolotajs, uzdevumu
risinaSana skoléniem ir v€l iesp€ja izv€lEties savus risinaSanas celus, tomer
skolotaja demonstrétie panémieni domin€. Skoléniem apgit matematiku trauce
nesp€ja macities sava tempa, jo skolotaja riipe ir paspet iemacit, lai sagatavotu
cksamenam. Konkrétais p&tijums parada, ka skolotaju un skolénu sadarbiba tiek
uztverta ka labas savstarpgjas attiecibas, kuras skolotajs nodroSina pozitivu
macibu vidi un atbalstu, un tada ta ir petijjuma ieklautajas skolas un skolotajs
maca, bet skoléni macas. PEtijjumu var turpinat, lai noskaidrotu partneribas
Itmenus, jo tas palidz&tu saprast, kadas partneribas attiecibas ir sadarbiba un kas
biitu vél jadara, lai to uzlabotu. Skolotajiem ir jadod iesp&ja vidusskoléniem
lemt par to, ko un ka vini grib macities un skolotajam jatic skoléniem, ka vini
grib macities. Bet visu sakt var ar savstarp&ju dialogu un personisko mérku
matematikas macibas noskaidrosanu.

Summary

This article examines secondary school student and teachers cooperation through
learning mathematics. Mathematics still mostly is taught through lecturing, explanations and
demonstrations done by the teacher, then task solutions with or without help of a teacher and
then practice again. The aim of the study is to find out whether the teacher and student
cooperation is a partnership choosing four secondary school’s students and teachers.

The partnership can be viewed as a cooperation where involved work toward mutual
goals, no one group has “power” over the other, trust and respect. Partnership also can be
taken as a relationship where everyone engaged in and stands to benefit from the process to
learn together. Secondary school student - teacher partnership is possible if the teacher trusts
students and together with them chooses the learning objectives, the teaching aids and
methods of learning. Students take responsibility for their choices and they are motivated to
accomplish them if there is possibility to make a choice. The article deals with teachers' views
on teaching and students' opinions about what helps and what interferes learning mathematics.

The study was conducted in three secondary schools and one gymnasium. One of the
secondary schools located outside Riga, the rest are in the capital. To the questionnaire replied
98 students from 10th - 12th grades and nine teachers. Questionnaires were designed with the
same type of questions that can be compared the answers of teachers and students to them.

The results indicate that the teacher is in control in the classroom and for students it is
not possible to influence it. Mutual conversations and learning process evaluation surveys can
help a teacher to understand better how the class feels and that teacher really helps students to
be a successful in mathematics learning and help them work at their own pace.
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THE TRANSFORMATION OF CHILDHOOD IN A MODERN
SOCIETY AND ITS EDUCATIONAL CONTEXT

Tomasz Biernat
Nicolaus Copernicus University in Torun, Poland

Abstract. The main aim of this article is to discuss two ways of perception of childhood in a
modern society. The first way, which is preferred by essentialists, refers to the biological
background of childhood and its traditional meanings. The second way of understanding
childhood treats childhood as a kind of social construct. Both definitions bring up various
consequences in the institutional education, raising children in families as well as in
socialization of the young generation and sharing responsibility for education.

Keywords: childhood, definition of childhood, changes of childhood, social constructivism,
education

Introduction

The transforming childhood in a modern society becomes a fact. The
technological revolution, globalization, modern media has given the impulse to
create new conditions for childhood development. These changes compel to
answer a few basic questions: What is childhood? How is childhood perceived
in @ modern society? What social phenomena are linked to the process of
constructing childhood? What are the educational consequences of this process?
The answer to this questions is not as simple as we may think. On first sight we
can say that childhood is a child’s state of being or a time during which one is a
child. Scientifically, we may define childhood in two ways. On the one hand we
can define it as a biological fact, on the other hand, we can define it as a kind of
social construct. These two theoretical approaches have the various educational
results. The transforming childhood allows us to formulate interesting questions
concerning responsibility of parents, teachers, educational institutions and
governments for child’s social and psychological development.

Childhood as a biological fact and a social construct

Let us look at the first meaning of childhood as a biological fact.
Essentialists believe that childhood is inborn. This point of view holds true for
every culture in the whole history. Thus, childhood constitutes an unchangeable
“essence”. This is a natural stage of people’s development determined by genes.
The essentialists’ point of view is that childhood has its own specific, internal
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nature. According to scientists who represent this theoretical background
(Z. Freud, J. Piaget, E. Erikson) childhood has always existed. It assumes that
childhood may have different forms but its nature is always the same. Lloyd
deMause claims that childhood has only been discovered by people in their
history 9deMause, 1974).

The second point of view is as follows: childhood is a kind of social
construct. The social constructionists believe that childhood is an element of the
created social reality (Berger, Luckmann, 19830. Childhood is constructed by
society in various acts of everyday life, in discovering what a social reality is, in
creating meanings and negotiating meanings. People use common procedures
that are involved in creating social reality: describing social world, interpreting
social facts, getting a common wisdom, etc.

It is necessary to emphasize the meaning of social context; a time in history
and the economic conditions which influence the process of constructing
childhood. Defining childhood depends on who defines it and when and where
childhood occurs.

The second way of understanding childhood suggests that it does not exist.
It is not an internal characteristic of a human being. Childhood has appeared in
people’s history as an effect of social needs. It appeared in their consciousness
as a cultural phenomenon. People began to create childhood because of their
need of it. We can say that childhood was invented (Aries, 1995).

Neil Postman reckons that childhood, as a social construct, appeared in
XVII century (Postman, 1999). Earlier, people’s life span was constituted of two
phases: infancy and adulthood. A child was treated as an adult person when it
began to speak. The invention of print influenced the development of school
education and learning which became obligatory. Being a member of adult
society required new abilities: reading and writing. A new social category
appeared in that time: the pupils. Young people had their own particular activity,
a separate time for playing, learning etc. It is worthwhile saying that the first
theories of childhood were created in the Enlightenment.

There are also many people who are somewhere in the middle and agree
with certain aspects of both social constructionism and essentialism; they may
believe that there's some biological influence on childhood but that cultural
ideas also have an important impact.

The constructing of childhood in a modern society

In this part of my paper | would like to discuss the relationship between
childhood and society. I will try to show the place of childhood in a
contemporary culture (the post-modernity, the late modernity or flexible
modernity). Nowadays, we can notice particular paradoxes linked to childhood.
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They come from anambiguous and contradictory relationship between society
and childhood. On the one hand, we can observe a development of a specific
pseudo-childhood culture which is produced for children by adults (e.g. special
music, movies, fashion, entertainment for children, a fight for children rights, a
great number of institutions and organizations helping and supporting children).
On the other hand, we may see the disappearance of natural, authentic childhood
culture. The children’s culture created for children by adults is equipped with
artifacts from adult’s world. Some of the research indicates a disappearance of
genuine children’s culture and places where it may exist. Again, on the one
hand, we notice a particular romantic overestimation of childhood. A change of
child’s position in the family: from “the king pair witch a child” to “the king
child with parents”. The child is not in the center of family. The position of a
child becomes worse. The center of the family is occupied by parents because of
their professional work, a desire for success and flourishing career. But, on the
other hand we may assume that childhood is being degraded by many various
mechanisms which have appeared in our time. This tendency is connected to
depreciation of childhood in society (e.g. negative birth rate in many countries,
co called DINKS marriages (an acronym that stands for Double Income, No
Kids), single life style, abortion, contraception).

There is a great number of phenomena of harming childhood in our world.
We may mention a few of them:

- childhood is threatened by various forms of neglect and child abuse,
by homelessness (about 100.000.000 homeless children living in the
streets around the world), by military conflicts (approximately
300.000 children are believed to be soldiers);

- children are constrained by drugs, alcohol, violence, poverty and
pornography;

- children have become a kind of taboo; untouchable because of their
sexuality, adults are afraid of them due to the risk of being accused of
sexual abuse;

- children have become a kind of taboo because of their violence and
aggression (e.g. dangerous children at schools, on the streets).

All we can see is that childhood is deformed in many ways nowadays. Ayn
Rand claims that the deformation of childhood in the modern society is caused
by progressive and permissive education too (Rand, 2003).

David Elkind, a sociologist, suggests an appearance of a new construct of
childhood: a postmodern child. It comes along with a post-modern family
(Elkind, 1992). He defines this family as a set of the feelings, values and
perceptions which determine the relations between the family and a wider
society. This post-modern family is also called “a permeable family”. His
conception differs from Talcott Parsons’ model of a modern family (“a nuclear
family”). The main difference concerns the family boundaries which determine
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contact with outside world. The boundaries in the nuclear family are bright and
sharp. They separate family from the world. The family is a place of safety and
rest for its members. The boundaries within the permeable family differ. They
are more permeable and facilitate closer contact with the outside world. This is a
result of media development and the information revolution. The family is
influenced by various elements coming from the outside world. A change of
relations with the outside world brings new values, norms and life styles to the
family. Finally, it changes the internal relations within families; first of all the
relations between the parents and their children. The family structure, the family
rules and roles, the boundaries between family members transform too. David
Elkind recognizes that the post-modern families include families of working
parents, divorced families, one parent families, foster families, lesbian and gay
families with adopted children. In these families children and adults have lost
their defined place. This fact changes the character of childhood.

The scientists suggest that a few new phenomena are connected to the
childhood in our times. In early 80’s Neil Postman suggested the disappearance
of childhood. In his opinion, this phenomenon is caused by children’s access to
information. What introduces a child to the adult world is its ability to use media
technologies (Postman, 1982). David EIlkind describes a phenomenon of
shrinking childhood. He emphasizes three dimensions of it: shrinking of time of
being a child, shrinking of social spheres destined for children and shrinking of
normality (children are threatened by abnormal aspects of the adults’ world). As
a result of this transformation, childhood is damaged what threatens child’s
development (Elkind, 1994). Technology which has a great impact on child
growth and development creates a “digital child” (Elkind, 2007).

Another problem concerns a multi-institutional secondary socialization. In
a contemporary world the process of education is divided into various
educational institutions. Education in the families and in various institutions is
different. There is no communication between the participants of this process.
The specialists admit that some aspects of education are out of control. I would
like to point out to the changing character of raising children. In modern family,
a great role in upbringing was played by intuition, custom and common sense.
The subject of upbringing was a whole person (personality). The parents were
focused on children’s needs. The situation is changing now. Parents pay more
attention to the techniques of upbringing. They want to influence children’s
behavior by teaching particular dispositions and abilities (self-esteem,
communication, life style).

The next problem has appeared with new sources of child’s identity. In our
times the identity is flexible and more defined by social context than traditional
influences coming from parents, teachers, priests. Personal narrative and the
personal judgment of values seem to be less important. Adolescence is more
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peaceful and the need of separation manifested by youth is lower than in the
past.

Some of the specialists in the field of childhood point out to another
important fact. Children become adults earlier because they are consumers. They
become active participants of a free market and have their own economic value.
This group of consumers is one of the marketing targets. Children spend a lot of
money (parents’ of course). Zygmunt Bauman noticed that childhood in a
materialistic society becomes a consumed good like many others goods for
consumption (Bauman, 2007).

The educational consequences of transforming childhood

This conclusion brings to the light a few educational consequences. Let us
look at them:

1.  Childhood is an artifact of adulthood; the product of the adults’ world.

2. A child who takes the role of an adult earlier than expected changes

the relation between a child and an adult. The boundaries between
adultness and childhood become invisible.

3. This situation places greater demands on the children by adults. The

young generation is not prepared for their high expectations.

4. The children are threatened by dangerous situations coming from

adults.

Neil Postman suggests a necessity of rescuing childhood. He treats
childhood as an important social value. He emphasizes the meaning of the
family, school and state in saving childhood. He asks: “How to protect
childhood as a social value?” Phil Scraton in his book ,,The Childhood in Crisis”
proposed to create a special childhood policy (Scraton, 1997). Doug Fileds
suggests that parents should avoid the “instant adulthood” and shows the need of
protecting childhood (Fields, 1994). The way of social perception of childhood
Is connected to decreasing value of child (Biernat, 2007).

At the end of this article, 1 would like to come back to the definition of
childhood. If we treat childhood as a social construct we often deny the genetic
component. We have to remember that even pure social construct may contain
the genetic element. Parents and teachers construct childhood too. We may see
how they do it in many various ways in their educational practices. Various
definitions of childhood raise a few meaningful questions: whose is the
childhood? Qurs or children’s? Who is responsible for childhood? The children,
parents, teachers, institutions, or politicians and governments? Who has the
rights to shape it? The answer these questions is very important for the
understanding of the contemporary educational processes.

These questions are linked to educational context. How to educate
children? How to maintain valuable relations between children and adults. How
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to describe the educational goals? How to communicate between different
educational and cultural institutions that participate in education? How to create
a self-reflexive identity of young people which could reconcile the contradictory
influences coming from society? Each of us is obliged to give answers to them
because it is the matter of our future.
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Abstract. The article deals with the teacher’s reflective practice as manifestation of learning
from experience and investigation of one’s actions in professional activities, presenting the
results of the quantitative empirical study. The conducted exploratory factor analysis,
applying rotation of factor axes by Varimax method enabled to identify significant factors of
the teacher’s reflective practice. Four statistically significant factors were distinguished:
investigation of professional and personal activities as a guarantee of accumulation and
improvement of professional experience; analysis and refection on personal experience as a
factor motivating learning; dissemination of acquired experience in the interaction with
school community members as a possibility to learn; learning from the experience as a
precondition for success of the learning organization.

Research results revealed that teachers understand the importance of learning from
experience; however, they are not inclined to conduct a deeper analysis of their practice.
Keywords: teacher, learning from experience, professional activities, reflective practice.

Introduction

Currently, teachers have to meet increasingly higher requirements both for
their professional activity and personality. Teachers become not only knowledge
carriers but also professionals who are constantly improving in their field and
actively acting in the learning organization. Transformations of the society and
expanding intercultural relations also determine changes in the education
system, reflected in strategic planning documents. The fundamental vision of the
strategy “Education 2030 is to ensure inclusive and equitable quality education
and promote lifelong learning possibilities for all. This is a humanistic vision of
education, based on human rights and dignity, social justice, inclusion,
protection, cultural, linguistic and ethnic diversity, and shared responsibility and
accountability. Education is a public good, a fundamental human right,
guaranteeing the realisation of other rights and focusing efforts on access, equity
and inclusion, quality and learning outcomes within a lifelong learning approach
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(Education 2030: Towards Inclusive and Equitable Quality Education and
Lifelong Learning for All, 2015). Implementation of this vision requires skilled,
motivated, effectively working and critically thinking professional teachers, who
are able to respond to the changing needs; they need appropriate support and
good possibilities for continuous professional development. Modern teachers
accept new challenges, expand and renew their skills and perform more
effectively than ever before (The Teaching Profession in Europe Practices,
Perceptions and Policies Eurydice Report, 2015).

Many researchers (Smith, 2003; Ghaye, 2010; Burbank et al., 2012;
Marzano et al., 2012; Zwozdiak-Myers, 2012; Sellars et al., 2014) analyse the
teacher’s reflective practice in various aspects. Prospects of teachers’ critical
reflective thinking, preparing them for work with different groups of pupils, are
investigated by Burbank et al. (2012), who disclose peculiarities of approach
formation in classroom conditions. Ghaye (2010) analyses types of knowledge
necessary for professional teachers, professional expertise, emphasise the
importance of redesigning practice in order to better understood and disclose
peculiarities of reflective practice. The self-assessment process created by
Marzano et al. (2012) enables to identify the goals of the teacher’s professional
growth and helps to quickly learn reflective behaviour strategies to achieve these
goals. Zwozdiak-Myers (2012) in her study highlights that teachers who raise
questions about the teaching and learning practices, considering their own
situation, are interested in lifelong learning, look for new ideas and seek
improvement of their performance. Sellars (2014) emphasises that reflective
practice enables teachers to change their thinking and encourages them to justify
their beliefs.

The research problem: There are a number of studies on the teacher’s
reflective practice but it is purposeful to analyze reflective practice by separate
attributes, as the latter phenomenon is multidimensional and can be differently
characterized by different authors. The problem question is formulated: What
are the manifestation of the teacher’s reflective practice as learning from
experience and investigation of personal activities in professional activities?

The research object: manifestation of the teacher’s reflective practice as
learning from experience and investigation of one’s actions in professional
activities.

The research aim: to disclose the manifestation of the teacher’s reflective
practice as a learning from experience and investigation of one’s actions in
professional activities.
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Attributes of the Teacher’s Reflective Practice in Professional Activities

Based on Rogers’ evolutionary concept analysis (1989), it was found that
the teacher’s reflective practice was a complex concept, encompassing the
dimension of teaching and learning, thinking and investigation, seeking
professional and personal development (Bubnys & Kairiené, 2016). The
following attributes were distinguished: learning from experience, deep critical
thinking, investigation of one’s actions, seeking professional and personal
improvement. This article deals with the results of manifestation of the teacher’s
learning from experience and investigation of one’s actions in professional
activities. Learning from experience helps to plan one’s activities, relate
theoretical knowledge to practice, facilitates orientation in various activity
situations, promotes teachers’ cooperation and creativity. It starts with the
analysis of one’s actions in professional situations; therefore, investigation of
one’s performed actions enables application of theoretical knowledge in
practice, the increase of effectiveness of teaching and learning and effective
evaluation of one’s feelings and experience.

Learning from experience. Reflective teachers learn from experience and
develop a critical approach to teaching and learning (Harrison, 2010).
Experiential learners investigate their experience, reflect, think and act in a
recurring cycle that is responsive to the learning situation (Kolb & Kolb, 2005).
Teachers need a pause to give questions arising from their performance result
(Harrison, 2010). Reflecting on experience, teachers analyze different questions:
What were the pupils learning? What have they learned? and Why? for a deeper
analysis (Moon, 2004). In their professional activities, teachers both analyse
their experience and learn from others (Rushton & Suter, 2012), create new
knowledge and use it for improvement of their actions (Loughran, 2002). We
can state that learning from experience is a critical view (reflection) towards
teaching and learning, promoting to periodically give questions (think) about
one’s own and others’ performance results so that teachers can acquire new
knowing of how to effectively act in professional situations.

Investigation of performed actions enables teachers to perceive similarities
and shortcomings of their professional activities and promotes professional
wisdom, fosters deeper understanding (Ghaye, 2010). Their ability to consider
teaching and learning and to reflect on one’s as the teacher’s actions is an
essential condition for successful teaching and learning. The disposition to
investigate one’s actions enables teachers to shape their beliefs, values,
knowledge and theories, and look deeper into oneself (Zwozdiak-Myers, 2012).
Investigation of professional activities leads to a more effective learning
process, changes the teacher’s approach, ensures a realistic assessment of the
teaching and learning situation (Cartwright & McGregor, 2011). It is only the
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analysis of one’s actions that enables to understand what is being done properly,
what mistakes are made, this way cognising and actually evaluating the teaching
and learning situation, creating a moral and informational base for effective
learning processes.

Research Methodology

The research sample. The research sample was formed applying
convenience sampling (Cohen et al., 2007). The research sample is purposive
too; it includes and represents the entire population of the research. In total, 352
full-time teachers worked in 8 gymnasiums of Siauliai city (Lithuania) during
the research. The questionnaires were completed by 256 teachers, of whom: 32
(12,5 percent) were male, 216 (84,4 percent) were female and 8 (3,1 percent)
didn’t indicate their gender. The reversibility quota of questionnaires is 72,7
percent.

The research method. Data collection: data were collected applying a
written survey (using semi-closed questions) method, which allows teachers to
assess the attributes of the teacher’s reflective practice. Data analysis: research
data were analyzed using SPSS 17.0 statistical software package: the
exploratory factor analysis was performed applying rotation of factors axes by
Varimax method; suitability for the factor analysis was assessed by the KMO
measure and Bartlett’s test of sphericity; internal consistency and reliability of
scales was tested by Cronbach’s alpha coefficient.

The research instrument. Teachers evaluated questionnaire statements
(describing reflective practice as investigation of one’s actions and as learning
from experience in the teacher’s professional activities), selecting variants of
possible answers according to 5 — level scale: 1 - strongly disagree, 2 - disagree,
3 —doubt, 4 — agree 5 — strongly agree. The results are analyzed according to the
means of statements and adding up the values of “agree” and “strongly agree”,
and “strongly disagree” and “disagree” respectively.

Research Results and their Analysis

The factor analysis of statements about teachers’ reflective practice resulted
in four statistically significant and interpretable factors (see Table 1).

Fluctuation limits of correlation coefficient values (0,53 <r <0,75) indicate
that quite high correlations of empirical statement estimates with distinguished
factors were obtained. The value of the KMO coefficient of the scale 0,92
indicates that the matrix is well suited for the factor analysis. The scale
characterized by 61,3 percent dispersion (from 21,7 percent to 10,8 percent)
indicates that all factors account for at least 10 percent of the dispersion and are
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interpretable. The internal consistency coefficient of factors Cronbach’s alpha
(o) ranging from 0,80 to 0,91 indicates that the scale is homogeneous. Variables
of factors satisfy the condition L > 0,5 and from the methodological standpoint
can be regarded as indivisible.

Table 1 Data of Factor Analysis of Teachers’ Reflective Practice

No. of Smt:glléty of Reliability of scale
Name of the factor KMO staterments 3 — e
interval |P interval o

Investigation of professional and
personal activities as a guarantee
of accumulating and improving
one’s professional experience.
Analysis of personal experience
and reflection as a factor 7 0,55-0,79| 16,2 0,61-0,67, 0,86
promoting learning.

. - — 0,92
Spread of acquired experience in
the interaction with school
community members as a
possibility to learn.
Learning from the experience as
a precondition for the success of 3 0,62-0,84| 10,8 (0,61-0,68 0,80
the learning organization.

9 0,56-0,78| 21,7 (0,56-0,75 0,91

4 0,64-0,81 12,6 0,53-0,73 0,82

Investigation of professional and personal activities. The first factor
consists of 9 statements (see Table 2), the contents of which disclose the need
for teachers’ reflective practice in order to acquire new knowledge, better
understand and apply it in practice in order to improve performance
effectiveness. Means of statements (M) fluctuate between 4,19 and 4,40.

The majority of teachers (95,7 percent) acknowledge the importance of
investigating their professional activities; they understand that such investigation
enables to apply theoretical knowledge in practice (94,6 percent), provides
possibilities to improve their professional activities (94,2 percent), identifies
advantages and shortcomings of professional activities (91 percent), promotes
professional wisdom (90,6 percent) and enhances effectiveness of teaching (90,6
percent). Research results demonstrate that the evaluation of statements is
positive (M>3,5), the highest values are given to understanding and new
knowledge acquisition (M=4,40), the lowest, to the impact of investigation of
actions on effective evaluation of one’s experience (M=4,19). Teachers,
although being aware of the importance of investigation, still lack knowledge
and skills for assessment of reflective practice.
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Table 2 Investigation of Professional and Personal Activities as a Guarantee of
Accumulation and Improvement of Professional Experience

Statements M* | SD**
| investigate my activities so that | can better understand and acquire new | 4,40 | 0,55
knowledge.
The analysis of personal actions is the possibility to apply theoretical | 4,36 | 0,63
knowledge in professional practice.
The analysis of performed actions provides possibilities to improve | 4,36 | 0,63
professional activities according to disclosed significant results.
Investigation of personal actions enables to look at existing knowledge and | 4,33 | 0,59
experience anew.
Investigation of personal activities enables to increase effectiveness of | 4,31 | 0,63
teaching and learning.

Investigation of one’s actions promotes professional wisdom. 4,30 | 0,64
Investigation of professional activities enables identification of advantages | 4,25 | 0,63
and shortcomings of professional activities.
Investigation of personal activities and analysis of its results are a significant | 4,25 | 0,66
and important activity in the teacher’s professional practice.
Investigation of one’s actions creates conditions to effectively self-assess | 4,19 | 0,65
one’s feelings and experiences.

* M — the mean shows the average value of all responses to the statement, which enables to
judge the overall assessment of the feature (1-2,5 is a negative level, 2,5-3,5 is a neutral level, 3.5-
5 is a positive level).

** SD — standard deviation shows the average dispersion of answers to the statement around
the mean, showing the range where values of responses of the target group may moderately vary.

The analysis of personal experience and reflection as a factor promoting
learning. The second factor consists of 7 statements that disclose making
important decisions by reflecting on performed actions and future prospects,
reflection on actions in the past, and the analysis of experience encountering
difficulties in different activity situations at school (see Table 3). Means of
statements (M) range from 4,06 to 4,32.

The majority of teachers (94,6 percent) reflect on their actions and
possibilities making important decisions, they reflect on their actions in the past
in order to learn from them in the future (93,0 percent), analyse thoughts based
on lived experience (94,2 percent), analyze their experience in different activity
situations (89,1 percent) and encountering difficulties (84,4 percent).
Assessment of statements is positive (M>3,5). Teachers find it more difficult to
analyze their experience in different activity situations (M=4,06).
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Table 3 Analysis and Reflection on Personal Experience as a Factor Promoting Learning

Statements M | SD
Making important decisions, | reflect on actions in the past, possibilities and | 4,32 | 0,58
future prospects.
| reflect on my actions in the past so that | can learn from them in the future. | 4,27 | 0,65
Planning activities, | analyze my thoughts based on previously lived | 4,26 | 0,56
experience.
Having accomplished obligatory activities at school, | reflect and analyze | 4,25 | 0,60
my experience (thoughts and actions).
The analysis of personal experience enables to learn and look at the | 4,23 | 0,59
situation anew.
Encountering difficulties in professional activities, | try to learn from | 4,16 | 0,64
previously lived experience.
| always try to analyze my experience in different activity situations at | 4,06 | 0,67
school.

Spread of acquired experience in the interaction with school community
members as a possibility to learn. The third factor consists of 4 statements, its
contents include trends of sharing acquired experience with others, disclose
promotion of school administration to share lived experiences, created
conditions and possibilities to share lived experiences with other members of the
community. Means of statements (M) range between 4,04 and 4,37 (see
Table 4).

Table 4 Spread of Acquired Experience in the Interaction with School Community
Members as a Possibility to Learn

\ Statements M | SD
School administration promotes processes of learning from each other, | 4,37 | 0,65
sharing lived experiences.
At school, | have possibilities to share my personal professional experience | 4,25 | 0,65
with other teachers.
The school offers conditions promoting exchanges of experiences and | 4,20 | 0,62
learning from each other.
| share the results of teaching and learning experience with school | 4,04 | 0,69
community members.

The majority of teachers (93 percent) agree that school administration
encourages learning from each other’s processes and maintain that the school
creates conditions and possibilities to share lived experiences and learn from
each other (91 percent). Teaching and learning results are shared with school
community by 84,4 percent of respondents but 10,9 percent doubt about it.
Assessment of statements is positive (M>3,5). Teachers share lived experience
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most when they are promoted by school administration (M=4,37), but they find
it more difficult to share acquired experience with community members
(M=4,04). This suggests that sharing acquired experience promotes
interrelationships between school authorities and community, enables to learn
from each other.

Learning from experience as a precondition for success of the learning
organization. The fourth factor consists of 7 statements that disclose learning
from each other and with others, learning from one’s experience, creating
success of the learning school (see Table 5). Means of statements (M) fluctuate
from 3,90 to 4,15.

Table 5 Learning from Experience as a Precondition for
Success of the Learning Organization

Statements M | SD
The priority of every successful school is learning from each other and with | 4,15 | 0,69
others.
Creation of conditions for learning from experience is a precondition for | 4,14 | 0,62
success of the learning school.
Learning from experience in the organization “turns what is invisible into | 3,90 | 0,74
what is visible”.

The majority of teachers (88,3 percent) maintain that learning from each
other is a priority of the successful school and a precondition for success of the
learning school (88,7 percent). 77,0 percent of teachers believe that learning
from experience in the organization allows to broaden horizons although 17,5
percent of respondents doubt about that. According to the means of teachers,
learning from each other and with others (M=4,15) is prioritised but they find it
slightly more difficult to see the hidden aspects of the organization (M=3,90).

Discussion

The structure of teachers’ reflective practice attributes presented in the
article is conditional but includes essential characteristics that enable to identify
relevant trends of learning from experience and investigation of one’s actions in
professional activities. Research results disclose that learning from experience is
a guarantee of success of the learning school organization. Experiential learning
takes place by means of reflection, reflecting on concrete experience,
formulating specific findings and trying out new ideas in different situations
(Kolb & Kolb, 2005). All of it allows to see the hidden aspects of the
organization and improve its performance (Tikkamaki & Hilden, 2014). Seeking
success of the organization, learning takes place from both one’s own and others
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teachers’ experience (Harrison, 2008). Favourable conditions enable to achieve
effective results and learn from each other. The study reveals four areas
characterising features of reflective practice: the importance of investigating
professional and personal activities for accumulation and improvement of
professional experience; the impact of personal experience analysis and
reflection on promotion of learning; the importance of spread of acquired
experience in the school community for creation of favourable learning
environment; and relevance of learning from experience seeking success of the
learning organization.

Investigation of professional and personal activities in the structure of
features in teachers’ reflective practice is a component of investigating one’s
actions, enabling efficient creation of new knowledge and its usage for teaching
and learning. The personal experience analysis and reflection stimulate learning,
disclosing the importance of learning from experience for teachers’ personal and
professional development (Ghaye, 2010; Zwozdiak-Myers, 2012). The observed
trends of spread of acquired experiences highlight the necessity of interaction
between school community members. In practice, consideration of learning from
experience partly depends on the individual approach. Results disclose that
teachers understand the importance of learning from experience. However, they
are not inclined to perform a deeper analysis of their practices. This presupposes
the precondition that due to fast-paced work and the abundance of functions
assigned to teachers, teachers do not have enough time to pause, look back and
write down the questions about their actions in the lesson, calmly reflect on
them and decide how they could act further. Similar studies (Tabassum & Malik,
2014; Marzano et al., 2014) demonstrate that in most cases teachers’ reflection
is superficial, their knowledge of reflective practice is limited; therefore, it is
also purposeful to analyse manifestation of attributes of their reflective practice
in the aspects of deep critical thinking, professional and personal development,
etc., choosing different research methodologies.

Conclusions

The results disclosed that the teacher’s learning from the experience creates
preconditions for successful implementation of the idea of the learning school.
Investigation of professional and personal activities enables effective knowledge
creation about professional practice and its use for teaching and learning. Spread
of knowledge acquired during reflective practice at school expands learning
possibilities of its community members; therefore, it is purposeful to promote
cooperation and sharing best practices. Teachers’ learning requires creation of
favourable environment, purposive breaks for reflection on professional
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experiences and discussions about them with colleagues in order to promote
deep critical thinking.
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MACAM DABASZINATNES UN MATEMATIKA LIETOT
IEPRIEKS APGUTO:!

Teaching to Use in Science and Mathematics Previously Acquired
Skillsz

llze France
Dace Namsone
Liga Cakane
Uldis Dzerve
Janis Vilcins
Latvijas Universitate, Latvija

Abstract. Goal of the research is to analyse how students currently succeed in using basic
skills acquired in mathematics, in science and real-life contexts, before new reforms in Latvia
for the development of students' competence have been started. Only about 20% of students in
the national testing for 9" grade were able to do it. The research analysed students’ papers,
results, and study aids, as well as teacher performance in lessons.

Keywords: science and mathematics teaching, basic skills in a new context, teacher
collaboration.

levads
Introduction

Latvija, lidzigi ka citviet pasaulé (Bernholt et al., 2012), macibu saturu
planots veidot, attistot skoléenu kompetences, sauktas ari par 21. gadsimta
pamatprasmém. Kompetence ka skoléna maciSanas rezultats ir sasniedzams
macibu procesa, kura istenota pedagogiska pieeja atbilst dzilas maciSanas
uzdevumiem - deep learning, deeper learning, visible learning (Fullan,
Langworhty, 2014; Hattie, 2012), kas ietver apzinatu kognitivo un
metakognitivo strat€giju darbinasanu zinasanu konstruésanai dazados kontekstos
un situacijas. Piemeram, macoties matematiku, skoléns ne tikai atrisina konkréto
uzdevumu, bet ari apzinata Itmeni reflekt€ par risinasanas stratégiju, tas
izmantoSanas iesp&jam citas situacijas.

1 Sis petijums ir veikts sadarbiba ar Valsts p&tfjumu programmu VPP 2014-2017
2 This research is supported by National Research Program Project VPP 2014-2017
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Virziens uz pamatprasmju attistiSanu Latvija ir uzsakts 1998.gada (IZM
ISEC, 1998. Ar 2006. gadu tas nostiprinats macibu satura dokumentos (MK,
2006; MK, 2014), akcentgjot analitiskas un kritiskas domasanas, radoSuma un
pasizpausmesS, komunikacijas, sadarbibas un maciSanas prasmes, ka ari,
pieméram, matematisko pamatprasmju starpdisciplinaro raksturu, ka
matematikas maciSanas merki defin€jot nepiecieSamibu “veidot skolénu izpratni
par matematiskam metodém un attistit prasmes tas lietot pasaules izzinasana,
citos macibu priekSmetos un daudzveidiga darbiba”. Macibu priekSmetu
programmas un macibu lidzeklos matematika un dabaszinatn€s, istenojot
reformu projektus 2006. — 2011.gada, starp prioritatem tika izvirzita
matematikas sasaiste ar dabaszinatném un apgiita lietoSana ari realas dzives
konteksta. Praktiski tam biitu  jaizpauzas macibu procesa apskatamajos
pieméros, uzdevumos.

Padomju perioda metodiskaja skola Latvija fizikas un kimijas maciSana
ipasa loma tika pieversta tipveida aprékinu uzdevumu risinasanai. Tas
levérojami atSkiras no rietumos sastopamas metodiskas tradicijas, kur sads
aprékinu ipatsvars skolas macibu satura nav sastopams. Cita veida uzdevumi
miisu maciSanas kultira paradijas ar starptautiskajiem OECD PISA testiem.
Salidzinot dazados avotos (Cernobelskaja, 1987; Labudde, 2010) min&to par
uzdevumu izmantoSanas noliikiem, izdalamas tradicionala un miisdieniga
uzdevuma pazimes atbilstoSi vairakiem krit€rijiem, no kuriem pétijuma
konteksta atlasitie apkopoti 1.tabula. PamatatSkiriba ir pareja no Ssatura
akcent€Sanas - ko zinam, Uz procesu - zinaSanu iegliSanas cela nozimigumu - ka
zinam (Kegan, 2002).

1.tabula. Tradicionala un misdieniga uzdevuma salidzinajums
Table 1 Comparison of traditional and contemporary task

Kriterijs Tradicionalais Misdienigais
Situacija jeb | Uzdevuma situaciju veido jédzieni, Jeédzieni, fakti, likumi, teorijas +
teksts + fakti, likumi, Saura zinatnes starpdiciplinars konteksts, realas
konteksts konteksta. Atseviskos gadijumos dzives situacijas, sociali nozimigs

sadzivisks (reals, bet nebutisks) konteksts.

konteksts.
Kognitivais | Risinot tipveida uzdevumus, atceras | Attista kognitivas stratégijas,
Iimentis, procediiras, izpilda rutinas darbibas. | lasitprasmes stratégijas. Proceduralas
uzdevumu Ir uzdevumi ar augstaku griitibas (rutinas) un nestandarta darbibas,
risinaSanas | pakapi — “cietie rieksti”. riciba jauna situacija.
panémieni

2015.gada valsts parbaudijuma dabaszinatnu priekSmetos (fizika, kimija,
biologija un geografija) 9.klasi beidzot, bija ieklauti arT uzdevumi, kuru izpildei
nepiecieSams lietot matematika apgiitas prasmes.
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Uzdevumu analize rosin3ja pétjjuma mérki — pirms jauno reformu uzsakSanas
padzilinati analizét, ka Sobrid skolu praksé Latvija matematika apgiitas

pamatprasmes tiek lietotas dabaszinatnu kontekstos.

Péetijumam izvirzitie jautajumi:

1) Kadu sniegumu parbaudijuma 9.klasei uzrada skoléni uzdevumos,
kuros nepiecieSams lietot matematiskas prasmes dabaszinatnu
kontekstos?

2) Ka skoléni 9.klases parbaudijuma izmanto matematika un
dabaszinatnu priekSmetos apgiitos panémienus?

3) Ka dalu un procentu aprékinu maciSana atsegta macibu gramatas? Ka
notiek maciSana klase?

Metodologija
Research Methodology

Peétijuma instrumenti

1. Valsts parbaudijuma rezultatu analize. Diagnostic€joSo darbu pildija
14600 skoleni. Noteikta katra uzdevuma griitibas pakape, uzdevuma
izskirtsp&jas koeficients, ka uzdevuma izpilde veikusies skolénu
grupai ar augstiem un zemiem sasniegumiem darba kopuma.
Apstradei izmantota ITEMAN programmatiira. Lai novertétu darba
piemérotibu skolénu kopai, izmantots IRT RASCH modelis.

2. Skolénu darbu analize. Padzilinati analizéti 300 skolénu darbi no 8
skolam, kuru skolotdji atsaucas aicindgjumam darbus iesniegt.
Parbaudes darba bija ieklauts uzdevums, kas méra, ka jauna konteksta
skoléni prot atrast dalas, kas dota procentos, vértibu. Sis uzdevums
bija padzilinatas izp€tes objekts.

3. Macibu Iidzeklu (ML) analize. Pe&tijjumam izmantoti macibu
prickSmetu programmu paraugi matematika un kimija, macibu
gramatas matematika 3.- 8. klasel, kimija 8., 9. klasei un uzdevumu
krajumi k1imijad. Veicot ML izpéti, fiksets, ka autori piedava apgiit

3Autoru kolektivs, (2005). Ar gudru zinu, 3.klasei 2.dala. R: RaKa.

Brangule, A., Namsone, D. (2013). Kimija 8.klasei. Macibu gramata. Lielvarde: Lielvards.
Drille, M., Kakse, V. (2013). Kimija 8.klasei. Macibu gramata. R: Zvaigzne ABC.

France, 1., Lace, G. (2015). Matematika 6.klase. Lielvarde: Lielvards.

Jansons, E. (1998). Kimija 8. un 9. klasei. Aizkraukle: Krauklitis.

Lude, 1., Lapina, J. (2012). Matematika 6.klasei. R: Petergailis.

Natra, Dz., Natra, E. (1996). Kimijas uzdevumi un vingrinajumi pamatskolai. R: Zvaigzne ABC.
Trepss, 1. (1972). Kimijas uzdevumi un vingrinajumi 7. — 11.klasei. R. Zvaigzne.

Ozols S., Liepins E. (1996). Kimija pamatskolai. R: Macibu gramata.

Mencis, J., Stnina, V. (2009). Matematika, 3.klase. R: Zvaigzne ABC.

Mencis, J. (sen.), Krastina, E., Mencis, J. (jun.), Olina, D. (2008). Matematika, 3.klase. R: Zvaigzne ABC.

Mencis, J. (sen.), Mencis, J. (jun.). (2008). Matematika 5. klasei. R: Zvaigzne ABC.
Mencis, J. (sen.), Mencis, J. (jun.). (2009). Matematika 6. klasei. R: Zvaigzne ABC.
Mencis, J. (sen.), Mencis, J. (jun.). (2010). Matematika 4. klasei. R: Zvaigzne ABC.
Valtasa, I. (2009). Matematika 3.klasei. R: P&tergailis.

Valtasa, I., Lude, I. (2005). Matematika 4.klasei. R: P&tergailis.
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konkrétos jautajumus — dalas un procenti, proporcijas matematika,
uzdevumi par Skiduma sastavu procentos kimija; kadi ir macibu
gramatas, uzdevumu krajumos icklautie uzdevumi atbilstosi
izveletiem kritérijiem (uzdevuma konteksts; uzdevumu risinaSanas
panémieni, kognitivas stratégijas).

4. Macibu stundu transkripciju analize. 1zmantotas Latvijas Universitates
Dabaszinatnu un matematikas izglitibas centra véroto stundu datu
bazeé pieejamas transkripcijas, kas iegiitas laika no 2013.g. februara
lidz 2014.9. janvarim un attiecas uz pétijuma jautajumiem. Stundu
transkripcijas un analizi elektroniska forma veica centra eksperti (ar
10 — 15 gadu stundu v&rosanas un analizes pieredzi, kas iegiita video
un regulara realu stundu analiz€ gan ekspertu grupas gan individuali),
izmantojot krit€riju un Itmenu aprakstu rubrikas, vértejums skala 0 — 3
pamatojot ar komentariem. P&tijumam atbilstoSo transkripciju skaits 9
(macibu stundas 4.-.6.klasé, kuras skoléni macas risinat dalu un
procentu uzdevumus). Stundu dati analizéti atbilstosi izvélétiem
kritérijiem (izmantoto uzdevumu konteksts; uzdevumu risinasanas
pan€mieni, kognitivas stratégijas; metakognitivas stratégijas;
mérktieciba).

Rezultati un diskusija
Results and discussion

Ko rada darba analize kopuma

Diagnostic€joso darbu dabaszinatnés 9. klasei veido 12 uzdevumi, Kuri
sadalas 40 testelementos. Darba maksimali iesp€ams ieglit 45 punktus.
Maksimalais iegtito punktu skaits darba bija 42 punkti, minimalais — 1 punkts.
Izmantojot IRT RASCH modeli, redzams, ka piedavatais darbs kopuma ir
vert§jams ka videji grits. Skolénus, péc to sp€jas veikt So darbu, var nosaciti
sadalit Cetras grupas (skat. 2.tab.).

Skoléniem salidzinosi labi veicas uzdevumos, kuru izpildei nepiecieSams
paradit vienkarSu atsevisku prasmi darba ar informaciju, pieméram, atrast teksta
teikumu, nolasit skaitlus (lielumus) no grafika.

Uz pétijuma jautadjumu (matematikas lietojums dabaszinatnu konteksta)
attiecas tris testelementi — 5.2., 6.2. un 10.4. To gritibas pakapes atbilstosi ir
0,36; 0,22 un 0,17. Salidzinot ar kop€jiem rezultatiem (darba gritibas pakape
0,43), redzams, ka Sie tris uzdevumi ir izradijusies skoléniem griiti.
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2.tabula. Skolénu grupas atbilstosi IRT RASCH modelim
Table 2 Groups of pupils according to the IRT RASCH model

Grupa Skolénu snieguma raksturojums
Il grupa Skoléni sp&j lietot zinasanas un algoritmus nepazistamas (jaunas)
(@ 15% no | situacijas, citos kontekstos; analizét kompleksu informaciju; radit
skolénu skaita) | risinajumus.
Il grupa Skoléni spgj skaidrot vai lietot zinaSanas pazistamas standartsituacijas,
(@ 50% no | izvélas atbilstoSus panémienus vai procediras (ar diviem vai vairakiem
skolénu skaita) | soliem), strukturé (organiz€) un interpreté vienkar$us datus.
| grupa un Skoléni spg paradit elementaras prasmes, atcer&ties vai atpazit
0 grupa vienkarSus faktus, jeédzienus vai procediras.
(@ 35% no | Skoléni nespgj paradit elementaras prasmes, atceréties vai atpazit
skolénu skaita) | vienkarSus faktus, jédzienus vai procediiras.

Talakam pétijumam izvelets testelements 10.4.: Aprékini vajadzigo
kristaliska natrija hlorida masu, lai pagatavotu 500 g fiziologisko skidumu -
0,9% NaCl skidumu. Paradi risinajumu!

ST uzdevuma rezultati ir vissliktakie (rezultatu analize nerada, ka iemesls
varétu biit nepietickams laiks uzdevuma izpildei), kaut gan konkreta satura
maciSana matematika sakas ar izpratnes par dalam veidoSanu 3., 4.klasg,
turpinas S.un 6. klasé, kad apglist visu veidu dalu un procentu aprékinus;
procentu aprékinasana tiek macita ari kimija 8. klasé. Dati rada - no skolénu
grupas ar augstiem sniegumiem darba kopuma So uzdevumu veikusi tikai 46%,
no grupas ar zemiem  rezultatiem darba kopuma — 6%. Tas uzrada
nepiecieSamibu iedzilinaties, kadi var€tu biit $adu rezultatu c€loni un iesp&jami
problémas risindjumi nakotné.

Veiksmigai uzdevuma izpildei: lasot tekstu (realas dzives kontekstu),
jasaprot jéga, ka nepiecieSama vielas masa ir dala no vesela - no Skiduma masas;
jasaprot, kas ir % (kas ir dala) no vesela un kas ir procenta dala; japrot aprékinot
dalas vertibu, lietojot algoritmu, sprieZot; japrot izpildit darbibas ar skaitliem.

Ka skoleni izmanto matematika un kimija apgiitos panémienus

Iepazistoties ar skolénu darbiem, kuri $o uzdevumu ir risinajusi, redzams,
ka tikai atseviSki skoléni ir risindjusi uzdevumu, izmantojot kimija piedavato
formulu un atbilstoSu risinajuma pierakstu (skat. l.att.), skoléni parsvara
1zmanto matematika apgtto, izmantojot dazadus panémienus:

e  Atrisindjuma gaita tiek aprékinata un talak izmantota 1% vertiba.

e Skoléni uzreiz aprékina 0,9% no Skiduma masas, parejot uz

reizinajumu (0,9% no 500 = 0,009 - 500).
e  Tiek izmantota proporcionalitate sprieZot.
e  Lieto formulu proporcijas nezinama locekla aprékinasanai.
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Otrs piemérs risinajumam (Skat. 1l.att.), ka skoléns spriez kimijai
netradicionali.

10.4. Aprékini vajadzigo kristaliska natrija hlorida masu, lai pagatavotu 500 g fiziologiska ‘ 104, Apeiiginl wajadsipo iestiiskd ndtris Morkda masu. bl pagatvelu 500 g friclojiskh

$kiduma — 0,9% natrija hlorida 8kidumu Gdeni! Paradi risinajumu! | Biduma - 0.0% nivie hiorda Syidumy Gdenil Parkdl risindjumed
W\ L ‘ p ; Coogp v =6 Gigr = 45
}\‘M & >. \'\.’\\v:-'*(/('— TN ¢ \ 8 | '?
1M LL\_U\,- < ~ : fae =45
5CC A y a =9
Wiy - 5000 Twiems, D600 - ;

7

=255 oo = Wibe R Rl A 1
V\/ qulv g ’16. . TQ . Bin =45

1.attels. Skolénu risinajuma piemeri
Figure 1. Examples of students' solutions

Redzams, ka skoléns sapratis uzdevumu, kontekstu (neierasta terminologija
nav trauc€jusi). Skolénam ir pilniga izpratne par procentiem. Apréekini pareizi

veikti. Pieraksts neformals - demonstré gan jégas izpratni, gan
domasSanas/risinaSanas procesu, pieraksts nav “izcili korekts” (vienadibas zimes
lietojums).

lezim&jas nepiecieSamiba matematika apgltos risinaSanas pan€mienus
turpinat izmantot macot dabaszinatnes, jo 11dzSingja prakse — macit, pieméram,
kTmija jaunus panémienus neattaisnojas.

Ka dalu un procentu aprekinu maciSana atsegta macibu lidzeklos

e Risinasanas panémieni, kognitivas stratégijas kimija

Starp prasmém, kas skolénam jaapgiist kimija saistiba ar matematiku, maz

kas mainijies ilga perioda. Pieméram, tiek sagaidits, lai skolens prastu aprékinat
vielas masas dalu skidumd, ka art izskidusas vielas masu, ja zinama tas masas
dala skiduma (VISC, 2011). Salidzinot matematiskas un kognitivas stratégijas
Sadu uzdevumu risinasana, ko iesaka dazadi autori laika no 1972. Ilidz
2015. gadam (skat. 3. tab.) var secinat:
leteiktajos risinajumos mainas matematiskais panémiens - izmantotas
matematikas zinaSanas un prasmes (tieSa proporcionalitate, attieciba,
proporcijas pamatipasiba, % ka simtdala, lielumu izteikSana no
formulas).

- Laika Iidz 20.gs. 80. gadu vidum ka kognitiva stratégija (vairak vai
mazak algoritmiski) tiek darbinata analogiska sprieSana, kas balstas
uzdevuma situacijas izpratn€ un zinamu matematikas panémienu
lietoSana. levieSot formulu w%=m(v.)/m(8k.)-100, kas atbilst vielas
masas dalas definicijai, netiek izmantota tieSa pecteciba ar ieprieks
matematika apgiito (1% jE€gu vai izpratni par proporcionaliem
lielumiem). Ta tiek aizstata ar lielumu izteikSanu no formulas. Biezi
vienas formulas vietd (no kuras iesp€jams izteikt mekl€jamo lielumu
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un tadgjadi tiktu darbinata matematika apgiistama prasme) Kkatra
lieluma aprékinasanai tiek dota sava formula, maksligi palielinot
iegaumé&jamo faktu skaitu. Tiek sagaiditas zema Iimena kognitivas
darbibas — atceréSanas (formulas, algoritma) un vajadzigas formulas

1zvele.

- ML vardiska sprieSana pamata izmantota atsedzot uzdevuma saturisko
jégu (kura ir izskidusi viela, kas ir $kidums, to masas) un to, ka
procents ir simtdala. Matematiskie aprékini tiek doti pamata ka gatavi
algoritmi. Nav spriedumu par tie$as proporcionalitates izmantoSanu,
kas ir neizmantota iesp&ja risinot uzdevumu (ja viens lielums ir 2
reizes lielaks, tad otrs ari bus 2 reizes lielaks; netiek skaidrota
proporcijas pamatipasibas izmantosana (kas lauj aprékinat nezinamo).
Nav saprotama $ada autoru riciba, jo procenti un proporcija abi ir
matematikas satura jautajumi, kuri tiek parnesti uz kimijas kontekstu.

3.tabula. Risinasanas panémieni, kognitivas stratégijas un matematiskas prasmes
Table 3 Solving approaches, cognitive strategies and mathematical skills

(Ozols & Liepins, 1996)

Uzdevuma risinajums Kognitiva Matematikas
stratégija lietojums
Cik gramu natrija hlorida satur 200g 10% | Raksta jautajumus. | Proporcijas
Skiduma? SprieSana, uzrakstiSana.
100 g skiduma satur 10 g natrija hlorida balstoties uz % Proporcijas
200 g skiduma satur x g natrija hlorida j€gas izpratni. pamatipasibas
100/200 = 10/x x=200-10/100 =209 izmantoSana.
(TrepSs, 1972)
100 g skiduma ir 10 g sals Spriesana, Proporcijas
200 g skiduma ir x g sals balstoties uz % pamatipasibas
jegas izpratni. izmantoSana, bet
X=200-10/100=20g¢g Algoritma ka gatavs
atcerésanas. algoritms.

Risinajumam var izmantot sakaribu:

Masas dalas

Meklgjama lieluma

w%=m izskidviela/m s§kidx100, definicijai izteikSana no
no kuras izsaka m izskidviela=w%- m $kid/100 | atbilstoSas formulas.
m NaCl = 200-10/100=20 g formulas
(Natra & Natra, 1996) | atceréSanas.
Var atrast vienu simtdalu (vienu procentu) no | Procenta Procentu vértibas
Skiduma masas. P&c tam to pareizina ar definicijas aprékinasana,
simtdalu (procentu) skaitu. m atceréSanas. vispirms aprékinot
1z8kid.v.=200g/100-10=20g 1 % vertibu.
(Jansons, 1998)
w=m(vielai)/ m (Skidumam) Formulu Procentu izteikSana
m (8kidumam)=m(tidenim)-m (vielai) atceréSanas. decimaldalskaitla
1.Nosaki dotos un aprékinamos lielumus. forma.
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2.1zvelies aprékinu formulu. 3.Veic aprékinus
m((NaCl)=w(NaCl)-m(NaCl 8k.) =0,1-200g=
209

(Drille & Kakse, 2013)

3.tabula apkopoti ML izmantoti panémieni, ka autori iesaka aprékinat
izSkidusas vielas masu. Tabula ir tikai tipiski un atSkirigi papémieni. ML
atrodami ar1 apakSgadijumi, kas atSkiras ar nians€m. Ka piemérs izmantots viens
un tas pats uzdevums: Cik gramu natrija hlorida satur 200 g 10% skiduma?

IevieSot dabaszinatnu kursa dazadas formulas, to jéga ir matematiski
aprakstit daba esosas sakaribas, procesus, kas ir nakamais limenis péc tam, kad
sajiitu un taustamaja limeni apgiita biitiba. Ka norada Cernobelskaja (1987):
Skoléniem pamatskolas vecuma nav pietiekami attistita abstraktd domdsana,
process jaatvieglo, padarot uzskatamdku, visas formulas skoléniem jalieto
apzinati. Formulas vienmér ir abstraktas, izsaka visparinatu pieeju
risinajumam, katrd uzdevuma tas konkretizéjas. Formalizéjot maciSanu, notiek
parak tala atkapsanas no butibas. Tiek, piem&ram, ieviestas daudzas formulas,
kuras jéga ir viena un ta pati, tas izsaka dalu no vesela. Faktiski kimijas
skolotajs, kurs 8.klase izmanto formalo celu, maca So saturu ka pilnigi jaunu.

Turpinot macit dazados priekSmetos vienu un to pasu dazados veidos,
problému atrisinat nebiis iesp&jams. Problémas risinajums ir macit skoléniem
parnesumu no matematika apgiita (dalas, sakaribas u.c.) uz ta lietoSanu
dabaszinatnu konteksta. Veidojot maciSanas procesu, balstities konstruktivisma
pieeja - aktualizét ieprieksSjo pieredzi, veidot sasaisti ar ieprieks apgiito (kur Sis
Jjau ir bijis? ar ko Sis panémiens lidzinas iepriekséjam u.c.), darbinot jau apgiitas
kognitivas un metakognitivas stratégijas. Ka norada Cvetkovs (1981): Lai
matematikas lietosana sekmétu skoléna kimijas izzinas procesu, jazina, kura
klasé skoléni apguva to vai citu matematikas jedzienu un ka tas bija formulets.
Veiksmigai jédzienu “procents”, “pProporcija” izmantoSanai Nepieciesams tikai
atkartot so jédzienu matemdtisko jegu un péc tam istenot parnesi uz kimijas
saturu. To, diemz€l nerespekté vairums macibu gramatu autoru.

e Dalu un procentu vertibas  aprékinaSana matematikas macibu

gramatas

Formali dabaszinatnu macibu priekSmetos nepiecieSamie jeédzieni un
prasmes matematika tiek apgiiti. Skatoties detalizétak, ka tas tiek macits,
redzams, ka dominé tipveida uzdevumu risinaSana. Matematikas ML analize
parada tendenci ari matematikas ietvaros akcentét formalas procediiras un
algoritmus, pie kuriem nonak atri “parskrienot” jédzienu un darbibu jégas
izpratnei. Risinajuma pieraksts paragri tiek formalizéts, tas precizi neatbilst
sprieSanai, pieméram, algoritms, kura skaidri saskatami divi soli, tiek uzreiz
pierakstits izteiksmes veida. Ka argumentu skolotaji min iesp&ju “mazak rakstit,
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1sak pierakstit”, kas biitu atbalstami, bet skolénam paradot risinajuma solus.
Pietriikst pectecigas balstiSanas uz jau apgitajiem panémieniem, to izmantoSana
jauna situacija, pieméram, visu veidu dalu un procentu uzdevumos izmantot
ideju, kas pamata dalas vértibas aprékinaSanai. Ta vieta piedavati jauni
panémieni, skoléns mehaniski atceras un licto jaunu algoritmu. Pieméram,
procents tiek definéts ka simtdala, bet definicijas izmanto$ana tie$a veida netiek
izmantota, demonstréjot panémienus, ka tiek risinati procentu uzdevumi.
Gandriz nemaz netiek izmantota procenta jédziena interpretacija, kas tiesi aizved
pie proporciju izmantoSanas (uz ko, savukart, balstas tradicionala pieeja
kimija): 5% nozimé — ja viss daudzums butu 100, tad interes€josa dala butu 5.
Diskutabla ir paragra formalas simbolu valodas ievieSana 5.un 6.klase, ja
uzdevumus iesp&jams atrisinat vardiski spriezot.

Piemers, ka tiek macits aprekinat skaitla procentu vértibu, divas macibu
gramatas, kuras tiek plasi lietotas Latvijas skolas (Mencis & Mencis, 2008;
Mencis & Mencis, 2009). leteikums 5.klasg: Vispirms apréekini 1% vértibu,
izdalot doto skaitli ar 100, péc tam So dalijumu reizini ar procentu skaitu. 13%
no 400 = 400 : 100 - 13 = 52. Gandriz uzreiz balstiSanos uz procenta definiciju
nomaina pieeja, kas balstas prasmé aprékinat dalas vértibu no skaitla ka
reizinajumu:

75%n012=>-12=12+4-3=9

Citats no 6.klases macibu gramatas: Atceroties, ka reizinat skaitli ar dalu ir

tas pats, kas aprekinat skaitla dalas vertibu, sakaribu starp visu skaitli X, ta daju

%un Sis dalas vértibu V var izteikt ar daju un procentu rékinu pamatformulu % :
X=v

No sis pamatformulas viegli var izteikt un ar vienu darbibu apréekinat (ka
nezinamo reizindjumu vai reizindataju) jebkuru no trim lielumiem — visu skaitli x,
ta dalu % vai Sts dalas veértibu v. Turklat aprékinu gaita dalu %var izteikt
procentos (%).

. o 4
1) Aprékinat 5 o Ls 144,

v="rx v=i-144=%=64(Ls)

n 9 9

Par parak formalu pieeju, ne jégas izpratnes veicinaSanu nakas secinat,
mekl&jot ML, ka skoléns nonak pie vesela un dalas (%) jédziena izpratnes, ka
macas saskatit daJu, sadalit dalas. Problémas var radit jédziena ‘“veselais”
izpratne - sakumskola nenodalot situacijas, kad veselais ir tieS$am viens un
vismaz sakotn&ji nedalits, kad veselo veido elementu kopums (no vienas puses
tas tiek raksturots ar skaitli 1, bet vienlaikus ar1 ar skaitli, kas atbilst elementu
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skaitam), kad veselais ir viens (piem&ram nogrieznis), bet to var izmérit, ieglistot
skaitli. Talaks visparinajums notiek, kad veselo veido dalas, kas ir
“neredzamas”, piemé&ram, Skidums.

e  Mainot kontekstu tipveida uzdevums kliist par problémuzdevumu

Uzdevuma  kognitivo  dzilumu  raksturo  situacija  (skolénam
pazistama/jauna) un kompleksums, ko var vertet atbilstoSi SOLO taksonomijai
(Biggs & Collis, 1982). Macoties kimiju, matematika risinatiec procentu
uzdevumi tiek apliikoti jauna konteksta. Kimijas stundas Sada veida uzdevumus
vesturiski risina tikai kimijas konteksta (Cik gramu natrija hlorida
nepieciesams, lai pagatavotu 200 g 10% NaCl skiduma?). Analiz&to parbaudes
darba uzdevumu sarezgi tas, ka ir dots realas dzives konteksts par fiziologisko
Skidumu - 0,9% NaCl skidumu. Tas liek domat, ka, pieskirot uzdevumam
kontekstu, kadu skoléns nav agrak redzgjis, tiek radita skolénam jauna situacija
un uzdevums ar tipveida algoritmu pamata (no skolotaja pozicijam raugoties)
kltst par uzdevumu, kurs ir komplekss (ietver vairakus struktirelementus) un
kura atrisinasana prasa zinasanu lietoSanu jauna situacija — tatad citu kognitivo
dzilumu. Parbaudes darba uzdevuma par fiziologisko $kidumu kompleksums
atsegts 4.tabula. Sads uzdevums nav uzskatams par risinamu péc apgiita parauga
(lai ar1 taja ir rutinas darbibas) un kliist par problému skolénam, kuram
regularaja macibu procesa ir tikusi “drilléta” atsevisku, savstarp&ji nesaistitu
algoritmu apguve.

Skatoties ML no kompetencu aspekta — skolénam faktiski nav iesp&ju
vingrinaties jaunos kontekstos, jo uzdevumi ar vismazakajam atSkirtbam uzraditi
ka atseviS8ki gadijumi, piemeéram: izskidusas vielas un Skidinataja masaS
aprékinasana  Skidumam,  izskidinamas vielas wun Skidinataja masas
apréekinasana, pagatavojot noteiktu Skiduma masu. Ar identisku tekstu doti
desmitiem paraugu. Pieméram, uzdevumu krajuma (Natra & Natra, 1996) starp
30 uzdevumiem 29 pieméros ir identisks teksts “Cik liela masa ir vielai un
ildenim, kas nepieciesami, lai pagatavotu...”, atSkiras tikai skaitli, meérvienibas,
vielu formulas un nosaukumi. Tas ir konceptuali atSkirigi no dzilmaciSanas
pieejas, kas rosina parnesi uz jaunu situaciju saskatot analogo.
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4.tabula. Uzdevuma struktiirelementi un kompleksums
Table 4.Structural complexity of the task

Prasmju Zinasanas un prasmes, kas Konteksta ienesta jauna situacija
joma nepiecieSamas, lai izpilditu
uzdevumu
Kimija Jaatpazist un jasaprot “vardi “— “Vardu salikums” kristaliska
(terminologija, | natrija hlorids, Skidums. natrija hlorids vairak tiek lietots
uzdevuma eksperimentu konteksta, ne
jégas izpratne) aprékinu uzdevumos.

Saprot, kas veido Skidumu, ka
skidums ir veselais, NaCl — dala no
vesela; ka jaaprékina nepiecieSama
vielas masa, lai tas dala skiduma
biitu prasita.

Matematika Izpratne par to, kas ir dala no Procenta dala (0,9%) — matematiski
(aprékinu vesela, kas ir % no vesela. (zinatnisks) jauns* konteksts, kas
veiksanai) nav ienests paSmerkigi, bet atbilst

realas dzives situacijai.

Prasme aprekinat dalas vertibu no Matematiska prasme citas zinatnes /
vesela — algoritma lietoSana, realas dzives konteksta.

spriesana.

Prasme izpildit darbibas ar
skaitliem (reizinat dalskaitli ar
veselu skaitli).

Lasitprame Prasme saskatit teksta ietvertu
(lasisanas nezinamu jédzienu skaidrojumu
startégijas, kas | (domuzimes nozime), atrast
var palidzet atslégas vardus.

uztvert tekstu)

*macibu priek§meta standarts to neprasa

Matematikas ML konteksts lielakoties ir matematisks, formals (aprékini,
cik ir 2% no 50; aprekini proporcijas nezinamo locekli). Pargjos uzdevumos
konteksts parsvara sadziviska rakstura. Pieméram, par dalam un procentiem, kur
paradas cits konteksts, 5.klas€ ap 45% ir uzdevumu, kuros jaaprékina dala no
priekSmetu, cilvéku, stundu, dienu skaita, attaluma - it ka par realo dzivi, bet
realaja dzive tadas situacijas procentus parasti pat nelieto (kort 15% zénu); 20%
gadfjumu tas ir saistiba ar naudu, cenam; 20% uzdevumu ir par masu un
tilpumu, t.sk. par sakaus€jumiem, zavesanu; ap 15% uzdevumu ir geometrijas
konteksts. Sameéra daudz uzdevumu ar kimijas saturu paradas 6.klases macibu
gramatas, kad diskutabli — vai skolénam jau ir saprotams S§is konteksts,
pieméram, metals ka maisijums, skabe, sals, célmetals. Vairuma ML kontekstu
uzdevumu risinasana netiek skaidrota vispar, savukart, ja tieck - pastav aplamu
priekstatu veidoSanas riski, iestradajot nepareizu jédzienu (koncentracija,
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daudzums) skaidrojumu. Piem&ram: DazZdadu maisijumu un Skidumu
koncentraciju norada procentos izteikta tiras vielas masas attieciba pret
maisijuma vai Skiduma kopéejo masu. Ja 100 gramos iidens izSkidina 5 g sals
(tira viela), tad kopéja masa ir 105 g un sada skiduma koncentracija ir 5 :

105 = 0,0476... = 4,8% (Mencis & Mencis, 2009).

Ka notiek maciSana klase

Biitu labi, ja macoties valodu, tiktu apgtitas lasitprasmes stratégijas, t.sk.
saskatit teksta jégu; matematika biitu apgitas dazadas uzdevumu risinasanas
stratégijas, no kuram skoléns liectotu sev &rtako, bet kimija tiktu macita
dabaszinatniska jéga un prasme saskatit parnesumu. Sads modelis var darboties
tikai tad, ja skolotaji — valodas, matematikas un kimijas sava starpa sadarbojas
un macisSanas sakas ar iepriekseja aktualiz€Sanu un parnesuma veidosanu.

Veroto stundu transkripcijas rada tendenci par nepietiekamu stundas
mérktiecibu un iesp&ju skoléniem konstru€t jaunas zinasSanas - stunda planota
rezultata komunic€Sana skoléniem analiz€tajas stundas veértéjama videji ar 1,6
(skala 0 - 3); stunda sasniegta rezultata konstatéSana ar 1,7; ieprieks$€jo prasmju
aktualizeéSana ar 1,5.

Ir veiksmigi pieméri, kas liecina par kognitivo prasmju attistiSanu - skoléni
skaidro (ka risinaja, kapéc tas dod pareizu rezultatu, ka vel citadak varétu
pierakstit), skoléni izvélas sev saprotamako risinajuma celu u.tml. Tacu piecas
no devinam stundam skoléni veic tikai reproduktivas darbibas — klausas,
noraksta no tafeles, izpilda darbibas ar skaitliem, skolotajs akcenteé “jaiemacas
no galvas!”, “kurs pateiks likumu?”, “vai pierakstiji?” u.tml. Divas
transkripcijas fiksets, ka stunda skoléniem netiek dots laiks domasanai, notiek
tikai atprasiSana. Divas stundas vispar nenotiek maciSana, skoléni vienkarsi lieto
jau esosas prasmes, piem., skolotaja saka, ka skoléni stunda macisies stradat ar
tekstu, vini tieSam teksta mekle prasito informaciju, to ar1 veiksmigi atrod, bet
macisanas, ka to darit, Saja stunda, nenotiek. Macibu darbibu produktivitate
analiz&tajas stundas kopuma vért€jama vidgji ar 1,5 (skala 0 -3).

Tresdala analizéto stundu fikséts, ka stunda notiek refleksija - tiek
parrunatas veiktas darbibas (ka domaji; ka rikojies, kur vél So varétu izmantot) -
tiek pilnveidotas skolénu metakognitivas prasmes.

Stundas redzami sekojosi uzdevumu konteksti: viena matematikas stunda
loti veiksmigi tiek izmantoti reali preu iepakojumi, kas satur informaciju par
produktu sastavu; viena stunda dalu uzdevumi tiek saistiti ar mérvienibam; divas
stundas ir tikai formals matematisks konteksts; Cetras stundas konteksts it ka no
realas dzives, bet nebiitisks, piem., kada dala katra veida instrumentu ir orkestrT,
situacijas nav autentiskas; dabaszinibu stunda ir par Skidumu procentualo
sastavu.
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[lustracijai piemérs no dabaszinibu skolotajas G 01.02.2013. stundas
6.klasg — transkripcijas fragments.

Skolotaja stasta, ka aprekinat, cik g vielas ir Skiduma. Uz ekrana redzama formula ar
vardiem: izskidusas vielas masas dala = masa vielai / Skiduma masa. Skolotaja aicina
pierakstit formulu kladé un saka, ka péc formulas varésim noskaidrot, cik g vielas ir Skiduma.

Aicina pildit darba lapa 3. un 4. uzdevumu, sakot: nemam formulu un meginam atbildet.
Izsauc vienu skolénu pie tafeles risinat pieméru “Vienda kilograma okeana uidens ir 35 grami
varamd sals. Cik liela ir izskidusa sals masas dala okeana udeni?” Skoléns raksta, sajaucot,
kas skaititaja, kas saucéja. Skolotaja jauta, ar ko dalisi? Atgadina, ka augsa bija izskidust
viela jaraksta. Jauta klasei, vai Jis domdjat tapat? Saka, ka vipa dzird pareizo —atbildi.
Paslave. Aicina pie tafeles otru skolénu risinat “Viena kilograma kokakolas ir 100 grami
cukura. Cik liela ir cukura masas dala?” Jautd, vai zina, ka procentus rekinat. Rada uz
ekrana ar vardiem formulu - liek to norakstit. Aicina pameginat izrékinat darba lapa 5. un 6.
uzdevumu “Cik g joda janem, lai pagatavotu skidumu ar joda masas dalu viena divdesmita?
Cik % ir Skidums?” Jauta, kurs izdomaja, kada darbiba biis - kas ar ko ir jadala?

Skolotaja saka: nu jau jiis esat iemanijusies aprékinat masas daju un procentus, tagad
es parbaudisu, cik labi jiis to protat.

Ja dabaszinatnu stunda skolotajs ir darbojies péc iepriek$ aprakstitas
pieejas — nevis fokusgjoties uz izpratni par skidumiem, bet dodot matematiskus
uzdevumus ar Iidzigu tekstu, tad skolénam, ieraugot citu saturu, situaciju, var
rasties objektivas griitibas. Iespejams, skoléns to pat nelasa, jo nav trenéts lasit
kimijas uzdevumos dazadu kontekstu, nav apguvis lasitprasmes strateégijas.
Izaicinajums ikvienam skolotajiem, ka maciSanas procesa praktiski realizet
vingrinasanos lietot apgiito jaunos kontekstos, tas nozimé skolénam, sakot
risinat uzdevumu, nevis atpazit ko? (Sis ir tads pats uzdevums, ka ...), bet atpazit
ka? (Seit varétu izmantot ... panémienu). Tas nozimé macit augstaka limena
domasanu, kas ka pétijumi rada skolotajiem veicas griti (Barak et al., 2007).

Secinajumi
Conclusions

Skolénu rezultati uzdevumos, kuru izpildei ir nepiecieSams dabaszinatniska
konteksta lietot matematiskas prasmes, ir zemi. Macibu Iidzek]u analize rada, ka
viens no iemesliem neprasmei izmantot daudzus gadus macibu procesa lietotu
algoritmu varctu biit tas, ka maciSana gan matematika gan dabaszinatnés ir
parprasti formalizgjusies, prieksSplana neizvirzot dzilas izpratnes veidosanu.

Lai skoléniem biitu iesp€ja iegiit pieredzi kompleksu problému ar dazadiem
kontekstiem risinasana, veidojot parnesumu no zinamam situacijam uz svesam,
darbinat kognitivas un metakognitivas stratégijas, jamainas macibu procesam
klase, kas aktualiz€  skolotaju prasmju pilnveidoSanas nepiecieSamibu.
Sekmé&jama sadarbiba starp matematikas un dabaszinatnu skolotajiem skola,
nepaliekot tikai sarunu un planoSanas limeni, bet skatoties stundas - kadas
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stratégijas katrs izmanto, ka maca tas atpazit un parnest. Skolotaju sadarbibas
loks V€&l wvairak paplasinams, iesaistot savstarpgja pieredzes apmaina un
pilnveidé ar1 sakumskolas un citu macibu priekSmetu skolotajus, kas svarigi
sekmgjot skoléniem nepiecieSamo lasiS8anas stratégiju, argumenté$anas u.c.
prasmju apguvi.

Ir veikts aprakstoSs pétijums, kas konstat€ svarigus faktus, kas turpmak
butu padzilinati pétami eksperimentalu vai korelativu pétijumu ietvaros,
pieméram, veicot salidzinasanu: skolénu sniegums procentu noteikSanas
uzdevumos bez dabaszinatnu konteksta, uzdevumos ar dazadu dabaszinatnu
kontekstu, uzdevumos ar semantiski skaidraku un abstraktaku formul&jumu, lai
drosi ticami konstatétu, vai probléma ir tieSi dabaszinatnu konteksta, procentu
izpratn€ vai semantika un kadi akcenti nepiecieSami macibu procesa.

Summary

Deep learning means to use cognitive and meta-cognitive strategies to construct
knowledge and use it in different contexts. It means in subjects like chemistry and physics
students should use their math skills that they acquired during their previous schooling in
solving problems in science or real life context. The research shows that in chemistry teaching
practice traditionally the new strategies are introduced.

The research concluded that the focus should be on collaboration between mathematics
and science teachers and understanding of how to teach to students to transfer math skills that
must be used in a new context and to unknown situations by focusing on the process of how
knowledge is acquired (how we know) rather than a focus only on accumulated subject matter
content (what we know).
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W3YUEHUE SMIIATUYECKUX CIOCOBHOCTEN
MJIAJHINX HIKOJIBHUKOB KAK CTPYKTYPHOI'O
QJIEMEHTA KATEI'OPUHA , MUJIOCEP/IHUE
HNIKOJBbHHUKA”

The Research of Empathic Abilities in Primary School Children as a
Structural Element of the Category ,,Compassion of the Pupil”

Victoria Guseva
Pskov State University, Russian Federation

Abstract. The article deals with one aspect of the problems of development compassion in
children. It outlines from positions of the system approach are researched empathic abilities
of primary school children as one of the structural elements (substructures) in the category
,,compassion pupil”. The article contains the results of diagnosing the level of empathic
abilities of primary school children. We have installed that a child with a developed ability to
empathy tends more to the manifestation of gracious behavior and only 14% of primary
schoolchildren are predisposed to the implementation of the merciful act.

The article is intended for a wide range of readers and those, who are interested in pedagogy.
Keywords: compassion of the pupil; empathic abilities; empathy; identification; systematic
approach.

BBenenue
Introduction

VYyenble cpeau Tpynmbl HPaBCTBEHHBIX IIEHHOCTEH 0CO00 BBIACISAIOT
MUJIOCEPINE KaK BO3MOXKHYIO OCHOBY JIJISl TyXOBHOW KOHCOJIMJIAIIMU OOIIECTBa.
B cuiny ckazaHHOTO, CTaHOBUTCS OYEBUAHBIM, UYTO MMJIOCEPAME SIBIISETCS
HEOTHEMJIEMON YacCThl0 COLMOKYJIBTYPHOTO PAa3BUTUS MOJOMBIX TpaxkIaH
CTpaHBI.

HecmoTtps Ha BHMMaHHE TIEAAroroB K MpoOsieMe BOCTIUTAHUS MUJIOCEPIUs
y JeTei B IIKOJe, JaleKo HEe BCE €€ aCMEKThl OCTAI0TCA HCCIEIO0BAaHHBIMHU.
AHanu3 TMCUXOJIOTO-TIEIarOTMYECKON JIMTEPAaTyphl MO3BOJMII CAENATh BBIBOA O
TOM, UYTO Ha CETOAHSIIHUN J€Hb HAYyYHOTO PACCMOTPEHUSI KaTeropuu
,,MHJIOCEpIU€ IIKOJIbHUKA  C MO3ULUNA CUCTEMHOIO MOJIX0/1a HE JaeT HU OJHA U3
pabor.

Hannass  mpoOiema  MNpeACTaBiIseT OCOOYI0  aKTyaJlbHOCTb,  TaK
KaKOOBSICHSICTCSI IPOTHUBOPEUMEM  MEXJY OCO3HAHHMEM IE€Jaroruueckoi
OOIIECTBEHHOCThIO BaXXHOCTH U TOTPEOHOCTH B JIyXOBHO-HPABCTBEHHOM
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BOCIIMTAHUU MOAPACTAIOIIETO TOKOJIEHHUS, B TOM YUCJIE PA3BUTUS MUJIOCEPIUS Y
JeTed, U HEAOCTATOYHOM HM3YYEHHOCTBIO CTPYKTYPHBIX JJIEMEHTOB KATETOPUHU
,,MUJIOCEPAME IIKOJbHUKA Yepe3 MPU3MY CUCTEMHOI'O ITOAXO0AA.

[lenbto JaHHOW CTaThU SIBIAETCS M3YyYEHUE SMIIATHYECKUX CIIOCOOHOCTEN
MIIAQJUIMX [IKOJBHUKOB B KAayeCTBE OJHOIO U3 CTPYKTYPHBIX DJIEMEHTOB
KAaTEerOpHH ,,MHJIOCEPIME NIKOJIBHUKA HA OCHOBE CHCTEMHOTO ITOAXO/A.

TeopeTquCKaﬂ OCHOBA TEMbI
The theoretical background

TeopeTUKO-METOOJIOTUYECKYI0 ~ OCHOBY  M3YYEHHUSI  SMIATUYECKUX
CIIOCOOHOCTEW MIIAAIINX IIKOJBHUKOB KaK OJHOTO U3 CTPYKTYPHBIX JJICMEHTOB
KaTEropuu ,,MHUJIOCEPINE NIKOJIbHUKA COCTAaBUJIU:
- TIOJIOKEHMSI CUCTEMHOT0 MOJIX0/Ja KaK METOJO0JOTHH MeAarorndecKux
uccnenoBanuii (bnayoepr, FOnun, 1973; Cnactenun, Ucaes, [lusHoB,
2002; Jlenues, 2002; KonapskeBckuii, 2012);

- TEOpeTHYeCKass MOJEIb KaTeropud ,,MUJIOCEPANE IIKOJIbHUKA
(ComoBneBa, I'ycea, 2013, 2014, 2015);

- Mogjenb AuHaMuueckoll cTpykTypbl auyHoctH K.K. IlmaroHoBa
(ITnaroHos, 1986).

CucTeMHBI TOAXO0J MO3BOJSIET PACCMOTPETh KATETOPHUIO ,,MUJIOCEpINE
IIKOJIbHUKA ~ KaKILEJIOCTHYI0 CHCTEMY, MPEANOJArarolly0 JIOCTUKECHHE
OMPENICICHHON eI U COCTOSIIIYI0 U3 HEKOTOPOM COBOKYIHOCTH AJIEMEHTOB,
B3aMMOJICHCTBYIONIMX MEXIy co00ii U co cpenoit (ABepbsiHoBa, 1985; dupcos,
2007; Konapykesckuii, 2012).

Peanuzanusi cucTeMHOro MoAXoJa K M3YYEHUIO KaTErOpUH ,,MUJIOCEPIHE
HIKOJIbHUKA TpeOyeT HaXxoKAeHHs Oosiee OOLIEro MOHATUS MO OTHOLIEHUIO K
HeMmy. B pesynbrare paHee NpPOBEACHHOTO HAMU CHCTEMHO-CTPYKTYPHOTO
aHanu3a Mbl OOHAPYXKWIIM, YTO TAKUM TOHSTHUEM SBJSIETCS Teaaroruyeckas
KaTeropus , JMYHOCTHast roToBHOCTE” (CostoBbeBa, ['yceBa, 2013, 2014).

OO0111en3BeCTHO, YTO TOTOBHOCTH SBJISIETCS TICHXOJIOTO-TIEAarOru4ecKou
KaTeropuei, oTpakarolleil ornpenesieHHOe CoCcTosiHue auyHocTu (MaromMmenona,
2014). B cBoto oyepenp JUYHOCTHAsS TOTOBHOCTh, 0 MHeHHI0 T.I'. XamieHko,
ABJSIETCA  ,,HEOThEMJIEMOM  4YacThlO  ICHXOJOTMYECKOM TOTOBHOCTH K
NeSATEeIbHOCTH, KOTOpasi, MPEICTaBlisAsi COO0M JUHAMHUYHOE TMCHUXOJIOTHYECKOE
oOpa3oBaHue, BKJIIOYAET KaK CHUTYaTUBHYIO (aKTyaJlbHOE COCTOSIHHE), TaK U
YCTOWYMBYIO (CHCTEMOKOMILIEKC JIMYHOCTHBIX OCOOEHHOCTEHN) COCTABJISIFOLIUE™
(Xamenko, 2012: 4-5).

O6paTtuM BHMMaHME€ Ha TO, UTO CJIOBOCOYETAHHE , JJUYHOCTHAs
TOTOBHOCTHL HHUKOTJAa HE O00O03HAauyaeT HEYTO He3aBUcHMoOe. JIMJHOCTHAs
TOTOBHOCTh HE CYIIECTBYET BHE 3aBUCUMOCTU OT JMYHOCTH — TOW JIMYHOCTH,
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MPOSIBIICHHEM KOTOpPOM OHAa siBjsieTcsl. IMEHHO TT09TOMY MBI TOBOPUM HE O
JUYHOCTHOM TOTOBHOCTH KaK O CaMOCTOSATEIHLHOM MPEIMETe, a O Pa3BUTHH
JUYHOCTHU IIKOJIbHUKA.

B cBsi3u ¢ TpakTOBKOW ,,MUJIOCEpIUs IIKOJIbHUKA B KayecTBE
JTUHAMUYECKOW  WHTETPATUBHOW  JUYHOCMHOU  XAPAKMEPUCMuUKY, IS
onpeneneHuss e€ CTPYKTYPHBIX 3JE€MEHTOB Mbl BOCIHOJIb30BAIUCH CHPYKMYPOLL
qauunocmu, npetokennoi K. K. ITnaronoseim (IlnaTtonos, 1986).

Cornacao monenu auunoctu K.K. IlnmaronoBa, xareropusi ,,Muiocepaue
IIKOJIbHUKA HWMEET TMOACTPYKTYpPbI, OJIHa U3 KOTOPBIX ICHUXOJOTUYECKAS
MOJICTPYKTYpA.

[Icuxomornueckas MOACTPYKTYpaA ,,MUATIOCEPINS IIKOJIbHUKA BKIIOYACT B
ce0st SMIATHIO UTECHO CBSI3aHHYIO C HeW WACHTU(PHUKAIIHIO.

3. @peiia, OTOXKACCTBISAA MOHITUE WICHTU(PUKAIIUU C MCUXOJIOTUYECKUM
MoJIpaKaHUEM, OIpPEAeIsLT e¢ Kak ,,06CCO3HATENbHBIN MPOIECC MOAPAKAHUS
(uur. mo Ilomompwmropa, 2013: 126). CormacHo mno3unmu A. baHIyphl,
uJeHTUUKAIMS €CTh MPOIeCC KOMUPOBAHUS CYyObEKTOM MBICIIEH, YyBCTB HIIU
neictBuit apyroro suia (Bandura, 1969).

CoBpemennbie  uccnemgoBarenu (Poros, 2003; Illepbakosa, 2006;
[[n6yrann, 1969; ®ununmos, Pomanora, Jlersroa, 2011) cuumrarT, 4TO
uAeHTUGUKAIIMS ~ TO3BOJIIET YYEHUKY OCO3HAaHHO WM  0eCCO3HATEIhHO
YIOJI00JIATHCS IPYrOMY YEJIOBEKY, €T0 XapaKTePUCTUKAM.

Jnst  uccnenoBaHWS KaTETOPUM  ,,MUJIOCEpJIME IIIKOJIbHUKA’ HUHTEpEeC
npeacrasisieT Mbeicib B.C. MyxuHOHM, KOTOpas OTMEUYAET, YTO Pa3BUBAOLIASCS
CIIOCOOHOCTh K  HWACHTHU(UKAIIMK  TOMOTAeT MJIQAMICKIACCHUKY CHSTH
HEKOTOpbIE HETaTHBHBIC OOpa30BaHUSA, TaKWe KaK 3aBUCTh, YYBCTBO
MIPEBOCXOACTBA HAJ IPYTHMH, STOU3M; CIIOCOOCTBYET Pa3BUTHIO TO3UTHBHBIX
dbopm obmenus (Myxuna, 2006).

Htak, cnocoOHOCTh K WICHTU(PUKAIIUU SBJISIETCS BAXXHOW JOMHHAHTON B
Pa3BUTHH SMIIATUYECKUX CHOCOOHOCTEW MIIAIIMX IIKOJBHUKOB, TaK Kak
BBICTYNAE€T TEPBUYHBIM MEXaHU3MOM TIO3HAHWUSA W TIOHUMAHHUS JPYroro
YeJI0BeKa.

OMIatusi xe TMO3BOJISIET YYECHUKY OCO3HAHHO COTIEPEKUBATH ,,TEKYIIEMY
HMOIIMOHAILHOMY COCTOSIHUIO JPYroro 4ejoBeKa, 0e3 MOTEpH OIIyIICHUS
BHEIIHETO MPOUCX0XkaeHUs 3toro nepekuBanus’ (Mabun, 2013: 55). MuabiMH
CJIOBaMH, B OTJIMYUE OT HACHTU(PUKAIIMK, OHMIATUS TMPEAIOIaraeT, 4YTo
OOyYJaroIIMIiCs BOCIPHHUMAET BHYTPEHHUW MHpP JAPYTrOroc COXpaHEHHWEM BCEX
OMOIIMOHAJIEHBIX M CMBICIIOBBIX OTTCHKOB, HO 0€3 TOTEepH ONIYHIEHUS ,,KaK
oyaro” (Rogers, 1975).

IIpencrasinsgser wuHTepec Ttoukaspenuss T.II. T'aBpuioBoi, koropas
oOpariaeT BHHMAaHHE Ha HAMNpPaBIICHHOCTh OMIIATHH, TPAaKTysd €€ Kak
CIIOCOOHOCTH YEJIOBEKa ,,3MOIMOHAIBLHO OT3bIBATHCS Ha MEPEKUBAHUS JPYTOTO,
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OyAb TO 4YENOBEK, >KMBOTHOE WM aHTPOMOMOP(PHU3UPOBAHHBIA TMpEAMET...”
(TaBpmoBa, 1981: 123-124).

B paMmkax cuCTEMHOro TmMOJXO0Jla BaXHO I[IOKa3aTh B3aUMOCBS3b U
[EJIOCTHOCTh MEX]y 2JIEMEHTAMU CUCTEMBI U camMoil cucteMoil. CBs3b MEXIY
HIMIATUEN U MUJIOCEPIMEM IIKOJIbHUKA JIOKAa3bIBACTCS UCCIIEIOBAHUSIMH YUEHBIX
Kpabca (Krebs, 1975) u Crommuaa (Stotland, 1969), ycraHoBHBIINX, YTO
HMIIATHUS HETIOCPEICTBEHHO MOOY>KIaeT YesioBeKa K OKa3aHUI0 MOoMOIIH. HbIMU
CJIOBAMM, BBITIOJIHSS (PYHKIIMIO MOOYKJIEHUS K OCYIIECTBICHUIO MUJIOCEPAHOTO
aKTa, HMIATHUs COIIACOBBIBAETCS C (DYHKIMOHATBHBIMHU OOSI3aHHOCTSIMU APYTHX
AJIEMEHTOB KaTErOPUH ,,MUJIOCEP/IUE IIKOJIbHUKA .

Hpyrue 3apybexnbpie uccienoparenu (Batson, 1997-2011, Coke, Batson,
McDevis, 1978) yTOYHSIOT, 4YTO SMIIaTUsA SBISCTCS HamOoJiee 3HAYMMBIM
dbakTopoM (popMupoBaHUS MUIOCEPAHOTO, «IOMOTAIOMIETO IOBEIACHUS,
MPEINOoaraoIiero ,,y4eT MoTpeOHoCcTel W TpobiieM [pyroro 4YeinoBeKa H
COJICHCTBHE MX YCICIIHOMY Pa3pelIeHHI0, MIPUIYEM CI0KHOCTH JAPYTHX MOTYT
HECKOJIbKO OTTECHUTh COOCTBEHHBIC MHTEpechl cyOnbekTa” (PefikoBckuit, 1981).
[To cyTu, aBTOpHI YKa3bIBAIOT HA MIPUHAIJICKHOCTD IEJIM YMIATHH KaK AJIeMEeHTa
CUCTEMBIK €MHCTBY 1LI€JIU ,,MUJIOCEPIUE MIKOJIbHUKA  KaK I[€JIOCTHON CUCTEMBI.

N3yyast popMbI MPOSIBICHUS SMITATUUA — ,,COTIEPEIKUBAHUE U COUYBCTBHUE
(I'aBpuioBa, 1981), Mbl 0OHAPYKIIIH, YTO OHU HAXOJATCA B CyOOpIMHAIIMOHHOM
CBS3M MO OTHOIIEHUIO K MHJIOCEPAUIO IIKOJbHUKA, TO €CTh MUWJIOCEpAHE
BHYTPEHHE 3aBHCHUT OTCONEPEKUBAHUS U COUYBCTBHS: ,,4€M OOJIbIIIE YEIOBEK
CKJIOHEH K COIEPEKUBAHUIO, TEM BBIIIE €r0 TOTOBHOCTh K IIOMOINA B
koukpeTHoM ciryuae” (Coke, Batson, McDevis, 1978).

Takum 00pa3om, MBI IPHIILIN K BEIBOJAM:

- OMIAaTHYECKUE CIIOCOOHOCTH SIBISFOTCS CTPYKTYPHBIM 3JIEMEHTOM
MICUXOJIOTUYECKOH  TOJACTPYKTYPHI ~ KAaTETOPHH  ,,MUJIOCEPIUE
IIKOJIbHUKA

- peOCHOK ¢ pa3BUTOH CIIOCOOHOCTBIO K HMIIATHHOOJICE CKJIOHEH K
MPOSIBJICHUIO MUJIOCEPAHOTO MOBEICHHUS.

Ha manHOM »Tame noruka pacCyXKJI€HUs TPUBOJUT HAC K TTOCTAHOBKE
CJIIEIYIONTUX BOIMPOCOB: ,,KakuM ypOBHEM SMIIATUYECKUX CIOCOOHOCTEN
00Jaat0T MIKOJBHUKU TIEPBOM CTYNEHW OCHOBHOrO 00IIero oOpazoBaHus?”,
,»,KaKue KaHaJbl SMIIaTHH HanOoJIee Pa3BUTHI Y MIIAIIITUX IIKOJLHUKOB? .

JI1st HaXxOKJIeHUsI OTBETOB Ha IMOCTAaBJICHHBIE BOMPOCHI MBI OOPATUIIUCH K
AMITUPUIECCKOMY HCCIICIOBAHMIO.
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MeTO)ILI N OpraHmsanmda MCCJICA0BaHUA
Methodology and organization of the research

B crathe mpenctaBiieHbl Marepuaibl, IMOJIYYEHHbIE C TOMOIIBIO
TEOPETUYECKOr0  aHaiM3a  JIMTEPAaTypHBIX  MCTOYHUKOB W METoja
aHKETUPOBAHUSI.

bazoil uccnenoBanus SBUIMCH MIIQJIINE HIKOJBHUKKA 00pa30oBaTEIbHBIX
yupexkaenuit IIckoBckoit oomactu u ropoaa Ilckosa (451 yenosek).

OMnupuyeckas 4YacThb HCCIAEAOBAHMUS 3akioyajgach B OpraHU3alluH,
MPOBENCHNH, OO0paOOTKE W WHTEPIPETAlMN PE3yJbTaTOB aHKETHUPOBAHMUS
OOy4JarommMxcss Ha4aJIbHBIX KJIACCOB IO METOJIWKE JHArHOCTUPOBAHUS YPOBHSI
smmaTudeckux crnocobnocteit B.B. boiiko (amantupoBaHHas isi MIIAIIIETO
mKoJibHOTO Bo3pacta) (Cwm. Pariropoackuii, 2001).

Pe3yJIbTaTLI IMIIMPUIECCKOTO HCCIICA0BaAHUSA
The results of the empirical research

Jlemorpaduueckuii 6JIOK aHKEThI TIOKa3ajl, YTO B aHKETUPOBAHUU MPUHSLIO
yuactue 214 manbunkoB u 237 neBouek. 13 HUX NEpPBOKIACCHUKN COCTaBWIH 43
4eJIOBEeKa, BTOPOKIACCHUKH — 291, TpeTheKIaCCHUKOB ObLIIO 87 00y4aronuxcs u
30 mxonpHUKOB 4-r0 Kinacca. B aHkere s 1-2-X KjgaccoB cojeprkanoch 18
BOIIPOCOB, 1 3-4 KiaccoB — 306.

NHuTtepnperanus pe3yiabTaTOB MPOBOAMIACH B COOTBETCTBUU C KIIFOYOM IO
HIECTU IIKAJIaM. PallMOHATbHBIN, SMOIMOHANBHBI M WHTYUTUBHBIA KaHaJIbI
AMIIATHH; YCTAHOBKH, CITIOCOOCTBYIOIIUE AMITATHH; TTPOHUKAIOIIAsI CTIOCOOHOCTh
B OMIIATUU; UJCHTU(PUKAIIUS B SMITATHH.

[Ipu coBnajieHnu OTBETA PECIIOHJICHTA C KIIOUOM €My 3aCUUTBIBAJICS OJIUH
OaJu1, TpU HECOBIAJICHUU — HOJIb.

[anee orBeTraM JeTel MPUIKCHIBAINCH OINPEIEICHHbIE KOJIUYECTBEHHBIC
3HaueHus. [loilydeHHbIE TMMOKa3aTenu KaKIOW IIKajdbl CBUAECTEIBCTBYIOT O
3HAYMMOCTH KOHKPETHOTO NTapaMeTpa B CTPYKTYPE IMIIATHH.

3aTeM [Ji TOJIyY€HUsT CYMMAapHOTO MOKa3aTessl YpPOBHS 3MMIATUYECKHX
CIIOCOOHOCTEM O0yUaroIMXCs HAaYaJbHBIX KJIACCOB, YHCJIOBBIC JAHHBIC KaIOu
IIKAJIBl CKJIAJbIBAJIUCh BMECTE M MHTEPHPETUPOBAINCH C HOPMAMHU TeCTa IO
YETBHIPEM YPOBHSIM: OYECHb HU3KUM, 3aHUKEHHBIN, CPETHUN, OUYCHb BBICOKHUH.

[Ipoananmu3upoBaB pe3yabTaTbl AHKETUPOBAHUS IETEN IMEPBOU IIKOJbHOU
crynenu (1-4 kimacchl), Mbl YCTAaHOBUJIH, YTO:

- TOJIBKO 3 % MIIaamuX IIKOJIRHUKOB 00JaJal0T OYEHH BBICOKUM

YPOBHEM 3MIIATHYECKUX CITIOCOOHOCTEM;
- 11 % peteit mokaszanu CpeIHUN YPOBEHb;
- 37 % oOyyarouuxcsi UMEIOT 3aHH)KEHHbBIN YPOBEHb SMIIATUH;
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-y KaXJI0ro BTOpOro peOcHKa B HadalbHOU 1mikoire (49 %) oOHapyxeH
OYCHb HU3KMA YPOBEHb SMIIAaTHYecKuX crocoOHocTer  (Cwm.
Huarpamma 1).

[TomyueHHBIE PE3yNbTATHl TMO3BOJSIOT yTBEPXkKAATh, YTO ToJIbKO 14 %
oOydJalmuxcsi HadajdbHOW  IMKOJBI HWMEIOT  MPEAPACHOIOKEHHOCTh K
NPOSBICHUIO  MWJIOCEPIHOW  MMOMOIIH,  ,JIOMOTAIOIIEMy  IOBEJICHHUIO
(PeiixoBckuii, 1981).

3%

® OyeHb BEICOKUH
49% Cpennuii
B 3aHIKEHHBIN

B QueHbL HU3KUHU

Huarpamma 1. ,,Pe3yibTaThl CyMMapHO# OLEHKH YPOBHS SMIATHH MJIAIIIHAX
IIKOJbHUKOB”

Fig. 1,,The results of the overall assessment of empathy level among younger
schoolchildren”

Taxke HamMu ObLIO OOHAPYKEHO, YTO MOKA3aTENH KA ,,YMOIIMOHAIBHBIN
KaHaJ AMIIATUK, ,,[IPOHUKAFOIIAs CIIOCOOHOCTD B AMIIATUH U ,,MACHTU(UKAIIHS
B OMITATHHM MMEIOT HauOOJBIITYI0 YaCTOTHOCTh OTBETOB. Y CTAHOBJICHHBIN (haKT
MO3BOJIICT  CBUJETCILCTBOBATH O BO3MOXKHOM  HAXOXKJICHHU  CIIOCOOOB
MeJarorMueckoil  OpraHu3allui  Pa3BUTHS MUIJIOCEPAUS Y UIKOJBHUKOB B
00pa3oBaTeNbHON JIESITEILHOCTH IOCPEACTBOM BO3JEHCTBUSI Ha HauOosiee
pa3BUTHIC KaHAJIbI SMITATHH.

Tak 1 pa3BUTHST MUJIOCEPIUS] Yy MIIAJIIUX IIKOJHHUKOB OOJIBIIOE
3HAYCHHE UMEET DMOIMOHAIBHBIN KaHan sMmitaTii. OHOTBEYAET 3a CIIOCOOHOCTh
COTIEPEXXMBATh, COYYBCTBOBAaTh, IMOIIMOHAIBHO OT3BIBATHCS HA MEPEKUBAHUS
JPYTrOrou SIBJISIETCSL OMOILIMOHAIBHBIM TMPOBOAHUKOM MEXKIYy pEOECHKOM U
00BEKTOM MHUJIOCEPTHOTO aKTa.

[Iponukaromas CmocOOHOCTh B AMMIATHH TIO3BOJISIET YUYCHHKY HAvYaJIbHOUN
IIKOJIBIOBITE OTKPBITHIM, JIOBEPUTEITHLHBIM, pacnoJiararoimum K
KOMMYHUKATHBHOMY KOHTAKTY, CJIOBECHO-IMOIIMOHAIIBHOMY OOMEHY.

Unentudukamms, xak mnomuepkuBaer B.C. MyxunHa, ,onpenenser
GhopMUPOBAaHHUE CONMAIBHO 3HAYMMBIX CBOWCTB JIMYHOCTH, HAIIPUMEP TaKHX,
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KaK CIIOCOOHOCTh K COIEPEKUBAHUIO (COUYBCTBHUIO U COPATOCTH) U AKTUBHOMY
HPaBCTBEHHOMY OTHOLIEHUIO K JIOASAM, K YEJIOBEYECTBY, K camomy cebe”
(Myxuna, 2006: 84). IlTo muenuio B.B. Boiiko, uaeHTHUKALMS B SMIIATHH
MO3BOJISIET PEOCHKY MOHATH JAPYroro, MOCTaBUB ce0s Ha €ro MecTo, Ha OCHOBE
corepekuBanus eMy (1ut. Paitropoackwuii, 2001).

Takum 00pa3oM, MOXKHO CA€NIaTh TPOMEKYTOUYHBIN BBIBOJ, O TOM, YTO TIPH
OpraHu3alluyd MEeJAarorH4ecKuX YCIOBUM pPAa3BUTHUS MWIOCEPIUS y MIIAIINX
IIKOJIbHUKOB B 00pa30BaTEIbHONW JEATEIbHOCTH IIKOJBI CIEAYeT YYUTHIBATH
BeNlyllUe€ y JeTed KaHajibl HSMIIATUM M HAa OCHOBE JTOTO MCHOJIb30BAThH
COOTBETCTBYIOIIMN METOANYECKUN HHCTPYMEHTAPUM.

CTouT OTMETUTh, YTO MPOAHAIM3UPOBAB IMOJYUYEHHBIE pPE3YyJIbTAThI
JMArHOCTUKH, Mbl BBISIBUJIM CIEAYIOIIYI0 3aKOHOMEPHOCTh, KOTOPYIO YUHUTEIIO
HayaJIbHBIX  KJACCOB  CIIEyeT NpUHMMAaTh BO BHUMaHHE€ B  CBOEH
ME€IAarOTUYECKOMU JEATEIbHOCTH

-y oOyuaromuxcs 1-2 Ki1accoB MpeodI1aiatoT «3MOIIMOHATBHBIN KaHall

HIMIIATUU» U ITPOHUKAIOIIASE CIOCOOHOCTH B AMIIATHI;
- g 3-4 KJIaccoB JOMUHHUPYIOT ,,JIDOHMKAIOUas CIIOCOOHOCTh B
IMIIATHH | ,,AACHTU(PUKALINSA B SMITATHH .

O0001mIeHue
Conclusions

bnarogapsi cucTeMHOMY MOJAXOMY, MBI CMOTJIHM MPHUATH K CIETYIOIIAM

3aKIJIIOUCHUSIM:

v\ xarteropusi  ,MUIOCEpAME IIKOJbHUKA”  MpPEACTaBIseT  COOOI
IEJOCTHYIO CHUCTEMY, COCTOSIIYI0 W3 COBOKYITHOCTH CTPYKTYPHBIX
AJIEMEHTOB (TTOJICUCTEM);

v’ Gojee OOmMM [IOHATHEM 110 OTHONIEHHIO K ,,MHJIOCEPIMIO
IIKOJIbHUKA BBICTYIAET TEAarornyeckas KaTeropusi ,JIMYHOCTHAas

TOTOBHOCTH ;

v\ DMIATUYECKUE CIOCOOHOCTH SBISIOTCS CTPYKTYPHBIM DJIEMEHTOM
TICUXOJOTHYECKOM MOJCTPYKTYPbI KaTeropuu ,,MUJIOCEPINE
IIKOJILHUKA™;

v\ BbIABJE€HA B3aUMOCBA3b M IENIOCTHOCTh MEXIY OMIATHEH W
MUJIOCEPJIMEM IIKOJIbHUKA ASMIATHs HENOCPEACTBEHHO MOOYyXIaeT
YeJIoBEeKa K OKa3aHUI0 TOMOIIIY;

v\ ompejerneHa NPUHAIICKHOCTD IIEJIH SMIIATHH KaK 3JIEMEHTa CHCTEMBI K
€ANHCTBY LEIH ,,MUJIOCEP/IME IIKOJbHUKA KaK I[EJIOCTHON CHUCTEMBI
ASMIATHUSL SBIIETCA HamOoliee 3HAYUMBIM (akTopoM (HOpMUpPOBAHUS
MMJIOCEPIHOTO, ,,TOMOTAIOIIETO TOBEICHUS
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v’ 00OHapyXeHO Hajan4Ke (PYHKIHOHAILHOU M CyOOpANHAIIMOHHON CBS3CH
MEK]ly SMIIATUEH U MUJIOCEPIMEM IIKOJIbHUKA;

v' (QyHKIMOHANbHAs CBA3b 3aKJIIOYAETCS B BBHIMOJHEHWH OMIIATHEH
noOyxpmaronieil  (pyHKIMH K OCYIIECTBICHUIO  YYCHHUKOM
MUJIOCEpJHOTO aKTa M €€ COrjacoBaHUeM C (PYHKIIMOHAIbLHBIMU
OOSI3aHHOCTSIMU ~ JIPYTUX  DJEMEHTOB KaTEeropuu ,,MUJIOCEpIUE
IIKOJIbHUKA

v’ cyOOpAMHALMOHHAS CBS3b MpEANOJaraeT HaJluYhe BHYTPEHHEH
3aBUCUMOCTH  MEXIy MWwiocepaueM W (QopMaMH  SMIIATUU
(comepekuBaHUE, COUYBCTBUE).

Pe3ynbTaThl AMIMPUYECKOTO UCCIEAOBAaHUS TO3BOJUIM YCTAHOBUTH
YPOBHH SMITATHYECKHUX CITOCOOHOCTEH MITAIIITUX MKOJILHUKOB:

®  OYEHb BHICOKHI ypoBeHb 3 %0;

e  cpenuuit ypoBenb 11 %;

®  3aHWXCHHBIN ypoBeHb 37 %0;

e  OueHb HU3KHI ypoBeHb 49 %.

Takxe Mbl OOHAPYKWJIK HauOoJiee pa3BUThIE KaHAJIbl IMIATUN Y MIIAIINX
IIKOJBHUKOB: ,,SMOIMOHAJIbHBINA KaHaJ AMIIATUN, ,,[IPOHUKAIOIIAS] CTIOCOOHOCTH
B OMMaTuu”’ U ,,AJeHTU(UKAIUS B SMIIATUN .

Takum 00pa3om, Mbl IPUIILIU K BHIBOJIAM.

Bo-niepBBIX, AMMATUYECKHE CIOCOOHOCTH  SBIAIOTCS  CTPYKTYPHBIM
AJIEMEHTOM TICUXOJIOTUYECKOM MOJACTPYKTYPhl KATETOPUU  ,,MUJIOCEPIHE
IIKOJIbHUKA .

Bo-BTOphIX, peOEHOK ¢ pa3BUTOM CHOCOOHOCTHIO K HMIATHH Oosee
CKJIOHEH K MPOSIBICHUIO MUJIOCEPIHOIO ITOBEICHMUSI.

B-tpetpux, Tonpko 14 % mumanmumx MIKOJbHUKOB MPEIPAcHOSIONKEHbI K
OCYILECTBJICHUIO MHJIOCEPIHOTO aKTa.

B-ueTBepThIX, TpU OpraHu3alUu TMEAarorudecKuX YCJIOBUN pa3BUTHUS
MUJIOCEPAUST Y MIIQJIIIUX IIKOJbHUKOB B 00pa3oBaTebHON EATEIHbHOCTH
nearory cieayeT YYUThIBATh BEAYIIME Y JETeH KaHaJlbl IMIIATUU U Ha OCHOBE
ATOTO BHIOMPATh METOJIMYECKU HHCTPYMEHTAPUI.

Summary

Thanks to the systematic approach, we were able to come to the following conclusions:

v the category ,,compassion of the pupil” is a holistic system that consists of the set
of structural elements (subsystems);

v" the most general notion according to ,,compassion of the pupil” is the pedagogical
category ,,personal readiness”;

v' empathic abilities, as an element, generally, is the structural element of
psychological substructures of the category ,,compassion of the pupil”;
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v the interrelation and integrality are revealed between the empathy and compassion
of the pupil empathy directly induces a person to assist;

v'as known the main goal of empathy as part of the system and the same for
,,compassion of the pupil” the formation of the merciful, ,,helping behavior”;

v' the presence of functional and subordinate relations between empathy and
compassion of the pupil is discovered:;

v the goal of functional relationship between empathy and compassion of the pupil
is to perform functions of the empathy to encourage the implementation of
disciple merciful act and its harmonization with the functional responsibilities of
other members of the category ,,compassion of the pupil”;

v' subordinate relationship suggests the existence of an internal relation between the
forms of compassion and empathy (condolence, sympathy).

The results of empirical research allowed to determine the levels of empathic abilities in

primary school children:

o the highest level 3 %;

o the middle level 11 %;

o lower level 37 %);

o the lowest level 49 %.

Also we found the most developed channels of empathy in primary school children:

,»the emotional channel of empathy”, ,,penetration ability in empathy” and ,.identification in
empathy”.

Thus, we come to conclusions.

First, empathic abilities, as one element is a structural part of psychological

substructures of the category ,,compassion of the pupil”.

Secondly, a child with a developed ability to empathy tends more to the manifestation

of gracious behavior.

Third, only 14 % of primary schoolchildren are predisposed to the implementation of

the merciful act.

Fourthly, to organize right pedagogical conditions of development of compassion in

younger school children at the process of education, the teacher should pay more attention to
the leading channels of empathy and on this basis chooses the methodology.

bubanorpadus
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HISTORY AS A SCHOOL SUBJECT IN NATIONAL
CURRICULA FOR ESTONIAN GENERAL COMPREHENSIVE
SCHOOLS IN 1874-2015
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Urve Laanemets
Estonian academy of Music and Theatre, Estonia

Abstract. This study is focused on development of the content of history as a school subject in
Estonian general comprehensive schools in 1874-2015. Selection of the content for learning
has been influenced by the socio-political context and ideology in all times reflecting the
officially recognized and accepted values. Theoretical analysis of selection of the content for
history learning in Estonian general comprehensive schools is based on the works of de
Tracy, Marx, Engels, Maritain, Althusser, Habermas, Zizek, Mannheim, Foucault, Popper,
Gellner, de Beauvoir, Tyler, Taba, Goodson, Pinar, Kelly and Autio. All curriculum
documents of the mentioned period have been analysed considering their aims, content of
learning, time allotted for learning, and methods recommended in a thematic monograph.
This article is focussed on aims and principles for selection of the content of history learning
in Estonian general comprehensive schools, influenced by ideologies and contexts at different
times.

Keywords: national curriculum, history syllabus, ideology, values, content of learning,
organisation of the content.

Introduction

George Orwell in his book 1984 wrote: ,,Who controls the past”, ran the
party slogan, ,,controls the future: who controls the present controls the past”.
This quote aptly describes the content and ideological character of history, as a
school subject in general comprehensive schools meant for educating all the
population. History as a form of specific knowledge has been generally
acknowledged as an opportunity to learn from the experience of predecessors of
different times and locations. The problem, what to choose for learning, has
persisted up to present days and no specified criteria for selection of its content
have been established. However, in Estonia research on development of the
content for learning languages and their presentation in national curricula (NC)
has been carried out, but that of history learning has not been the object of
research so far. This article attempts to shed some light on development of
history as a school subject in Estonian general comprehensive schools in 1874 -
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2015 and find out how ruling ideologies in society have influenced history
learning in different times.

The method used for research is document analysis (qualitative content
analysis) covering all available documents characterising the mentioned period
in official NC, programs and syllabi considering the goals of learning, the
content of studies, the time allotted and recommended methods for teachers.

Theoretical background

The term history as a subject for learning can be traced back to its origin in
Greek 1otopia (historia) meaning in direct translation a study or research on
different sources of information. Written documents, books, objects, oral
records, etc. are used for reconstruction and comprehension of past events and
developments using relevant, often alternative methods (Karjahdarm, 2004, p.
124-125). This is the field for historians, but for educating people about the
experience of the past, meaningful and implementable for the present and
probably future, a subject for schooling was developed. However,
comprehension of the past and its values worth being transferred to new
generations is never created by scientists only, more often values are specified
and explained/influenced by laws in society, by literature, educational systems,
home environments, media and nowadays especially by the Internet. All the
mentioned and more factors can be specified as tools of ideology, specifying the
values and creating a context for an individual for comprehension of values as
foundations for his/her activities, usually based on informed decision-making.

The term ideology also comes from Greek éa, meaning form, pattern,
and -logy, from —hoyia, Adyog ,.speech”, ,account”, ,story”. According to
Blackburn, ideology is any wide-ranging system of beliefs, ways of thought, and
categories that provide the foundation of programmes of political and social
action (Blackburn, 2008, p. 178). Among political ideologies there are, e.g.
classical liberalism, conservatism, reform liberalism, democratic socialism,
Marxism, anarchism, libertarianism, fundamentalism, feminism,
environmentalism, and pacifism (McCullough, 2010, p. 1), which greatly
influence social life and education in particular. For selection of the content in
curricula Eisner distinguishes between the following ideologies: religious
orthodox, rational humanism, progressivism, critical theory, re-conceptualism
and cognitive pluralism (Eisner, 1992). All ideologies manifest recognised and
accepted values in society in a particular time, often specified as value
education.

Value education is by which people give values to others. (Powney et al.,
1995, p. vii). The two main methods of value education are values clarification
or rational education of ethics (discussions about values; based primarily on
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deontological ethics by Immanuel Kant) and character education, or education
of individual nature (development of good characteristic traits and their
reinforcement; based primarily on ethics of virtues by Aristotle) (Pdder et al.,
2009, p. 12).

However, due to specific values in diverse cultures, and social groups in
power, history writing as well as comprehension and interpretation of a
particular historical event or phenomenon can be vastly different. Therefore
several researches have denied the possibility of writing any objective history.
All histories have been written from the position of some influential individual
or social group, representing their comprehension of events.

Already Tacitus in his Annals has highlighted this evergreen principle of
history writing as follows: The histories of Tiberius, Gaius, Claudius, and Nero,
while they were in power, were falsified through terror, and after their death
were written under the irritation of a recent hatred. Hence my purpose is to
relate a few facts about Augustus - more particularly his last acts, then the reign
of Tiberius, and all which follows, without either bitterness or partiality (sine ira
et studio), from any motives to which | am far removed.“ (Tacitus, 2015)
Consequently, it has to be admitted that history has been “rewritten” according
to manifested ideologies ever since, which in turn has greatly influenced the
selection of what is considered valuable to be remembered and to learn from.
The most influential theorists for ideologies influencing history learning in
Estonian general comprehensive schools since the post-WWII period are Karl
Marx, Friedrich Engels, Jacques Maritain, Louis Althusser, Michel Foucault, to
name just a few, but also considering organisation of general education at large
in the 20™ and 21 centuries.

What has been the message of the mentioned ideologists for comprehension
of history?

Karl Marx and Friedrich Engels declare in The German Ideology (Die
Deutsche Ideologie) that the ideas of the ruling class are in every epoch the
ruling ideas (Marx & Engels, 2015). Their systematic theses of dialectical
materialism, of all subjected to change, class struggle, history and importance of
economic factors in politics have exercised enormous influence on later thinkers
and political leaders as well as on education in the period of Soviets in Estonia
in 1940-1991.

Jacques Maritain, however, in his work The Philosopher in Society,
recommends contemplation as an approach: If philosophy is one of the forces
which contribute to the movement of history and the changes that occur in the
world, it is because philosophy, in its primary task, which is the metaphysical
penetration of being, is intent only on discerning and contemplating what is the
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truth of certain matters which have importance in themselves and for
themselves, independently of what happens in the world, and which, precisely
for that reason, exert an essential influence on the world.” (Maritain, 1961,
p. 8).

Louis Althusser has also analysed ideologies in the context of education
saying in his essay Idéologie et appareils idéologiques d’Etat the following: |
ask the pardon of those teachers who, in dreadful conditions, attempt to turn the
few weapons they can find in the history and learning they ‘teach’ against the
ideology, the system and the practices in which they are trapped. They are a
kind of hero. But they are rare and how many (the majority) do not even begin
to suspect the ‘work’ the system (which is bigger than they are and crushes
them) forces them to do, or worse, put all their heart and ingenuity into
performing it with the most advanced awareness (the famous new methods!) “
(Althusser 1970)

Michel Foucault in his book Discipline and Punish analyses the relations
between power, knowledge and ideologies and how forms of human subjectivity
are constructed by specific institutions and practices (Foucault, 2002 &
Foucault, 1993), which became especially popular since regained independence
in 1991. Educational documents of 1874-2015 demonstrate interesting
developments in organising general education and history learning as part of it
in different political and social contexts.

Accordingly, the history learning in different periods has been focussed on
different developments, events and/or historic personalities in history. The
content of history, or the knowledge considered necessary and valuable for
acquisition has been selected according to power relations (geopolitical
aspirations and wars), class struggles (revolutions and the role of the working
class), or national, cultural and scientific developments and the role of
outstanding people. The content presented in the analysed NC clearly reflects
these criteria.

Research results: a short overview of history learning in Estonian general
comprehensive schools at different times

Analyses of collected materials have revealed that the school subject called
histooria or stories about things that have happened can be traced back to 1874,
and since 1880 as the book by J. Bergmann, titled as General History appeared,
the term history has been generally used. Understandably, there was no NC as
an official document prescribing the standard of national education provided in
Estonian in those days, as Estonia was part of the Russian Empire and schools
worked according to the plans of Russian Empire specified for this region. The
curriculum for primary schools of 1917, compiled by Tallinn Teachers’ Union
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with the aim to facilitate teachers work, did not contain history as a school
subject.

The first official NC for Estonian schools can be found from 1919 (after the
statehood was established in 1918). Its structure included an introductory
general part manifesting general goals of schooling, subject syllabi with
specified aims and the number of lessons and the content of learning (themes).
All subsequent NC have followed these elements and added sometimes lists of
school textbooks and other study aids, or chapters recommending methods to be
used in the lessons. In recent NC there are also parts characterising physical
learning environments and assessment.

Next, we will focus on the specification of the influential ideologies and
selection of the content for history learning in Estonian NC. According to their
relationship with the socio-political contexts the analysis is presented in three
different periods: 1918-1940 (the first period of Republic of Estonia), 1940-
1991 (the period of occupations) and 1991-2015 (the period of regained
independence). Detailed data will be available in the forthcoming monograph.

History learning in 1918-1940

This period can be called the period of establishment of the nation state and
national education system, which aspired towards development of educated
population with knowledge of historical heritage of mankind considered
valuable and accordingly useful for everybody in their lives. The ideology,
manifested by politicians of those days was clearly national in character and
history as school subject provided first of all knowledge from the Estonian
history as well as that of some leading European countries, and of Ancient
times. Lists of historical heroes were specified as well as military events and
traditional periods of history. Understandably, there were no educational
sciences available to support curriculum development of those days.

The following NC of 1921 was quite specific in its aims: pupils of primary
schools were expected to acquire knowledge from different fields and
understand the bridge between past and present, which would help them
understand current developments and that different cultures influence each
other in historical circumstances (NC, 1921, p. 49). Moreover, it is also clearly
manifested that specific party and politics related tendencies must be kept
outside schools (ibid: p. 50). The content selected for learning was wider and
more focussed on culture.

The NC of 1928 specified a new aim- educating loyal citizens with wider
cultural horizons, developed by knowledge about history of other nations and
their outstanding people of different times (NC, 1928, p. 5), which is already
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clearly politically coloured. The idea of integration of history with other school
subjects is also mentioned for the first time.

The NC for primary schools of 1937 repeats basically the same aims and
the history as a school subject also contains elementary social studies. The NC
for upper secondary schools of 1930 specifies 4 aims: to comprehend present via
past, develop thinking skills on history, love towards Estonia as fatherland and
comprehension of international solidarity (NC, 1930). The content was widened
by knowledge of society as a state system.

United curricula for all school levels of 1938 offered the same specification
of the content with some amendments for gymnasia (NC, 1938, p. 46).
Curriculum documents of this period show development of ideologies from
national towards international with increasing amount of study themes and
topics, concepts and lists of historic personalities from different fields of human
life, from traditional military heroes to inventors and those creative in different
fields of culture. The content of history learning followed the development of
the Estonian state, its national and international aspirations.

History learning in 1940-1991

History learning in the mentioned period was coloured by change of
powers — from Soviets 1940 to German in 1941, and back to Soviets from 1945
until 1991, with clearly changing ideologies following the events of the WWII
as well as social and economic developments in the SU.

History learning in 1940 had to follow the principles of Marxism -
Leninism, but there was no time for its implementation. The curriculum of 1943
does not specify any aims for learning history, there is only the list of themes to
be studied (Curriculum, 1943, p. 27-33). All post-WWII syllabi were called
programs for learning history and issued as separate documents with specific
recommendations for teachers. According to the new Soviet (Marxist — Leninist)
ideology, the program of 1948 manifested totally new approaches towards the
traditional periods of history, historic events and personalities from the point of
class struggle and hegemony of the working people.

The task to teach correct political views (Pr, 1948, p. 9), development of
patriotism and hatred towards fiends of the homeland were clearly expressed.
The role of Russia, its history, culture and achievements were highlighted.
Europe-centrism had to be avoided (ibid, p. 38) religions were shown as tools in
the hands of exploiters, etc. The concept of fair and unfair wars was introduced,
the role of the Communist Party had to be understood in the correct way and the
peace aspirations of the SU were highlighted. The program of 1952 was not so
specific any more, but ideological-political education of students was brought to
the foreground.
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The programs of 1952, 1954 and 1955 were still coloured by Stalinist
ideology, but the program of 1956 was already critical about Stalin cult, and also
admitted the coexistence of capitalist and socialist economic systems. The
programs for learning history were updated every few years (those of 1957,
1958, 1960, 1963) and those clearly followed the developments on the
international arena and how the SU has acted. The Marxist ideology became
adapted to changing realities. The programs of 1964, 1965 and 1966 manifested
the goal of educating the Soviet nation able to combat imperialist ideology (Pr,
1964, p. 4), and history as a school subject was first expected to contribute to
development of personality.

The following program of 1970 was a real milestone as it contained several
topics on Estonia besides themes reflecting communist ideology and traditional
history. There was a special course on national culture and history; for the first
time an optional course, integrating Estonian history and literature, was
introduced, and a list, recommending films and literary works on historical
themes was recommended with the aim to increase students’ motivation for
learning history. Events of 1956 have been mentioned, but not those in Prague
of 1968.

Programs of 1972 and 1974 were still manifesting communist ideals, based
on scientifically sound and rich knowledge with implementation of films,
extracurricular activities and TV supporting traditional history lessons.

The programs of 1978 and 1982 highlighted already dialectic-materialist
ideology and aspirations towards comprehension of people as agents of history.
Towards the end of the Soviet era, in the programs of 1984 and 1986 more
attention was paid to developments in other socialist countries; importance of
wide factual knowledge and ethics was stressed, already reflecting some traits of
glasnost and perestroika.

History learning in 1991-2015

Regained independence in 1991 meant a great change towards
democratization of society and introduction of several new, mainly liberal
ideologies. It also meant great changes in learning history and civics. Examples
and ideas mainly from Nordic countries, the USA and UK were studied and
implemented at different levels. In 1992 and 1993 the draft versions of curricula
for compulsory and upper secondary general comprehensive school were
developed in the Estonian Education Centre, however the first new official
curriculum for general comprehensive schools was adopted in 1996. In 2002 a
new introductory part was added to the curriculum of 1996, and the most recent
curricula for compulsory schools and gymnasia were adopted in 2011. Different
new ideologies have been implemented, which allow schools to develop their
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own school curricula and use optional subjects, some of which can also be used
for learning some specific courses of history. The content has been specified by
themes for compulsory school and by courses for gymnasia. Accordingly, the
number of compulsory lessons has decreased. The content has become
somewhat unbalanced and eclectic, as in 1997-2013 history was also the school
subject in which National Examinations were organized. Compulsory courses in
the curriculum specify particular periods, including history of Estonia, but
schools are expected to develop their own and more specific content for their
school curricula and syllabi.

Conclusion

The aims and content of history learning in every analysed period have had
its clearly distinguishable character following the ideology of its time. When the
syllabi of the first period followed the conservative-nationalist ideology, the
history programs of the Soviet period were coloured by Marxist ideology. The
liberal and new-liberal ideologies are reflected in the curricula and syllabi of the
new Estonia. Environmentalism, feminism, criticism of ethnocentrism and
presentism as ideologies are currently being discussed, which may have further
impact on learning history in future. However, traditional European and
humanist values have recently gained ground. It can be concluded with the well-
known quote by Estonian poet Juhan Liiv: Who does not remember the past, is
living, but without future. Consequently, we still need history for numerous
reasons — for our identity building and cohesion in society, but also for
sustainability of the culture and statehood.
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INPOPECCHUOHAJIbHASI OPUEHTALIMA KAK
TEXHOJIOT'HSI CONUAJIBHON AJAITAIIUN U
PEABMWINTALIIUU AETEU I'PYIIIIBI PUCKA

Professional Orientation as the Technology for Social Adaptation
and Rehabilitation of Children from At-risk Groups
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Republican Center for the Social adaptation of children, Uzbekistan

Abstract. The article reveals the main direction of vocational counseling of children from at-
risk groups using effective pedagogical technologies. Vocational counseling is considered as
an important condition of professional life self-determination, successful social adaptation
and rehabilitation of children in societies.

Keywords: professional orientation, children from at-risk groups, social adaptation,
rehabilitation, pedagogical technologies, form, methods, prevention, education.

BBenenue
Introduction

B COBpeMEHHBIX YCIOBUSAX MOACPHHU3ALUMU CTPaHbl IPUOPUTETHBIMU
HampaBieHusiMu [ocymapcTBeHHol mnonmuThkyd PecnyOnuku  Y30ekucran B
chepe oOpa3oBaHUs SBISIOTCS OOECIEUCHHE HENPEPHIBHOCTH U KadyecTBa
oOpa3oBaHus, BOCITUTaHUE rapMOHUYHO pa3BUTOM JUYHOCTH,
npodeccuoHanbHas MOATOTOBKA BBICOKOKBATM(PUIMPOBAHHBIX KaJapOB Ha
ocHoBe 3akoHa «O0 oOpa3zoBaHun», HanmoHanbHOU MporpaMMebl MO MOATOTOBKE
KaJIpoB, MoJieiu 12-neTHero oopazoBanus (1mo cxeme 9 + 3).

TpeGoBaHus K MOATOTOBKE KAaJPOB B CUCTEME HEMPEPHIBHOTO 00Pa30BAHMS
U OOYCIIOBJICHHBbIE HMH MPOUCXOMASIINE H3MEHEHHUs B MNPOPECCHOHAIBHO-
KBAJIM()UKALIMOHHOW CTPYKType KaJApOB pa3iWyHbIX cep Moja BO3AEHCTBUEM
COLIMAJIbHO-IPKOHOMUYECKUX MPeoOpa3oBaHUil U MOJAEpPHHU3aLMU OOIIEeCTBa
W3MEHUJIM LIeNH, MPUHIUIBL, (YHKIUN 00pa30BaHUs, BbIIBUHYB HOBbIE 33a4u
K COJIEp)KaHUI0 MPOPECCUOHATBLHOW OpPUEHTALMM M TMOATOTOBKM y4alluXcs B
oOpa3oBaTeNbHBIX yupexJeHusx. HamuonansHas Monenb  oOpa3oBaHUs
ONpeJeNuiia CTPATETUYECKUE OPUEHTHUPHI IO COBEPIICHCTBOBAHUIO CHUCTEMBbI
npodopueHTauu ¥ npodecCUOHANbHOW  MOATOTOBKM  HA  OCHOBE
MPOTPECCUBHBIX TEXHOJOTUH, TMOKUX OpraHu3allMOHHbIX (OpM 00ydeHUs U
BOCIIUTAHUsS, HAMPABICHHBIX HE TOJBKO Ha pPa3paboTKy KOHUENTYaJbHbIX
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MOJIXOJIOB K COJEP)KaHUIO MPO(OpPHEHTALMH, HO U ONTHUMHU3ALNIO JTUYHOCTHO-
npo(hecCHOHANBFHOTO PA3BUTHUS YUAIIUXCAC LENBI0 X YCHEIIHON aanTaiuu B
counyme. B cBeTe cka3aHHOTO aKTyalIbHOCTh UCCIIEI0BAHUS ONPEACIIACTCS:

- BOCTpeOOBaHHOCTHIO 00IIEeCTBA B  BBICOKOKBAJIU(UIIMPOBAHHBIX,
KOHKYPEHTOCIIOCOOHBIX ~KaJpax, CIIOCOOHBIX aJalTUpOBATBCA K
YCIIOBUSIM COBPEMEHHOTO PBIHKA TPY/Ad, TBOPYECKU OCBAWBATh HOBBIE
npodeccuu M BUABI JIEATEIBHOCTH, BbIpAa0aThIBATh COOCTBEHHYIO
CTPATErui0 B MEHSIOIINXCS )KU3HEHHBIX 00CTOSTENbCTBAX;

- HEOOXOJIMMOCTBbIO OCO3HAHHOTO BbIOOpa ydalmuMHUCS Hpodeccuu u
HalpaBJIeHUs MX JaJbHEHIIEr0o OOy4eHHs] B CHUCTEME CpEIHETrO
CHELMATIBHOI0, MPO(EeCCHOHAIIBHOTO M BBICHIETO  00pa30BaHUSA
«mpoecCUOHANBHBIN KOJUIE/DK - aKaJeMHUYECKHM JHIEH - BYy3» C
NEPCIIEKTUBOM TPYAOYCTPOMCTBA KaK YCIOBUS YCIENIHOCTH WX
WHTErpaliy B 00ILIECTBO;

- COBEpIICHCTBOBaHHEM MPOGOPUEHTAIIMOHHOW pabOThl KaK CpelcTBa
paHHEe TPO(UIAKTUKM OTKIIOHSIOMIETOCS TOBEACHUS yUalIuXCs
MyTEeM WX BOBJICYCHHS W AKTHBHOTO YYacCTHs B COIMAIBHO-TIONE3HBIX
BUJAX JIEATEIbHOCTH, CO3/IaHHS BOCIUTHIBAIOUIEH Cpeabl s
aKTUBU3ALIMM aJalTallMOHHBIX PECypcoB JeTell TIpynm pHcKa, HUX
COLIMAJIbHO-TIEIATOTHYECKOW peaduauTaluy, MUHUMH3ALIUU pHUCKA
COLIMAJIBHOIO U MPAaBOBOI'0 XapakTepa.

AKTyaJIbHOCTh TEMbl OTPaXKEHAa U B LIEJIM MCCIEAOBAaHUSA: BHEIPEHHE B
IPAKTUKY 00111€00pa30BaTENbHOM HIKOJIBI MPOPOPUEHTALIMOHHBIX TEXHOJIOTUHN B
LEJSIX ONTUMU3ALMU Mpoliecca COUMAIbHON alanTalui U peadMInTauuu JeTei
TPYMIIBI PUCKA.

OOBEKTOM HCCIIEeIOBaHMs SIBISETCS: TMEAarorn4eckoe COMPOBOXKICHUE IETeH
rpynnbel pucka B 0011€00pa3oBaTeNbHOM IIKOJE€ HAa OCHOBE 3((PEKTUBHBIX
MOJIXOJIOB U MTPO(POPUEHTAITMOHHBIX TEXHOIOTHIA.

MeToapl UCClieIOBaHMS: aHAIW3 HOPMATHBHO-TIPABOBBIX aKTOB, HAy4YHO-
TEOPETUYECKOW M METOIWYECKOW JHUTepaTyphl MO TpobdiieMe HCCleA0BaHus,
aHKETHBIA OMNpoC. 3HAYMMOCTh MCCIIEOBaHUS OOYCJIOBJIEHA, BO-TIEPBBIX,
HEOOXOJAMMOCTBIO TPUMEHEHUS B NPO(OPUEHTAIIMOHHON paboTe C JeThbMU
IpyNIbl pUcCKa Hay4yHO OOOCHOBAHHBIX MOJXOJOB M HECTaHIAPTHBIX METOJIOB;
BO-BTOPBIX, TIOMCKOM BapUaTUBHBIX MNPO(OPUEHTAMOHHBIX HpPOrpaMMm C
AJIEMEHTAMHU TEXHOJIOTUYECKOW HOBU3HBI, YUMTHIBAIOIIUX HWHIAUBUAYAIbHO-
NICUXOJIOTHYECKHE OCOOCHHOCTH JETe TpyMHmbl pUCKA C TOCIEAYIOUIUM HX
pa3BUTHEM WM KOPPEKIMEH OTETbHBIX HHINBUAYATHHBIX IPOSIBICHUH.
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COBpeMeHHbIe HAYYHO-TCOPETUICCKHUE ITOAXO0AbI K HpO(l)Opl/leHTaIII/IOHHOﬁ
padoTe ¢ 1eTbMH IrpyINbl PUCKA
Contemporary research and theoretical approaches to professional orientation
work with children from at-risk group

[loaroToBka aerell Tpymmbl pUcKa K OCO3HAHHOMY BbIOOpY mpodeccuu
paccMaTpuBaeTCsi HaMU KaK KOMIUIEKCHAs, Hay4HO OOOCHOBaHHas CHUCTeMa
¢dopM, METOZOB M TEXHOJOTHI MEAAroruuecKoro BO3ACUCTBUS HA JIUYHOCTDH C
[EeNbI0 ONTUMHU3ALUU €€ MPO(EeCcCHOHATBHOTO CAaMOOIPEIEICHUsI C y4ETOM
cepbl MHTEPECOB B COYETAaHUU C PA3HOOOPA3HBIMH (OPMAMHU COIUAIIBEHO-
BOCTIUTATENFHON, NPOPHUIAKTHYECKOH, KOPPEKUMOHHOM, peaduiIMTaroHHON
pabGotsl. B Hamem nonnManuu 3Q¢GeKTUBHOCTh MPOPOPUEHTALNOHHON pabOThI
C JCTbMH TPYMIBI PUCKa OOECTIEYMBACTCS OCO3HAHHBIM BBHIOOPOM TMEAArorom

JMYHOCTHO-OPHUEHTUPOBAHHBIX MEeIarorn4eCKuX TEXHOJIOTUH,
XapaKTEPU3YIOIIUXCS T'YMaHUCTUYECKOU 151 MICUXOTEPANIEBTUYECKON
HANpaBJIECHHOCTHIO, BAPUATUBHOCTEIO, VHJIUBUIYaJIbHBIM 151

mupepeHIpoBaHHBIM TOAX0AOM. JuddepeHpoBaHHbIi MOAX0] BKIOYAET
MEXaHWU3M aJanTalud K HHJIWBUIYaJbHBIM OCOOEHHOCTSAM M BO3MOKHOCTSIM
pa3IMYHBIX TPYIIl YYalluxcs, B TOM 4YHCIE JETed C OTKJIOHSIOUIMMCS
MOBEJCHUEM, 4YTO Tpeanoiaraer Oosee 3ddextuBHyr0 padoty ¢ Humu. Kak
npaBwibHO oTMetwi [IILA. AMoHamBWIM, «Ienaror JOJKEH BEpPUTHh B
BO3MOXKHOCTH KaXX0r0 peOeHKa WII00ble OTKJIOHEHUS B €ro pa3BUTHH
paccmaTpuBath, B MEPBYIO OYEpEe]b KaK pe3ynbTaT HeAu((epeHLUPOBAHHOTO
pPa3BUTHSL METOAMYECKOTO Mojxona K Hemy» (AmonamBuiau, 2009). [Tostomy
OJIHU YYEHBbIE MO/ TEPMUHOM TEXHOJIOTHS» MOAPAa3yMEBAIOT OPraHU3alMOHHO-
METOAMYECKUI HMHCTPYMEHTApHil yIpaBieHUs MEeIaroruyeckuM IPOIECCOM
(b.T. JluxaueB); apyrue — COBOKYIHOCTb M MOPAIOK (DYHKIIMOHUPOBAHUS BCEX
JMYHOCTHBIX, MHCTPYMEHTAIbHBIX U METOJUYECKUX CPEICTB, HMCHOJIb3YEMBbIX
JUTsL JOCTUKEHUd neparornyeckux neneid (M.B. Knapun). Bece onu HanpaBiieHbl
Ha Pa3HOCTOPOHHEE, TBOPUYECKOE, JYXOBHO-HPABCTBEHHHOE PA3BUTHE JIMUYHOCTH,
dbopMUpOBaHUE TIOJOXKUTEIbHOW «SI» — KoHuenumuu. B memarornueckoit
IOPAKTUKE TaKKe YCIEIIHO (PYHKIMOHUPYIOT TEXHOJIOTUM Pa3BUBAIOLIETO
obyuenus (JI.B. 3ankoB, B.B. JaBeimoB, JI.b. DiIbKOHWH), TEXHOJOTHH
aBTOPCKUX IIKOJ: IIKkoia agantupytomen negaroruku (E. SAmOypr, b. bpoiine),
mkosia camoonpeneneHus (A. TyOenbckuit).

[legarornyeckue  mporecchl B 00Opa3oBaTENbHBIX  YUPEKICHHIX
VY30ekucrana nmpuoOpeTal0T UHHOBAIIMOHHBIN XapakTep. B paMkax koHIENIuu
OIMEPEXAIOLIEr0 Pa3BUTUS OCOOYI0 3HAYMMOCTh MPUOOPETAET TEXHOJIOTHUs
UCCJIEI0BATENbCKON IEATETbHOCTH, KOTOpAas MO3BOJISIET 00E€CTIEUUTD MEPEX0]] OT
oOyuenus k camooOpazoBanuto ([xypaeB, 2011). [lo MHeHUIO psiia y4eHBIX,
TEXHOJIOTUSL COTPYJHUYECTBA CIOCOOCTBYET PACKPBITHIO MOTEHIIMAIbHBIX
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BO3MOYKHOCTE 00y4arouuxcsi, akKTUBHOMY OCBOEHHIO COLIMAJIIBHOIO OIIbITa,
COLMAJIM3AllMM WM HWHTErpallid, TBOPYECKOW caMopealn3alii JUYHOCTH B
npodeccuonansuoit nesrensHocty (Mpramosa & [[xypaesa, 2015). B paborax
. llapunosoii, H. CBeTinuHOM pazpaboTaHbl HAYYHO-TEOPETUUECKUE ACTICKTHI
3JI0pOBbecOeperaroMx TEXHOJIOTMH KaK JEHCTBEHHON MPO(PUIAKTUKHA BPEIHbBIX
NpUBbIUEK M (OPMUPOBAHUS LIEHHOCTEH 3JI0POBOr0 00pasza >KU3HU JeTei
rpynnel pucka (Illapumosa, 2008 & Ceemnmunas, 2015). K tomy xe, B
pecnyOJinKe HAKOIIIEH JOCTATOYHBIA OMBIT MPOBENCHUS MPOPOPUESHTALIMOHHOM
paboThl C J€TbMH Ha OCHOBE HAyYHO-TEOPETUYECKUX TOJXOJIOB C
UCIIOJIb30BAaHUEM pa3HOOOpa3HbIX (OpM, METOAOB, TexHoJoruil. B co3mganue
[EJIOCTHOM  CHCTeMbl NPO(ECCHOHATBLHOM  OpHEHTAllMM W TICHUXOJIOTro-
NEJAaroru4eckoro CONPOBOXAECHUS Yy4YalllUXCd B CHCTEME HENPEPBIBHOIO
oOpaszoBaHus 0OJIBbIIION BKJIaJl BHECIU yueHble Y30ekuctana (M.I'. [laBneriiuH,
O.I'. T'o3ues, b.P. Kansipos, P.X. Kypaes, YV.K. Tonunos, JI.I'. AuTunosa, B.A.
TokapeBa, @.C. Ucmarunosa, X.®@, Pammnos, A.B. Lloi, M.I'. YepenHukos,
FO.M. Acanos, UI.T. Oprames, ®.P. IO3nukaes u np.). B dacTtHOCTH, B
KoHuenuun pa3BuBaronieil  HENPEpPHIBHOM  MPOQPOpPUEHTAUUU  yUaIIUXCA
(Kypaes, 2002; PammmoB & UYepemnukos, 2002; Oprame, 2006) Obuin
U3JIO)KEHBl ~ TEOPETHKO-METOJIOJIOTMUECKHUE  aCleKThl  MpoQeccCHOHANbHON
OpUEHTAllMU, OIpEACNIEHbl OCHOBHBIC 3a/laud, (POpPMbI, METOMbBI, CPEACTBA H
3Tambl MPOPECCHOHAIIBHOW OpPUEHTALMM Y4YalluXxcsi 0011eo0pa3oBaTebHbIX
HIKOJI B CIEAYIOLIEH MociaenoBaTeIbHOCTH: | 3Tam - 10MKOJIbHOE 00pa3oBaHue
(«A3byka mpodeccuii»), |l atam - HauanbHOE 0Opa3oBanue (1-4-e kinaccol «Kem
g mory ObITb?»), Il sram - obmee cpennee obpazoBanue (5-7-€ KJIacChl
«IlyremectBue B mup mnpodeccuitn), 1Y stan - obuiee cpenHee oOpazoBaHUe
(«8-9-e kmaccel «Most n3bpannas npodeccus»). Cornmacao nannoi Konmenmww,
npodopueHTAIMs BBITYCKHUKOB 00I11€00pa30BaTeIbHBIX IIIKOJ IPU3BaHa
o0ecreynuTh BBIPAOOTKY y HHUX HWHIUMBHUIYAJIbHOW TpPAaeKTOpUH OOYyYEHHS B
npo(ecCUOHAbEHOM KOJUIEJKE WM akaaeMuyeckoM munee. s storo B
o0meo0pa3oBaTeNbHbIX  MIKOJAX  Y30€KHCTaHa  €XKEroJHO  MPOBOJIUTCA
MOHUTOPUHT PE3yJbTaTOB MPO(POpPUEHTAIIMKM C TIOCIEAYIOIIeH BbIIadei
pekomeHaanui  (TaBcusiHoOMa) yyammMmcs 9-x  kiaccoB.  PesynbTarhl
MOHUTOPUHTA PETUCTPUPYIOTCS B E€AUHOW DIIGKTPOHHOW 0a3e JTaHHBIX
TEPPUTOPHAIBHBIX yIPABJICHUM oOpa3oBaHUEeM JUisi 00eCleueHUs TOJIHOTO
OXBaTa BBIMYCKHUKOB IIKOJ JadbHEHIIMM OOSA3aTEIbHBIM  TPEXJIETHUM
oOydeHreM B Mpo(ecCHOHATBHBIX KOJIJIEMKAaX WM aKaJeMUYECKUX Julesx. B
paborax P.U. Cynnarosoii (2001), FO.M. Acanosa (2001), P.X. Banuena (2013)
0co00€ BHUMaHUE YylenseTcs MNpPOPOPUECHTALIMOHHBIM KOHCYJIBTAaTUBHBIM U
JWarHOCTUYECKUM METOAMKAM C TIPUMEHEHHEM HWHTEPAKTUBHBIX (HOPMHUX
npoBenenus. M.I'. UepennukoB u T.P. MOparumoB yka3pIBalOT Ha TO, YTO
3¢ PekTUBHOCT, MPOGOPUEHTAIMOHHOW pPa0OThl BO MHOIOM 3aBUCUT OT
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UCIIOJIb30BaHUsI COBPEMEHHBIX MH()OPMALIMOHHBIX TEXHOJOTHI. B cBsi3u ¢ 3TUM
uMHu Obla pa3zpaboTaHa JIEKTPOHHAs MOMCKOBAsl cMcTeMa MpodeccrnoHaTbHOMI
opueHTalMu ydamuxcs «Mup mnpodeccuil» U NpeanokeHa K BHEAPEHUIO B
IpPaKTUKy  oOpa3oBaTelbHBIX  yupexaeHud  PecnmyOnukum — Y30ekucran
(UepenuukoB & Woparumor, 2007). VYcnemHocTh MNpodOpUeHTAIIMOHHON
paboThI Takke 00ECIECUMBAETCS MPUBICYCHUEM TEXHOJOTUN TOTIOIHUTEIBHOTO
oOpa3zoBaHus (KPY>KKH, CTYJAHH, CEKIIMH, TBOPUECKHE OOBEIUHECHUS U Jp.) U
OpraHu3alieid HKCKYpCUW B pa3lIMyHbIe YUPEKICHUS (KOJUICIKU, JIHIICH,
NPEANPUATHS, OpPraHU3allMM) B COOTBETCTBUU C HAINpaBICHUAMH Oynymiei
npodeccuoHanbHo noaroroku (Mcpaumosa, 2010).

IIpodopuenTanus Kak BaxkHemuil GakTop COUUAIBHON alanTAlUM U
peadHIMTALMM 1eTell TPYIIbI PUCKA
Vocational guidance as an important factor of social adaptation and
rehabilitation of at-risk group of children

HaydHo-nipakTuyeckoe penieHue MnpopOPUEHTALUOHHBIX 3aad TECHO
CBSI3aHO C MpOOJEMaMU COLMAILHON aJanTaiiy, peadMIUTaIuK 1eTeld TPYIIIbI
pUCKa, TIOCKOJIbKY O0OO3Hau€HHAas KaTeropus JeTed  XapaKTepu3yeTcs
MPOSIBJICHUEM Pa3IMYHBIX (OPM COIMANTBHOU Je3aJanTallii, BhIpakKaIoUUXCs,
rJIaBHBIM 00pa3oM, B MEJaroruyeckoi 3amyneHHOCTH U TPYIHOBOCITUTYEMOCTU
BCJICJICTBME HapylleHus mpoiecca couuanusanuu (Macmosa, 2001). B psze
myOJuKaIyii Mo mpodaemMaM OTKJIOHSIOIIETOCs TOBEACHUS MOIPOCTKOB (3anKa u
ap., 1990; Koctroxuna, 2008; AcanoB & Mycypmonos, 2011) orMeueHo, 4To y
TPYAHBIX JA€Tell (Tpymmbl pUCKa) 3a4acTyH) OTCYTCTBYIOT SICHasl BpEeMEHHas
MEePCIEeKTUBA OyAyIIEro U MO3UTUBHBIE COLMANIbBHBIC YCTAHOBKH (Ha MOJIyYEHUE
oOpazoBaHus, mnpodeccuu), 3aTpyJHEH TPOTHO3 U  MPOCKTUPOBAHUE
JUYHOCTHOTO U NpoeccuoHanbHOro pocta u pa3sutus (yoposuna, 1998).

Ha wnam B3rmisa, nedgexkTsl MpaBOBOTO UM HPABCTBEHHOTO CO3HAHUA,
3a4acTyl0 OOYCIOBJIEHbl M3IEpKKaMU BO3pacTa (KpU3HUCHI, aKIEHTYalHH
XapakTepa) W COLMATBLHOM CHUTyallMell pa3BUTHSA, YTO 3aTPYIHSAET IMPOIECC
dbopMHUpOBaHUS HABBIKOB CAMOCTOSITEILHOTO TIJIAHUPOBAHMS JKU3HU U Oy TyIIei
npodeccun 'y gnereii. B cBere ckazaHHOTO NPOGOPHUEHTALMS HAMH
paccMaTpUBaeTCsl Kak MOIIHBIA BOCIUTATEIIbHBIM MOTCHIIUAN, aAalTalluOHHBIN
u peabmwmrtanuoHHbIi pecype. Hamm uccnenoBanus (McpaunoBa & A3uMoOBa,
2015) mokazanu, 4TO B CTPYKType HHTEpecoB y 65 % naeTell rpynmbl pucka
Belylllee MecCTO (Hapsy ¢ MHTEpEecOM K CIOpPTY, MY3bIKE, HCKYCCTBY,
U3YYEeHUEM HHOCTPAHHBIX S3BIKOB W [Ip.) 3aHUMAIOT BbIOOp mpodeccuu u
Oynyiias kapbepa. A 94ToObl JOCTUYB YCIIEXOB B podeccuu, Mo MHEHUIO JIETEH,
YeJIOBEK J0JKEeH 00J1a/1aTh: 3HAHUSIMU; LIEJIeYCTPEMIIEHHOCTbhIO, TBEPAON BOJIEH,
WHTEpEeCOM K TpodecCud M JKEIaHHEM; 370pOBbEM; OOJBIION MPAKTUKOM
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(mpodeccuonanbHbie MPoObI); MpU3BaHUEM K mMpodeccun U TamaHToM. Takum
00pa3oM, OIIPOCHI MOKAa3ajau, YTO B CUCTEME IIEHHOCTHBIX OPUECHTAIMH JeTen
IPUOPUTETHBIMU ABIISIIOTCS «3HAHUS», «TaJaHT U MpU3BaHUE K npodeccun», a
OTBET JAeTel «Oousblie MpakTUKu (mpodecCHoHambHble TPOOBI)» TOBOPUT O
parMaTuyecKoM MPUHATUU JIE€TbMU OKPYKaloIIel aeicTBUuTeNbHOCTH. BmecTe
C TeM, JICTH MPOSIBISAIOT MHTEpEC K pazauyHbiM chepaM mnpodeccruoHaIbHOM
NEesATEeIbHOCTH, Iie MPeo0IIajatoT MPEeCTUkKHbIE Mpodeccuu, BOCTpeOOBaHHbIE Ha
peiHke Tpyaa. K HUM OTHOCSTCS: MeaMIMHCKUE npodeccun (Bpad, MeIcecTpa);
PKOHOMHUYECKHUE Ipodeccunt (MpeanpuHUMaTellb MEHeIKep, OaHKup, Oyxranrep,
oreparop, MporpamMmuct), npodeccun B cdepe 0OCTyKUBaHUS, TOPTOBIU U
OOIIIECTBEHHOTO MUTaHUs (IIPOJaBell, MMOBap, IIBes, MOPTHUXA, MapHKMaxep);
opuaudeckue npodeccun  (aABOKAT, COTPYAHUK MUJIMIIMH, TPOKYPOD);
npodeccur MO  CBs3M  (MHXKEHEP TeNeQOHHOM  CTaHIUU, DJICKTPHUK);
CTPOUTENIbHBIC TIpodeccHr (apXUTEKTOP, CBAPINUK), MPO(ECCHH KYJIbTyphl U
uckycctBa (1oy-OmsHec, pexuccep, apTuct, (otorpad); TpaHCHIOPTHBIC
npodeccurt (BOAUTENb KEJIE3HOJOPOKHOTO TPAHCIIOPTa, JIETYUK), a TaKXKe
po(eCcCUMBOEHHOr0, CIIOPTCMEHA, MEPEBOAYMKA, reosora u ap. Pe3ynbrarbl
Olpoca CBUJETEIBCTBYIOT O pEaJbHOM OLIEHKE JEeTbMU TIpYyNNbl pHCKa
TpeOoBaHUI K mpodeccuy, HAIUYUHU NPO(PECCHOHAIBHO3HAYMMBIX KauyecTB U
ONTUMHU3MA B OTHOIIEHUH CBOETO OYAYIIETO.

Bmecte ¢ Tem, Hamm ucciaeaoBaHus nokaseiBatoT (Mcpawmmosa, 2010),
4T0 y mered rpymmbl pucka (N=105) BeIOOpP KM3HEHHOTO MYTH MOAYUHSICTCS
YAOBJIETBOPEHUIO TOJIBKO MHTEPECOB K MpodeccuH, MPUYeEM B CTAPTOBBIX
CTpaTerusix JAOMMHHUPYIOT Takue mpodeccuu, KOTOpble ObLIO OBl JErKo
npuoOpecTH, a PIHOK TPYJAaUMH MPUHUMAIOTCS BO BHUMAHHE B MOCIIEIHIOO
ouepenb. OJTO TOBOPUT O TOM, YTO Yy JETed TpYNNbl pPHUCKAa HEUYETKO
c(hOpMUPOBAHBI MEPCTIEKTUBBI COIMATEHO-MPO(PECCUOHATBHOTO MPOIBUKCHHS,
OHH HE€ YYHUTHIBAIOT IWHAMHUKY pBIHKA TpyJAa, MPEAINOJaraiollyld CMEeHY
BUJIOB TMPO(PECCHOHAIBHON NEATEeIPHOCTH M TOTOBHOCTH K HEMPEPHIBHOMY
npodeccuoHanbHOMY 00y4YeHUI0 (WM NepeoOydYeHHUI0) Ha MPOTSHKEHUH BCel
KHU3HU, YTO MOXKET CO3/1aTh CUTYaLMIO KU3HEHHON HEONpPEIEIeHHOCTH, BBIXOJ
U3 KOTOpOHM compskeH C puckoM. Takum o0pa3oM, B YCIOBHSIX pPa3BUTHUS
PBIHOYHOM  SKOHOMHMKH, KOTJa CTaHOBATCS BOCTPEOOBaHHBIMU  TaKue
JUYHOCTHO-TIPO()ECCHOHAIbHBIE  KauyecTBa, KaK KOHKYPEHTOCIIOCOOHOCTD,
pa3BUTOCTh MPOPECCHOHANBHBIX HABBIKOB, OTBETCTBEHHOCTb, COLIMAJIbHAS
aKTUBHOCTb, MOOWJIBHOCTb, KOMMYHHUKATHUBHOCTb, TMOKOCTh W KpPEaTUBHOCTb
MBIIUICHHUS, JCTH TPYNIbl pPHCKAa MOTYT WCHBITBIBATh 3aTPyIHEHUS C
ajanranueil K HOBBIM YCJIOBUSM TPYyZa, MPOU3BOJACTBEHHBIM M OOIIECTBEHHBIM
OTHOUIEHUSIM. B cBsizu ¢ 3tuM sPdekTruBHON (HOpMOIl BOCHUTATEIBHOIO
NEeJaroruieckoro  BO3JEHCTBUS  SIBISIETCS  NpoQopueHTanuMoHHas padora,
KOTOpas MpeArnojaraeT OpraHu3aliio HOBOTO IOBEIEHYECKOrO OMbITa MyTeM
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BOBJICUCHUSI JCTEH TPYIIBI PUCKa B MPOPOPHEHTAIIMOHHBIE MEPONPHUSITHS C
UCTIOIb30BAHUEM Pa3iIMYHBIX (OPM, METOJIOB M TEeXHOJOruil. Pe3ynbraTh
UCCIIEIOBaHMsI TOKa3ajdd, YTO B 001e00pa30oBaTeNbHBIX IIKOJAaX MPOBOJUTCS
cUcTeMHasi paboTa, BKJIIOYAONIAs DPA3UYHBIC HAIMPABICHHS JCATEIBHOCTH
IIeIarOroB C MCMOJIb30BAHUEM pPa3HOOOpa3HBIX (POPM, METOIOB U TEXHOJIOTHIA

1o npoOpUCHTALIHH.

Hanpaenenus paboTh
PO OpHUEHTAITHH:

1. [Tpodeccu-
OHaJIbHAS
HH(pOPMAITHS

2. [Ipodeccu-
OHAJbHAS
KOHCYJIBTAllAsA 1
Oecena

3. Ilpodopuen-
TaIMOHHAs
JIMarHOCTHKA

4. Ilcuxonoro-
IEJarOrnYecKast
JIAarHOCTHKA

5. [Ipodopuen-
TaI[MOHHBIC
3aHATHUA

DopMbl, METOAMKH, TEXHOJIOIHU NPO(OPHEHTALIUH,
NpHUMeHsieMble B IIKOJIE.
Omnpocel yyammuxest (N =261) 2015 r.

IIpodopueHTalinOHHBbIE
3aHATHS, IPeIMeTHbIE
YPOKH:

- Ipo(hOprEHTAITMOHHAS
Oecena;

- paccka3 00 UCTOpUr
npoceccuii, TpedOBaHUIX
npodeccuii K 4eJI0BeKY;

- IUCKYCCUU U JUCITYTHI
0COOCHHOCTEH IeATeTbHOCTH
CIICIIHAIMCTOB PA3IHYHBIX
npodeccuii, mpaBuil BEIOOpa
npodeccnu u ap. AucmyTs u
JIMCKYCCHH O MPO(eCcCHsX;

- CAMOCTOATCJIBHBIC
COOOILCHNUS yHalIuXCsl
(Ipe3eHTaIyn, TBOPYECKUE
PpaboThI, COUMHEHUS,
pedepatbl, albOOMEI);

- OJIUMITAAIBI TI0 yYEOHBIM
peaMeTam

BuekJiaccHau padora:

- KJIACCHBIE Yachl Ha Pa3IHYHbIE
npo¢OpHEHTAIMOHHBIE TEMBI C
NPUTTAIIEHUEM CIIEIHAINCTOB
pasHBIX MPo(eCcCHii.;

- TPEHUHTH, CEMUHAPBI, MaCTeP
KJIACCHI, YYIIPaXHEHHSI 10
npodopreHTaINH;

- BCTPEYH C MacTepaMu,
CIICIMajiInCTaMM Pa3InYHbIX
npoceccuii;

= HpOCKTHLIf/'I METOA UIIN
IMPOCKTHAA NCATCIbHOCTD,

- KOHKYPCHI, BHKTOPUHBI,
decTrBay. ;

- IPOCMOTP B 0OCYKICHUE
BUICO(DUITBLMOB, Telenepeaay;

- OKCKYpPCUH B
poheCcCUOHATBHBIE KOJUIEIKH;

- 9KCKYPCHH Ha NPEANPHUATHS

Yuyacrue Ha spMapkax npogeccui

Puc 1. Aaroputm pa6oThl 10 OpraHu3anuy U NPoBeIeHUuI0 NPoGoOpHEeHTAIIUH C
y4yammMmcs B 0011eo0pa3oBaTeIbHbIX HIK0JIAX
Figure 1 Algorithm of the organization and conduct of career guidance for pupils in
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B 1menmax coBepiieHCTBOBaHUS  MPO(OPHEHTAIMOHHOM paboThl B
o0mreo0pa3oBaTeNbHBIX IIKOJAX pa3paboTaHbl 5 METOAMYECKUX IMOCOOHM TIO
npohecCHOHANBFHOM OpUEHTAIIMH yUYaAIINXCs, B TOM YHCIIE I€TEH TPYIIbl prcKa
C TporpamMMmaMH 3aHSATUH A BCEX BO3pacTHhIX rpynn | mo 9-e kmaccel
(UcpaunoBa & Bamwe wu jgp., 2013). JlanHble MeTOAMYECKHE MOCOOMS
nepeianbl NI BHEApPEHUs B oOlieoOpa3oBaTeNbHbIE IIKOJIbI PecnyOnuku
VY30ekucTanu cojepkar ciaeayromue GopmMbl, METOMIbI, CPEJCTBA U TEXHOJIOTHH
npodOpUEHTAIIMOHHON PaOOTHI:

JUArHOCTUKY  JUYHOCTH  TPYAHOTO  MOAPOCTKA M €ro
npo(ecCHOHANBHBIX MPEANOYTeHUH (MHTEpeChl U  CKIOHHOCTH,
caMOOIleHKa BbIOOpa  mpodeccuu, akKIEHTyallud  XapakTepa,
MOTHBAILUS K BEIOOPY Mpodeccuil; MHANBUIYATbHO-TICUXOJIOTUYECKUE
OCOOCHHOCTH); U3Y4Y€HHUE NPOPECCUOHATBHBIX HAMEPEHU IO
texHosorun  «Kapra  untepecoB  (I'omomomroka)»; IO
(Monudpukanus Knumosa); pazHooOpa3Hbie (OpMbI YUEOHBIX 3aHATHI
¢ npoduHdopmalment: ypoku Tpyna, GU3NKA, OOTaHUKH, OUOJIOTHH,
UH()OPMATUKU, POJHOTO S3bIKA, JIUTEPATYPhl; YPOKH-KOHCYIbTAIIUHU,
YPOKU-TIPE3EHTALIUM, YPOKH - MpodeccHOHaNbHble (haHTa3uu;
yueOHbIE€ TUCKYCCUH; OJIMMIIUAJbI C IPO(ECCUOHATBbHOW TEMATUKOM;
MUHU-COUUHEHHE «ABTOOMOTpadus OyIyIIero;

TEXHOJOTMH KOJUIEKTUBHOIO B3aMMOOOydeHus: paboTa B mapax,
MUHU-TpyMmax, wmeron  npoektoB  («[Ipobmema  Tpyma wu
B3aMMOBBIPYYKH B Y30€KCKOM HapOJHOM TBOpYECTBE», «TpymoBbie
oOblYau W TpaJuLMUU HapoJoB Y30ekucrana»; «lIpodeccun mMomx
poauteneity; «Bce mpodeccun HYXHBI, BCE€ MPO(ECCUU BaKHBDY,
«IIpodeccun moero ropoma», «Mosi Oynymas mnpodeccus u
Kapbepay);

UTPOBBIE TEXHOJIOTMU: UTPbI-KOHKYpChl «Most Oynymas npodeccusy,
pasbIrpbiBaHue TPOQPECCHOHANBHBIX  poJiel  B3pocibix; «Urpa-
accormanusi», «Yrama mnpodeccuton, «Jlotepes mnpodeccuiin;
ynpaxkHenus: «Popmyna npodeccuitn, «Kto f», «CamooueHka» u
Ap.;

Oecenpl M TMPO(KOHCYNbTAMKM C TPYAHBIMU mToApocTKamu: «Kak
BBIOpaTh mipodeccuto», «COBpeMEHHBIH PHIHOK TpyJa Y30eKucTanay,
«HapOoJHbIE MPOMBICIBI Y30€KHCTaHa»; a TaKKe COUYMHEHHs, 3CCe,
npe3eHTauuu, pedeparbl, AEMOHCTpAlUs CIalo0B, BUACO(UIHMOB;
IUCKyccud, JucnyTbhl «MokHo M oOmiectBy 00oOHTHCH —0€3
npodeccuity, «Kakumu BBl TpencraBisieTe cedbe  mpodeccuu
HKOHOMHUCTA, TU3aliHEepa, IOPUCTA. ..»;
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®  UCIOJB30BAaHUE AKTHBHBIX METOJIOB OOYUYECHUS: TPEHUHTH C aHATTU30M
KOHKPETHBIX ~ CUTyauud  (keiic—ctamam); mpodOpHEeHTAIMOHHBIE
TpeHUHTH «Y3Hail u mokmu cebs», «Kak BbIOpaTh mpodeccuioy,
«Mosi mpodeccuonanbHas Kapbepay, «llnanupoBanue cBoOero
PO EeCCUOHATIBEHOTO My THY;

e  MuHM-TEKIMH ¢ npoduHpopmanumeit: «IIpodeccun mnpormuioro
HacTosAmero W Oymymero», «MoTuBel BbIOOpa mpodeccuny,
«Ku3HeHHblE TIEHHOCTH U BBIOOp mpodeccunm», «Moil xapakrtep:
HEJOCTaTKU U JOCTOMHCTBaY; « TpeboBaHus mpodeccuu K 4eTIOBEeKy U
npodrpuroaHocTsy; «Kak npaBuiabHO BbIOpaTh 171 ce0s mpodeccuio:
TUTIOCHI U MHUHYCBI»;

e BcTpeun - Oeceapl C TMPEACTABUTEISIMH Tpodeccuil  «4enoBeK-
OPUPOJIa», «YEIIOBEK-TEXHUKA», «UYEJOBEK-UEJIOBEK», «UEJIOBEK-
3HAKOBAsl CUCTEMAy, «UEJIOBEK-XYAOKECTBEHHBIH 00pa3»; 3KCKypCUU
B NIpOo(eCCHOHANBHBIA KOJJIEI)K M aKaJAeMHYeCKUd JHLeH, Ha
IpeIpUsITHS;

®  TEXHOJOTHH TpoBeAcHus HaydyHO-MeTOIWYEeCKOro COBETa IIKOJBI 1O
npodOpUEHTAIIMOHHON paboTe ¢ ONHWCAHUEM OpraHU3aAlMOHHON
CTPYKTYpBI,  (QYHKIUHA  TUPEKTOpa,  3aMECTHTENs,  YIHUTEels-
OpeIMeTHUKA,  TCHXOJIOTa,  Y4YUTeNls  TPYAOBOro  oOydeHwus,
OubnroTeKapsi, pOAUTENBCKOTO KOMUTETA,

®  TEXHOJOIMH BHEKJIACCHOM paboThl (IOCYTr): BBICTABKA MOAEIOK,
PUCYHKOB,  IUIaKaTOB  aibOOMOB,  OYKJIETOB,  CTEHra3er cC
npodecCHOHaNbHON TeMaTukoi; odopMIIeHHE Yrojika Tpodeccui;
dectuBanm mpodeccuii, TBOPYECKHE KOHKYPCHI, TEMaTHYECKHE
BUKTOPUHBI, JKCKYPCHUHM, TOXOAbl B My3eu, Tearpsl, napku; KBH;
IPOCMOTP BUACO(DUIHLMOB, TEIETIepeaay;

®  TEXHOJOTMH BKJIIOYEHHUS CEMbU B MPOQPOPHEHTALMOHHYIO pPaboTy:
Oecenbl W 3adaHWs  JUISL  poauTenedl  (peKOMEHAAIMU 10
npodopueHTAIIMU TIOJIPOCTKOB, (OPMHUPOBAHUIO MPOHECCHOHATBHBIX
HaMEpPEHUM B YCIOBUSIX CEMEMHOIO BOCIIUTAHUS);

o  «moptdonamo»  yyamerocs — CaMOCTOSITEIIbHBIA ~ MOHHTOPHUHT
pe3ynbTaTOB JIEATENLHOCTH YydYalierocss 1o mnpodOpUEHTAUU U
npodeCCUOHAIBHOW ~ TOTOBHOCTH;  Mpe3eHTanus  MnopTdono,

00CyXJIeHHE UTOTOB MPOPOPUEHTALUOHHON pabOTHI.

[IpumeHeHne JaHHBIX METOAMYECKHX IOCOOMM HMEeT Iellb MOMOYb
aanTUpOBaTbCAd JIETAM K pEaJbHOM KU3HHU, HOO TIepBOHaYalIbHbIC
npodeccuoHaNbHbIE 3HAHWS W HABBIKM, MOJYYEHHBbIE B MIKOJE IO TaKUM
nporpaMmaM, HOMOTYT KM TpaMOTHO BbIOpaTh Mpodeccuro, TPYAUTHCS U
YCIICITHO aJaTUPOBATHCS B OOIIECTBO.
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WTak, Ka4ecTBO HEMPEPHIBHON MPOQOPHUCHTANNN YYaIlUXCS 3aBUCUT OT
OpraHM3aIMK U 00SCICUCHHUS e¢ MPEEMCTBEHHOCTH Ha CTYNCHSIX HAYaJIbHOTO H
obmero cpemHero oOpa3oBaHus, pPa3pabOTKM W BHEAPCHHUS B IIKOJaX
COOTBETCTBYIOIIUX WH(MOPMAITMOHHBIX (CIPAaBOYHUKH NPOdeccuii, yaeOHUKH ¢
npo(pOPUCHTAIIMOHHBIM ~ COJICP)KAaHUEM), METOJUYECKUX U  BapHUATHBHBIX
IPOTPAaMMHBIX MaTepPHaIOB Ha OCHOBE MEIarOrMYSCKUX TEXHOJIOTHIA.

3aKJII4YeHHue
Conclusions

[lenarorndyeckoe CONPOBOXKICHHUE ACTEW TPYNIBI PUCKAa B HENPEPHIBHOM
nporecce MpodecCHOHATBbHOW OPHUEHTAlMU U Pa3BUTHUS MPO(HECCHOHATBEHOTO
CaMOOIIPEAEIICHHUS] CIIOCOOCTBYET MX YCHEIIHOW aJanTallud U peadWIUTaluu.
AJleKBaTHBIN BBIOOP peabHOM, MPUBIIEKATENbHON podeccuu, 0OpeTeHne B Hell
JMYHOCTHBIX CMBICJIOB M LICHHOCTHBIX OPUEHTHPOB, peaan3alus 3aJI0)KEHHBIX B
JUYHOCTH TOTEHIIMATBHBIX BO3MOXXHOCTEH (MOTpEeOHOCTEH, CKIOHHOCTEM,
UHTEPECOB, CTPEMIICHHMII) B  y4yeOHOW, IO3HABATEJIbHOH, JOCYrOBOM
NEATEIbHOCTH CTUMYJIUPYIOT JIMYHOCTHBIN pocT " pa3BUTHE
npo(heCCHOHATIBLHOTO CaMOCO3HAHUS, TEM CaMbIM CIOCOOCTBYS COLMAJIbHOM
3alllTe W aJalTalliyd JEeTed TPYIIbl PUCKA, MX IOJIHOLICHHONW HMHTErpalud B
o0mecTBo. B mpeanokeHHbIX HaMHM TEXHOJOTHSIX HpOodOpUEHTAIIMOHHOM
paboOThl C JE€TbMHU TPYIIBI PUCKA C TMO3ULUHU JIMYHOCTHO-OPHUEHTUPOBAHHOIO
IOJXOJAa  pEealu30BaHbl  NPHUHLMIBI  CHCTEMHOCTH,  KOMIUIEKCHOCTH,
HENPEPhIBHOCTH, TMO3TAHOCTH, HWHAMBHAyalIW3allMu U JAuddepeHnmanuu
oOy4eHMs] U BOCIUTAHUs, YUTeHa crneluuKa HalUOHAIBHOTO U 3apyOe’KHOTO
OombITa  NPO(PECCHOHANBHOTO  CTAHOBJICHHMS  JIMYHOCTH,  IMPHUBJICYEHBI
3¢ (eKTUBHbIE HMHHOBAIIMOHHBIE TEXHOJOTMM C YYETOM IIEPCIEKTUB UX
UCIIOJIb30BAaHUSI B JlajbHEHIIE  MpOQOpPUEHTALMOHHON  JeATEIbHOCTH
CHEUATNCTOB.

Summary

Pedagogical support of children from at-risk groups via a continuous process of
professional orientation and the development of professional self-determination contribute to
successful adaptation and rehabilitation.

Selection of real attractive profession, finding of its personal beliefs and values,
performance laid down in the person’s individual capacity of needs, aptitudes, interests and
aspirations for educational, cognitional and leisure activities stimulates personal growth and
development of professional consciousness, thereby contributing to social protection and
adaptation of children from at-risk groups and their full integration into society.

Our proposed technologies for professional orientation with children from at-risk
groups from the perspective of a personality-centered approach is to implement systemic
principles, complexity, continuity, gradual progress individualization and differentiation of
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education and upbringing, accounted for the specificity of national and international
experience in the professional formation of an individual involved in effective innovative
technologies from the perspectives of their use in further activities of vocational guidance of
specialists.
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Abstract. Career education is to be analysed as the factor of lifelong learning which promotes
engagement, the adaption of labour force to the conditions of the market, entrepreneurship. It
is the process of the acquisition and development of career competences which enables a
person to manage his career. appropriate career choices, which have been made, have a
great influence over person ‘s successful socialisation. Career expectations, their analysis is a
part of career planning which is oriented towards the formation of short-term and long-term
career objectives. The article analyses the career expectations of senior pupils in the context
of career education. The analysis of the theoretical concept of career expectations in the
context of career education is presented and the analysis of the results of the quantitative
study, which reveals career expectations of senior pupils, is introduced. The results of the
study reveal the approach of senior pupils to their career and career expectations. The
analysis of the study findings revealed that: senior pupils perceive a career in the context of
contemporary career concept: as self-realisation, personal development, the sequence of
learning and work experiences during life; after leaving school, further studies in the
institutions of higher education are still the most popular choice; an extremely important
factor of a good job and a successful career is also the reconciliation of hobbies and a job,
and an opportunity to get engaged in an activity they enjoy; the respondents have career
expectations not only with regard to personal development and honest assessment, but also
working environment.

Keywords: career, career education, career expectations.

Introduction

One of the most important aspirations of Lithuanian education is to assist a
person and society in responding to the basic challenges of today and tomorrow,
in benefiting to the fullest possible extent from the opportunities that are arising.
Under the conditions of a knowledge-based society, every person has to learn to
adapt to changes in the market, to model a career that is individual and
consistent with the needs of society. In the 21st century a successful personal
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career is defined by the ability for a lifelong learning, to react to the changes in
society and the labour market and to adapt to them. Hence, a necessity for career
education is derived from a changing world and a personal need to take repeated
decisions which are linked to learning or work. The provisions of the National
Strategy of Education for the Years 2013-2022 stress that education has to react
to changes in the labour market in a more operative way, to assist people in
getting oriented, identifying their strengths and using them when searching for a
job, being able to autonomously manage their career, choosing more promising
directions for a career, setting up a business and his workplace independently.
Strategic documents have been prepared and adopted: the European Council
Resolution on lifelong guidance (2007), the National Lisbon Strategy
Implementation Programme (2005), the Description of the Provision of
Vocational Guidance Services (2012) underline a necessity to direct the services
for career education in such a way that they would contribute to lifelong
learning and the development of career competences. Career education has to be
regarded as a component of educational assistance and part of the content of
general education. It is the process of the acquisition and expansion of career
competences which enables to manage career changes. An appropriate choice of
a career has a considerable impact on a successful socialisation for a person. The
choice of a career path has to be treated as a two-way interaction between an
active personality and an ever-changing environment. It must be stressed that
education career services is an integral part of all the educational system: the
purpose of a person for education career has to be consistent with the purposes
of general education; career competences that have to be developed have to be
consistent with general competences; it IS necessary to ensure interaction
between education career and other services of educational assistance. Career
expectations are a realistic self-assessment and management of an individual‘s
career, looking to the future and the self-assessment of the future decisions
regarding career management. The implementation of career expectations
depends directly on the fact how an individual will be prepared to manage his
career. Career management is personal and career decisions which an individual
is able to take autonomously, taking into consideration competences, education
and personal possibilities he currently possesses. This process encompasses the
ability to adapt to the changing requirements of an activity and combine
personal life and career (Domene et al., 2011; Lent et al., 1984; Kattenbach et
al., 2011; Maxwell et al., 2010; Petkevicitite, 2006 et al.). The studies (Rogers,
Creed, 2000; Sinclair, Carlsson, Bjorklund, 2014; Schuette, Ponton, Charlton,
2012; Thompson, Dahlin, 2010; Kattenbach, Lucke, Schlese, Schramm, 2010;
Ramanauskaité et al., 2004; Pukelis, 2012; Kalinauskaité et al., 2005; Garniené,
2006; Ustinavicitté et al., 2011; Meijers, Kuijpers, Gundy, 2012; Howard et al.,
2011) reveal that, in senior forms, pupils have often not made their minds up
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regarding their future career, their motivation to learn is weak, they have no
orientation regarding professions and the specifics of a professional activity, and
the decisive criterion regarding career choice is the prestige of an educational
training institution and/or a profession itself in society. The determination of a
pupil regarding career intentions is aggravated by the spontaneousness of career
education services in Lithuanian schools (Railiené, Gudzinskiené, 2012;
Railiené, 2011, 2010; Railiené, Zadeikaite, 2008, 2009, 2010; IndraSieng,
Grinyte, 2007).

Theobject of the study is pupils’ career expectations

The purpose of the study: to examine career expectations of the pupils of
senior forms.

The methods of the study. 1) the analysis and summary of literature;
2) quantitative research.

Research methodology. Quantitative study was carried out by using the
method of questionnairing survey. A representative sample for the study was
formed. The study aimed at representing all the general education schools from
all the counties of Lithuania. In order to ensure the representativeness of the
sample, the sample was formed using the principle of cluster sampling. The
sample size was established with 95 % accuracy. The sample of the study is 282
pupils of 11th-12th forms from the gymnasiums of five different regions in
Lithuania. 163 (58 %) girls and 119 (42 %) boys participated in the study. The
study was conducted in the January-March of 2015. The pupils were interviewed
in cooperation with the career coordinators of gymnasiums. The career
coordinators of the schools, which participated in the study, responded to the
invitation to participate in the study and were interested in receiving the findings
of the study which would assist in developing their further activity of career
education in their school. The opportunity to interview pupils was coordinated
with the head teachers of schools. The data were processed using SPSS 18
(Satistical Package for Social Sciences) program package. The data were
analysed while applying the method of descriptive statistics (i.e. data grouping,
the calculation of frequencies, the characteristics of distributions, graphical
representation of data). When analysing the parameters of statistical significance
multidimensional statistics (correlation analysis; in order to highlight
statistically significant differences, the data, the significance level of which is
p<0,05, will be analysed) was applied.

The Concept of Career Expectations in the Context of Career Education
EU strategic documents underline the importance of the accessibility of
career education as assistance to a person to choose career in compliance with

his personal abilities and interests, career education is identified as one of the
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key elements of assistance, in order to increase employment powers of an
individual, his competitiveness on the labour market. In the context of the
interaction between education and labour market and the increase of the
accessibility of lifelong learning, career education is defined as one of the most
important elements when creating open, attractive and accessible learning
environment in order to support learning during various age periods and in a
variety of environments, to empower citizens to manage their learning and
career. Career education is identified as one of the factors which promote
lifelong learning, employment, the adaption of workforce to the conditions of
labour market and entrepreneurship (Lisbon Declaration, 2000; Copenhagen
Declaration, 2002; Education and Training 2010).

Contemporary career concept, ever-changing economic and labour market
situation inspires educational bodies to review the services of career education
in schools as well. If the purpose of career education has previously been
identified as the pupil's ability to respond to the question "What will you be
when you grow up?”, that is not sufficient in today's situation. The development
of career competencies, which empower the pupil to know, create and achieve
self-realization in an ever-changing world, is becoming a prime objective for
career education in the school. Career education should be regarded combined
and systematic efforts of educational institutions, parents and community in
linking education and work while assisting individuals to acquire and use
attitudes, knowledge and skills, in order that work would be a meaningful,
productive and fulfilling part of every individual's life. It is the empowerment of
an educatee to manage the changes of personal and professional career (Harris,
1999; Guichard, 2001; Kucinskiené, 2003; Pukelis, 2003; Garniené, 2006). In a
broad sense,career education should be defined as a focused process of the
acquisition and development of career competencies on the basis of an
interaction which is being created. Career competences are many of the skills
and personal qualities which are necessary for a person in the contemporary
world of employment and that he can successfully apply in a practical activity
(Stanisauskiené, 2005; Sokolova & StaniSauskiené, 2007). At school, self-
assessment and self-reflection skills, which empower to review acquired skills,
knowledge, the set up learning objectives and not to be afraid to carry out their
self-assessment and change them, have to be developed in pupils (Augustiniené
et al., 2006). In the process of career education, an individual should be treated
as an active participant of this process, and not as passive recipient of the
service, i.e. the services of career education aimed at assisting people in creating
and managing their career by themselves (Bailey, 2006; Kattenbach et al., 2011;
Maxwell et al., 2010). Hence, career education is necessary at school due to the
fact that not only does it allow to adapt to extremely rapidly changing working
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and economic environment, but also empowers individuals to react to failures in
a more flexible way and ensures a more successful management of their career.

In the process of career education, career expectations is a realistic looking
forward of an individual and the self-assessment of his future career choices.
Career expectations show individual‘s priorities of career management and are
directly linked to career mobility. Career expectations are the expected results of
a certain taken action (Domene et al., 2011; Lent et al.,, 1984). Career
expectations have a direct impact on the engagement of individuals in a certain
activity, they encompass a few areas - promotions, conditions, courses of action
(Guthrie, 2009), salary, guaranteed place of employment, opportunities for
development, work in a positive environment, the fulfillment of personal goals,
reasonable managers, to have a guaranteed future (Maxwell et al., 2010). Career
expectations are also characterised as the anticipation of self-realisation,
including professional one, which is focused on the future. A person, who has
expectations, believes in a successful directing of his activity to achieve an
expected result. Expectation and motivation are strongly interlinked: a better
learning now will guarantee greater success in the future (Uzdila & Zujiené,
2007; Urbanaviciuté, 2008). Both external (economic situation, its change,
developments on the labour market, changes in the organisation) and internal
(individual‘s character; learning situation and education, close environment)
factors have impact on the formation of career expectations (Kattenbach et al.,
2011).

The studies over the last decade have revealed that pupils in senior forms
have often not made their minds up regarding their career ambitions (Rogers,
Creed, 2000; Ramanauskaité et al., 2004; Pukelis, 2012; Kalinauskaité et al.,
2005; Garniené, 2006; Ustinaviciaté et al., 2011; Meijers et al., 2012), their
career expectations are linked to the aspiration to study in the institution of
higher education, to have a well-paid job, to achieve self-realisation (Sinclair et
al., 2014; Lamanauskas et al., 2013; Schuette et al., 2012; Thompson & Dahlin,
2010; Kattenbac et al., 2010; Howard et al., 2011).

Career expectations among Senior Pupils: the Analysis of the Findings of
the Study

The purpose of the study was to examine how the respondents understand
their career (Table 1). The analysis of the findings of the study revealed that
contemporary career concept is the most popular among the respondents: 58 %
of girls and 57 % of boys construe a career as the sequence of lifelong learning
and work experiences; 62 % of girls and 43 % of boys think that a career is a
personal development. 53 % of girls and 41 % of boys link a career to achieving
self-realisation. The findings spread almost evenly, however, slightly more girls
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orient their career towards personal development, whereas boys allocate more
attention to positions they would like to hold and salary.

A position held at work LISy ¢

The sequence of lifelong leaming.. ' 2B

Ever-increasing salary [ el 316

Personal development | wx; | 62

Successful self-realisation | [— 53

Prestige, social status [ 34

It is the sequence of different roles.. S 5™ 15

M Girls ® Boys

Table 1 The opinion of the respondents regarding what career is (percentages)

11th — 12th form pupils have already to make their first decisions related to
the realisation of their career objectives by constructing their individual
development plan and choosing subjects. Hence, the purpose of the study was to
examine what respondents* plans after completing school were.

It was established that 81 % of girls intend to study in Lithuanian
institutions of higher education, 14 % - in foreign. Whereas 75 % of boys choose
their further studies in Lithuania, 16 % of them — abroad. Boys choose to learn
in vocational training schools slightly more often. Only a small part of the
respondents indent to begin working after completing their school (4 % of boys
and fewer than 1 % of girls). The findings of the study reflect the general
situation in Lithuania. According to the data of the Ministry of Education and
Science (2009), the majority of the students, who study in the institutions of
higher education, are girls, whereas the majority of the students in vocational
training schools are boys. The latter choose to start working after completing
their school more often, but not further studies.

In order to establish career expectations of the respondents, the following
characteristics of career expectations were assessed: promotion, working
conditions, action lines, salary, job security and stability, working environment,
development opportunities, future perspectives, personal satisfaction,
relationships with a manager (Kattenbach et al., 2011; Maxwell et al., 2010;
the study revealed that more than half of the respondents (60 %) link career to
an opportunity to pursue an activity which they enjoy. Slightly more boys than
girls (54 % of boys, 42 % of girls) link their career expectations to an
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opportunity to combine work with hobbies. Only a slight difference is observed
in linking career expectations to hierarchical rising in a position (43 % of boys,
37 % of girls) (see Table 2).

To hold an ever higher position .
To have my business 23 2 45
To travel to seminars, conferences and the like EEEEF™ 20
To pursue the activity I enjoy IE—— 68
I would like to travel 5% 39
I would like to pursue a career in Lithuania [ w2t 30
I would like to pursue a career abroad LT -4
I would like to combine work with my hobbies i — 54
Personal satisfaction 5 28
An opportunity to do a few jobs at the same time Bllad
I would like to have sufficient leisure time for.. 5
I want a prestigious career which would be.. SE=g===== 20

I want to help people who need assistance [y ———— 32
0 10 20 30 40 50 60 70

M Girls mBoys

Table 2 Career expectations of the respondents (percentages)

Both girls and boys assess many of their expectations similarly: aspiration
for personal satisfaction (28 % of girls, 24 % of boys), an opportunity to travel
(39 % of girls, 28 % of boys), development opportunities, i.e. seminars,
conferencies and the like (20 % of girls, 14 % of boys), the combination of a few
jobs at the same time (7 % of boys and 4 % of girls). 30 % of male respondents
and 24 % of girls intend to pursue their career in Lithuania, whereas 21 % of
boys bei 17 % of girls intend to do it abroad (see Table 2).

When analysing the findings of the study it was established that there is a
very considerable divergence of opinions between respondents-girls and
respondents-boys when assessing the links of personal career to assistance to
people. 32 % of girls and only 11 % of boys would like to link their career to an
activity which provides assistance to people (p=0.01; p<0.05). A statistically
significant difference was also determined in respondents® opinions regarding
career links to a private business. 45 % of boys and 20 % of girls (p=0.03;
p<0.05) would like to have their own business. It confirms the statements, which
are prevalent in the scientific literature (Fortin, 2005; Ashby & Schoon, 2010;
Correll, 2004), that girls choose activities, which are linked to assistance to
others, more often than boys, they are more inclined towards altruistic pursuits,
boys choose activities, which have greater prestige, more often. The findings of
the study show that the respondents link their career to the activity, which
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provides self-realisation and personal satisfaction, and an opportunity to be
objectively valued when rising up the career ladder.

Outcomes and conclusions

Career education is a systematic and focused process, the individual‘s
system of the acquisition of integral knowledge, skills, abilities and attitudes
towards self and the world of work and the behaviour in it, the basis of which is
the development of career competences which empower an individual to
continuously design their professional career in the context of constant changes
on the labour market. The purpose of career education is to empower an
individual to manage his personal, academic and professional career. Career
expectations show individual‘s career priorities and are directly linked to
decision making regarding his career. They motivate an individual to learn and
attain his objectives.

The analysis of the study findings revealed that:

- senior pupils perceive a career in the context of contemporary career
concept: as self-realisation, personal development, the sequence of
learning and work experiences during life.

- after leaving school, further studies in the institutions of higher
education are still the most popular choice. The key factors of such
choice are a desire to acquire higher education qualifications and a
profession.

- for respondents, an extremely important factor of a good job and a
successful career is also the reconciliation of hobbies and a job, and an
opportunity to get engaged in an activity they enjoy, however, a
significantly larger number of girls than boys link their career with an
aspiration to help people.

- the respondents have career expectations not only with regard to
personal development and honest assessment, but also working
environment. It is extremely important for pupils to work in a friendly
environment and maintain harmonious relationships with a manager.

References

Ashby, J. S., & Schoon, I. (2010). Career success: The role of teenage career aspirations,
ambition value and gender in predicting adult social status and earnings. Journal of
Vocational Behaviour, 77, 350-360.

Augustiniené, A., Ciudiulkien¢, N., Ciuzas, R., & Siau¢iukéniené¢, L. (2006). Mokiniy
gebéjimy priimti karjros sprendimus ugdymo dalyviai kaip besimokanti bendruomené.
Pedagogika, 84, 93-100.

Bailey, M. A. (2006). Finding the right career path. WetFeet: San Francisco.

105



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume II, May 27" - 28", 2016. 98-108

Cochran, D. B., Wang, E. W., Stevenson, S. J., Johnson, L. E., & Crews, Ch. (2011).
Adolescent Occupational Aspirations: Test of Gottfredson's Theory of Circumscription
and Compromise. The Career Development Quarterly, 59 (5), 412-427.

Correll, S. J. (2004). Constraints into Preferences: Gender, Status, and Emerging Career
Aspirations. American Sociological Review. 69, 93-113.

Domene, J. F., Socholotiuk, K. D., & Woitowocz, L. A. (2011). Academic motivation in post-
secondary students: Effects of career outcome expectations and type of aspiration.
Canadian Journal of Education, 34 (1), 99-127.

Ferry, N. M. (2006). Factors Influencing Career Choices of Adolescents and Young Adults in
Rural Pennsylvania. Research in Brief, 44 (3). Downloaded from: http://www.joe.org/
joe/ 2006june/index.php.

Fortin, N. M. (2005). Gender role attitudes and the labour-market outcomes of women across
OECD countries. Oxford Review of Economic Policy. 21 (3), 416-438.

Garniené, D. (2006). Model of career education at general education school: Parameters and
realisation principles. Summary of doctoral dissertation. Kaunas: Vytauto DidZiojo
universiteto leidykla.

Garniené, D. (2006). Model of career education at general education school: parameters and
realisation principles Bendrojo lavinimo mokyklos ugdymo karjerai modelis: parametrai
ir realizavimo principai: summary of doctoral dissertation. Kaunas: Vytauto Didziojo
universiteto leidykla.

Gudzinskiené, V., & Railiené, A. (2012). The interface between life skills and career
education: The aspect of secondary education. Acta paedagogica Vilnensia: academic
papers, 29, 61-72.

Guichard, J. (2001). A century of Career Education: Review and Perspectives. International
Journal fo Educational and Vocational Guidance, 1, 155-176.

Guthrie, L. (2009). The Next Generation of Workers. The Ken Blanchard Companies.

Harris, S. (1999). Careers Education. Contesting Policy and Practice. London: Paul
Chapman Publishing Ltd.

Howard, K. A. S., Carlstrom, A. H., Katz, A. D., Chew, A. Y., Ray, G. C,, Laine, L., &
Caulum, D. (2011). Career aspirations of youth: Untangling race/ethnicity, SES, and
gender. Journal of Vocational Behaviour, 79, 98-109.

Indrasiené, V., & Grinyté, L. (2007). Tévy poziiiris | profesinj orientavima bendrojo lavinimo
mokykloje. Pedagogika, 87, 119-125.

Kalinauskaité, R., Adaskevi¢ien¢, V., Tarnauskas, K., & Zvirdauskas, D. (2005). Pasirinkty
studijy ir mokykloje pasirinkto ugdymo turinio dermé: Mokslinio tyrimo ataskaita.
Kaunas: Vytauto DidZiojo universitetas. Downloaded from http://www.smm.It/
svietimo_bukle/docs/tyrimai/Ugdymo_turinio_dermes_atask_.doc.

Kattenbach, R., Lucke, J., Schlese, M., & Schramm, F. (2011). Same but Different —
Changing Career Expectations in Germany? Zeitschrift fiir Personalforschung, 25 (4),
292-312.

Kucinskiené, R. (2003). Ugdymo karjerai metodologija. Klaipéda: Klaipédos universiteto
leidykla.

Lamanauskas, V., Augiené, D., & Makarskaité - Petkeviciené R. (2013). Universitetiniy
studijy problematika, 1 (13), 8-18.

Lent, R. W., Brown, S. D., & Hacket, G. (2002). Social Cognitive Career Theory. In Brown,
D. & Associate (Eds.). Career Choice and Development. San Francisko: Jossey - Bass,
255-314.

106


http://www.joe.org/
http://www.smm.lt/

Violeta Jegeleviciené, Odeta Merfeldaité, Asta Railiené. Career Education in a General
Education School: Career Expectations of Senior Form Pupils

Lent, R. W., Lopez, A. M., Lopez, F. G., & Sheu, H. B. (2008). Social cognitive career theory
and the prediction of interests and choice goals in the computing disciplines. Journal of
Vocational Behavior, 73, 52-62.

Leung, S. A. (2008). International Handbook of Career Guidance. Netherlands: Springer
Netherlands.

Leung, S. A., Zhou, S., Ho, E. Y. F,, Li, X, Ho, K. P., & Tracey, T. J. G. (2014). The use of
interest and competence scores to predict educational choices of Chinese high school
students. Journal of Vocational Behavior, 84, 385-394.

Meijers, F., Kuijpers, M., & Gundy, C. (2013). The relationship between career competencies,
career identity, motivation and quality of choice. International Journal for Educational
and Vocational Guidance, 13 (1), 47-66.

Patton, W. A., & McMahon, M. L. (2014). Career Development and Systems Theory.
Rotterdam: Sense Publishers.

Petkevicitté, N. (2006). Karjeros valdymas: asmeniné, individualioji perspektyva. Kaunas:
Vytauto Didziojo universitetas.
profesiniam konsultavimui ir karjeros planavimui. Profesinis rengimas: tyrimai ir
aktualijos, 6, 66-75.

Pukelis, K. (2012). Karjeros projektavimas: kodél ir kas? Karjeros projektavimas: tyrimai ir
konsultavimas, 1, 12-45.

Railien¢, A. (2007). Mokiniy pozidris 1 profesinio informavimo organizavima bendrojo
lavinimo mokykloje. Pedagogika, 88, 50-57.

Railien¢, A. (2010). Development of Professional Advisor‘'s Competences in Social
Pedagogues Teaching: Summary of Doctoral Dissertation. Vilnius: Vilnius Pedagogical
University.

Railiené, A. (2011). Profesijos pataréjo veiklos profesinio orientavimo sistemoje prielaidos.
Socialinis darbas: Mokslo darbai, 10 (2), 157-168.

Railien¢, A., & GudZinskiené, V. (2012). Development of social skills and career
competences in child day-care centres: Attitude of day-care centre specialists. Social
work: Academic papers, 11 (1), 85-96.

Ramanauskaité, A., Lauzackas, R., Targamadze, V., Indrasiené, V., Statauskiené, L., &,
Bukantaite, D. (2004). 14-19 mety paaugliy, linkusiy | prakting veiklq, mokymosi
krypties  pasirinkimo  galimybés:  Tyrimo  ataskaita. ~ Downloaded  from
www.smm.lt/svietimo_bukle/docs/Ataskaita_baig.doc.

Rogers, M., & Creed, P. (2000). School-To-Work Transition: From Theory to Practice.
Downloaded from http://adapt.it/adapt-indice-a-z/wp-content/uploads/2014/
04/STWT _Theory_Practice.pdf.

Schuette, C. T., Ponton, M. K., & Charlton, M. L. (2012). Middle school children‘s career
aspirations: relationaship to adult occupations and gender. The Career Development
Quarterly, 60, 36-46.

Sinclair, S., Carlsson, R., & Bjorklund, F. (2014). The role of friends in career compromise:
Same-gender friendship intensifies gender differences in educational choice. Journal of
Vocational Behavior, 84 (2),109-118.

Sokolova, A., & StaniSauskiené, V. (2007). Profesinio orientavimo sistemos Lietuvoje
teorinés ir politinés prielaidos. Profesinis rengimas: tyrimai ir realijos, 13, 226-241.
Stancikieneé, A. (2009). Teoriniai profesinés karjeros valdymo aspektai. Viesoji politika ir

administravimas, 29, 107-113.

107


http://adapt.it/adapt-indice-a-z/wp-content/uploads/2014/

SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume II, May 27" - 28", 2016. 98-108

StaniSauskiené, V. (2005). The Model of Carecer Competence and its Expression in the
Contemporary Labour World. Learning and Development for innovation, networking
and Cohesion, 89-105.

StaniSauskiené, V., & Veckiené, N. (2000). Rengimasis karjerai socialiniy transformaciju
laikotarpiu: Lietuvos gimnazijose egzistuojanéiy prielaidy analizé. Socialiniai mokslai,
1(22), 85-97.

Svarbiausi Bolonijos proceso dokumentai. Bolonijos—Londono laikotarpis 1999-2007 m.
(2008). Vilnius: Svietimo apriipinimo centras.

Tereseviciené, M., & Ivoskaite, M. (2008). Mokiniy karjeros kompetencijos plétojimas
profesinéje mokykloje vertinant mokymosi pasiekimus. Mokytojy ugdymas, 10, 39-56.

Thompson, M. N., & Dahling, J. J. (2010). Image theory and career aspirations: Indirect and
interactive effects of status-related variables. Journal of Vocational Behavior, 77, 21-29.

v —

vt —

karjeros planavimu ir profesijos pasirinkimu paauglystéje. Socialinis darbas, 10 (2),
196-180.

Uzdila, J. V., & Zujiené, N. Pradinio ugdymo pakopos mokiniy profesiniai lukeséiai.
Socialinis ugdymas, 3 (14), p. 40-50.

Valstybiné Svietimo 2013-2022 mety strategija. Downloaded from
http://www.smm.lt/uploads/documents/VSS 2013-2022 2013-08-23.pdf.

Zadeikaité, L., & Railien¢, A. (2008). Work opportunities of a social educator within the
vocational information system. Social education, 5 (16), 124-132.

Zadeikaité, L., & Railiené, A. (2009). Functions and competencies of a social educator as a
vocational adviser: theoretical assumptions. Socialinis ugdymas, 8 (19), 107-120.

108



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume 11, May 27" - 28", 2016. 109-119

HEHHOCTD HEI[AFOFH‘IES?KOﬁ HPO®ECCHUU: AHAJIN3
B3I'JIA10B YYUTEJIEN HA ITOJIOKUTEJIBHBIE
CTOPOHBLI IPEITIOJABAHUSA

Value of Pedagogical Profession: Analysis of Advantages of
Teaching as Viewed by School Teachers

Jelena Jermolajeva
BrIcnras mikoaa SKOHOMHKHU U KYJBbTYPbI

Abstract. The professional values of a teacher form the core of his/her professional identity.
They are manifested, among other things, in teacher’s views on the value and advantages of
the profession. The aim of this paper is to analyse and compare the views of school teachers
of Riga and Smolensk on positive aspects of the profession, and reveal their structure. To this
aim, a survey was implemented, which involved 144 teachers from Latvia and Russia. Four
main categories of advantages are identified in the massive of teachers’ answers; those of
self-development and communication with students are the most often mentioned.

Keywords: advantages of teaching profession; professional values; structure of professional
advantages.

BBenenue
Introduction

Bomnpocsr TICUXO0AMOILIMOHAJILHOTO COCTOSTHHUS YUUTEIS, ero
YAOBJIETBOPEHHOCTH CBOUM TPYAOM, CAMOOIIYIIIEHHUS B TPOPECCUM BBIJCIIINCH
B CAMOCTOSITEJIbHBIN MIPEAMET MEeAArOrH4eCKOro UCCICI0BAHUSA C MOSIBIICHUEM B
HAydYHOM TIeJJarOTHKE HAMNpaBJICHUS, HM3ydaromero IMpodeCcCHOHAIBHYIO
unaentnunocts yuutens (Pipere, 2003; Beijaard et al., 2004; Hong, 2010;
Canrinus, 2011; Jenlink, 2014). Ecimu KOMIOCTEHTHOCTHBIA IOIXOJ B
HCCIIeIOBAaHUK TTPO(PECCUOHAIILHON JIEATEIbHOCTH SIBJISETCS CKOpEe BHEIIHHM
10 OTHOIICHHUIO K JIMYHOCTU mpodeccuoHana (y4yuTellb pacCMaTpPUBAETCS Kak
HOCHTEJIb ONMPEICICHHBIX KOMIIETCHTHOCTEH), TO MOAXOM K YYHUTEIIO C TOYKH
3peHus ero npohecCUOHATbHON UACHTUYHOCTH aKIICHTUPYET BHUMAHHUE Ha €ro
COOCTBECHHOM OIIEHKE CBOEH JEATEJIbHOCTH, HAa €ro ICHXO3MOIIMOHAILHBIX
0COOEHHOCTSIX, IIEHHOCTHBIX MIPUOPUTETAX, B3TUISAIaX Ha CBOC
po¢eCCUOHAIBHOE MOJI0KEHUE.

B  nmaHHOM cTaTtbe  UCCIEAYIOTCA  IPEACTABJIECHUS  YUMTEIIEM O
npeuMyIecTBax ux mnpodeccuu. AKTyadbHOCTh HCCJIEIOBAaHUS CBs3aHa C
BAXHOM POJIBIO, KOTOPYK) UIPAKOT NPEACTABIECHUS O [MPEUMYyLIECTBAX
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npodpeccun B TPO(PECCHOHATLHOM  CaMOOCO3HAHMHM  YUYHUTENS.  OTH
NPEJCTaBICHUS MOTYT OBITh CaMOro pPa3HOro poja: OT MPEeUuMYyLIeCTBa
OOJBIIOTO OTIyCKa JIETOM JI0 BO3MOXXHOCTH YJIOBJIETBOPEHHS TIIyOOKHUX
TyXOBHBIX MOTpeOHOCTel. Cample TIIyOOKHE W3 HHUX HWMEIOT IIEHHOCTHBIN
XapakTep U BXOIAT B s1po npodeccronanbHoi uaeHTnaHocT (Ilmona et al.,
2015; Woo, 2013; Canrinus, 2011). D10 mo3uTHBHBINA (HaKTOp, YACPKUBAIOLIHUIA
nejarora B mpodeccuu U Mo3BOJISIONIUNA TPEOI0JIEBATh €€ TPYAHOCTH.

[IpodeccuonanbHoe CaMOONIYIIEHUE YYUTEIsl MEHSIETCSs BMECTe C
U3MEHEHUSIMHU, TPOUCXOJAIMMUA B 0OIIecTBe. MEHSIOTCA, B TOM YHUCIE, U
NpEACTABICHUS] Y4YUTEIEH O TPEeUMyIIecTBaX W yA00CTBax Mpodeccuu.
BrlisiBieHHE 3TUX Tpe/ICTaBlIeHUN U (PUKcalMsd U3MEHEHU B HUX HEOOXOUMBI
JUTST U3YYCHHS PEabHOM CHUTyallMl W BBIPAOOTKH 3(P(HEKTUBHON MOJUTHUKH
YIPABJICHHS 00pa30BaHUEM.

Henab wucciaenoBaHusi — MPOAHAIU3UPOBATH MPEACTABICHUS YUYUTENEH
Purn n CmoneHcka 0 mpeuMyIiecTBax padOTHl IIKOJIBHOTO TE€Iarora, BBISBHUTH
UX CTPYKTYPY M CPaBHUTb MEXKIY COOOM B3TJIAJbI JIATBUMCKUX U POCCUUCKHUX
yunteneil. J{ns mocTukeHusl 1ead ObLI0 OpPraHM30BaHO AaHKETHUPOBAHUE, B
KoTOpoM ydacTtBoBasio 144 nenarora. [lonydeHHble TaHHBIE TPOAHATU3UPOBAHBI
C UCIOJIb30BAaHUEM METOJOB KaTEeropu3allyl U CTAaTUCTUYECKON 00paboTKu
YHCJIOBBIX JIAHHBIX.

Jlannasi paboTa SBJISE€TCS MUJIOTHBIM MPOEKTOM M CIYXUT HadalbHBIM
TarmoM 0Oojiee MacIITaOHOTO UCCJIENOBAHMS I[EHHOCTHBIX OPHUEHTAILIMMA
COBPEMEHHBIX yUUTENCH.

Onpoc yunresieid 0 NpeuMylIecTBax U He0CTATKaX npodeccuun
Survey of teachers on the advantages and disadvantages of the profession

Bompoc o mnpemmymiectBax mnpodecCHrd  HEPEOKO TMpejuiaraeTcs B
WCCIICMOBAHMUSIX MPOGECCHOHANBHOW HMJICHTUYHOCTH YYUTENS M CBS3aHHBIX C
TUM TeM (MOTHBHPOBAHHOCThH YUHTENS, €0 JIMYHOCTHAs MPOQeCcCHOHATBHAS
MO3UIIKS, YIOBICTBOPEHHOCTh Pab0TOM U T.11.). OOBIYHO 3TO BOMPOC 3aKPHITOTO
(pexe TOIy3aKphITOTO) THIA C CIUMHUYHBIM WM MHOXECTBEHHBIM BBIOOPOM,
WJIU K€ C MCTIOJIb30BaHMEM IKajbl (cM., Hamp., Cookud & I'ymen, 2011; ATL,
2015; Menzies et al., 2015; Canrinus, 2011). OpgHako 3aJaHHOCTH
GbOpMyIMPOBOK B  BOMpPOCaX TAaKOTO poja CHIKAET CYOBEKTHUBHYIO
BOBJICYCHHOCTh PECMOHJCHTA U €ro OTBETCTBEHHOCTh 32 BBICKA3aHHOE
colepKaHUE, YTO MOJXKET OTPHUIATEIBHO TIOBJIMATH HAa KadyeCTBO OTBETOB
(Dorussen et. al., 2005). ITosToMy B [aHHOM HCCJCJIOBAaHUU TMPUMEHCH
OTKPBITBIN BOIPOC.
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JUis BBISIBICHUS B3IVIAJ0OB yUUTENNEW HA MPEUMYILECTBA U HEIOCTATKH MX
npodeccun aBTOpoM OBLJIO TMPOBEACHO WHIWBHIYyAIbHOC aAHKETHPOBAHUE
npernojaBareysed  MKoJA MO0 METOAUMKE OYHOro mpsMoro ompoca. B
AHKETUPOBAaHUM y4dacTBoBasIOo 144 yuwurens, w3 HuX (4 pwxkanuHa u 70
negaroroB Cmonencka. B aBrycte — centsiope 2015 r. Ha megarormueckux
coOpaHusX B mKoyiax Puru 6pum onpomiens! yuutens [Tymkuackoro murest (49
gyenoBek) ucpeanerd mkonbl Ne 40 (13 denmoBek); B ONMpoce MPHHSIN TaKkKe
ydgactue 12 yuaurteneit, oOydarommuecss 6e3 OTpbiBa OT pabOThI MO IporpaMme
«Maructp nemaroruku» B PrKCkoM akageMuM INEJarorukd M YIpaBJIeHUS
oOpazoBanueMm. B Cmonencke onpoc Obut nipoBesieH 22 okta0ps 2015 r. Cpeau
ydyacTHUKOB cemuHapa «lIpodeccuoHanbHass MIAEHTUYHOCTh II€1Aaroray,
OpPraHM30BAHHOTO ISl y4MTeJell ropojga B rumHazuu uMm. IIpkeBanbckoro B
pamkax V MexayHapoIHOM Hay4HO-TIPaKTUYECKON KOH(pepeHuu «JInuHoCTh B
IPOCTPAHCTBE U BPEMEHN».

AHKeTa cozepkana OTKpbIThIA Bonpoc: «KakoBsl, mo-Bamemy, «Iuroce» u
«MHHYCB» Tpodeccun yuyutens?». PecnoHmeHTam cooO0IIanoch, YTO MOYKHO
HalMcaTh JiI000€ KOJIMYECTBO «IUIOCOB» W/UIM «MHUHYCOBY» Tpodeccud,
HauMHas C HyJsA, HO JIJIi OPUEHTUPOBKM Ha OnaHke ObuIOo 0003HayeHo 1o 3
NO3UMLMK B Kaxaoi rpage. OTBET mpeaiaraioch Hamucath 0€3 JUIMTEIbHBIX
pa3ymMuii, CIOHTaHHO, B NPHUCYTCTBHHM aBTOpa AaHHOW paboTel. B cpeanem
YUUTEINs 3aTPayrBaId HA OTBET 2-4 MUHYTHI.

Jng aHanmu3a OBUT KMCHOJB30BAaH METOJ KAaTErOpU3alldd OTBETOB HA
OTKPBITHIN Bonpoc. [loaydeHHbIe YMCIOBBIE BBIPAKEHUS B 00€HUX Ipynnax ObLIH
CTaTHCTUYECKU 00paboTanbl (MO0 KaKJOW KaTETOPHH OIPEIEIICHBl CPEIHUC
3HA4YEHUsI, CPEIHEKBAIPATUUHOE OTKJIOHEHUE, KO3((PULIMEHT Bapualuu, MoJa,
CTaHJapTHas OITHOKA).

Pe3yabTarsl
Results

Konn4ecTBO MOJOKUTETBHBIX W OTPHUIATEIBHBIX (DAaKTOPOB B aHKETaX
BapbUPOBAIOCH OT () 70 7, OHAKO Yalle BCErOYUYUTEINS MMUCAIU B CBOUX aHKETAX
TPH TUTIOCA U TpU MUHYca (B Pure), Tpu 1iroca u aBa munyca (B CmoseHcke). B
o0erx Trpynmax KOHCTaTUPOBAHO YBEPEHHOE TMpeodiiajaHue TO3UTUBHBIX
daktopoB  mpodeccun  HaJA  HETAaTUBHBIMHU;  CPEIHEE  KOJUYECTBO
IUTIOCOB/MUHYCOB Ha OAHy aHkery — 3,18/2,64 y pwxan u 3,17/2,51 B
CmoneHncke, ko3¢ duiueHT no3utuBHocT — 1,21 B mepBoit rpynmne u 1,26 Bo
BTOpOii (cM. Ta6m. 1). Jlumb B 7ankeTax prxan (9,5 % oT 001Iero KoamuecTsa)
u 14 ankerax cmojeHCkHX yuurteaer (20 %) KoMMyecTBO MHUHYCOB HPEBBICHIIO
YKCJI0 HAa3BaHHBIX MPEUMYINECTB mpodeccuu. (3mech O0OHAPYKEHO CcaMoe
CYIIECTBEHHOE PACXOXKIEHUE MEXKIYy PWKCKUMH U CMOJICHCKIMH AaHKETaMH;
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aHallM3 W WHTEpHpeTanmusi 3Toro ¢akrta B paMKax JJaHHOM paboTbl He
POBOAMINCE). Takum 0Opa3oM, Juisi OOJIBITMHCTBA OIPOIICHHBIX B Pure m
CMonieHCKe yuuTeled XapakTepeH YMEPEHHO TMO3WTUBHBIA B3IV HA
COOTHOUICHHE TMOJIOKUTEIBHBIX M OTPHUILATEIBHBIX CTOPOH NpPOdEeccCHuu, YTO
CBUJIETEILCTBYET 00 YCTOMYMBOM B 1eJI0M NPO(EeCCHOHATBLHON HMIECHTUYHOCTH
paboTaroNMX B UIKOJIE Me1aroros.

Jnst puKCKHMX y4yuTeledl XapakTepHa XOpolllas COTJIACOBAaHHOCTh 10
KOJIMYECTBY ILJIFOCOB U MUHYCOB: KO3 PHUIIMEHT BapHaluu 1o 1iocam — 27,8 %,
nmo MuHycam — 33,6 %. Y CMOJIGHCKMX Yy4YMTEJIeM ATH IOKa3aTenau Ooliee
paccoriacoBaHHble (KOd(PPUIIMEHTH Bapualuu, cOOTBeTCTBEeHHO, 40,9 % wu
42,1 %). PaccoriacoBaHHOCTh TMpOSIBJIAETCS B TOM, 4TOB CMOJICHCKE, IpH
K03 GUIUEHTE TO3UTUBHOCTH HEMHOTO 00JIe€ BBICOKOM, CYIIIECTBEHHO OOJIbIIIE
«HETaTHBHBIX» aHKET; BMECTE C TEM MHUHYCOB B MX aHKETaX Yalle BCEro ObLIO
TOJIBKO J1Ba (MoJa 2), a HE TPH, KaK y pHKaH.

Tabmuna 1. «Ilnrock» 1 «MuUHYCbD> podeccuu
Table 1 “Pluses” and “minuses” of the profession

Oo6ee CTaHg.0TKIIO Koog. Craug. Koog.nosm
Cpennee Bapuaiuu, [Moaa TUBHOCTH
qH1CII0 HeHHe % ommunoka e
= < |TLmockr 235 3,18 0,88 27,8 3 0,10
= N~
g2 1,21
~ IMunycbl 195 2,64 0,88 33,6 3 0,10
=
2 & [ILmrocst 222 3,17 1,30 40,9 3 0,15
=0 1,26
z € Munyes | 176 | 2,51 1,06 42,1 2 0,13

Jlanee paccMaTpuBarOTCs TOJBKO TOJIOKHUTENIbHBIE B3TJISAbI YUYUTENs Ha
ero pabory (BKIIOYEHHWE B aHAIW3 YKa3aHHBIX B aHKETaX «MHUHYCOB»
IUTAHUPYETCS B OyayIIeM).

B COBOKYNHOCTM OTBETOB Ha OTKPBITHIII BOMNPOC O MPEUMYLIECTBAaX
npodeccu METOJOM KaTeropusaluud ObLJI0 BBIJEICHO HECKOJIBKO TPYIII
3HauUeHUN. JTa omepanus OblIa MPOBEJAEHA CHayajga HaJ (pOpMYyJIUPOBKAMH W3
PUKCKHUX aHKET (Tak kak BPure ormpoc ObUI npoBe/ieH panbliie). [[paBomepHOCTh
BBIJICJICHUS MOJYYEHHBIX KaTerOpUil MOATBEPAMIACH TIPU aHAIU3E CMOJICHCKUX
anker. Kareropuzaiusi Ha3BaHHBIX PECIOHJCHTAMHU «ILTIOCOB» MO3BOJIMIIA
OMPENENUTh CTPYKTYPY 3HAYAIIUX JJIsl yUUTEJIed MPEUMYIIECTB U BBIICITUTH
cpend HUX 4 OCHOBHBIE TPYMMbL. YCIOBHO HMX MOXHO OOO3HAYUTh Tak:
a) oOleHne ¢ Yy4YeHWKaMH ¢ JII000Bb K HUM; 0) camopeanu3aims,
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CaMOCOBEPILEHCTBOBAHUE, TBOPYECTBO; B) YUYHUTENIbCKas mpodeccus Kak
MUCCHS; T) ycnoBus Tpyaa. B Tabm. 2 mo Kaxaoil W3 KaTeropuilt maetcs
0000IIIeHNEe YKa3aHHBIX B aHKETaX «IUIIOCOB» (B KaBbIUKAX MPUBOISATCS
HEKOTOpble HMHAUBUAYyaJbHBIe (QopmynupoBku). [IpemmyiectBa mpodeccun,
HaOpaBIIIME MEHBIIIE TOJIOCOB, IOMEIIEHBI B rpade «JIpyroey.

Tabmuna 2. CTpyKTypa 3HAYAIMX NPEUMYIIeCTB
Table 2 The structure of the significant advantages

Kareropus Coaep:xkaHue KaTeropuu
DOMOIMOHATILHOE yIOBOJILCTBUE OT PaOOTHI C IETHMU; IIEHHOCTh
a) O6mennue ¢ JETCKOM MPUBSA3aHHOCTH; BO3MOYKHOCTB ITPOSIBUTH JTFOOOBH K
YYEHHKAMH H JIETSIM, )KUTh C HUIMH OJTHOH JKU3HBIO; YYCHUKU BOOTYIIEBIISIOT,

a1000Bb K HuM (O) | 3apDKaroT KM3HEPAJOCTHOCTBIO SHEPIUEH; «IIPEKPACHO-HEKHBIH
BO3PACT JI€TeH»; pacIIUpPETCs KPYT OOILEHUS C MOJIOJEKBIO U T.[.

Bo3moxHOCTh camopeanusanum, pacKpbITHS BCEX BOZMOXKHOCTEN U

b) Camopeannsa- TaJaHTOB yYUTEJIS; TBOPUECKas, pa3HOOOpa3Has, KuBas padora;
s, TpeOyeT MOCTOSIHHOTO CaM000pa30BaHusl, paclIMPEHUs Kpyro3opa;
caMoCoOBepIleH- «J1eTU TIOMOTAIOT Pa3BUBATHCA MHE CaMOi»; podeccusi pa3BUBACT
CTBOBAaHHE, MOHMMAaHHME JIIOJIeH, SMIIATHIO, YMEHHE PadoTaTh C ayJUTOPUEH;
TBOp4YecTBO (S) TpeOyeTcs Bceraa ObITh B (hopMe; Ha JOJITHE TObl COXpaHsIeTCs

MOJIOAOCTDh U ACHOCTH YMA U T.A.

Co3HaHue CBOEH MUCCUU; COLIMAIbHAs 3HAUUMOCTh PO ECCHH;
MIOMOII[h B Pa3BUTHH JIMYHOCTH; HPABCTBEHHOE BOCITUTAHUEC U
nepeiaya 3HaHUH; TIOUCK OJJAPEHHBIX JCTEH U MMOMOIIb UM;
YyBCTBO OTBETCTBEHHOCTH 32 JICTCH U YIOBICTBOPCHHE
pe3ynbTaTaMu Tpy/la; yBaKeHUE AeTel U pOAUTENEH; «BHIOOD OBITH
MOCTOM MEX]y CTApPIIAM U MOJIOJIBIM ITOKOJICHUEM» H T.JI.
JITMHHBIA OTIYCK JIETOM; KaHUKYJIbI; THOKHI rpaduK paboThI;
BO3MOKHOCThH CBOOOTHOTO TUTAHUPOBAHMSI YaCcTH pabovero
BPEMEHH;, COI[HANIbHBIE TaPAHTUH, CBSI3aHHBIE C 3aHATOCTHIO B
O10/KETHOM cepe; MOCTOSTHHO BHIMIAYNBACTCS 3apIliaTa;
XOpOIINH KOJJIEKTUB, MHTEPECHBIE KOJIJIETH U T.JI.

Hpyroe (D) JIt000Bb K MpEIMETY (VKA3bl8anach yauje 6ce20); «AHTEITUTCHTHAS
npodeccus»; yIoBIETBOpEHHE aMOUIINIA; HaKaITUBAETCS
MeAAroTMICCKUI CTaX U T.1I.

C) Muccus (M)

d) YciaoBus Tpyaa

C)

CyMMHUpOBaHUsl IUTFOCOB MO KaXKJIOM KATErOpUU Jaj0 YHCIIOBbBIE
BBIPDOKEHUSI, JIOMYCKAIOIIUE CTAaTUCTUYECKYl0 o00pabotky. I[lomyueHHbie
pe3ynbTathl mpenctaBieHbl BTabn. 3. Uucma ykaszanbl depe3 KOCYIO 4YepTy:
MEPBOE UHUCJIO, BbIJAEJEHHOE KMPHBIM HPUPTOM — TIOKa3aTedb pPUXKaH;
BTOPOE, 8bl0€IeHHOE KYPCUBOM, OTHOCUTCS K CMOJICHCKUM YUUTEIISIM.
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Tabnuna 3. Pacnpenenenne «Ii0coB» 10 KATErOpusivm
Table 3 Distribution of “pluses” by categories

OO6mee
Pura: N=74/ t Cpennee Ha Cranp. Koad. Cran.
_ YHCJI0 Mona
Cmonenck: N=70 ULOCOB 1 aHkeTy |OTKJIOHEHHE [Bapuanuu, % ormmoOKa

a) O6enue ¢
YYCHUKAMH U 65/54 | 0,88/0,77 | 0,68/0,62 77,6/80,1 1/1 | 0,10/0,07
1100086 K HEM (O)
b) Camopeanu3a-
1[HsI, CAMOCOBEP-
IIIEHCTBOBAHUE,
TBOpYECTBO (S)

¢) Muccust (M) 40/41 | 0,54/0,59 | 0,76/0,81 | 141,0/137,9 | 0/0 | 0,09/0,10
d) YcioBust tpyna

(V)
Hpyroe (D) 719 0,09/0,43 | 0,29/0,34 | 311,5/262,2 | 0/0 | 0,03/0,04

90/80 | 1,22/1,14 | 0,88/0,98 72,4/85,9 1/1 | 0,10/0,12

34/38 | 0,46/0,54 | 0,67/0,72 | 145,0/131,9 | 0/0 | 0,08/0,09

[To Bcem uethlpeM KareropusiM u B rpade «Jpyroe» umeercs Oosblioe
CXOJCTBO MEX/Yy YMCIIOBBIMH ITOKA3aTEISIMU PUKCKUX U CMOJICHCKUX YUUTEIIEH.
OTO SBIAETCS KOCBEHHBIM CBUIETEIBCTBOM HAJIEKHOCTH IOJIYYEHHBIX B XOJ€
ornpoca JaHHbIX, & TAKK€ F'OBOPHUT O MPABOMEPHOCTH BBIIEIECHUS YKAa3aHHBIX
YEThIPEX KaTErOpHUHN.

Pacnpeznenenne «miocoB» MEXIy KaTErOpUsIMU MOKAa3bIBAET, YTO CAMbIMU
BXKHBIMU TPO(PECCHOHATBHBIMU IIEHHOCTSMHU I OOJBIIMHCTBA YYUTENEH
SBIISIOTCA OOIIEHUE C YYeHHKaMHu M J1000Bb K HUM (kareropust O), a Takxke
BO3MOYKHOCTh ~ TBOPYECKOM  caMopeaau3allid, CaMOCOBEPIIECHCTBOBAHME
(kateropuss S) (cM. Puc. 1). Dt croponsl mpodeccun ObLIM Ha3BaHBI Kak
IpEeUMYIIECTBA MOYTH B KaXAOW aHkeTe (Mojaa 1); HEKOTOpbIE PECIIOHACHTHI
OTMEYaJId UX B pa3HbIX (QopMynupoBKax Oojee oaHoro pasa. Ilokxazarenu
CIIEYIOIIMX IO MOMYJSPHOCTU (DAaKTOPOB — «MHUCCUU» U «YCJIOBHU TpyAa» —
cyiiecTBeHHO Hibke (Moaa 0).

CpenHee 4uCIIO «IUTIOCOB» Ha OJHY aHKeTy mo kareropuu O (oOmieHue c
y4YEeHHKaMH, J000Bs K HUM) paBusercs 0,88 y puxan u 0,77 y CMOJEHCKUX
nenaroros. Kateropus mpucyrcTBoBaia B S2pmwkckux ankerax (70,27 %) u B 47
cmogieHckuX (67,14 %). U3 nux B 13 ankerax pwwkan (17,57 %) u 7 aHkerax
cmoisiH (10 %) oma Obuta oTMedeHa ABaXAbl (B pas3IMUYHBIX BapUaHTAX).
DOopMyTUPOBKH y4YUTEJIEH B ITOM KaTeropun HaubOojee SMOIMOHANIBHBI W
CyOBEKTHBHBI, YacTO BCTPEUAIOTCS BOCKJIMIIATENIbHbIE 3HAKU. AHKETHI
CBUJETENBCTBYIOT, YTO ISl OOJBIIMHCTBA yUUTENEH yBaXUTEIbHOE, ITyOOKOE,
HMOIIMOHAJILHO HANIOJHEHHOE OOIIEHUE C YYeHUKaMH — HE TOJIbKO HE0OXO0AMMOe
YCIJIOBHE YCIIEIIHOCTH ME€JArOTHYeCKOro MpOLECCa, HO U BHYTPEHHSS LEHHOCTb,
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MOIIHBIA TMO3UTUBHBIN (haKTOp, MOMOTAIOIIUA TPEOJO0JIeBaTh TPYAHOCTH
npodeccun 1 00be TUHSIONTNI pabOTy C OCTAILHON YaCThIO YKU3HHU.

OpHako JUAEpOM Ompoca CcTaja JApyras KaTeropus MpEeuMYIIecTB
npodeccuu. HauBriciiee KOJTUYECTBO OTBETOB O «ILIIOCaX» pabOTHI meparora
HaOpama  kareropus S  (camopeaiu3anus, CaMOCOBEPIICHCTBOBAHUE,
TBOpYecTBO): 1,22 u 1,14 «miroca» mo ropoaam. Ee ormernim 58 menaroros B
Pure (78,38 %) u 51 uyenosek (72, 86 %) B Cmonencke. M3 Hux 20 puxan
(27,03 %) u 17 cmonenckux yuuteneit (24,29 %) ykaszanu 1o 2, a 6 4eJloBeK B
Pure (8,11 %) u 4 B Cmonencke (5,71 %) — mo 3 dakTopa, Monajgamumx B
JAaHHYI0 Karteropuo. opMyIUPOBKU yUUTEIEH B 3TONW KaTErOpUU OTIMYAIOTCS
HauOOJIBIITUM Pa3HOOOpA3HEM.

1,40
1,20
1,00
0,80
0,60
0,40
0,20
0,00

14114

E Pura
B CMOJIEHCK

Puc. 1. PacnipenesieHue «IUII0COB» (CpeIHHE 3HAYEHMS)
Fig. 1 Distribution of ""pluses' (mean values)

[Tpu cpaBHEHUU MeX Ty co0o0ii copepxkanus kateropuii O u S oOpamaeT Ha
ceOs BHUMaHHE WX pa3HOHANPABIEHHOCTh. B (opMmymnnpoBkax mpenMyIlIecTB
npodeccur U3 KaTeropuu «OOIIeHHE C YYEHUKaMHu, JII0OOBh K HUMY
MOTYEPKUBACTCS HAMPABICHHOCTh OT JIMYHOCTH YUYUTENS HA OKPYKAIOIIUX €T0
JeTel; y4uTenb HE IEHTpUpOBaH Ha cebsi, a oOpalleH Ha Y4YEeHHKOB. B
dbopMynIupoBKax K€ M3 KaTeropuu S IEHTPAIBbHON (UTypoil BBICTyHaeT
JUYHOCTh YYHTENs, MOMYSPKUBACTCS IIEHHOCTh Npodeccud s CBOETO
cooctBeHHOTO pocta. JImaepcrBo kateropuit O u S TOBOPUT O TOM, YTO ITHU JIBE
[IEHHOCTH, XOTS M B OIPEIEJICHHOM CMBICIIC PAa3HOHAIPABICHHBIE, BXOIST B
Ipo MpodecCHOHANBHON HICHTHYHOCTH YYHUTENSI U B CIIy4ae UX TapMOHHYHOTO
COYETaHUs] U KOMIUIEMEHTAPHOTO B3aMMOACHCTBUS MOICP)KUBAIOT YCTOHYHNBOE
npoheccuoHaITbHOE CAMOCO3HAHHUE.

JlaHHBIE TPOBENEHHOTO OMpOCca, XOTS U HE TUArHOCTUPYIOT CTETCHb
pa3BUTHSA COOTBETCTBYIOIIMX KadyecTB y TEeAarora, B OMNPEICICHHON Mepe
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CBUACTEILCTBYIOT O  0OamaHce MEXIy OTHMH  JBYMsS  BEKTOpaMH
po(heCcCHOHANBHBIX MPEANOYTCHUH U yCTPEMIICHUH.

41 yuactamk ompoca B Pure (55,41 %) u 37 uenoBek B CMOJEHCKE
(52,86 %) ormermim cpenu 1uFOcoB Tpodeccun obe kareropun (O u S), d9ro
TFOBOPUT 00 YpaBHOBEUIEHHOM TapMOHMYHOM COYETAHUU ITHX IEHHOCTEH.
Bo3MOkHO, 10715 TaKUX yduTeNIel HE KaKeTCs OYeHb BBICOKOM, HO BMECTE C TEM
9TO HE TaKOH yX IUIOXOH Mokasareiab. B 14 ankerax y pwxan (14,86 %), a
takoke B 10 aHkerax cMojieHCKuX yuntenei (14,29 %) Oblin Ha3BaHbI IUIIOCHI U3
kareropun O M OTCYTCTBOBAJIM IUIIOCHI KaTeropuu S. OOpaTHas ke CUTyallus
(S6e3 O) Bcrpermiach yamie — B 17 pmwkckux anketax (22,97 %) u B 14
cmogeHckux (20 %).

Ot 1Pl TOBOPAT O TOM, UTO B CPEAHEM COBPEMEHHBIN YUUTENb OOJIbIIe
OpUEHTHMpOBaH Ha  ce0sg, YeM Ha  YY€HUKa, camMopeaau3alus,
CaMOCOBEpIIEHCTBOBAHWE W  BO3MOXKHOCTH TBOpYECTBa B  mpodeccuu
NPUBJIEKAIOT €ro OOoJblIe, YEeM BO3MOXXHOCTh TIJIYOOKOro OOIIEHUA C
y4eHUKamMu. TakodM BBIBOJ COIJIACyeTCs C OJHUM W3  pe3yJIbTaTOB
MEXIYHAPOJHOIO HCCIEAOBAaHUSl ICHUXOJIOTMYECKOr0 TOPTPEeTa Y4YUTENeu
Cwmonencka u Puru, npoBeaenHoro B 2014 r. B pamkax 3Toro uccienoBaHus
ObLIT MpOBeieH ornpoc rpynnbl yuurene Cmonencka U Puru (601 yenoek) 1o
meronuke [.B. Peszankunoit (Pesankuna, 2011); B kareropuu mpHOPUTETHOM
LEHHOCTU OOJIBIIMHCTBO YYUTENEH U3 TPEX BapUAaHTOB — OTHOLIEHUS C JIETbMU,
OTHOILIEHUSI C KOJUIEraMH M COOCTBEHHBIE NEPEKUBAHUS — HA IEPBOE MECTO
CTaBHJIO cOOCTBeHHBIC nepexuBanus (bornanosa & Epmonaesa, 2015).

Crpeminenue mnemarora K TBOPYECTBY M JMYHOMY COBEpPLIEHCTBOBAHUIO
uMeeT OOJbIIOe TOJIOKUTENbHOE 3HayeHue. (OJIHaKO TPEBOTY BBI3BIBAET
OTCTaBaHMWE IOKA3aTeNeH, XapaKTEepU3YyIOIINX UHTEPEC YUHUTENs K OOIICHUIO C
y4eHHKaMu. BO3MOKHO, OIHOM W3 MPUYUH TOTO, YTO YYUTEIb B CBOEH padoTe
OoJIbllIE OpPUEHTUPYETCS Ha caMoro cebsi, a He Ha YYCHHUKA, SBISICTCS
YMEHBIIICHUE TMpecTWka mnpodeccun B TIazax oOOIIECTBa, pOIUTENCH,
rocyaapcta. BeposaTHo, ¢ TOW e MPUYMHON CBA3aH TOT (PaKT, YTO KaTEropus
YYUTEIbCKOM mpodeccun kak muccuu (M) JUIIB HEHAMHOTO OIEpeKacT
MPUBJIEKATEILHOCTh YCIOBUN TpyAa. Kareropusi Muccuu,Tak ke Kak U MepBbIC
JIBE€ KaTEropuu, UMeeT ITyOOKUN IIEHHOCTHBIM XapaKTep M OTHOCHUTCA K SAPY
npohecCHOHANBHOM HIEHTHUYHOCTH mnenarora. OgHako cpenHee 3HadeHne M-
0,54 B Pure u 0,59 B CmoneHCKe; MO KOJUYECTBY IMOCTABJICHHBIX «ILIFOCOBY
KaTeropusi MUCCHHM 3HAUYUTENBHO OTCTAET OT KaTEropuu camopas3ButTus (B 2,25
paza B Pure u B 1,95 pasa B Cmonencke). OTBEThl PECHOHACHTOB MO ATOM
KaTeropul OTJIMYAIOTCS OOJBIION pPacCOTIaCOBAaHHOCTBIO: MPU HWHTEpBAJe
3HaueHui 0-3 B Pure nu 0—4 B CMousieHcke, MOJia (Yalie BCEro BCTPEUAIOIIHACS
BapuaHT) B 000oux ropoaax pasusaercs 0.
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["'oBOps B 11€7IOM O pacrpeAesieHN Ha3BaHHBIX PECIIOHIACHTAMHU «ILITIOCOBY
M0 KaTeropusiM, HaJ0 OTMETHUTh, YTO TITyOMHHBIC IIEHHOCTHBIC MPEUMYIIECTBA
npodeccun (O, S, M) B r1naszax yuurenas OE3yCIIOBHO IPeoOJIaaloT HaJ
«obIToBBIMY  (pakTopoM (U). Cymma OaytoB, HaOpaHHBIX IEPBBIMH TPEMsI
KaTeropusIMH, BBIIIE IMOKa3aTesl «yCJIOBHS TpyAa» y pwxkaH B 5,8 pasu y
CMOJICHCKUX yuuTenei B 4,6 pa3a. IT0 CBUACTEIBCTBYET O CHOpMHUpPOBABIICHCS
yCTONYHMBON MPO(HECCHOHANBFHON WICHTUYHOCTH Y TE€X, KTO paboTaeT B LIKOJIE.
Bmecte ¢ TeM mNpoBeNEHHBIN aHaIU3 BBISIBUJ OINPEICICHHbIE IMEPEKOCHl B
CTPYKTYyp€ IEHHOCTHBIX B3IJISZIOB COBPEMEHHOro yuuTtens. Ilpu moaroroBke
CTYJIEHTOB B TeABYy3ax cjeayeT oOpamarh OoJibllie BHUMaHUSA Ha
cOAJIaHCUPOBAHHOCTh COOTHOILIEHUSI TpeX 0a30BbIX IEHHOCTEH mnpodeccuu:
OOIIEHUsI C YYEHHKaMH, Pa3BUTHUs COOCTBEHHOM JIMYHOCTH W TOHUMAHUSA
npoeccuu Kak MUCCHUU.

Hannast pa0GoTa ABISETCS NWJIOTHBIM IPOEKTOM, BBIIIOJIHEHHBIM JIs
anmpoOaly METOIUKH uccieaoBanus. [lnanupyercst mpoecT onpocc OOIBIION
BBIOOPKOW PECTOHACHTOB M pACIIMPEHHEM Kpyra Yy4JacTBYIOIIMX CTpaH.
[IpencraBisieTcst HEOOXOAMMBIM OPTaHU30BATh Y€pPe3 HECKOJIBKO JIET TOBTOPHOE
AHKETUPOBAHUE /I MOHUTOPUHTA IIEHHOCTHBIX OPUEHTAINI YUUTETCH.

BuIBOABI
Conclusions

e AHaiu3 JaHHBIX OOHApPYXXWJI OOJIbIIOE CXOACTBO BO B3MVIsAAX Ha
IPEeUMYyIIeCcTBa MPO(ECCHu y PIKCKUX U CMOJICHCKUX YUUTEICH.

e B nenom yuuTtens NO3UTUBHO BOCIPUHUMAIOT CBOKO PabOTy (KOJIMYECTBO
«IUTIOCOB» Tpodeccur TPEBBINIAET KOJIMYECTBO €€ «MHUHYCOB»), UTO
CBUJIETEIBCTBYET 00 YCTOMYHMBOM MpohecCHOHANTBHON NIEHTUYHOCTH.

e  ['myOuHHBIE IICHHOCTHBIE MPEUMYyIIECTBa Mpodeccrun (BOZMOKHOCTh TECHO
oOaTeCs € ACTbMU/TMOAPOCTKAMHU, Pa3BUTHE COOCTBEHHON JIMYHOCTH,
npodeccusi Kak MUCCHSI) B Tjla3ax y4uTess O€3yCI0BHO MpeoOaagatoT Hal
«OBITOBBIM»  (DAaKTOPOM, UTO TakKe CBUACTEIBCTBYET O Ppa3BUTON
npo(ecCUOHANBHON HJIEHTUYHOCTH PAOOTAIOIMX B UIKOJE MEJaroros.
Hanbonee wyacto ymoMUHAIUCH JBa THUIA NPEUMYIIECTB mpodeccuu:
pa3BUTHE COOCTBEHHOW JIMYHOCTH  (JIUAUPYIOIIAsi  KaTeropusi) U
BO3MOXKHOCTh TE€CHO OOIIATHCS C JIEThbMU/TIOJPOCTKAMHU. DTH KaTErOpuu
MPUCYTCTBYIOT B OOJBIITMHCTBE aHKET. [[eHHOCTh mpodeccun Kak MUCCUU
0 KOJHMYECTBY IIOCTABJIICHHBIX «IUIIOCOBY» CYIIECTBEHHO OTCTaeT OT
JUANPYIONIUX KaTEropui, B 0COOEHHOCTH OT KaTETOPUM CaAMOPAa3BUTHSI.

e [Jlpu mnoAroToBKE YyuuTeNEH CcleAyeT YACHSITh OoJibllle BHUMAaHUS
TrapMOHUYHOMY Pa3BUTHIO IICHHOCTHOTO BOCHPHATHS CTYICHTAMH UX
Oynymieit npodeccuu, B 4aCTHOCTH, COaJTaHCUPOBAHHOMY COOTHOIICHUIO
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TpeX JUYHOCTHO 3HAYMMBIX 0a30BBIX IEHHOCTEH mMpodeccuu: OOIIECHUs C
YYCHHKAMU, Pa3BUTHUS COOCTBEHHOM JIMYHOCTH W MOHUMAHUS Mpodeccuu
KaK MUCCHH.

Summary

Researching the advantages of teaching as viewed by teachers is important for the
investigation of the professional identity of teachers. In research on teacher’s motivation,
satisfaction by their job, her/his professional position and etc., questionnaires usually contain
multiple choice questions or rating scale questions (see, for example, Cookun & I'ymeH,
2011; ATL, 2015; Menzies et al., 2015; Canrinus, 2011). However this decreases the
subjective involvement of respondents and their responsibility for their answers. In the
present research a survey was implemented with the following open question: “What are the
positive and negative aspects of your profession?” Two groups of respondents were surveyed:
74 teachers in Riga and 70 in Smolensk.

The analysis of data reveals a considerable similarity between the views of teachers of
both countries. In general, the teachers are moderately positive about their profession (the
number of “pros” exceeds the amount of “cons”: the ratio of mean values is 1,21 in Riga and
1,26 in Smolensk, which indicates to the stable professional identity. In further analysis the
categorizing of responses is applied. This helps to reveal the structure of the advantages
mentioned in questionnaires. Four main categories are identified: a) communication with
students, b) self-development, c) profession as a mission, d) working conditions. The ratio of
sum of rates of spiritual values (a+b+c) to the rate of every day’s advantage (d) is 5,8 in Riga
and 4,6 in Smolensk, which also shows a well-developed professional identity of school
teachers.

The category of self-development (mean rates are 1,22 in Riga and 1,14 in Smolensk)
and communication with students (0,88 and 0,77) are most frequently mentioned; they are
present in the most of forms (mode 1). It can be supposed, therefore, that these two values,
though opposite in a sense, belong to the very core of teachers’ identity. Harmoniously
combined in complementary interaction, they support sustainable professional identity. The
third value, profession as a mission, is well behind the first two (mode 0), although slightly
higher than the forth category (work conditions).

It can be concluded that pedagogical universities should pay more attention to the
harmonious and well-balanced development of professional values in their work with
students.

The study is a pilot project to test the procedure for a wider research planned for the
future.
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JAUNIESU PILSONISKAS POZICIJAS VEIDOSANAS
PRAKTISKIE ASPEKTI PEDAGOGISKAJA PROCESA

Practical Aspects of the Formation of Youth Civil Position in the
Pedagogical Process

Pavels Jurs
Liepajas Universitate, Latvija

Allda Samusevica
Liepajas Universitate, Latvija

Abstract. Emphasizing the social value of the democratic state and civic society, the authors
of the publication have updated the theoretical nuances of attitudes towards citizenship of
young people as well as the formation of civic position and empirical findings in the field of
civic engagement and promotion opportunities. The objective of publication is: basing on the
theoretical understanding of the dimensions of the citizenship formation, to characterize the
manifestations of civic attitudes of 9" grade students in the pedagogical process and to assess
the practical aspects of the formation of civic position through approbation of upbringing and
educational program in ensuring young people’s civic engagement.

Keywords: attitude, civic engagement, civil position, youth, upbringing.

levads
Introduction

Nozimigs demokratiskas valsts sekmigas attistibas faktors ir tas iedzivotaju
pilsoniska pozicija un sociala atbildiba. Personibas pilsoniska pozicija atspogulo
individa atbildibu pret kopigiem sabiedribas izaicinajumiem, ka art gatavibu klat
par aktivu socialas attistibas subjektu. Pilsonu atbildibas princips ir ietverts
Apvienoto Naciju Organizacijas (GGeneralas Asamblejas pienemtaja Visparéja
cilvéktiesibu deklaracija, kur 29. panta ir noradits: “katram cilvékam ir
pienakumi pret sabiedribu, kura tikai ir iespgjama vina personibas briva un
pilniga attistiba” (Vispargja cilvektiesibu deklaracija, 1948). Ari Latvijas
Republikas pamatlikuma, Satversmes preambula, ir uzsvérts pilsonu atbildibas
aspekts: “ikviens riipgjas par sevi, saviem tuviniekiem un sabiedribas kopgjo
labumu, izturoties atbildigi pret citiem, nakamajam paaudzém, vidi un dabu”
(Latvijas Republikas Satversmes preambula, 2014). Cilvékam jasp€j uznemties
atbildibu ne tikai par savu ricibu, bet arf japiemit pienakuma apzinai pret savu
gimeni, sabiedribu un valsti, kura vin$ dzivo, protams, savu iesp&ju un resursu
ietvaros. Tacu pienakuma apzina, individa atbildiga attieksme un riciba pret sevi
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un apkartgjiem, kas izpauzas personas pilsoniskaja pozicija, nerodas pati no
sevis, tas pirmsakumi veidojas jau audzinasanas procesa gimeng, attistas un
mérktiecigi pilnveidojas izglitoSanas procesa skola, ka ari individa socialas
atbildibas pasregulacijas ietvaros.

Dzivojot strauji mainigaja globalizacijas laikmeta, viens no valstu attistibas
priekSnosacijumiem ir demokratiskas vides nodroSinaSana, tadejadi iesaistot
iedzivotajus svarigu jautajumu apspriesana, veicinot ikviena valsts iedzivotaja,
tai skaita jaunieSu, lidzdalibu un Iidzatbildibu par noris€m valsti. Turklat par
vienu no 21. gadsimta izaicindjumiem, ka to formulé Pasaules ekonomiskais
forums, lai sekmé&tu kopienu un lidz ar to valstu sekmigu attistibu, tiek atzita
pilsoniskas sabiedribas veicinaSana. Pilsoniska sabiedriba, ka atzist Pasaules
Veselibas organizacija, nodrosina un uzlabo valsts iedzivotaju dzives kvalitati
(World Health Organization, 2002). Savukart viens no pilsoniskas sabiedribas
pastavéSanas un attistibas nosacijumiem ir iedzivotaju, tai skaitd, jaunieSu
pilsoniska lidzdaliba (World Economic Forum, 2013).

JaunieSu lidzdalibas starptautiska analize dazadas organizacijas apliecina,
ka Latvija ir viens no zemakajiem raditajiem (38,7 %) Eiropas Savieniba
(European Commission, 2011). Ari 2015. gada Eiropas Komisijas dati
atspogulo, ka salidzinoSi neliela dala jaunieSu labprat piedalitos kada no
jaunieSu nevalstiskajam organizacijam. JaunieSu interese par politiskajiem
procesiem un vélme tajos iesaistities ir Joti zema. Tikai 5 % Latvijas jauniesu ir
gatavi iesaistities politiskas lidzdalibas aktivitatés (European Commission,
2015). Tas ir viszemakais raditajs starp 28 Eiropas Savienibas dalibvalstim.

Publikacijas mérkis: pamatojoties uz teorctisko izpratni par pilsoniskuma
veidoSanas dimensijam pedagogiskaja procesa, raksturot jaunieSu, 9. klasu
skolénu, pilsoniskas atticksmes izpausmes un novertét pilsoniskas pozicijas
veidoSanas praktiskos aspektus, istenojot audzinoSi izglitojosas programmas
aprobaciju jaunieSu pilsoniskas Iidzdalibas nodroSinaSana.

Petijuma metodes: literatiiras un normativo dokumentu teorétiska analize,
empiriska izp&te: skolénu anketéSana, par spriedumu kontentanalize, ieglito datu
apstrade.

Pilsoniskas pozicijas veido$anas dimensija
The formation dimension of civil position

Pilsoniskumu raksturo multidimensionals saturs, kuru veido pilsoniska
izglitiba - uz zinaSanam balstita pilsoniska parlieciba un pilsoniskas prasmes;
vertibu izglitiba — sava pozicija pilsoniskaja atticksmé un uzskatos; vides
izglitiba — ricibsp€ja atbilstoSi ilgtsp€jigai attistibai (Quisumbing, 2002).
Pilsoniska audzinasana ietekmé individa pilsoniskas pozicijas tapSanu ar
individualas attiecksmes veidoSanos, rezultata veicinot individa pilsonisko
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atbildibu. Pilsoniska izglitiba veido noteiktu vertibu sist€ému. JaunieSu pilsoniska
atbildiba un ricibspgja veidojas personiskas pieredzes rezultata, macoties darot
un esot atbildigam par savu atticksmi un darbibu. Pilsoniskas audzinasanas
konteksta nozimigs ir gan audzinas$anas faktors gimeng, kur novérota vecaku
attieksme partop par jauniesu ieradumu (World Bank, 2007), gan skola istenota
pedagogiska pieeja, kur skolotaju pienakums un reiz€ izaicinajums ir palidzét
jaunieSiem sagatavoties unikalam 21. gadsimta prasibam (National Education
Association, 2010).

Tiesi pilsoniska pozicija raksturo individa attiecibas ar sabiedribu, kuras
izpauzas pilsona pienakumu TstenoSana pret valsti, apziniga un atbildiga
atticksme pret cilvékiem un savu valsti. Pilsoniskas audzinasanas pamatmerkis:
“pilsoniskas atbildibas veidoSanas ka personibas integréjoSu ipasibu kopuma
aktualizéSana, kas sevi ietver individa iek$€jo brivibu, paSapzinu, cienu pret
valsti, milestibu pret savu dzimteni, tolerantu atticksmi pret pastavoSam
dazadibam, patriotisko jitu harmonisku izpausmi un starpkultiiru dialoga
veidosanu” (Cnacrénun et al., 2002, 266). Pilsoniskas zinaSanas, ka viens no
pilsoniskas kompetences komponentiem, nodroSina atbalstu demokratijas
vertibam, veicina politisko Iidzdalibu, palidz izprast un aizstavet savas pilsonu
tiesibas un pienakumus, ka ar1 veido individa personisko viedokli un vistiesakaja
veida sekme pilsonisku ricibu (Galston, 2004).

Apzinoties  pilsoniskas  audzinasanas mérki un  audzinaSanas
likumsakaribas, iesp€jams izvirzit pilsoniskas audzinaSanas komponentus, kas
pedagogiskaja procesa nodrosina jaunies$u pilsonisko poziciju:

e pilsoniskas apzinas veidoSanas, izpratnes par savam tiesibam un
pienakumiem, demokratiskajam veértibam nodroSinasana, zinasanu par
savas pilsétas, novada un valsts kultirvesturiskajam tradicijam
vairosana, piederibas izjutas savai valstij aktualiz€Sana;

e pilsonisko emociju un 1pasibu veidoSanas: patriotisms, lojalitate,
internacionalisms, tolerance, socialas atbildibas izjita, gataviba
aizstavet savu dzimteni un argument€ti paust savu viedokli;

e pilsoniskas lidzdalibas aktiviz€Sana, aktiva un atbildiga iesaistiSanas
socialajas aktivitates, organizatoriskas prasmes.

Tadejadi pilsoniska audzinaSana ir =zinaSanu, prasmju, vertibu un
motivacijas kombinacija, kas lauj veicinat sabiedribas dzives kvalitati (Ehrlich,
2000).

Raksturojot pilsoniskas pozicijas bitibu, var secinat, ka pilsoniska
audzinaSana ir orient€ta uz individa pilsoniskas pozicijas veidoSanos, kas
rezultata nosaka individa pilsonisko lidzdalibu (1. attels).
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Audzinasana

Individa
pilsoniska
lidzdaliba

Individa
pilsoniska
pozicija

Pilsoniska
audzina$ana

1. att. Audzinasanas, pilsoniskas pozicijas un pilsoniskas Iidzdalibas mijietekme
Figure 1 The interference of upbringing, civil position and civic engagement

JaunieSu pilsoniskas pozicijas izpausmes
The expressions of youth civic position

Aktualizgjot pilsoniskas audzinaSanas nozimigumu un socialo aktualitati
jaunieSu pilsoniskas lidzdalibas veicinasana, 2015. gada publikacijas autori
veica realas situacijas izpéti skolénu pilsoniskas pozicijas apzinasana. Par
petijjuma bazi tika izvEleta viena no Liepajas visparizglitojoSajam skolam.
Skolenu pilsoniskas pozicijas diagnostic€Sanas posma piedalijas 83 devito klasu
audzekni, savukart izstradatas pilsoniskas lidzdalibas veicino$as macibu
programmas aprobacija tika iesaistiti 27 skoléni no vienas devitas klases.

Pilsoniskas pozicijas diagnostic€Sanas posma skoléni patstavigi rakstija
parspriedumu par t€tmu “Es un Latvija”, ka arl aizpildija aptaujas anketu.
Parsprieduma analize atspogulo skolénu attieksmi pret Latvijas valsti, sniedz
Latvijas valsts raksturojumu, att€lo skolénu ceribas, vélmes attieciba pret savas
valsts nakotni, pauz skolenu individualo pilsonisko poziciju un dzives nakotnes
ieceres. No parspriedumiem izriet, ka skoléni Latvijas valsti asoci€ ar majam,
dzimteni un piederibu. Savukart Latvijas valsts raksturojuma visbiezak tiek
miné&ta nelabvéliga sociali ekonomiska situacija, satraukums un bazas par valsts
izaugsmi un tautas vienotibu. Valsts nakotnes perspektivas tiek iezimétas ar
nepiecieSamibu mainit sabiedribas attieksmi, to orient€jot uz Iidzcietibu un
aktivaku pilsonisko lidzdalibu.

Raksturojot savu pilsonisko attieksmi un poziciju, skoléni pauz domas, ka
vini velas nakotné biit pilsoniski aktivi, ir appémibas pilni labi macities, bt
atbildigi, popularizet Latvijas valsts t€lu. Taja pasa laika skolénu pardomas pauz
un izsaka nezinu, ka istenot savu pilsonisko poziciju, kas viniem biitu jadara.
Atseviskos gadifjumos skolénu izteikumi pauz apjukumu un pat atklatu
nihilismu, piem&ram, empiriska pétijjuma ietvaros tika konstatéti sekojosi
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skolénu izteikumi: “mani nekas neinteresé”, “es gribu atrak tities prom no
stulbas valsts”, “valstt viss ir slikts”, “Latvija mani neinteresé” un citas
lidzigas replikas.

Kopuma skolénu individualas nakotnes perspektivas saistas ar dzivi
Latvija, profesionalo izaugsmi, tomér liela darbu dala (38 %) dominé skolénu
nezina par savu nakotni. Parspriedumu analize atklaj skolénu ceribas (56 %) pec
labakas dzives ekonomiskaja aspekta, nodroSinot socialo vienlidzibu un
taisnigumu, ka ari atspogulo v€lmes péc izglitotas, iecietigas un vienotas
sabiedribas, kas, iesp&jams, skaidrojams ar skol€nu sastaptajiem izaicinajumiem
socialekonomiskas dzives realitaté un giito nelabvéligo pieredzi (sociala
nevienlidziba) gimeng.

Taja pasa laika skoléni individuala Itmeni nedz tagadnes, nedz nakotnes
konteksta neaktualizé skolas nozimi, kas zinama meéra veido pretrunu. Skoléni
tik daudz laika no savas dzives pavada izglitibas iestade, bet kopgja nakotnes
redz€juma izglitibas iestadei netiek veltita uzmaniba. Lidz ar to skoléniem
neveidojas prieksSstats par izglitibas iestades nozimi personibas pilnveides un
valsts talakas izaugsmes konteksta.

Skolénu aptaujas rezultatu analize atklaj, ka, neskatoties uz faktu, ka skola
skolénu lidzdalibu nodroSina vienigi skolénu lidzparvalde, sniedzot iesp€ju
skoléniem iesaistities savas skolas dzives veidoSana, 52 % no aptaujatajiem 9.
klasu skoléniem to nezina. Skoléniem ir izteikts informacijas un zinaSanu
trukums, ka iesaistities pilsoniskas Iidzdalibas darbibas, jo Sim jautajumam
netick pieversta pietickama uzmaniba nedz skola, nedz ari gimenés, Iidz ar to
skoléniem nav nodroSinatas iesp&jas Tstenot savu pilsonisko poziciju. Lidztekus
liclaka skolénu dala (53 %) uzskata sevi par pilsoniski neaktiviem, un licla dala
(43 %) skolénu neuzskata sevi par valsts patriotiem, kas kopuma iezimé
negativu tendenci jaunieSu paSvert§juma un attiecksme. Skolénu pilsonisko
aktivitaSu zemais pasvertejums diemzel ir atbilstoSs skolenu zemajai pilsoniskai
lidzdalibai. Pilsoniska pasivitate, patriotisko jiitu mazinaSanas var novest pie
cilvéka vienaldzigas attieksmes pret valsti. Savukart vienaldziga attieksme pret
socialiem procesiem un valsti kopuma tikai mazina individa piederibas izjiitu
valstij, tad€jadi negativi iespaidojot valsts attistibu.

Lai merktiecigak ietekmé&tu skoleénu pilsoniskas pozicijas veidoSanos
pilsoniskas audzinasanas ietvaros pedagogiskaja procesa, tika izstradata un
aprobéta pilsonisko lidzdalibu veicino$a macibu programma. Tas aprobacija tika
iesaistiti 27 skoléni no vienas devitas klases. Izstradatas macibu programmas
mérkis ir sekmét skolénu pilsonisko lidzatbildibu un iesaistiSanos sabiedriski
nozimigajos procesos demokratijas apstaklos, tadgjadi realizéjot savu pilsonisko
poziciju jau skolas vidé. Balstoties uz izvirzito merki, tika izstradati macibu
programmas uzdevumi:
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izkopt izpratni par individualas atbildibas nozimi visdazadakajas
dzives jomas;

veidot skolénu zinasanas par demokratijas biitibu un vertibam;

attistit izpratni par skolénu tiesibam un pienakumiem demokratiska
vide;

veicinat skolénu zinasanas par pilsoniskas Ilidzdalibas, brivpratiga
darba nozimi un iespgjam vietgja, regionalaja, nacionalaja un
starptautiskaja Itment;

apgiit nepiecieSamas prasmes sekmigai un meérktiecigai pilsoniskai
lidzdalibai.

Pielietojot daudzveidigas pedagogiskas metodes un formas, macibu process
tika organizets sekojosa veida:

diskusijas, prata vétra un apala galda diskusijas, kopigi meklgjot
skaidrojumu pilsoniskas lidzdalibas jedzienam wun pilsoniskas
lidzdalibas nozimei;

1zzinas un petnieciskas darbibas veicinaSana socialas jomas jautajumu
konteksta. Skolénu patstavigais darbs, darbojoties skolas skolénu
lidzparvaldes un/vai jaunieSu nevalstisko organizaciju darbiba;
pastaviga darba prezent€Sana, veicinot publiskas runas prasmes;
tikSanas ar Liepajas pilsétas un Latvijas Republikas 12. Saeimas
deputatiem, lai argumenteti diskutétu par jaunieSu nozimi Liepajas un
valsts attistiba;

tik§anas ar jaunieSu nevalstiskas organizacijas parstavjiem, lai
lepazitos ar organizacijas darbibu un sniegtajam iesp&jam;

debates klas€ ,,Eiropas Savieniba piedava/nepieddva jaunieSiem
pilsoniskas lidzdalibas iespéjas’;

darbs grupas pie projekta ,Jauniesu pilsoniskas lidzdalibas iespéjas
karte” ar konkrétam Ilidzdalibas iesp&jam skola, pils€ta, valsti un
Eiropas Savieniba;

1zstradata projekta aizstavesana, viedoklu apmaina;

klases daliba skolas skolénu lidzparvaldes pasakumu organizéSana, lai
veicinatu skolénu atbildibas veidoSanos;

skolénu organizeta labdaribas akcija dzivnieku patversme.

Lai identific€tu izstradatas macibu programmas aprobacijas rezultatus un
noteiktu izmainas skolénu pilsoniskajas zinasanas, attieksmé un uzvediba, tika
organizéta skolénu aptauja. Aptauja piedalijas petijuma bazes 27 skoléni no
vienas devitas klases. Aptaujas 1. dala tika ieklauti 10 nepabeigtie teikumi,
kurus skoléniem vajadz€ja pabeigt (1. tabula), tadejadi raksturojot savu
pilsonisko poziciju. Apkopojot aptaujas 1. dalas rezultatus, var izvirzit
apgalvojumu, ka skoléni apzinas savas pilsoniskas pozicijas izpausmes iesp&jas
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un izprot pilsoniskas lidzdalibas nozimi gan personibas pilnveidé, gan skolas,
vietgjas sabiedribas un valsts attistibas konteksta.

1. tab. Skolénu pilsoniskas attieksmes izpausmes
Table 1 The expression of pupils’ civic attitudes

Piedavatie nepabeigtie teikumi Skolenu dominéjosa attieksme

1. Pilsoniska Iidzdaliba, manuprat, | ¢ daliba dazados pasakumos un socialas akcijas
ir e individuala lidzdaliba valsts attistiba
piedaloties dazados pasakumos, tai skaita, skolas
konkursos un olimpiadés

sniedzot palidzibu citiem

ta palidz attistit un pilnveidot valsti

ta sniedz labumu sabiedribai

ta nodroSina iesp€ju cilvekam paSrealizeties
palidzet savai skolai

organizet dazadus pasakumus

pilnveidot sevi un giit jaunu pieredzi
pilnveidot sevi

palidz&t citiem

tas ietekmé sabiedribu

tas skar ikvienu cilvéku

tas veicina individualo personibas pilnveidi
tas mazina vienaldzibu

tas veicina valsts attistibu

tas pilnveido cilveéku

tas palidz lidzcilvekiem

ta ir iespeja kaut ko mainit

2. Pilsoniska lidzdaliba var
izpausties dazadi, pieméram,

3. Pilsoniska Iidzdaliba ir svariga,
jo

4. Piedaloties skolas skolénu
lidzparvaldes darba, es varu

5. Piedaloties jauniesu nevalstisko
organizaciju darba, es varu

6. Ir svarigi uznemties atbildibu
par apkartgjiem procesiem, jo

7. Ir svarigi biit pilsoniski aktivam
un atbildigam pilsonim, jo

Aptaujas anketas 2. dala tika ieklauti 17 apgalvojumi, kur skoléni atzim&ja,
cik liela méra vini piekrit vai nepiekrit izteiktajiem apgalvojumiem. Apkopojot
aptaujas 2. dalas rezultatus (2. attéls), kas dalgji atspogulo izstradatas macibu
programmas aprobacijas procesa iegiitos sasniegumus, Var novérot pozitivas
tendences.

1. Pilsoniskas lidzdalibas augsts pasveértéjums

93 % respondentu uzskata sevi par pilsoniski aktiviem jaunieSiem, kuri ir
gatavi uznemties atbildibu. Tacu neskatoties uz skolénu augsto pasveért€jumu
individualas pilsoniskas atbildibas konteksta, atbildibu, pieméram, dazadu
pasakumu rikoSana ir gatavi uznemties 67 % respondentu.

2. Parzina savas pilsoniskas lidzdalibas iesp&jas un apzinas savu nozimi

Respondenti vislabak parzina savas pilsoniskas lidzdalibas iesp€jas tieSi
sava skola, jo ikdienu saskaras ar skolas arpus stundu piedavatam iesp&jam.
Tacu biutiski atzimét, ka skoléni ir loti labi informé&ti par savam lidzdalibas
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iespéjam pils€tas, valsts un Eiropas Savienibas meéroga. Visi respondenti
(100 %) atzimé&ja, ka zina savas pilsoniskas lidzdalibas iesp€jas skola, pilséta,
valsti un Eiropas Savieniba.

100,00%
99,00%
98,00%
97,00%
96,00%
95,00%
94,00%
93,00%
92,00%
91,00%

93%

Es zinu savas pilsoniskas lidzdalibas ~ Esmu pilsoniski aktivs un atbildigs jaunietis,
iesp€jas skola, pilseta, valsti un Eiropas kas ir gatavs uznemties atbildibu
Savieniba

2.att. Skolénu pasveértéjums péc izstradatas macibu programmas aprobacijas
Figure 2 Students’ self-esteem after approbation of developed education program

Skaidrojums tik pozitiviem rezultatiem, iesp&jams, tick meklgjams fakta, ka
izstradatas petniecibas programmas aprobacijas laika visiem skoléniem tika
piedavata un nodroSinata iesp€ja aktivai lidzdalibai gan pasakumu organiz€sana,
gan dalibai tajos. Nemazak nozimigs ir fakts, ka skolénu pilsoniskas pozicijas
veicinaSana tika izmantotas ne tikai formalas, bet ari neformalas izglitibas
metodes un formas gan macibu procesa, gan arpus ta. Pieméram, lidztekus
tradicionalajam formalas izglitibas metodém (prata vétra, apala galda diskusijas,
1zzinas un pétnieciska darbiba, debates), stundu ietvaros un arpus tam tika
organiz€tas skolénu tikSanas ar 1l€émgjvaras un izpildvaras parstavjiem, tikSanas
ar jaunieSu nevalstiskas organizacijas parstavjiem, ka ar1 praktiska iesaistiSanas
skolas skolénu lidzparvaldes pasakuma ,Nakts skola” organizéSana un
labdaribas pasakuma rikoSana dzivnieku patversme.

Jaatzime, ka visi respondenti (100 %) atzinigi novert€jusi savu darbibu
izstradatas macibu programmas aprobacijas gaita, aptaujas anketa ieklautajam
apgalvojumam ,.temu apguve, manuprat, bija loti interesanta un nepiecieSama”
78 % respondentu atzim&jusi, ka pilniba piekrit izvirzitam apgalvojumam,
savukart 22 % atziméjusi, ka piekrit izvirZitam apgalvojumam. Sads
respondentu veértéjums apliecina, ka jauniesu pilsoniskas pozicijas veicinasana
skola, izmantojot daudzveidigas formalas un neformalas pedagogiskas metodes,
nodroSinot pasu skolénu aktivu iesaistiSanos skolas arpusstundu pasakumu
organizéSana, ir aktualiz€ama. Svarigi ir nodroSinat apstaklus un motivéjosu
vidi, kura ikkatrs skoléns var istenot savu individualo pilsonisko poziciju un
praktiski izprast pilsoniskas Iidzdalibas attistoSo potencialu gan individualas
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personibas pilnveides procesa, gan vietgjas sabiedribas kapacitates stiprinasana.
Lidztekus kvantitativiem raditajiem, analiz€jot izstradatas un aprobé&tas macibu
programmas nozimi jaunieSu pilsoniskas lidzdalibas veicinasanas konteksta,
jamin, ka vairaki veikta eksperimentala pétijjuma dalibnieki, kuri turpina
macibas pétijuma bazes skolas 10. klas€, nu jau pasi veido skolénu lidzparvaldes
komandu un ar augstu atbildibas pieeju organizg skolas arpusstundu aktivitates,
riko socialajas akcijas, klustot par skolénu lidzparvaldes lideriem, tadg€jadi
apliecinot savu pilsonisko poziciju dzive.
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Secinajumi
Conclusions

Pilsoniskas audzinasanas mérkis nosaka pilsoniskas atbildibas veidoSanos
ka personibas integréjoSu ipasSibu kopuma aktualizé€Sanu, kas sevi ietver
individa 1ek$€jo brivibu, paSapzinu, cienu pret valsti, milestibu pret savu
dzimteni, tolerantu attiecksmi pret pastavosam dazadibam, patriotisko jiitu
harmonisku izpausmi un starpkultiru dialoga veidoSanu. Pilsoniska
pozicija raksturo individa attiecibas ar sabiedribu, kas izpauzas ka
pienakumi pret valsti, apziniga un atbildiga attieksme pret cilvékiem un
savu valsti

Ir loti svarigi daudzveidiga pedagogiskaja procesa nodro$inat iesp&ju
skoléniem uznemties pilsonisko atbildibu praktiskas darbibas aspekta,
sniedzot skoléniem visa veida nepiecieSamo atbalstu un praktiskai darbibali
nepiecieSamos resursus. Jo tiesi ar skoleénu pilsoniski atbildigas darbibas un
ricibas starpniecibu gan tie§a macibu procesa, gan arpus stundu aktivitates
var mérktiecigi un efektivi veicinat pilsoniskas pozicijas veidosanos.
Pedagogam jasniedz skoléniem pamatota parlieciba par vinu sp&jam un
iespejam iesaistities un giit pozitivus rezultatus skolas dzives parvaldiba.
Faktiski visam izglitibas saturam biitu jabalstas uz pilsoniskas audzinasanas
pamatprincipiem, pielietojot daudzveidigas pedagogiskas pieejas un
formas, lai skolénu pilsoniskas atbildibas veido$anas butu ka integréjosa
personibas 1paSibu, prasmju un sp&ju holistiska izkopSana visa
pedagogiskaja procesa. Skolotajam ir jabut iedvesmas, motivacijas un
praktiska atbalsta avotam skolénu pilsoniskas lidzdalibas veicinasana, tapec
pasa pedagoga ieinteresétiba, pilsoniska pozicija un pedagogiska
kompetence ir loti svarigs komponents jaunieSu pilsoniskas pozicijas
veidoSanas procesa.
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Summary

Holistically conscious and purposeful implementation of civic education in the
pedagogical process has a significant impact on the formation of civic attitudes and
responsibilities of young people, affecting the expression of civic engagement. Upbringing
within the family and the school forms the human attitude in the most direct way, while civic
education shapes civically responsible attitude, which can manifest itself in many ways as an
individual civil position. Developing civic position, student can meet both: social and
emotional needs.

Practicing pedagogical approach with a principle of learning in action (on the processes
and results-oriented learning), students™ practical work can be encouraged and promoted in a
more targeted impact on students' civic attitudes formation. Their conviction for the need to
act civically responsible, be patriotic, pro-active state citizen able to contribute to national
growth is contributed. Youth civic engagement and expression can be characterized by their
knowledge, beliefs and freedom of choice and activity, as well as opportunities of self-
determination rights and obligations, civil position, responsibility and specific capacity.

The study results presented in the publication confirm that youth civic engagement can
be contributed through civic upbringing. At the same time it cannot be limited only with the
didactic approach to the promotion of youth civic engagement in the educational process. In
the process of civic upbringing students™ civic attitude is formed. This is a process when
targeted effort leads to the development of young people’s civic position. Civic engagement is
closely linked with the civil position. It is a real expression of socially responsible capacity.
The family's guidelines, parents’ role model, peer influence, the school implemented
educational strategies, as well as teachers' teaching quality have a significant impact on the
promotion of youth civic engagement.
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KRITISKI KOMUNIKATIVA PIEEJA PROFESIONALAJA
IZGLITIBA

Critical Communicative Approach in the Vocational Secondary
Education

Iréna Kroice
Rézeknes tehnikums, Latvija

Abstract. The author investigates opportunities to apply critical communicative approach in
the process of vocational training. To satisfy market demand for competitive and critically
thinking experts it is necessary to provide problem oriented and reflexive training.

The didactics of social constructivism is based on dialogical relations between teachers and
trainees; mutual cooperation results in obtaining new experience, stimulation of cognitive
activity, critical thinking and motivation.

Keywords: vocational education, social constructivism, critical thinking.

levads
Introduction

Profesionalaja izglitiba zinasanu un prasmju apguve skatama kopsakariba
ar personibas atbildigumu, socialo kompetenci, sp&ju kritiski domat, patstavigi
planot savu darbibu, to paSkontrol€jot un paSnovert§jot. Veiktas parrunas ar
Latgales regiona nozaru specialistiem liecina, ka profesionalo skolu absolventi ir
sekmigi apguvu$i pamatprasmes specialitaté, bet neprot pietiekosi efektivi
darboties nestandarta situacijas, ne vienmér prot kritiski izvertét sava darba
rezultatus, sp€jot teorctiski pamatot tehnologiskos procesus, izprotot to bitibu
un likumsakaribas. Tresa profesionalas kvalifikacijas Itmena standartos un
macibu programmas ir paredz€tas prasibas, kuru izpildei nepiecieSamas augsta
Iimena domasanas prasmes — salidzinaSana, argumente$ana, secinasana. Lidz ar
to profesionalas vidgjas izglitibas programmu galvenie mérki ir palidzet tapt
profesionali kompetentai personibai, kura spg Kkritiski domat, izvertgjot
viedoklus un situacijas, saskatot buitisko un spgjot parstrukturét zinasanas, lai
piedavatu daudzveidigus problému risinajumus. Iepriek$€jos pétijumos iegiitie
dati liecina, ka Sos uzdevumus iesp&jams sekmigi risinat, izmantojot kritisku
domasanu veicinoSas macibu strat€gijas. Galvena kritisko domasanu attistosu
macibu pamatideja saistas ar apzinatu, refleksivu un atbildigu macibu darbibu,
kur skoléns tiek rosinats izprast macisanas personisko jégu un nozimi, sadarbiba
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ar citiem pilnveidojot savu pieredzi, pasnovertgjot savus macibu sasniegumus un
macisanas problémas.

Raksta merkis ir teorétiski pamatot un atklat kritiski komunikativu macibu
modela strukttiru.

Raksta atspogulotaja p&tijuma veikta: 1) kritiski komunikativas pieejas un
dialogiskas pedagogijas teorétisko atzinu analize, 2) profesionalo macibu
nodarbibu véroSana, 3) skolotaju un skolénu aptaujas un intervijas, 3) ir
izmantota ari personiska pedagogiska pieredze.

Kritiski komunikativas pieejas teorétiskais pamatojums
The theoretical substantiation of the critically communicative approach

Kritiski komunikativa pieeja ir balstita kritiska konstruktivisma teorija un
saistas ar J. Habermasa, R. Vinkela, P. Freires, P. Aleksandera, V. Klafkes
pamatotajam atzinam. PE&tljuma autore izmanto ar1 dialogiskas pedagogijas
teoretiskas nostadnes.

Galvena dialogiskas pedagogijas paradigma ir balstita uz atzinu, ka
centralais macibu procesa komponents ir saruna, kura ar vienadam tiesibam
piedalas abas puses, tadgéjadi piedavadamas savus izzinas laukus un ricibas
modelus (Puréns, 2012). Dialogam ir personibu attistoSas funkcijas, jo tas ietver:
dazadu uzskatu un viedoklu apgiiSanu, atzistot to nozimigumu ka pamatu
mijiedarbibai; ka arT veido ievirzi uz savstarp€ju pilnveidosanos. Tiek veicinata
prasme argumentét, sp&ja atzit savu nezinasanu, lligt atbalstu un to pienemt
(Bubers, 2010). G. Buss uzskata, ka dialogs veic komunikativo, izzinas,
heiristisko, kreativo, konstruktivi — parveidojoSo, audzinoS0 reprezentacijas,
kritisku domasanu attistos0 funkcijas. Tani apvienojas emocionalais un
intelektualais faktors, viens otru savstarpé€ji ietekméjot: domas rosina jiitu sferu,
savukart emocionala sfera aktiviz€ domaSanu. Tacu, lai diskusijas veicinatu
kritisku domasanu, to gaita paral€li viena otrai japastav divam vadlinijam: ideju
generéSanai un to kritiskai izvertéSanai ka vienotam dialektiskam procesam.
Priek$noteikums aktivai izzinas un domasSanas procesu norisei ir prasmiga
jautasana - pareizi formuléti, precizi jautajumi, kas pieméroti atbildctaja
izpratnes pakapei (bym, 1985).

Izmantojot kritiski komunikativo pieeju, tiek akcentéta analitiski vertéjosas
domaSanas attistiSana lidztiesiga skolotdaja un skoléna sadarbiba, nodroSinot
aktivu un ieinteresétu skoléna Iidzdalibu zinaSanu un prasmju apguve. Kritiska
konstruktivisma teorijas pamatlicgjs V. Klafki ir secindjis, ka maciSanas un
maciSanas sakariba ir mijiedarbigs process, kur skoléns ar skolotaja didaktiski
prasmigu un pardomatu atbalstu, bet pec iesp&jas patstavigi iegiist zinaSanas, ka
ar1 to ieguves formas, attista sprieSanas sp&jas un darbibas sp&jas refleksiva un
aktiva kopsakariba ar dzives realitati (Klafki, 1999). Savukart R. Vinkels
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norada, ka istenojot kritiski komunikativu pieeju, macibu saturs tiek apgits
1zvertjot ta personisko nozimigumu un balstoties uz pieredzi, patstavigi un sev
individuali pieejama veida konstrugjot zinasanas un pastavoso istenibu uztverot
kritiski, nemitigi tiecoties péc tas uzlaboSanas. Centralais akcents ir skoléna un
skolotaja ka darbibas subjektu vienlidz aktiva un ieintereséta, lidzvertiga un
lidztiesiga komunikacija macibu satura izzinaSanas procesa, kur nepiecieSams
savienot skolénu patstavibu ar skolotaja v&rojoSo, atbalstoSo un vertgjoso
poziciju. Sada macibu procesa bitiski nozimiga ir skolénu un skolotaju
savstarpgjo attiecibu joma (Winkel, 1986).

Izstradajot kritiski komunikativu macibu modeli autore ir némusi véra P.
Freires pamatoto viedokli par to, ka patiesas zinaSanas veidojas, Vveicot
atklajumus komunikacija ar citiem. Izzinas objekts mijiedarbojas dialoga ar
skolotaju no vienas puses un skolénu no otras. Sini situdcija abas puses ir
atbildigas par iegiitajiem rezultatiem/ sasniegumiem, kurus liela méra ietekme
sadarbibas partneru savstarpgjas atticksmes un motivacija, interese par izzinas
objektu. Dialogs tiek traktéts ka maciSanas un maciSanas lidzeklis, informacijas
nodoSanas veids, lai sasniegtu noteiktus macibu meérkus, attistitu komunikacijas
prasmes, veicinatu kritisku domasanu (Freire, 1970).

Domasana ir dialogiska saskana ar savu biittbu. L. Vigotskis akcente
valodas lietoSanas svarigumu, pamatojot, ka augstakie psihiskas darbibas procesi
rodas un attistas cilveku savstarp€ja komunikacija. Tiesi saruna palidz pilnveidot
domasanas procesu virziba no nesaprotama uz saprotamo, domas saskarsme ar
citu domu izraisa Saubas un vajadzibu pieradit. Jédziens nav iesp&jams bez
vardiem, domasSana jeédzienos nav iesp&jama arpus vardiskds domasSanas
(Boeirotckwuii, 1956).

Lai rastu iesp€jas pilnveidot skolénu runas attistibu, autore pievers
uzmanibu Leva Vigotska atzinam par runas veidiem, kur tiek izdalita: ieksgja,
argja (mutvardu) un rakstu runa. Ieksgja runa ir saisinata, konspektiva, visparéja
domas forma, kad v&l nav precizi skaidrs, ko cilvéks teiks un kada forma tas
notiks. Parejot no ieksgjas runas uz argjo, notiek runas parstrukturésana citiem
saprotama forma. Rakstu runa, biidama jauna funkcija, tiek apgiita sarezgitak un
velak. Rakstu runa ir monologs, tas attistibai nepiecieSama augsta abstrakcija, jo
ta ir runa domas un priekSstatos, kurai trukst skanas materiala un nav tieSa
kontakta ar objektu, uz kuru ta vérsta. Domasana un runasana ir vienoti, bet ne
identiski procesi. Cilvéka domasanas sp&jas vispirms attistas ka sociala
paradiba, tikai p&c tam klustot individualas (Vigotskis, 2002).

J. Jermolajeva ir secinajusi, ka dialogiskas metodikas izmantoSana veicina
ne tikai jaunas pieredzes apgiSanu, bet attista arm maciSanas prasmes, sadarbibas
un demokratiskas kopdzives sp&jas, rada labvéligus apstaklus personibas
pasattistibai. Par vienu no dialogiska macibu procesa priekSnoteikumiem tiek
atzita attiecksme, kura tiek apliikota no vairakiem skatu punktiem, defingjot
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1) attieksmi pret sarunas dalibnieku, 2) dialoga dalibnicka atticksmi pasam pret
sevi, 3) attiecksmi pret dialoga norisi. Lidz ar to dialogs tiek izprasts ka radosa
darbiba, kuras rezultata veidojas abpus€ji nozimiga atklasme (Jermolajeva,
2011). Dialogisko pamatprasmju struktiira ,,zinaSanu — prasmju — attieksmju”
komponenti parformuléti atbilstosi dialogiskajai ievirzei: ,,zinaSanam” (macibu
intelektualajam rezultatam) atbilst antinomiskas domasanas (antinomija - divu
pretstatito spriedumu savienojums, kur katrs no tiem ir vienadi parliecinoS$i
pamatots) attistiba; ,,atticksmju” komponentam - dialogiskas atticksmes
veidoSanas, kas ir izvirzita pirmaja plana saskana ar macibu motivéSanas
nozimigumu; ,,prasmes” saistitas ar radoSas darbibas Itmeni, kur augstakais
sasniegums ir jaunas nozimes un jégas radiSana (Jermolajeva, 2015).

Pétijuma rezultati
The results of the research

Veicot pétijjumu, tika aptaujati 40 Ré&zeknes tehnikuma profesionalo
macibu priekSmetu skolotaji, lai noskaidrotu viedokli par dialogisku macibu
metozu izmantoSanas regularitati un to produktivitati. 1. tabula atspogulots
dialogisku macibu metozu lictoSanas biezums profesionalajas teorétiskajas un
praktiskajas macibas.

1. tab. Dialogisku macibu metoZu izmantoSanas bieZums
Table 1 Frequency of usage of the dialogical teaching methods

Izmanto regulari Izmanto reizém Izmanto reti Neizmanto
(sistematiski)
6 20 14 -
15% 50 % 35%

Regulari dialogiskas macibu metodes izmanto 15 % skolotaju, reizém —
50 %, reti izmanto 35 % skolotaju. Uz jautajumu, vai diskusijas macibu
nodarbibas ir veérstas uz kritiski konstruktivas komunikacijas izmantoSanu,
skolotaji atbild€ja, ka So metodiku ir apguvusi profesionalas pilnveides kursos
un ta ir vertiga, tacu to izmanto fragmentari, jo ta ir laikietilpiga. Kritiski
komunikativas macibu pieejas elementi tiek sekmigi istenoti ari praktiskajas
macibas, rosinot skolénus diskutét par tehnologiska procesa izvéli, praktiska
darba norisi un ta kvalitates kritérijiem, tada veida nodroSinot pozitivu pieredzi
macibu norisi ietekm&oSo negativo faktoru samazinasana un palielinot
personisko atbildibu par savu ricibu. 2. tabula apkopoti skolotaju viedokli par
dialogisku macibu metozu produktivitati.

134



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume II, May 27" - 28", 2016. 131-142

2. tab. Dialogisku macibu metozu izmanto$anas produktivitate
Table 2 Productivity of usage of the dialogical teaching methods

Metode Metode dalgji Metode maz Metode neproduktiva,
produktiva produktiva produktiva nav verts izmantot
10 16 12 2
25 % 40 % 30 % 5%

Dialogiskas macibu metodes par produktivam uzskata tikai 25 % skolotaju,
noradot, ka tas nepietickosa méra nodroSina skolénu zinaSanu un prasmju
apguves kvalitati, to nostiprinasanu.

P&tot jautajumus ,,Kadi ir dialogisko metozu trikkumi, traucgjosie faktori to
efektivitatei” tika izmantota intervéSanas metode. Tika noskaidrots, ka
dialogisku metozu produktivitati mazina:

- to laikietilpiba (skolotaji uzskata, ka §is metodes nav virzitas uz
rezultativu macibu procesu; Skolénu zinaSanas ne vienmér izdodas
mérktiecigi nostiprinat);

- visu skolénu neiesaistiSanas izzinas procesa, jo pamata dominé
aktivakie;

- disciplinas problémas diskusiju laika;

- katra skoléna paveikta novérteésanas sarezgitiba;

- novirziSanas no paredzetas temas;

- neieintereséta attieksme, neuzticeSanas;

- komunikacijas prasmju triikums, noslégtiba, lingvistiskas problémas;

- skolénu personigo mérku neskaidriba.

Skolotaji pamato, ka daudzi profesionalas skolas skoléni salidzinoSi zema
maciSanas pamatprasmju Itmena dél nav gatavi darboties kritiski konstruktivu
macibu vide. Situacija uzlabotos, ja: skolotajiem biitu plasakas, sistematiz&tas
metodiskas zinasanas dialogisko macibu metozu joma, ka ari praktiski pieméri,
macibu materiali  kritiski komunikativas macibu pieejas izmantoSana.
Profesionalo macibu skolotdji profesionalas pilnveides kursos ir ieguvusi
informaciju par interaktivam macibu metodém un censSas tas izmantot
pedagogiskaja prakse, tacu kopuma trukst teorétiski pamatotas un kompetenti
strukturétas nostadnes par kritiski komunikativu macibu istenoSanas Ipatnibam
profesionalo macibu procesa.

Macibu nodarbibu vérosanas rezultata tika secinats, ka:

- veidojot dialogu ,,skolotajs — skoléns(i)” pamata tiek izmantotas

strukturétas, slégta tipa diskusijas, kur skolotajs vada un kontrol€
procesu ar jautajumu palidzibu, jau ieprieks paredzot gala rezultatu;
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- diskusiju gaita tiek piedavats jautat ari skoléniem, tacu atsauciba ir
verojama tikai no aktivako skolénu puses (modelis ,,skoléns —
skolotajs” nav aktuals);

- skolotajiem ne vienmer izdodas sagatavot problémiskus jautajumus,
kas virza diskusiju un ir interesanti skoléniem;

- dialogs ,,skoléns — skoléns” tiek istenots reizé€m, organiz&jot darbu
mikrogrupas, grupu darba produktivitate ir dazada - atkariga no grupas
sastava, skolénu individuali psihologiskajam Ipasibam, iepricksgjas
pieredzes, ka ar1 no ta, cik liela méra ir apzinats, personiski nozimigs
skolotaja piedavatais uzdevums.

Lai noskaidrotu skolénu atticksmi pret dialogisku macibu metozu

izmantoSanu, tika veikta 110 R&zeknes tehnikuma skolénu aptauja, kuras
rezultati atspoguloti 3. tabula.

3. tab. Skolénu attieksme pret dialogisku macibu metoZu izmanto$anu
Table 3 Attitude of the pupils to a dialogical teaching methods

Loti patik Patik Lielako tiesu Reizém Nepatik
patik patik
15 28 42 17 8
14 % 25% 38 % 15 % 7%

Aptaujas rezultati liecina, ka lielaka dala skolénu atbalsta dialogisku
macibu metozu izmantoSanu. Aktivs komunikacijas process macibu stundas
tikai reiz€ém patik 15 % skolénu un nepatitk 7 % skolénu. Precizgjot
neapmierinatibas iemeslus ar §Tm metodém, tika noskaidrots, ka tie ir skoléni,
kuriem pastav lingvistiskas problémas, nav pietiekosi attistitas komunikacijas
prasmes, triikst ieprieks€jas pieredzes Sadu macibu metozu lietoSana.

Ar interviju palidzibu tika noskaidrots, kada veida diskusijas skoléniem
liekas interesantas un kapéc. 68 % aptaujato skolénu atbildGja, ka patik
piedalities diskusijas ar klasesbiedriem, jo var sarunaties, nav jaraksta, japilda
uzdevumi, 57 % labprat darbojas grupas, kur jaizpéta kada probléma, 72 %
skolénu atziméja, ka vipiem patik situacijas, kur var izteikt viedokli, 83 %
skolénu patik diskutét par realam, praktiskam t€mam. Tacu tie
uzdevumi/problémjautajumi, kuru rezultata jauzpemas atbildiba, jabut
izstradatam secinajumam vai risinajumam, kur japrot, izteikt argument&tu
viedokli, jasp€j prezentet skolénu grupas sagatavotu atbildi, patik tikai 14 %
aptaujato skolénu.

Var secinat, ka: 1) profesionalajas macibas dialogiskas metodes tiek
izmantotas fragmentari un netiek uzskatitas par ipaSi produktivam, jo par
galveno macibu rezultatu skolotaji uzskata skolénu iegiitds zinasanas un
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prasmes, 2) lai sekmigi Tstenotu kritiski komunikativu macibu pieeju,
skolotajiem ir nepiecieSamas sistematiz€tas zinaSanas un praktiskas pieredzes
ieguve S$ini joma.

Kritiski komunikativa pieeja profesionalajas macibas
The critically communicative approach in the vocational training

Istenojot kritiski komunikativu macibu modeli, japrot sabalansét monologa
un dialoga izmantoSanu, paturot prata to, ka macibu rezultatiem (skolénu
apgitajai pieredzei) jabut jeégpilniem, kritiski izvertétiem, ilgnoturigiem un
dzivotspgjigiem, lai tos var€tu izmantot brivi interpretéjot gan profesionalaja
darbiba, gan visa turpmakaja dzive.

Pamatojoties uz sociala konstruktivisma teorétiskajam atzinam, autore ir
izveidojusi  kritiski komunikativa macibu modela strukttru, kas atbilst
profesionalas vidg€jas izglitibas programmas paredzetajiem mérkiem. Izstradajot
macibu modeli, tika nemtas véra macibu procesa struktiirelementu: ,,skolotajs —
skoléns — macibu saturs” savstarp&jas attiecibas un pastavosa mijiedarbiba,
noradot galvenos skolotaja uzdevumus, ka ar1 raksturojot maciSanas procesa
biitibu un planotos rezultatus.

1. attela ir atspogulota kritiski komunikativa macibu modela struktiira,
akcentgjot ,,skolotaja — skoléna’’ attiecibu pamattendences: abpusgji ieinteresetu
sadarbibu un lidzvertigu dialogu.

MACIBU SATURS
Problémorientéta, ar realu Jegpilna, reﬂ§ksiva
dzivi saistita, skolenam _ macisanas, kritiskas
personiski nozimiga satura izzinas metodes apguve
izveide

SKOLOTAUJS icinterescta sadarbiba SKOLENS

< »

Mijiedarbibas veidu lidzvertigs dialogs Kritiski domajosas,
projektesana, profesionali
atbalsta snieg§ana maciSanas kompetentas

griitibu parvarésanai personibas attistiba

1. att. Kritiski komunikativu macibu modela struktiira
Fig. 1 Structure of the critically communicative teaching model

Sekmigai kritiski komunikativa profesionalo macibu modela istenoSanai
leteicama S. Kurganova (Kypraunos, 1989) dialogisko macibu tehnologija, kas
paredz seSus macibu norises posmus, kuru satura autore ir ietverusi kritiski
komunikativas pedagogijas atzinas.
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1.posms - skolénu gatavibas dialogam diagnostika. Sini posma
nepiecieSama skolotaja sp&ja kritiski izvertét konkrétas macibu metodes izvéli,
nosakot skolénu individualas ipatnibas, vinu iepriekséjo pieredzi, pardomajot
metozu atbilstibu macibu mérku un satura komponentiem.

2. posms - macisanas mottvu mekl&jumi, skolénus interes€josu uzdevumu
izvéle, Kas saistas ar macibu personiskas jégas atklasanu.

Sini posma japaredz laiks refleksivam diskusijam izvirzito macibu mérku
personiskai izverteéSanai, lai veidotos pozitivs pardzivojums par gaidamajiem
rezultatiem. V. Puréns norada, ka art veidojot dialogu ,,skoléns — skoléns” pastav
aktuala probléma - personiga mérktieciba; jo nav iesp&jams sekmigs dialogs, ja
skoléni pietickami neapzinas, ko vini ar to vélas panakt (Puréns, 2012). Janem
veéra L Vigotska secinajums, ka mutvardu runai nav jarada motivacija, to regulé
dinamiska dialoga situacija: jautadjums un atbilde, izteikums un iebildums,
nesapratne un skaidrojums (Vigotskis, 2002). Pieredze liecina, ka
profesionalajas macibas motivaciju veicina ar realu dzivi saistitu, daudzveidigu
uzdevumu piedavasana skoléniem, teorijas un prakses saiknes nodrosinasana.

3. posms paredz macibu satura parveidi problémisku jautajumu un
uzdevumu sistéma.

Skolotajs piedava vai rosina izvirzit problémas un izzinas uzdevumus,
sniedzot atbalstu to risinasana, ka ari veidojot diskusijas brivai viedoklu
apmainai (Zogla, 2001). Pedagogiska darba pieredze liecina, ka japiedava
dazadas griitibas pakapes problémsituacijas/uzdevumi, lai macibu procesa varétu
iesaistities visi skoléni. Uzdevumiem jabit, pietickosi sarezgitiem (atbilstoSiem
skolénu ,,tuvakas attistibas zonai” (Beirorckuii, 1956), domasanu rosinosiem,
neietverot gatavas atbildes. Praktiskajas macibas problémjautajumi saistami ar
kvalitativu praktiskas darbibas norisi, vértéSanas krit€rijiem.

4. posms - dazadu dialoga sizeta attistibas Iiniju izvert€Sana uUn izvéle
atbilstosi situacijai.

Sini posma svariga skolotdja prasme mérktiecigi vadit diskusiju, to ievirzot
un uzturot noteikta gultné atbilstoSi t€émai un konkrétam macibu uzdevumam.
Veiksmigus rezultatus palidz nodrosinat pozitiva psihologiska vide, kas rosina
uz atklatam diskusijam. Skolotajam jabtit domubiedram, sabiedrotajam,
paligam, nevis ,absoliitas patiesibas nes€jam” (Veérse, Ose, Pavula, 2008).
Janem véra, ka vienkarss dialogs ir veidots no viena partnera zinojuma un tam
sekojoSas otra partnera atbildes, tacu $adi cikli var dazadi kombinéties veidojot
sarezgitas struktiiras: slégtas un atvértas diskusijas, simpozijus, seminarus,
konferences, forumus, kolokvijus, intervijas, ekspertu padomes u.c. Bez
1zverstiem macibu dialogiem, ieteicama arT macibu nodarbibu bagatinaSana ar
atsevisSkiem dialogiskiem panémieniem (Lapina, Rudina, 1997).

Nozimiga Sin1 posma ir skolotdja prasme rosinat skolénus uzdot
jautajumus, kas liecina par to, ka vini sak apzinaties neizprasto, ka ar1 saskata
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pretrunas apglistamo zinasanu sisttma kopuma. G. BuSs pamato, ka kritiski
domajosa personiba biezi izvirza jautajumus un tie médz bt precizi, logiski un
meérktiecigi. Jautajums ir zinasanu forma, kas izsaka zinasanu nepietickamibu un
prasa atbildi (bym, 1985 ).

Pamatojoties uz macibu nodarbibu veérosana, skolotaju intervijas un
personigaja pedagogiskaja pieredzé iegiitajiem datiem, autore ir secinajusi, ka
pastav pretruna starp nepiecieSamibu apgit kritiskas domaSanas prasmes, sp&ju
logiski spriest un skolénu gatavibu $ada veida prasmju attistiSanai, jo liclai dalai
skolénu sagada griitibas argumentéti izteikties mutiski, ka ar1 rakstiski. Autore
uzskata, ka profesionalo skolu skoléniem nepiecieSams sekmé&t gan mutiskas,
gan ar1 rakstiskas runas izpausmes, jo tas veicina zinasanu apguves kvalitati, ko
ir pamatojis ar1 L. Vigotskis. ,,Ieks$€ja runa funkcioné pardomu faz€, savukart
argja runa doma tiek preciz€ta - shéma top par izverstu programmu, ieklaujoties
valodas kodu sistema. Pastav uzskats, ka uzdevums tiek sekmigak risinats, ja
cilvéks to noformulé izsakot mutiski. Savukart, rakstu runas butiskas iezimes ir
meérktieciba, tiSums un apzinatiba, ta liek darboties intelektualak, tai ir biitiska
nozime domasanas attistiba, tiek apzinata un labak parvaldita arT mutiska runa’’
(Vigotskis, 2002). Lidz ar to paraleli diskusijam japaredz ari uzdevumi, kur
skoleni veic pierakstus, uzraksta t€zes vai secinajumus, kas radusies diskusiju
rezultata.

5. posms paredz diskusijas dalibnieku mijiedarbibas veidu un lomu

projektesanu.
Klasiskie diskusiju modeli ,,skolotajs — skoléns”, ,,skoléns — skolotajs —
skoléns” var tikt papildinati ar citiem modeliem ,,skoléns — skoléns”,

,»,skolotajs — skoléns — skoléns — skolotajs”. Pieméram, skolotajs iepazistina
skolénus ar kadu noteiktu problémas risinasanas variantu, un skoléni kopigi
izstrada vel citus, jaunus risinajumus, kas var bagatinat skolotaja pieredzi
(Verse, Ose, Pavula, 2008). Autores ieprieks veikto p&tijumu rezultati liecina, ka
svarigs grupu lielums un to sastavs, kas janosaka atkariba no izvirzitajiem
meérkiem, dialoga satura un formas. Ieteicams lomu sadalijums grupa. Sekmigai
dialoga organizeSanai japlano atbilstoss ta dalibnieku izvietojums telpa.

6. posms - iesp&jamo improvizacijas zonu/situaciju, kur griiti paredz&t
dialoga dalibnieku uzvedibu, noteikSana.

Skolotajam jacenSas iedzilinaties un izvertet nepareizas atbildes, tas
jaapspriez, meklgjot pareizo risindjumu. Nav jauzskata par pietiekoSu vienu
atbildi uz uzdoto jautajumu, jarosina izteikt daudzus viedoklus, skolotajam
jaspej elastigi reagét uz mainigu situaciju, to kritiski izveértjot. Jacensas atraisit
brivu viedoklu apmainu, nenoniecinot tos, kuri kludijusies, vai kritizé citu
domas, jo ir svarigi noskaidrot izpratnes robezas, lai katrs sekmigi atrisinatu
problému.
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Svariga atgriezeniska saikne starp dialoga partneriem, jaseko tam, lai
dialogs neparvérSas demagogiska pseidosaruna, kur tiek pazaudéts dialoga
priekSmets un centra izvirzas formala komunikacija ka pasmérkis (bymr, 1985).

Péc diskusijam var sekot turpmaka zinasanu pilnveidoSana klausoties,
lasot, pétot, veérojot, eksperimentgjot u.c., piedavajot daudzveidigas maciSanas
iespejas. Ja nepiecieSams, skoléni sapem atbalstu maciSanas griitibu
parvaréSanai, konsultacijas, iztriikkstoSo informaciju. Macibu nodarbibu
nosléguma svariga rezultatu apsprieSana, komenteSana, parrunas. Arl
tradicionalo vardisko metozu: lekcijas, izskaidrojoSa stastijuma vai instruktazas
laika jaorganiz€ parrunas, diskusijas, jadod iesp&ja skol€niem izteikt savu
viedokili.

Secinajumi
Conclusions

1. Kritiski komunikativa macibu pieeja pilnveido skolénu Kritiskas domasanas
un argumentéSanas prasmes, seckméjot sadarbibas sp&ju pilnveidoSanos.
2. Sekmigu kritiski komunikativa macibu procesa norisi nosaka:

- skolotaja profesionala un sociala kompetence,

- macibu (diskusiju) metozu izvéle, to atbilstiba paredzeétajiem macibu
mérkiem, skolénu Tpatnibam un vinu ieprieks€jai pieredzei;

- problémsituaciju piedavasana, izveloties atbilstoSus témai, ar realu
dzivi saistitus, daudzveidigus uzdevumus;

- prasmiga, mérktieciga sarunas vadiSana, pozitivas psihologiskas vides
nodro§inaSana, mérktiecigu jautajumu uzdoSana, ka ari skolénu
rosinasana uzdot jautajumus;

—  diskusijas dalibnieku mijiedarbibas veidu un lomu projektesana,
atgriezeniskas saiknes nodrosinasana starp dialoga partneriem.

3. Skolénu psihisko funkciju attistibu (tai skaita kritisko domasanu) sekme
ieksgjas, argjas (mutvardu) un rakstu runas daudzveidiga izmantoSana,
pardomati un planveidigi nosakot to secibu.

Summary

The main objective of the vocational secondary school is to help to form a
professionally competent individual who would be able to critically assess the
situation, to distinguish the essential and would be able to restructure his own
knowledge in order to offer different solutions to the problems. The data gathered from
the previous studies suggests that these challenges could be successfully solved if we
use the teaching strategies which encourage critical thinking. The paper draws
attention to the implementation of the critically communicative approach that is based
on the social constructivism didactic varities, which anticipates the dialogue relation
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between the teacher and the students, when in collaboration with the others we get a
new experience and foster critical thinking.

The accent is put on the importance of language use, substantiating the fact that
the higher mental process appears and is being developed during an active
interpersonal dialogue. If a thought/idea/theory emerges and is immediately accepted
as correct, then it means that neither reasoning nor assessment were made. While using
the dialogue, we develop critical thinking and reflection as well as evolve the abilities
to form personal position, to argue, to recognize person's own lack of knowledge, to
ask for support and accept it and our readiness to change.

If learning is interesting, meaningful and it provokes thinking, then the fact that
the students have some questions, indicates that they are beginning to realize their lack
of understanding, as well as see the contradictions and inconsistencies in the system of
the acquired knowledge in general.

The main implementation conditions of the critically communicative approach in
the environment of vocational school: 1) diagnostics of students' readiness for dialogue
and the determination of the appropriate methodologies, 2) transformation of the
curriculum in the system of issues and tasks, linking it to real life /specific
environment, 3) the development, evaluation and selection of different dialogue
storylines according to the situation, 4) brainstorming and critical evaluation as a
single dialectical process, 5) the projection of different kind of roles and interaction
with discussion participants, 6) the creation of learning environment that ensures trust,
transparency and openness, 7) the forecasting of the problems during the dialogue, its
focused and structured promotion and the provision of the necessary support
/information, 8) reflection of the gained experience, its gathering, evaluation /self-
assessment, 9) if necessary - further experience improvements by developing a variety
of learning opportunities.
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INTEGRATED LANGUAGE LEARNING IN ESTONIAN
NATIONAL CURRICULA (NC) FOR GENERAL
COMPREHENSIVE SCHOOLS

Urve Laanemets

Katrin Kalamees — Ruubel
Tallinn, Estonia

Abstract. Multiple language skills have become a critical issue in the globalised world. The
EU education strategy 2020 document includes mother tongue and two foreign languages
among its key competencies to be achieved. To promote learning with comprehension, an
integrated approach to curriculum design can be taken, including a cycle of language
subjects that makes use of both the manifest and hidden curricula as well as different learning
environments. The 21% century approach to education requires from all school staff not only
technical but considerable intellectual competence. Language learning is expected to meet the
regional and local demand for particular language skills, which is determined by regular
monitoring according to functional styles.

Keywords: national curricula, hidden curriculum, linguo-didactics, integrated content of
learning languages, syllabus design, learning environments, teacher competencies.

Introduction

Language proficiency has always been a valued skill. Ludwig Wittgenstein
famously wrote in his “Tractatus Logico-Philosophicus™: “The limits of my
language mean the limits of my world.” Although the scholar was referring to
the scope of individuals’ mental horizons as determined by the size of their
vocabulary in their mother tongue — meaning their ability to describe and
comprehend the world around them — the current needs for wider
communication skills in all societies have led to new educational developments.
The rational acquisition of language skills has been a significant research
problem since the second half of the 20™ century, and is still important for all
educational systems today.

The organisation of language learning has been recognised as a critical
issue in almost all national and European educational policy documents, and is
often specified as a component of IDE (International Dimension in Education);
it is included in the new Erasmus+ program and has been discussed in several
articles (e.g. Davies, 2014). Acquisition of skills in several languages has been
clearly designated in the EU Education Strategy 2020 document, in which
competence in three languages — the student’s mother tongue and two additional
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foreign languages — has been listed as one of the eight key competencies to be
achieved in the process of life-long learning (EU Strategy, 2020).

In today’s globalised world the need to understand people from different
cultures has made multilingualism an unavoidable requirement for all societies.
Allardt stated that multiple language skills were particularly important for small
nations (Allardt, 1979), which he considered as destined to be multilingual. For
such countries, mother tongue skills often mean preservation of a particular
linguistic culture and serve as a basis for establishing and defining individual
and group identities (Laanemets & Kalamees-Ruubel, 2015).

Popular slogans undoubtedly reflect recognised aspirations towards lofty
and desirable goals, but real life with its social, political, and cultural problems
requires solutions — in most European countries regarding compulsory school
education — meant to provide the whole population with adequate
communication skills. Accordingly, language policy documents, NC for
compulsory schools, and studies of the context for language learning deserve
particular attention. Such materials and documents organise and guide language
learning, and usually include one or more foreign languages in addition to
mother tongue in curricula for different levels of educational institutions.

The aim of this article is to examine the opportunities for developing
integrated language syllabi for compulsory school NC in order to identify the
most rational approach to organising language learning for the whole
population. Research data in different fields can be used, such as regular
monitoring of the functional use of languages in a region or country that
specifies the demand for skills in various languages; the potential of compulsory
schooling in a particular socio-political context, a country’s past experience
related to the acquisition of language skills (especially curriculum development
and principles for the organisation of learning languages), taking into account its
traditional educational culture and the role and requisite quality of teacher
training.

The methods used for this study are document analysis, which included
Estonian language policy documents and the curricula for Estonian general
comprehensive schools, essays (n=972, 2013) on teacher competencies,
questionnaires for determining the functional use of languages (n=746, 1989),
and the study of Content and Language Integrated Learning (CLIL)
developments in Estonia (Lddnemets & Valdmaa, 2015). Two recent PhD
studies are of particular relevance — Katrin Kalamees-Ruubel’s on the role of
Estonian and literature in Estonian NC 1917-2014 (Kalamees-Ruubel, 2014),
and Anu Sepp’s on the development of teachers’ thinking skills (Sepp, 2014).
Theoretical views of Sowell (2005), Slattery (1995) and Karseth & Sivesind
(2011) have been used for analysis of curriculum design and the selection of the
content.
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Language policy

The language policy of a particular society or country sets the stage for
language learning. According to Schiffmann, such policies are based on the
linguistic culture (Schiffmann, 1995). The selection of languages and their
functional use in specific social, political and economic contexts is regulated by
the country’s language laws, strategies, legal documents specifying the role of
different languages and their coexistence, and represents a combination of
language ideologies (Krzyzanowski & Wodak, 2011, 118). According to
Blommaert, ideologies usually express how the community perceives the
functional value of different language skills in its everyday activities
(Blommaert, 2006). Estonian language policy, as an important factor that to a
large extent determines the educational policy, reflects the language-
centeredness of our ethnic culture, in which the Estonian mother tongue has a
particularly active and meaningful role.

Historically, the language policy of many countries has been designed and
implemented for the protection of the state or national language in all spheres of
social life, and this has also been the case in Estonia. Even considering current
globalisation processes, the importance and meaning of a mother tongue cannot
be ignored. Accordingly, language policy must be based on the dominant local
culture and recognise the different layers of the languages used in a particular
society, which in Estonia means the leading role of the Estonian language and
culture. According to Lotman, “languages are never passive factors in the
formation of cultures, and he also underlines the meaning of living languages as
models of the world” (Lotman, 1990: 48).

However, Estonian language policy documents since independence was
regained in 1991 have paid more attention to the development of state language
skills for those whose mother tongue is not Estonian, and have idealised the
language immersion method (cf. language acts, language strategies,
specification of language skills in job requirements, etc.). At the same time, the
influence of globalisation on the culture, so aptly described by Holton (Holton,
2000: 146) has not been considered a critical issue with regard to linguistic
balance and the protection of diversity. The processes of homogenisation
(usually called Westernisation, or, more accurately, Americanisation), and the
mix and polarisation of different cultures, have been neither researched nor
analysed as factors that influence educational policy with regard to language
learning in the Estonian context.

The concepts of literacy and language fluency have also changed,
specifying not one but several different kinds of literacy (computer literacy,
business literacy, etc.) that are fostered by social networks. This leads to
sociolects - using terms that differ greatly from language norms and accepted
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registers. In addition, the term “command of a language” often means only
limited language skills nowadays, which involve simple communication at a
basic level and the increasing use of so-called mixed language. At the same
time, there are internationally recognised exams specifying the precise level of
language proficiency of an individual according to the European Framework,
which makes the organisation of language learning even more complicated for
general comprehensive education, especially in the light of students’ highly
diverse abilities.

Although it is very challenging to develop a rational language policy,
Latvia deserves positive recognition for guaranteeing the status of the state
language and preserving minority languages by establishing a judicial hierarchy
of languages. Three elements of fluency in the state language have been
designated: language skills, language use, and attitudes. A basic comprehension
of Latvian is not considered sufficient. All residents are expected to be capable
of the “practical” use of Latvian (Balodis et al, 2012: 5-7), which recognises the
role of the language as a basis for national identity and the means of integrating
the society for future generations. The policy also describes the responsibility of
the state to protect Latvian as a cultural phenomenon. (Guidelines of the State
Language Policy for 2005-2014, 2005).

It must be acknowledged that the 21st century was characterised by
controversial and parallel tendencies that mutually influenced each other. The
first is a perceived need to accept common values arising from the processes of
globalisation; the second aspires with the aim of avoiding complete uniformity
ethnic identity and the diversity of cultures that enrich the world cultural
heritage. Both tendencies are necessary for the social cohesion and
sustainability of a society. The organisation of national education deserves
particular attention under such circumstances. We have to understand the
cultural space in which the school is situated, the opportunities for development,
and the prospect for creating a cultural space for the future (Ladnemets,
Kalamees-Ruubel & Sepp, 2011: 138). It is therefore important to consider all
the options as well as the limitations within a society for organising language
learning. Language learning is a political as well an educational and cultural
issue that greatly influences the socialisation of an individual and the
development of a cohesive society by shaping the content of education. For this
reason, the NC for general comprehensive schools and the language syllabi they
contain deserve particular attention as tools that give the entire population of a
society access to language learning.
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Organisation of language learning at different times

For purposes of analysis, Estonian curricula for general comprehensive
schools can be clearly divided into three periods: 1917-1940, 1945-1991, and
from 1991 to the present. Such curricula usually contained three or more
language subjects in addition to other traditional school subjects such as math,
science, music, and social studies (Ladnemets, 1995). This indicated aspirations
towards multilingual skills that took into account the demographics and three
local spoken languages (Estonian, Russian, and German at the beginning of the
20" century). Since the 1930s English emerged as a new and popular foreign
language and foreign-language-learning priorities shifted to reflect the political
changes that were creating new contexts for different languages.

All language learning as well as the other school subjects from 1917 to
1991 were based on mother tongue as the foundation of all learning and
personality development. Language subjects made use of literature in the
respective languages. Reading Estonian literature, and also European and world
classics, was designed to enlarge students’ vocabulary and develop their
expressive skills; its most valuable result was reflected in a wide knowledge of
other cultures (Kalamees-Ruubel, 2014). The foreign languages (FL) learnt also
included Latin as a compulsory subject at the gymnasium level until 1940. Also
later, teachers were advised to use the language concepts acquired in the mother
tongue for learning FL, which were linked to school subjects. Although this
predated educational theories of integrated learning, linguo-didactics, etc.,
learning with comprehension, was already practiced in those days. Learning
objectives were clearly set for different levels and oriented to comprehension of
the language (primarily reading texts, but also listening to dialogues over the
radio, etc.), then to speaking, and to writing (letters, essays, paraphrases).
Setting this type of goal was justified in those times, as people had limited
opportunities to travel.

As the languages themselves do not have any independent textual content,
texts used for learning foreign languages had to be taken from different walks of
life, which provided cultural information about the countries where the
respective languages were spoken (termed Landeskunde for German and
Country Studies for English). Moreover, literary texts that presented the
language in its artistic and most enjoyable form were widely used,
complementing the works read in Estonian literature lessons with new examples
(often adapted) by authors of classics. Nevertheless, students were also expected
to be able to discuss everyday topics, know the communication etiquette, and the
use of registers. All language syllabi (called programmes in Soviet times) also
contained lists of language structures (grammar concepts, etc.) to be acquired.
Methodological recommendations for teachers were published as additional
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materials. The study aids were comprised of textbooks, literary works, grammar
handbooks, tables, pictures, and travelogues (mostly for foreign languages). The
language-learning aims for different levels of schooling, expected learning
outcomes, as well as recommendations for assessment were precisely specified.
The role of the mother tongue was highlighted and designated as the first school
subject to be learned. The development of educational programmes for language
learning (language syllabi) from 1945 to 1991 was a local responsibility, as it
could not be prescribed at the pan-union level. Extra-curricular activities were
widely employed. In 1984 a department of linguo-didactics was established at
the Estonian Research Institute for Education, which undertook a well organised
and scientifically sound school experiment on language subjects. The last
research data were collected in 1991, after which the institute was amalgamated
with the Tallinn Pedagogical University.

The syllabi for learning Estonian as a mother tongue in the NC of 1996,
2002 (which contained a new introduction, but the same subject syllabi as the
1996 version), and 2010 feature new approaches, by which many decisions
about the time allotted for learning, and the selection of the content and methods
were all made the responsibility of schools. The increased freedom was
welcomed, but not all the changes made at various levels were well planned
and/or implemented. The hidden curricula and other supportive learning
environments, which are particularly influential for language learning, including
the potential of ICT, have not been taken into account on a professional level.
The compulsory number of language lessons has diminished at all school levels,
particularly with regard to learning Estonian as a mother tongue (since 1978 the
number of lessons has decreased by ca 500).

The number of foreign language lessons has also decreased, although
schools try to use the time provided for optional subjects mainly for learning
English, especially in light of the introduction of national exams in 1997. At
present, a foreign language exam has become compulsory (to be taken at either
the national or international level). In the most recent NC Estonian is listed
separately from foreign languages (English, Russian, German and French), and
the content for all languages has been considerably abbreviated. Neither the
systematic acquisition of language structures nor literature, are mentioned in the
common syllabus for learning foreign languages, which is expected to suit the
study of all the mentioned languages equally well. Although the goal of
integrating school subjects to create a meaningful whole for comprehending the
world and socialising the individual has been expressed in the general part of the
NC for compulsory schools and gymnasia, it can only be achieved to a certain
extent at the school level, if teachers are able to collaboratively develop school
curricula for practical implementation. However, the practice of integrating

148



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume II, May 27" - 28", 2016. 143-153

language learning according to the principles of linguo-didactics can be revived
and used for future professional curricula and syllabi design.

Linguo-didactics and integrated language subjects in the Estonian National
Curricula

It is common knowledge that the content selected for learning has to be
organised, usually according to school subjects. These represent specific fields
of human knowledge that are considered worthwhile to transfer to new
generations at particular times and in prevailing socio-political contexts. In order
to learn with comprehension, it is rational to combine similar or closely related
subjects into one cycle (languages, sciences, etc.). Such an approach improves
both the selection of the content and the organisation of the learning process.
Syllabi for learning languages and acquiring the skills of independent text
comprehension and language production can be designed to respect distinct
logical sequences of the subject matter. According to Pring, certain kinds of
knowledge presuppose others of different kind, and there is a need, in designing
a curriculum, to work out, what presupposes what (Pring, 1976: 104). Basing
the learning of all subsequent languages on the concepts and structures students
acquired in learning their mother tongue makes such learning easier and
produces the desired results. Of course, one needs to consider language
interference, which can have both positive and negative effects, especially on
vocabulary and sentence structure. However, integrated language learning
makes the most advantageous use of the time allotted for learning and enables
students to apply their previous life experience to developing their language
competencies.

The discipline of linguo-didactics was initially implemented in the design
of foreign language syllabi in Estonia in the 1970s following the publication of
articles by Reinecke (Reinecke, 1978) and Leino (Leino, 1979); considerable
research was also undertaken in Lithuania and Moscow (Zimnjaja, 1978). All of
the research stressed the value of good mother tongue skills for learning foreign
languages: the basic principles included the use of common concepts, logical
sequencing of the learning content, consideration of language interference, and
the development of the students’ cultural horizons. An experiment to test the
approach in Estonian schools was conducted in 1984. Although Kampmann had
established principles for learning Estonian as a mother tongue in 1918 already
(Kampmann, 1918) and had made the first attempt towards integration by using
both vertical and horizontal approaches to selecting the content and organising
the learning process, his pedagogical milestone has not been applied to learning
Estonian as a mother tongue since 1945.
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The analyses of curricula and language syllabi undertaken in this study
have shown that the content of learning can and should be organised again in a
logical and integrated way by using basic common concepts (parts of speech,
tempora, syntax, etc.) and presenting them in a sequence that will lead to
comprehension of language phenomena and the understanding of how to use
them in practical communication in particular functional fields. There are so
many opportunities to make connections with different school subjects;
however, what is being integrated, how it can be done, and why it is desirable
need to be clearly understood. Integrated content for learning different
languages considering mother tongue as a basis and the use of common
linguistic and cultural phenomena of all languages (Byram, 2008, Joseph, 2004)
can be presented in curricula and syllabi. However, the integration of the
learning process greatly depends on the teachers’ pedagogical skills. Recent
studies have shown that students expect teachers to demonstrate and explain the
relationships between school subjects and their real-life applications. For
example, students valued highly the use of common language concepts and
cultural knowledge (Ldénemets, et al., 2012, Sepp, 2014). The use of the hidden
curriculum in a particular society (e.g. the influence of English) and extra-
curricular activities can support meaningful learning, especially language
learning, if one makes use of media and organised cultural events as learning
environments. Despite the progress of ICT, it is well understood that computer-
based learning has to be balanced with other forms of study in which teachers
intellectual skills are of crucial importance (Kalamees & Laidnemets, 2012).
Moreover, in order to develop students” wider comprehension of different
environments (especially social and cultural), the process of learning literature
and languages should be varied, which also provides more opportunities to
accommodate students with different learning styles and capacities. (Kalamees,
2014: 217).

It needs to be acknowledged that language never copes very successfully
with rapid social change. New fields of human activities overwhelm the world
of words, and sometimes we lack words for describing new phenomena, or we
do not understand the context. The daily use of the language commonly used on
electronic devices has greatly changed our students’ text production skills.
Abbreviations, icons instead of sentences, and limited vocabulary are not mere
fashion phenomena. They are also indicative of a limited capacity for denoting
and comprehending the world. For this reason, reading and using standard
language have come to the foreground. Skilled reading has much value in
contemporary society, and adults without effective reading skills are at a great
disadvantage. (Eysenck & Keane, 2005: 322). Reading is essential because it
helps initiate young people into the existing culture, which must be transmitted.
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If such contacts do not take place, and if a student does not learn from them, the
culture ends with that individual (Veidemann, 2011).

Conclusion and recommendations

Taking an integrated approach to curriculum development, especially with
regard to the cycle of language subjects, in general comprehensive compulsory
schools, meant for schooling of all population, and implementing it by means of
engaging and coherent learning in wider and more supportive environments, can
greatly enhance and improve students’ achievement. The development of
integrated NC is properly the responsibility of the government. Content learnt
with comprehension allows students to become independent users of language
with wide cultural horizons and the ability to understand diverse values in
particular times and contexts. Integrated knowledge and skills enable them to
become critically thinking individuals - responsible and informed citizens able
to actively participate in different levels of social discourse. Meaningful and
motivating learning leads to the development of an autonomous and self-aware
personality; such individuals are able to shape their identities based on informed
decision-making. Teachers as trusted intellectuals who have mastered the skills
of organising integrated language learning based on linguo-didactic principles
can create suitable learning content and environments at school level for all
students regardless of their diverse learning strategies and styles. The aims and
goals of education are still the same: making our schools acceptable to our
students, meeting their personal needs and potential interests on the one hand,
and imparting the necessary skills to manage their lives on the other. These aims
and goals deserve further attention, both in theory and in practice.
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CRITICAL INCIDENTS IN TEACHER EDUCATION

Joanna Malgorzata Lukasik
Jesuit University Ignatianum in Cracow, Poland

Abstract. This paper focuses on teacher as the person responsible for preparing pupils to a
life in the world of changes. To enable this process, teachers themselves must possess the
ability to adapt to changing circumstances. Biographical research (using diaries) conducted
in the school year 2014/2015 in a group of teachers reveals that they do not cope well with
disciplinary challenges in the class. Such an ability may be acquired not only by extending
their knowledge, but also through referring to the knowledge already possessed, reflection-
on-action and reflection-in-action. Acquisition of this ability is possible because of the
analysis of critical incidents.

Keywords: critical incidents, education, teacher.

Introduction

Functioning in the world requires an individual to possess knowledge,
insight, reflectivity, and critical thinking. Teachers are especially familiar with
the changing world, because they experience daily changes in didactic and
disciplinary situations, they witness uniqueness and variation - in a sense also
unpredictability - in their own professional space, but they also initiate and
promote changes. Therefore teachers’ activity cannot favour stability and no-
mistakes attitude over reflectivity and pedagogical value of hesitation and
premeditation in educational decisions. It would be wrong to assume that
possessing scientific and didactic knowledge is a sufficient condition for
teaching in the world of changes. A changing situation calls for a teacher who is
open to modifications, one who can apply critical analysis to and reflect upon
transformation, and one who, at the same time, prepares pupils to be conscious
participants of changes. In such a world, the adaptive teacher model does not
cope with the requirements and challenges. Thus a new concept of a teacher
emerged: a reflective practitioner, who analyses his/her action and has the ability
to find a suitable solution to the existing problem when faced with insecure,
exceptional situations.

A teacher can become a reflective individual, ready to function in the world
of changes. It is possible owing to, among others, education through critical
incidents, using David Tripp’ concept. Tripp’s ideas will be explained later in
this article, preceded by a presentation of results of my own research on
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teachers’ experiencing critical situations. Their experience was described by
themselves in the diaries submitted to diary contests announced for the sake of
that research.

The aim of the article is to present an innovative concept of teacher
education through critical events. Research method which was used for this
study was biographical method and a secondary analysis of existing data.

Research assumptions

According to B. Smolinska Theiss and W. Theiss (2010, 84-85), a
biography is a fundamental method of qualitative research in pedagogy; it is
historically rooted in this field and is also supported by sufficient modern
documentation. Despite clear-cut boundaries, the genre definition of ‘biography’
Is ambiguous, as “it refers to a multi-aspectual and structuralized thematic area,
in which the internal relations and numerous links may lead to misunderstanding
and controversy” (Lalak 2010, 259). To prevent this, and to specify the
definition adopted in the research presented, in the following paragraphs | shall
focus on biography understood as a method and a tool.

Biography as a method. Biography is a description of life and activity of a
person. It may be defined as all forms of first-person reports of individual
experience, which are a representation of human actions in the individual and
social spheres. A biographer’s point of interest is always someone’s life, and any
description of this life is a biography.

The biographical method is, in the broadest understanding, an analysis of
the course of an individual’s life, from a particular individual, social,
professional, etc. perspective. Thus it presents the experiences and definitions of
a person, group, or organization, as they are interpreted by themselves.
Therefore such research must be conducted from the point of view of the
persons in question.

Biography as a tool of examining the social world. Biography understood
as a report of life is the carrier of a certain message, usually in the form of a
narrative. As a story, it has ”its author, its subject, and the motivation, or
objective, which justifies the need to tell the story. If it refers to the narrator’s
own experiences, it is a self-narration” (Nowak-Dziemianowicz, 2011, 39). H.
Kedzierska specifies that in a biographical story the narration concerns oneself
or one’s own life story, and is a tool and component of self-understanding. She
states that narration is “a way in which we understand or even create the world,
while self-narration is its form, which could be viewed as a set of procedures for
creating life, giving sense to events, and organizing experience; otherwise,
without that form, it would remain shapeless and meaningless” (Kedzierska,

155



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume II, May 27" - 28", 2016. 154-162

2012, 132). Thus the function of narration is interpretation of the world and
oneself inside the world (self-narration) through narrative schemas; they enable
ordering experience “into categories of human intentions and the problems that
emerge from the complications in realizing those intentions” (Trzebinski, 2002,
22).

To sum up, it may be stated that the biographical method, in which
biography is treated not only as the research material, but also as a method of
obtaining and collecting data, is the fullest form of biographical research.

The inspiration to tackle the subject of teachers’ functioning in their
workspace was reading 98 diaries written by teachers at various levels of
personal and professional (respondents aged 25-60). The diaries, in which the
respondents described their personal everyday experiences over one month,
were obtained as submissions to a contest'. For the purpose of this article,
biography is used as a research method and a research tool. This approach
enables a) the realization of the research objective, namely identification and
description of critical incidents experienced in the workplace, manners of
dealing with them, and manners of drawing conclusions for the educational
practice, and b) finding answers to the research question, i.e. what critical
incidents are most frequently experienced by teachers in didactic and
disciplinary situations in the school space. The research covered works of all
participants of the diary contest “A month in a teacher’s life” - | edition 2009, II
edition 2014, i.e. the total of 98 teachers. The content of the diaries was analysed
according to the adopted research assumptions.

Fulfilling their professional role in teachers’ reflection:
didactic and disciplinary contexts

Pedological research reveals an image of a teacher as a passive, yielding,
unreflective person. It is visible e.g. in the fact that teachers believe changes to
be of great importance and necessary, yet they do not strive to be the authors of
changes, or even distance themselves from changes (Kwiatkowska, 2005).
Teachers feel much more comfortable in situations when their duties are clearly
defined, i.e. in situations of external work management (Kwiatkowska, 2005,
Nowak-Dziemianowicz, 2001). This translates into a rather uncritical view of
the reality, of the changes occurring in the world, of oneself and one’s pupils in
such a reality, and the reflection on the world, oneself in the world, one’s own

YInitiated by Joanna M. Lukasik in 2009 and 2014 the national diary/memoire/reportage contests A month in a
teacher’s life” were aimed at discovering everyday professional and non-professional experiences of school
teachers, the influence these experiences have on the general quality of teachers’ life, and the senses and
meanings assigned to them by the teachers. For more information on the subject cf.J. Lukasik (ed.) Z
codziennosci nauczyciela, Jastrzgbia Goéra: Black Unicorn 2011, and Doswiadczanie Zzycia codziennego -
narracje nauczycielek na przetomie zycia. Krakéw: Impuls 2013, and others.
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development, and the possibility of making a choice or introducing changes.
Teachers of subjective, adaptive standards perceive reality through the prism of
hierarchical dependencies and tend to feel comfortable in such a system,
subordinating themselves and others to superiors’ decisions without own
reflection. Thus their interpretation of the world and understanding reality
translates to their functioning in the professional role. Most teachers are ones
who function adaptively, subjectively, and without reflection (cf. Kwiatkowska,
2005, Nowak-Dziemianowicz, 2001; Lukasik, 2009, 2010), and the least
numerous are those who function autonomously. The latter are persons with
internal locus of control, reflective, for whom professional experience is a
source and opportunity of development and change, and who carry out changes
with the sense of responsibility (Michalak 2012; Drozka 2008, 2014; Kedzierska
2012).

As pedological research reveals (Kwiatkowska, 1997, 2005; Nowak-
Dziemianowicz, 2001, 2011, 2012; Pyzalski, 2010; Ke¢dzierska, 2012), teachers
appreciate transformations and understand their value, yet do not aspire to be the
authors of changes. They cannot critically evaluate the reality and the observed
changes (including themselves and their pupils as elements of the world), they
feel safe in the system of strictly assigned tasks and duties, and cannot confront
their knowledge and skills with the school reality, which makes them prone to
stress and professional burnout. The causes of this situation lie in the
recruitment process for teaching positions, teacher education and training, and
educational policy (cf. Lukasik, 2015).

With regard to the above, it is worth considering what actions should be
taken for a change to occur in teachers’ thinking of the world, of themselves,
and of their work, and also in their understanding of and functioning in the ever-
changing social and educational reality.

Education through critical incidents

The existing system of teacher training includes multi-aspectual education,
with special attention paid to and special emphasis put on the development of
pragmatic skills acquired in the course of module-based education. It is assumed
that such a system prepares teachers for a life-long development. One of the
methods that contribute to it, and whose effects are listed in the ministerial
regulation on teacher education standards, is the analysis of critical incidents
(Minister of Science and Higher Education, Regulation on Standards of Teacher
Education from 17" Jan. 2012). The value of training teachers for reflectivity is
shown in the learning outcomes of the above-mentioned regulation and in the
modules (in the knowledge, skills, and competences components) (cf. Lukasik,
2012, 2015).
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Teachers who work in modern schools, at all levels, observe many new,
repeated difficult situations. Thus it is a common claim that it becomes more and
more difficult to work at school nowadays. The disturbing changes in the
population (community) of pupils are among the three main sources of teacher’s
stress. In the search for teachers’ descriptions of difficult situations, referring to
didactic and disciplinary challenges in relation with pupils, the content of 98
diaries were analysed. In this paper, the analysis is limited to the emergence of
difficulties, without their detailed description, so that solutions can be found
through the analysis of critical incidents, following the ideas of D. Tripp.

The main difficulties that become the material for reflection in teachers’
diaries are connected with children’s and youth’s behaviour in the classroom,
discipline, ignoring values and set principles, risky behaviour among the youth,
threats caused by the economic situation and seasonal or permanent migration of
pupils’ parents, dislike for school, and lack of cooperation with parents, which
means impossibility to adopt a common upbringing policy.

However, the described problems, “uncomfortable” or “disturbing” didactic
and disciplinary situations, and unsatisfactory teacher-parents relations which
usually generate tension and conflict, are actually evidence of helplessness
which stems from the lack of real reflection on or critical analysis of the event.
Writing about their problems, teachers try to analyse the incident - that is reflect
upon it to some extent - yet the reflection is not deep enough for them to find an
independent solution, and to prevent future difficult situations. In other words,
the reflection concerns the incident, but is not supported by a deeper context
rooted in one’s own knowledge and practical experience; thus it does not
translate into a continuous, systemic, daily improvement of one’s practices.

Naturally, it must be emphasized that teachers’ problems mainly stem from
their care for the youth’s future, not merely from their helplessness,
vulnerability, or dissatisfaction. Most teachers take action, and look for the best
solutions of the emerging difficulties. A frequent postulate is to obtain support
from others, e.g. other teachers. It is important and often effective (though
usually not for long), yet deepened self-reflection on one’s practice and
developing it is overlooked here. Unfortunately, despite the introduction of the
new teacher training system from 2012 on, teachers are not prepared for
reflective practice. Perhaps teachers trained currently will be, but it definitely is
not the case with the teachers trained in the previous system. The latter could
benefit from post-graduate training, during which through analysis of critical
incidents, they would develop competences and skills necessary for solving
difficult situations and crises.

At present, it is quite probable that the method of critical incidents analysis
is used in teacher training. However, application of this method is not easy, as
critical incident analysis can be taught only by those academic teachers who

158



Joanna Matgorzata Lukasik. Critical Incidents in Teacher Education

know what the method consists in, use it in practice, and in their individual work
with students serve as their potential “critical friend”.

CRITICAL

Own professional biography Warstories
incidents

-conscious
- subconscious

Critical incident analysis:
W recording
B reshaping
W verification
CONDITION: PRESENCE OF A CRITICAL FRIEND

Figure 1 Critical incidents according to David Tripp?

How should a critical incident be defined? It is an event that occurs in the
classroom or in the hall, in the teachers’ room, or elsewhere in the school space,
which is created by the teacher — an attentive observer of himself/herself. As
J. Szymczak (2009) emphasizes, it is the teacher who makes the incident critical,
through interpretation, evaluative judgment, and assigning sense. Any event that
for some reason draws the observer’s attention may become a critical incident.

The process of critical incident analysis itself begins when the experience
of a situation attracts the teacher’s attention to such an extent that they want to
discover its nature. David Tripp, the propagator of education through critical
incident analysis, lists two kinds of incidents: professional biography incidents
and “war stories” (Tripp, 1996, pp. 121-132).

In teacher training it is crucial that the analysis focuses on events that the
teacher participated in, i.e. own professional biography incidents. They are
divided into conscious and subconscious incidents. The former are incidents that
can be easily recalled, even after a longer period of time. The easy recollection
IS due to the fact that those incidents are significant for the teacher, or carry such
a great emotional load that they will not be forgotten. The unacknowledged
incidents are those that the teacher wishes not to remember. They are frequently
“incidents perceived by the teacher as difficult, uncomfortable, negative,

> The figure was originally used in: Lukasik J. M., Edukacja nauczyciela refleksyjnego przez zdarzenia
krytyczne.In S. Kowal, M. Madry-Kupiec (eds.), Przygotowanie do wykonywania zawodu nauczyciela. W strone
edukacji spersonalizowanej. Wydawnictwo e-bookowo, 2015, p. 51. Source: elaborated on the basis of D. Tripp,
Zdarzenia krytyczne w nauczaniu. Ksztattowanie profesjonalnego osqdu. Warszawa WSiP 1996.
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perhaps even undignified, that should not be admitted, and therefore it is better
to believe they did not take place. They reveal the issue of making an error, a
mistake, or choosing an inappropriate solution, which teachers often forbid
themselves” (Szymczak, 2009, p. 84).

A peculiar kind of critical incidents are “war stories”. They are views and
constructs of educational practice expressed through a teacher’s activities. Most
frequently they are not overt, and revealing them often takes a dramatic form
(cf. ibid.).

The critical incident analysis as proposed by Tripp is a process of three
crucial stages: recording in the written form, reshaping, and verification.
Therefore, in the first place, a critical incident should be thoroughly described,
including as many details as possible. It is of utmost importance, as the analysis
is then carried out in a wide context that extends far beyond the immediate
context of the occurrence.

D. Tripp emphasizes that the incident should be constant lyre-analysed,
with the first analysis treated as a temporary version, because in this process the
vital element is the continuity of reflection, which provokes a constant search
for hypotheses and viewpoints that are subject to change, correction, and
reshaping. In the process of critical incident analysis, especially at the stage of
professional teacher training of a student, or experienced teachers’ practical
training, another crucial element is the presence of a “critical friend”. It may be
an academic teacher, the internship tutor or a teacher from the internship school,
or, for working teachers — a colleague, another pedagogue. By listening
attentively and leading the teacher to the discovery of truth, the critical friend
helps them to visualize and name the source of tension or difficulties, and to find
the best solution.

Owing to the skill of critical incident analysis and reflection, the teacher
learns to formulate their own, makeshift theories, independently of the scientific
theories. At the same time, they enrich their knowledge and repertoire of
actions. According to the author of the Reflective Practitioner concept, D.
Schén, reflection is thinking about a single activity, but also about action in
general; it involves analysing experience and introducing changes in the
teacher’s way of thinking and being, depending on the situation and its contexts.
Reflection-in-action is thinking while performing an activity, which enables
modifying it. Obviously, the immediate critical consideration of one’s own
knowledge, thought, and action is available to more experienced teachers, who
possess vast theoretical knowledge and excellent practical skills. In turn,
reflection-on-action is significant for future activities: it involves thinking about
the action from a certain distance.

Among the many advantages of applying critical incidents analysis to
teacher training there are: attentive self-observation, reflectivity, multi-
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contextuality of analysis, reaching to the sources of knowledge and improving
teaching competences, self-discovery, self-development, but also the ability to
create knowledge. This ability is exceptionally important with respect to
teachers’ functioning in an ever-changing world, among constant educational
and disciplinary innovations in which teachers participate. For the above-
mentioned situations are not only dynamic and marked by variety, but also
unigue and unpredictable, and there is no ready knowledge describing them.
Thus it is an invaluable asset, to possess the ability of reflection, and as a result,
the ability to create new cognitive values in practical activity; among others, that
IS the purpose of critical incident analysis.

Conclusion

The profession of a teacher is “one of complexity, responsibility, and
burden. It abounds in difficult situations, for such work cannot be strictly
standardized nor conducted along some fixed schemes. It requires constant
modification of activity, and therefore — flexibility of mind” (Nowak, 1991,
p. 81). Thus, the most desirable kind of teacher is someone who, when faced
with a problematic situation, will deal with it by referring to their knowledge
and experience. As a result, the teacher’s views and actions are open to
modification (Pearson, 1994, p. 51).

The process of transforming the education and the teacher is not easy. It
requires — mainly of the teacher — to be open to changes and constant learning.
High quality practical activity of teachers in the didactic process is not possible
without an appropriate training in the subject and a motivation to work, which is
shaped in close connection with their personal development. Education through
critical incident analysis may improve the quality of teachers’ work, their
motivation, and self-esteem. Owing to such education, the process of acquiring
teaching and upbringing skills is more conscious and enhanced. To achieve this,
teacher training must indispensably include: application of education through
critical incidents, courses in self-knowledge and related problems, creation of a
support network, using supervision, and introducing preselection for the
profession already at the stage of recruitment.
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PERSONIBAS SOCIALA ATOMIZACIJA SABIEDRIBAS
GLOBALAS INFORMATIZACIJAS LAIKMETA

Social Atomisation of a Personalityin the Period of Global
Informatization of the Society

Marina Marcenoka
Rézeknes Tehnologiju Akadémija, Latvija

Abstract. Development of information technology as a technical basis of the modern society
enters all spheres of life of the society and influences significantly ways and forms of
existence of every individual. On the one hand, intensive application of information
technology innovations in the society’s everyday life and appearance of the sphere of virtual
communication create wide space for realisation of possibilities, but on the other hand, it
often leads to social atomisation of a personality. Urgency of the given research is caused by
dynamics of the information flow as a global factor of contemporaneity that gave rise to the
problem of social atomisation of the personality expressed in mediated communication,
characterised by isolation of the individual, when the virtual environment becomes the main
channel of communication excluding traditional ways of relations.

Keywords: informatization of society, personality, virtual communication, atomization of
personality.

levads
Introduction

“Vieniga ista bagatiba ir cilveku saskarsmes bagatiba, tikai komunicéjot,
més saprotam, kas meés esam un kadu vietu més ienemam sabiedriba”
A. de Sent-Ekzipert

Informatizacija, bidama misdienu sabiedribas tehnologiskais pamats,
ieklust visas sabiedribas dzives sfeéras un ievérojami ietekmé katra individa
dzives veidus un formas. Informacijas tehnologiju aktiva ievie$ana sabiedribas
ikdienas dzive€, virtualas saskarsmes sféras paradiSanas, no vienas puses, rada
milzigu telpu savu iesp€ju realizacijai, bet no otras puses veicina personibas
socialo atomizaciju, kas tiek uzskatita ka “tradicionalo socialu cilvéku sakaru
sadaliSanas un sabrukSanas process, personibas izolacija, kad cilvéks dala dzivi
uz divam dalam: isto virtualaja realitateé un viltus dzivi realitate, kur ta klast
miglaina” (Greenfield, 2008).

Peétijuma merkis:

= izskatit personibas eksistences problému globalas sabiedribas
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informatizacijas apstaklos un ar to izraisitas sekas;

=  noskaidrot personibas socialas atomizacijas problému un tas iemeslus,
kas ir saistita ar virtualo saskarsmi Latvija.

Pettjuma metodologija.

=  Teorétiskaja petijuma: sabiedribas informatizacijas teorija (U. Beks),
socialas informatizacijas teorija (A. Ursuls), sabiedribas socialo
perspektivu  un informatizacijas seku koncepcija (K. Hessigs),
sabiedribas socialas atomizacijas koncepcijas (T. Hobbs, H. Arendta,
Lloids deMoss), virtualas komunikacijas seku petijumi (S. Grinfilda);

=  Empiriskaja petijuma: anketéSana, anketeéSana ieglitie statistiskie dati
tika apkopoti kvantitativi, izmantojot Microsoft Excel programmu.

Globala sabiedribas informatizacija: socialie priekSnoteikumi un sekas
Global informatisation of the society: social preconditions and consequences

Globala sabiedribas informatizacija ir viena no domingjos$ajam civilizacijas
attistibas tendencém XXI gadsimta. Informacijas tehnologijas strauji attistas,
noklist visas sabiedribas sfeéras un ietekmé katra individa eksistences veidus un
formas, un, pateicoties tam, veidojas cilvéku aktivitasu informacijas vide.

Termins “sabiedribas informatizacija” tiek izskatits ka “informacijas
resursu aktivas attistibas un plasas izmantoSanas globalais socialais process”
(dunancoBblii coBapb, 2004).

Aktiva informacijas tehnologiju ievieSana sabiedribas ikdienas dzivé, no
vienas puses, veido plaSu telpu personibas attistibai un iesp&ju realizacijai, bet
vienlaicigi ta rada daudzas problémas un riskus.

Pieméram, vacu sociologs un filozofs, sabiedribas informatizacijas un riska
sabiedribas teoriju autors, miisdienu globalizacijas problemas pé&tnieks Ulrihs
Beks atzim€, ka “pastav pretruna starp misdienu informacijas sabiedribu un
cilvéku orientaciju uz sociali kulttiras veértibam, kuru pamata ir tradicionalas
socialas saiknes” (Beck, 1992).

Socialas informatizacijas teoriju izvirzija krievu filozofs, akad@mikis
Arkadijs Ursuls, kas pétija sabiedribas un informacijas tehnologiju savstarpgjo
iedarbibu un §1s mijiedarbibas likumsakaribas un tendences. Galvena vina
teorijas téze ir “globalajai jaunu informacijas tehnologiju ievieSanai ir janes
cilvécei labumu, nevis kaitet tai” (Ypcymn, 2006). A. Ursuls uzskata, ka socialajai
informatizacijai ir jaizseko socialas sekas un izmainas sabiedriba, kuras izraisa
globalas informatizacijas process, ka ari ir jaatklaj informatizacijas socialie
noteikumi un priek§nosacijumi, tas socialo ievirzi un humanistisko orientaciju.

Sveicie$u zinatnicks K. Hessigs gramata “Bailes no datora”, apkopojot
savas valsts pieredzi un salidzinot to ar lielako informacijas valstu pieredzi,
meginaja parskatami paradit globalas sabiedribas informatizacijas iesp&jamas
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pozitivas un negativas perspektivas un sekas. Darba rezultata vin$ izstradaja

tabulu

“Informatizdcijas sekas sabiedribas spoguli’; $§1

tabula ir labs

sistematiskas pieejas izmantoSanas piemérs informatizacijas socialo seku

analize.

1. tab. Informatizacijas sekas sabiedribas spoguli (Hessigs, 1990)
Table 1 Consequences of informatisation in the mirror of the community (Hiissig, 1990)

Pozitivas sekas

Negativas sekas

KULTURA UN SABIEDRIBA

Briva personibas attistiba
Informacijas sabiedriba
Informacijas socializacija
Komunikativa sabiedriba
Civilizacijas krizes parvaréSana

Personibas “automatizacija”
Dzives dehumanizacija
Tehnokratiska domasana

Kultiras limena pazeminasanas
Informacijas lavina

Elitaras zinasanas (polarizacija)
Personibas izolacija (atomizacija)

POLITIKA

Brivibu paplasinasanas

Decentralizacija

Varas hierarhijas izlidzinaSanas

Paplasinata piedaliSanas sabiedriskaja dziveé

Brivibu samazinasanas

Centralizacija

Valsts — “uzraugs”

Valsts birokratijas paplasinasanas

Varas pastiprinasanas pateicoties zinasanam
Cilveku manipulacijas pastiprinasanas

SAIMNIECIBA UN DARBS

Produktivitates pieaugums
Dzives racionalizacija
Kompetences paaugstinaSana
Bagatibas pieaugums

Krizes parvaréSana

Resursu ekonomija

Vides aizsardziba
Riipniecibas decentralizacija
Jauna produkcija

Kvalitates uzlabosanas
Produkcijas diversifikacija
Jaunas profesijas un kvalifikacijas

Pieaugosa sarezgitiba
Riipnieciska krizes saasinasanas
Koncentracija

Tendence uz krizém
Standartizacija

Masu bezdarbs

Jaunas prasibas darbasp€ka mobilitatei
Darba dehumanizacija

Stresi

Dekvalifikacija

Daudzu profesiju izzu$ana

STARPTAUTISKAS ATTIECIBAS

Nacionala neatkariba
Paradas attistibas iesp&jas “treSajam valstim”
Valsts aizsardzibas sp&ju palielinasanas

Savstarp€jas atkaribas palielinaSanas

Tehnologiska atkariba
Attiecibu Dienvidi — Rietumi saasinasanas
Ievainojamiba

Jauna kara draudu palielinasanas militaro
sistému atjaunosanas rezultata
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Apskatot tabulu, redzams, ka lielaka dala respondentu uzskata, ka
informatizacija dod sabiedribai iesp&ju pariet uz citu dzives limeni, respondents
redz sabiedribas attistibas iesp€jas. Piem&ram:

pieaug informacijas novirze uz socialo jomu;

veidojas priekSnoteikumi globalo krizu risinaSanai (ekonomika,
politika, ekologija u.c.) un ilgtsp&jigai civilizacijas attistibai kopuma;
veidojas iesp€ja iesaistit vairak cilvéku politika, radit apstaklus vinu
sociala statusa paaugstinasanai;

jaunu, intelektualaku profesiju raSanas, kompetences un izpildita
darba kvalitates paaugstinasanas;

informatizacijas attistibas lIimenis dod iesp€ju valstim iegiit nacionalo
neatkaribu.

Toties respondentus uztrauc riski, kas ir saistiti ar So jautajumu:

iespeja, ka strauji pieaugs to cilvéku skaits, kuri mehaniski pateré
informaciju, kas rada priekSnosactjumus personibas kulturas limena
samazinasanai (cilveki retak apmekle bibliotekas, muzejus, koncertus,
kinoteatrus utt.);

zinaSanu polarizacijas bistamiba sabiedriba;

pastarpinata saskarsme starp cilvekiem, kas ir bistama sociala
paradiba (notiek personibas izolacija, paziid personigas saskarsmes
nepiecieSamiba un vEleSanas, priekSroka tiek dota virtualajai
saskarsmei);

pateicoties miisdienu tehnologijam, ir iesp&jama cilvéku kontrole, no
kuras izriet cilvéku manipuléSanas iesp&ju paplasSinasanas (ja valsts
neradis apstaklus intelektualas personibas audzinaSanai, paradisies
daudz viegli parvaldamu un prognozejamu individu);

straujas informacijas tehnologiju attistibas d&] var izzust daudzas
profesijas, var iestaties masu bezdarbs un ta rezultata — sabiedribas
stress;

jaunu karu iesp€jamibas paaugstinasanas militaro sistému klimes dél.

Tadejadi, neskatoties uz to, ka globala sabiedribas informatizacija dod
1espé€ju pariet uz citu dzives limeni un sabiedribas attistibas iespé&jas, tas sekas ir
pretrunigas.

Personibas sociala atomizacija, virtuala saskarsme un sociofobija
Social atomisation of a personality, virtual communication and social phobia

Sabiedribas informatizacijas pretrunigais raksturs noteica personibas
socialas atomizacijas problému. Daudzi pétnieki uzskata, ka sociala atomizacija
ir draudzibas, gimenes, kaiminu un citu socialo saiknu partraukSanas process,
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kas rodas informacijas tehnologiju attistibas rezultata (T. Hobbs, H. Arendta,
Lloids deMoss, u.c.).

Pirmoreiz socialas atomizacijas teorétiska izpratne tika atspogulota anglu
filozofa Tomasa Hobbsa koncepcija. Sava darba ,Leviathan” vins raksta par
“karu pret visiem”, rundjot par eksist€joSo socialo saiknu sabrukSanas sekam.
Autors runa par sociala atomisma paradibu, kad raksta: “...tada stavokli nav
vietas stradigumam, jo nevienam nav garantéti vina darba augli, tap&c arT nav
zemkopibas, kugoSanas, &rtu €ku, nav zinaSanu par zemes virsmu, laika
aprékinu, amatniecibas, literatiiras, nav sabiedribas...” (HoBukos, 2009).

Termins “sociala sabiedribas atomizacija”, saskana ar Hannas Arendtas
viedokli, ir “sociala sakaru partraukSana, izoleétu individu paradiSanas, to
socialajiem sakariem ir bezpersonisks raksturs” (Apenar, 1996).

Amerikanu psihologs Lloids deMoss ari apraksta socialo vidi, kuru
raksturo sakaru sabrukSana miisdienu informacijas sabiedriba, atzim&jot, ka
“atomizeéta sabiedriba ir haotisks garigi norobeZotu individu kopums, kur
pazaudéti ierastie socialie sakari, tapec ir loti griiti aprakstit to pasauli, kuru var
izveidot individualizetas personibas. Sakaru un saskarsmes sistemas sabrukums
novedis pie vertibu zaudéSanas un sabiedribas regresa” (DeMause, 2002).

Virtuala saskarsme un aizrauSanas ar socialajiem tikliem, peéc Oksfordas
Universitates profesores Sjuzenas Adeles Grinfildas vardiem, ved pie personibas
un smadzenu degradacijas. P&€tniece norada, ka socialie tikli ir bistami, tapéc ka
cilvéki dala dzivi uz divam dalam: “Isto virtualaja realitaté un “kvazidzivi”
(viltus dzivi) realitaté, kur realitate kltst miglaina” (Greenfield, 2008). Cilvéks
rada kadu mitisko biitni — tadu, kas vin$ isteniba nav, un to izrada visiem,
aizvieto sevi ar kaut ko virtualo. ST aizvieto$ana nedod iesp&ju personibai paradit
sevi realaja situacija, “radot draudzigu attiecibu iliiziju bez draudzibas prasibam,
milestibas iltiziju bez atbildibas par to” (Greenfield, 2008). Vinas pé&tijuma dati
liecina par to, ka socialo tiklu piekrit€jiem draud “personibas krize — vini var
pazaudg@t izpratni par sevi un savu vietu sabiedriba” (Greenfield, 2008), ka art
uzmanibas koncentracijas samazinasanas, daudzu verbalo un neverbalo iemanu
zaudesana.

Tadgjadi, globalo sabiedribas informatizaciju raksturo tas, ka cilvéku
pamata intereses novirzijas neklatienes, virtualas mijiedarbibas un saskarsmes
joma. Sakara ar to, ka informacijas iegiiSanai vairs nav nepiecieSama
nepastarpinata saskarsme starp cilvékiem, cilvéks var arvien vairak izolé&ties,
atomiz€ties no sabiedribas un izjust iltziju, ka vins$ ir neatkarigs no sabiedribas.
Cilveki ir gatavi pavadit brivdienas un valas brizus globalaja timekli, forumos,
aizmirstot par realo dzivi. Pastavigas atraSanas virtualaja telpa rezultata, péc
psihologu un sociologu vardiem, samazinas realas saskarsmes un mijiedarbibas
ar apkart€jiem kvalitate, cilvéki var pilniba atteikties no realas saskarsmes ar
citiem; tas var ar1 izraistt muisdienu slimibu — sociofobiju, kas tiek uzskatita par
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bailém no sabiedribas, bailém no socialajam situacijam (bailém no uzstasanas,
sapulcém, no cilvékiem, ar kuriem bis jaruna, jaiepazistas, jaatbild vai jauzdod
jautajumi) (HecButckuii, 2012). Psihologi apgalvo, ka sociofobija ir personibas
pastavigas uzturéSanas virtualaja realitaté sekas, kas bremze personibas attistibu
un pasapzinaSanas sabiedriba.

Empiriskais pétijjums
Empirical Research

Empiriska pétijuma merkis: noskaidrot personibas socialas atomizacijas
problému un tas iemeslus, kas ir saistita ar virtualo saskarsmi Latvija.
Empiriska petijuma uzdevumi:
= noteikt pusaudZu laika pavadiSanu socialajos tiklos;
= noteikt iemeslus, kapeéc tiek izveletas virtualas, nevis realas,
saskarsmes formas.
Empiriskaja pétijjuma piedalijas skoléni no dazadu Latvijas regionu
visparejas izglitibas iestazu (Kurzemes, Latgales un Vidzemes) 10. klasém.
Petijuma metodes:
=  anketéSana;
= anketéSana iegltie statistiskie dati tika apkopoti kvantitativi,
izmantojot Microsoft Excel programmu.

1. Anketa “Pusaudzu laika pavadiSana socialajos tiklos”

Lai noteiktu, kam pusaudzi dod priekSroku komunikacija, un cik laika vini
pavada socialajos tiklos, tika izstradata anketa. Pusaudziem tika piedavats
atbildet uz 5 jautajumiem:

=  VaiJums ir svariga saskarsme?

=  Kadam noltikam Jus izmantojat internetu?

=  Kadai saskarsmei Jiis dodat prieksroku: realajai vai virtualajai?

= Cik vidgji stundas Jis pavadat interneta, komunicgjot socialajos

tiklos?

=  Cik vidgji stundas Jis komunicg&jat realaja pasaulé?
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1. att. Komunikacijas svarigums (Marcenoka, 2016)
Fig. 1 Importance of communication
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H spéles
® informacijas mekleéSana
B virtuala saskarsme
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2. att .Merki, kuriem pusaudzi izmanto internetu (Marcenoka, 2016)
Fig. 2 Purposes, which teenagers are using the Internet

42%

m Reala

® Virtuala

3. att. Komunikacijas priekSroka: reala vai virtuala (Marcenoka, 2016)
Fig. 3 Communication preference: real or virtual
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® No 1 [1dz 3 stundam
® No 3 [idz 5 stundam
B No 5 Iidz 8 stundam

4. att. PusaudZzu laika pavadi§ana socialajos tiklos (Marcenoka, 2016)
Fig. 4 Teenagers’ pastime on social networking sites
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5. att. Laiks, kadu pusaudzi velta realajai komunikacijai (Marcenoka, 2016)

Fig. 5 Time that teenagers dedicate to real communication

2. Anketa “PusaudZu reala un virtuala komunikacija: iemeslu noteik§ana”

Respondentiem tika piedavats atbildet uz jautajumiem ar iesp&jamo atbilzu

1zveli: virtuala vai reala komunikacija.

2. tab. Virtualas, nevis realas, komunikacijas iemeslu noteik§ana (Marc¢enoka, 2016)
Table 2 Determining reasons of virtual instead of real communication

anonimitate vai realas komunikacijas publiskums?

Jautajumi Reala Virtuala
Komunikacija | Komunikacija
% %
Ka Jums skiet, kur Jus labak saprot? 28 72
Kur Jums vieglak iepazities ar citu cilvéku? 6 94
Kur Jums ir vieglak atklat savas domas? 25 75
Kur ir vieglak izteikties? Izteikt savu viedokli? 12 88
Kur Jiis esat patiesaks? 50 50
Kur ir vieglak atrast draugus? 5 95
Kur ir vieglak izveleties pareizos vardus un formulét 25 75
domas?
Kurs saskarsmes veids Jums liekas pievilcigaks? 10 90
Kur cilveki liekas labaki? 40 60
Kur Jiis varat biit tads, kads gribat but? 15 85
Ka Jums skiet, kur ir lielaks atbildibas limenis? 75 25
Kur irvieglak $kirties no cilvéka, partraukt attiecibas? 0 100
Kur ir vieglak lugt padomu? 25 75
Kur Jums ir vieglak atklat savu talantu? 50 50
Kur Jums ir vieglak pateikt patiesibu? 40 60
Kur Jums ir vieglak atzities savas jutas? 35 65
Kas Jums vairak patik: virtualas komunikacijas 10 90
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Kas Jums patik vairak: personibas izvéles 20 80
“daudzveidiba” virtualaja komunikacija vai personibas
“vienreizigums” realaja komunikacija?

Kur Jums ir vieglak partraukt nepatikamu sarunu? 5 95
Kur Jus esat atklataks? 33 67
Kur Jums ir vieglak noradit uz cilvéka trikumiem? 10 90
Kur Jums ir vieglak paradit savas emocijas? 40 60
Secinajumi
Conclusion

Neskatoties uz to, ka globala sabiedribas informatizacija dod iesp&ju pariet
uz citu dzives limeni un sabiedribas attistibas iesp€jas, tas sekas ir
pretrunigas;

Sabiedribas informatizacijas pretrunigais raksturs noteica personibas
socialas atomizacijas problemu;

Sabiedribas globalo informatizaciju raksturo tas, ka cilvéku pamata
intereses parvietojas neklatienes, virtualas mijiedarbibas un komunikacijas
joma, kur cilveéks var vairak izol€ties, atomizeties no sabiedribas, un kur
vins lolo iliizijas, ka vins ir neatkarigs no sabiedribas;

Petijums paradija, ka lielakajai dalai respondentu (89 %) komunikacija ir
vajadziga un svariga. Gandriz puse vecako klasu izglitojamo (42 %)
izmanto datoru virtualajai komunikacijai, pavadot socialajos tiklos no 3
lidz 5 stundam katru dienu (57 %), realajai saskarsmei (komunikacija ar
draugiem, klasesbiedriem, radiniekiem, kaiminiem, u.c.) veltot tikai no 1
Iidz 3 stundam diena (65 %). Uztrauc fakts, ka 11 % respondentu vispar
nejlit nepiecieSamibu komunicét, bet 6 % respondentu dzivo virtualo dzivi
no 5 Iidz 8 stundam diena;

Petijuma rezultati paradija, ka pusaudZzi loti aizraujas ar komunikaciju
socialajos tiklos. Interesanti bija atklat, ka vini pasi bija parsteigti ieraudzit
anketeSanas rezultatus — cik biezi vini deva priekSroku komunikacijai
socialajos tiklos. Virtuala saskarsme ir pievilciga ar to, ka ta dod ricibas
brivibu, kad pusaudzis pats var radit “savu t€lu”. Apskatot atbildes, var
secinat, ka lielaka dala respondentu (72 %) uzskata, ka virtualaja realitate
vinu labak saprot, viniem vieglak iepazities ar kadu (94 %), vieglak
atverties (75 %), vieglak izteikties un pateikt savu viedokli (88 %), vieglak
atrast draugu vai miloto cilvéku (95 %), vieglak Skirties no cilvéka (100
%), vieglak atzities savas jutas (65 %), vieglak partraukt nepatitkamu
sarunu tiesi virtualaja komunikacija (95 %). Virtualitate arT ir pievilciga tas
anonimitates d&] (90 %);

Petijuma dati norada uz virtualas komunikacijas domingéSanu, tas ir, uz
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pusaudzu socialo izolaciju un atomizaciju, kad cilvéks sadala savu dzivi uz
divam dalam: “Isto virtualaja realitaté un “kvazidzivi® (viltus dzivi)
realitat€, kur realitate kltst miglaina” (Greentfield, 2008).

Summary

Urgency of the research is called forth by the increasing of information technologies
influence over many spheres of life of the society, including teenagers’ communication, and
by emergence of problems accompanying this way of communication. As information
acquisition does not require direct communication with other people, teenagers are isolating
themselves from the society; they are creating illusions of being independent of the society.
They are ready to spend week-ends and leisure time at internet sites and forums, forgetting
about the real life. Long and permanent time spending in the virtual space provokes decrease
of communication quality or complete rejection of the real communication and interrelation
with other people, leading to isolation and atomisation of the individual, encumbering
personal development and self-perception in the society.
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INTEGRATION OF CIVIC EDUCATION INTO LOWER-
SECONDARY SCHOOL CURRICULUM

Stanislava Marsone
Riga Teacher Training and Educational Management Academy, Latvia

Abstract. There have been dramatic changes in the concepts of democracy in European
countries and throughout the world, which have led to the changes in attitudes between a
person and a society. Globalisation has brought the culture of stereotypes, multicultural
society, migration — these are only some aspects that indicate the growth of importance of
civic education at every level of education in the modern world. To choose the most effective
methods and forms of civic education, it is essential to analyse world experience and cultural
traditions of every country, which are based on the ideals and values, and are the fundament
of educational traditions. The aim of this article is to analyse the presence of civic education
elements in the lower-secondary school curriculum, and to evaluate the possibilities of
possible improvements.

Keywords: civic education, democratic values, curriculum.

Introduction

Following up Alijev inference that school educational process is the basis
to transform consciousness of any society to the qualitatively new knowledge,
skills and learning principles, it can be indicated that education plays an
important role in the development of social culture (Alijev, 2005). The needs
that are affected by the changes in the society are implemented in the syllabi,
which is the basic element of educational system, and which reflects state,
society and environmental influence on the pedagogical process. Western
authors consider that the important social aspect is revealed in the discussion
with a goal to make relations between education, labour demand and civic
concepts (Hursh & Wayne, 2000). However, Voelker suggests that the priority
of education is identified through person’s social activity, which is generally
implemented with changes in the educational process (Voelker, 2008). The close
connection between social problems and education has influenced the
interpretation of the term. The term used in German resources is ‘social
upbringing’ (Sozialerziehung), English authors use the term ‘social education’,
which undermines the presence of a particular curriculum. The changes in the
modern syllabi are generally connected with socially-oriented subjects, which
brings about the need to find a balance between ‘strictly traditional’ — history,
geography, political education — and ‘more broadly defined’ aspects, which
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would include art, media and multicultural tendencies. Furthermore, it is
essential to activate civic education in schools, to emphasise the development of
loyalty, initiative and cooperation of social groups. VVoelker considers that the
excessive individualisation of the educational process has neglected social
motivation (Voelker, 2008). Civic education has lost its importance. It has been
substituted by professional needs and aspiration of excellence. Civic education
questions have also become a current issue in the education of Latvia. Today,
when the new general education (lower-secondary school) curriculum
(standards) is being developed, there is a necessity to evaluate the civic
education experience the historic and contemporary context. The aim of this
article is to analyse the presence of civic education elements in the lower-
secondary school curriculum, and to evaluate the possibilities of possible
improvements.
Research methods: hermeneutics, analysis of documents.

Civic Education Experience in Latvia

The questions about civic education in the global multicultural society have
led to a necessity to evaluate educational opportunities not only for the full
terms of content acquisition. Educating a socially active and nationally-minded
individual is an essential aim of any civil society. Today’s changing society
requires development of civic education objectives, integration of modern
knowledge, skills and values of every personality. The new research is based on
the assessment of the historical experience.

At the beginning of the 20" century Latvia faced many challenges. In the
process of creating a new, democratic society the educational system was
radically reformed. Having evaluated global experience, Latvian educators
persisted that the implementation of social and state needs in the curriculum
could not change the educational mission, whose priority is the comprehensive
development of the individual. Having tracked public discussion in pedagogical
periodicals, as well as the guidelines of the documents, the priorities that reflect
the influence of reformative pedagogy on the curriculum in the 20" century were
identified. The ideas of reformative pedagogy changed the understanding of the
concept of education; they combined education with knowledge, skills, values
that the student acquires in school, as well as in the family and society. Thus,
education is considered a broad and a comprehensive process that leads to the
deliberate understanding of public objectives and values. Development of
individual and society becomes the main aim of education. The individual must
acquire variety action forms, which would ensure an individual’s ability to
socialise in the constantly changing society.
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Considering the educational purpose, changes affecting the curriculum
appear which means that the student inherits the social meaning of the
processes, the main forms of activities, people’s moral behaviour, the main
forms of communication, and other qualities. After five years of elaboration, in
1926 published Latvian folk school syllabi highlight two trends: national and
civil. This is evidenced by the change in subject layouts and content: comparing
with 1922 folk school syllabus, the content of environmental studies is designed
in more detail, with separate themes for rural and urban schools. The aim of the
new syllabus is to enhance students’ understanding of local social and economic
environment. There is an additional indication — students should pay ‘serious
attention’ to outstanding personalities and community, but especially -
ethnographic phenomena. Methodological recommendations stress that studies
of the local environment should be based on direct experience, personally
relevant observations, knowledge and attitudes, teaching more and more
objective understanding of their surroundings and involving students in natural
sciences, geography, and history. Fundamentally, the main goal of
environmental studies is the promotion of positive social experiences through
correctional facilities of social environment laying the foundations for social
conscience and social development activities. The basic principle of another folk
school syllabus’s project in Latvia project (1922) is positive and active attitude
towards popular culture and mental values, with particular emphasis on the
importance of pedagogical work: cognitive activity, practical skills, and the
ethical and societal value. Summarising the analysis of the folk school syllabi, it
should be admitted that motherland studies are offered as nation-awareness
principle, which pervades in the process of learning in all subjects, brought into
action a number of civic education tasks:

 the individual’s educational and environmental interactions are

encouraged with teaching methods;

 complementing students’ personal experiences, homeland studies

promote positive attitudes towards public and governmental processes,
thus encouraging public awareness activity of young citizens of the
country;

« highlighting the personal significance, of public process, promotes

students’ patriotism and civic formation of values.

Updating civic education tasks, the process deliberately targeted at
individual’s choice of alignment with the needs of society and state
development. Weber considers that civic way of thinking is the expression of
citizens’ spirituality (intelligence), suggesting their ability to participate in
public life and to contribute to its development (Weber, 1973). A similar view
was expressed in the works of the Latvian 20 — 30 s educators. They particularly
emphasised the importance of the formation of national thinking in society
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without national experience. There was a discussion among Latvian educators
who expressed two different opinions:

« Inthe absence of statehood experience, school syllabi should contain a
separate subject teaching state matters (Svenne, 1929.);

« national thinking is the result of intellectual development of an
individual, it should become a basic principle of the new school,
without distinguishing it as a separate subject.

The last opinion was supported by the majority of teachers in Latvia, but
some were in the midst of disagreement. Part of the teachers stressed that the
national education integrates teaching and extra-curricular activities - student
self-governments, hobby groups, community organisations, clubs, and
cooperatives. A different view was posed by teachers who were convinced that
the organisation of the educational process had an important role in the
intellectual and the national upbringing. They stressed the need for national
parenting issues directly linked to individual subjects, especially - history,
Latvian language, geography, military training and sports, job training and
agriculture.

In general, in the democratic state formation and consolidation period civic
education objectives and content (state structure, organisation and functions, the
historical development) and practical (participatory methods and forms) were
democratic-value-oriented and provided general intellectual development, where
national thinking was expressed in the personal ability to link their freedom of
choice with the development patterns of the society. The prevailing opinion
among Latvian educators was that this task can be successfully implemented
through the development and rearranging the educational process. This opinion
was consistently supported by Dauge (Dauge, 1926). A similar view was also
expressed by Dreimanis, who believed that there was a need to emphasise civic
education tasks in the curriculum, making society and state historical experience
personally meaningful (Dreimanis, 1926). Close to this view were Greste,
Lancmanis who sought training forms and methods (museums, excursions, local
history activities), which meant bringing into proximity the general knowledge
of each individual and personal experience, making them more personally
meaningful and valuable.

Some educators — Dekens, Taivans, Brods - evaluated national education
tasks in the wider context, considering possible the creation of a correctional
environment, with strong emphasis on collaboration and self-organisation forms,
which successfully realised national instructional elements that could contribute
to the practical state action skills.
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Civic Education Problems in the Global Society

Looking for solutions to global multicultural society-induced changes, civic
education has become a priority in many national education systems in the
world. Committee of Ministers of the Council of Europe to Member States
(2002) Recommendations emphasise the family role in civic education, though
they do not understate the role of formal and informal education. In 2012, a new
Recommendation of the Council of Europe (2012) suggested some additional
parameters. Among them is that Member States are encouraged to include
democratic citizenship programmes in all of events of education and training
whether formal, or informal, including tertiary education level, particularly
within teacher education courses. Arbues considers that the content of modern
civic education in Europe was affected by important factors, including the
‘Third Wave of Democracy’, which began after the 1989 fall of the Berlin Wall.
The author believes that the expansion of the Western democracies, merging
with countries with no experience of modern democracy, set new challenges for
civic education. A significant Arbues’s indication is that the importance of civic
education in European countries is one of the reasons of resistance to global
values (Arbués, 2014). Also Harsh and Wayne point out that Western schools
have a tendency to maintain the environment that is based in specific traditional
values, which leads to the certain isolation from society. The authors believe that
the tradition of justifying a conservative lifestyle, distorts the formation of
multicultural diversity, which is one of characteristics of democracy (Hursh &
Wayne, 2000). The same opinion is posed by Were, who highlights that the
traditional culture with its symbols (beliefs, traditions, folklore) no longer
provides a full social education (Were, 1987). Hursh and Vayne believe that to
ensure the promotion of social awareness and activity, the school should obtain
a more open social basis - through the teacher’s competence development,
‘modern’ tradition of family upbringing, religion, interests, and peer
environment. Calling it ‘active social education’, the authors consider classroom
setting to be great importance, where a student and a teacher ‘discuss, learn,
share knowledge and change the world’ (Hursh & Vayne, 2000).

By contrast, the United States pedagogical literature view emphasises the
need to increase individual and community interrelations as well as mutual
accountability that would make a more effective collective public functions.
Voelker agrees with the modern democracy beliefs that the overall prosperity
provides a benefit to everyone. An individual’s social development is oriented to
promote the interests of a society, as well as the need to be aware of the results
of their individual progress. Thus, from an individual point of view, social
development is the social dimension of personality, communication,
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development of communication skills; from the public point of view it is an
opportunity to acquire a collective cohabitation functions (VVoelker, 2008).

Civic Education Elements in Lower-Secondary School Curriculum

To develop the concept of civic education in lower-secondary school, it
must be admitted that the experts have made a serious research in world
experience and challenges of a changing multicultural society. However, there
are some debatable issues - how to connect the individual and social needs—
personal progress and national development interests? How should a society
without national and long-term democratic experience promote significant
modern democratic values? In order to encourage an answer to these and other
questions in the future, it is essential to examine what kinds of civic education
elements are found in lower-secondary (basic) education curriculum (subject
standards). Considering this condition, all subject standards can be divided into
four groups:

«  socio-cultural competence is eliminated as a requirement (Language);

« elements of civic education interwoven the content (Man and Society -

Latvian History, World History, Home Economics and Technology,
Sport);
«  The course includes civic education content (Social Sciences, Ethics);
« The content reveals practical application aspects (Technology and
Science).

It is important to admit that in the field of curriculum ‘Language’ socio-
cultural competence convincingly includes important elements of civic
education - understanding of the relationship between language and culture, the
aspects of social and political status, ethical and emotional significance of
mother tongue in the person’s social development. The multi-cultural aspect,
which is one of the components of the subject standard for foreign languages,
correlates with modern society needs. Traditionally correct is also the society
development principle in the field of Technology and Science, which is
particularly important for learners in the process of globalisation to create
modern values in and foster personification of them.

Most contradictions are found in the filed ‘Man and Society’. This is
understandable, because the content of this field is directly attributable to the
nature of civic education - the individual’s social conscience, social activity,
promotion of modern democratic values and acquisition of these values by every
individual. It is therefore particularly important for all subjects in this field to
foster common perceptions, attitudes and values, not only considering the
content, but also methodology. Taking into consideration the abovementioned,
the subjects’ contents to be approved are Sport (individual and public physical
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and mental health unity) and Home Economics and Technology (practical and
ethical importance of individual’s and community development). The question
appears about teaching Social Science and Ethics, as well as the World and
Latvian History as separate subjects. In essence, the contents of Social Science
and Ethics correlate, as they integrate the results of the field ‘Man and Society’.
Past and present global experience demonstrates that the emphasis on current
social problems (in this case - civic education) is put through education,
encouraging the diversification of educational contents, methods, attracting
public resources and thus expanding the educational environment.

It is hoped that in the process of development of the new lower-secondary
school curriculum (standard) civic education will be integrated into content as a
mainstream competence, promoting development of socially active and
nationally conscious personalities.

Conclusions

1. The issues of civic education in the global multicultural society require
constant improvement of civic education tasks, integration of modern
knowledge, understanding, skills and values in the process of personality
development.

2. The beginning of 20th century brought Latvia many challenges. In the
process of creating a new, democratic society the educational system was
radically reformed. Updating civic education tasks, the process was
deliberately targeted at the alignment of individual’s choice, the needs of
society and state development. There was a discussion among Latvian
educators, representing the two views: national education should be
implemented through separate subjects, or it should become a fundamental
principle of the new school, without distinguishing it as a separate subject.

3. With the changes in the society caused by global multicultural influence,
civic education emerged as priority of educational systems in many
countries. Along with other activities, civic education elements are
implemented at all levels of education - formal, informal, inclusive, and
tertiary education curricula.

4. The process the new lower-secondary school curriculum (standard)
development should result in civic education as an integrated mainstream
competence. It requires both current situation assessment and evaluation of
the historical and the modern world experience.
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THE IMPACT OF PEDAGOGICAL SUPPORT PROGRAM ON
COPING STRATEGIES, ACADEMIC ACHIEVEMENT AND
STRESS LEVEL IN ADOLESCENCE

Julija Maslova
Latvian Maritime Academy

Abstract. The article analyses development of coping strategies and coping resources using in
adolescence. Adolescents are often not able to cope with stressful situations because their
coping strategies still forming, that leads to academic performance reduction. Therefore, a
pedagogical support program for developing coping strategies in adolescents is crucial, and
it was elaborated and approved as a formative experiment method. Results revealed that after
the implementation of pedagogical support program in the experimental group there were
identified effective coping strategies. Also, it was observed that the academic achievement
level increased and the stress level decreased in the experimental group.

Keywords: coping strategies; stress; academic achievement; adolescence; pedagogical
support program

Introduction

Stress has become a customary feature of our daily life, but consequences
of it may be very serious. Results of the international students' subjective health
and psychological well-being study showed that the adolescent population of
Latvia possesses psychological lability symptoms (irritability, bad mood,
nervousness and depression) and different types of pain, which may indicate
body overload and stress (Velika, et al., 2008). High level of stress can cause
both emotional and health problems, and it has also a negative impact on
students’ academic achievements (Rafidan et al., 2009; Yusoff, et al., 2011).
Mainly adolescents’ inability to cope effectively with stress situations leads to
such negative consequences. It is connected with the fact that coping behaviour
which can help in dealing with difficulties and stress situations in adolescence is
not formed yet. Currently psychologists are the ones who deal with coping
strategies development in adolescents. However, teachers do not have
psychological-pedagogical tools for it, but exactly they are the first who face
problems caused by inability of adolescents to cope effectively with stress
situations. Therefore, the author of the study has elaborated psychological-
pedagogical program for the teachers as an aid to develop coping strategies,
optimize stress level and improve academic achievements of students within the
pedagogical process. Elaboration of the psychological-pedagogical program was
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grounded on a presumption that coping strategies are being developed on the
basis of the most important in adolescence coping resources of an individual and
the environment (Mankuna-IIeix, 2005). The most significant personality
resource helping to develop effective coping strategies is divergent thinking,
which allows finding several solutions to the problem. In stress situations
characterized by uncertainty and lack of information, exactly divergent thinking
helps finding effective ways of problem solution (I'pemos, 2012). One more
important personality resource allowing effective coping with stress situations is
a psychological competence in stress area and coping with it, possessed by
teachers, students and their parents. With regard to the environmental coping
resources allowing adolescents to cope effectively with difficulties and stress
situations, a support from the side of teachers and parents is important. Thus,
taking into consideration the most important personality and environmental
coping resources for adolescents, such as divergent thinking, psychological
competence and social support, the author has elaborated and approbated
pedagogical support program which provides teachers with methods necessary
to develop coping strategies and optimize students’ stress level within the
pedagogical process.

Hypothesis of the research — the pedagogical support program allows
teachers to develop effective coping strategies, improve academic achievement
and reduce stress level in adolescence in the pedagogical process.

Research aim: to approve the pedagogical support program for
development of coping strategies among adolescents in the pedagogical process.

Research methods: analysis of scientific literature, formative experiment,
questionary survey, statistical analysis of research data.

Theoretical basis of the study

Stress is caused by discrepancies between actual possibilities of a
personality and objective requirements; it occurs in cases an individual is being
asked to do more than he/ she can and assesses these discrepancies as a load or
depletion of his/ her resources and exposure of his/ her well-being to danger
(Lazarus & Folkman, 1984). According to H. Selye (Selje, 2012) stress model,
stress might not be only negative. When the available human resources meet the
set requirements, a person is experiencing positive stress — eustress. Eustress
occurs when a complex task is being performed, and it is accompanied by
confidence in achieving successful result. Such stress might be useful.
Therefore, an optimal level of stress can enhance learning ability (Kaplan &
Sadock, 2000). Negative stress or distress occurs when demands exceed
available resources. It can cause problems of such cognitive functions as
memory and attention, as well as incite negative emotional and behavioural
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reactions alongside with physical and mental health problems in
adolescents (Frydenberg, 1997; Laio, Li & Yi, 2007; Rutka, 2012). Stress
reduces also learning effectiveness (Kaplan & Sadock, 2000). A review of
research works indicates that high level of stress leads to reduction of academic
achievement of students (Rafidah et al., 2009; Yusoff et al., 2011). In order to
reduce negative impacts of stress on their well-being, adolescents use coping
strategies which tend to become conscious behaviour.

Coping strategies are defined as deliberate efforts based on certain
activities with an aim to regulate subject's emotional and intellectual tension and
achieve an optimal psychological adaptation to external conditions (Krukova,
2008, 2010). Lazarus and Folkman (1984) distinguished between two types of
coping strategies: problem-focused and emotion-focused. Problem-focused
coping strategies tend to be employed when an individual has determined that a
stressful, challenging or threatening situation is amenable to change. When an
individual experiencing stress, perceives the stressful situation to be outside of
his/ her control, emotion-focused coping strategies may be employed
(Lazarus & Folkman, 1984). It was discovered that problem-focused coping
strategies possess positive correlation with adaptation and health issues, but
emotion-focused strategies, on the contrary, play negative role and intensify
stress, as they do not solve a situation that occurred (Paccka3oBa & I'opueesa,
2011).

Coping strategies are distinguished into two groups also according to the
criterion of success (successfulness) in overcoming stressful situation
(Mankuna-IIsix, 2005). The first group includes coping strategies helping to
solve a problem and dealing with difficulties and stressful situation. Various
terms are being used to name this particular group of coping strategies:
effective, productive or constructive. In this study a term “effective coping
strategies” will be used, as “effective” means something providing expected
results and being efficient (LatvieSu valodas skaidrojosa vardnica, 1987, 205),
and it is the most appropriate within the meaning of coping strategies concept.
The second group includes ineffective strategies that impede coping with
difficulties and stress situations (Mankuna-IIsix, 2005). Therefore, the problem-
focused coping strategies are associated with high operational efficiency and
assessed subjectively as more effective than the emotion-focused coping
strategies (Lazarus & Folkman, 1984). Results of relevant studies show that
adolescents who use such effective coping strategies as problem solving,
working hard and achieving, focusing on positive aspects and seeking for social
support are able to deal with difficulties and stressful situation in an adaptive
manner, and they have higher academic achievement. On their turn, adolescents
who apply such ineffective coping strategies as ignoring problem, suppressing
tension, avoiding action and using aggressive behaviour have lower academic
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achievement (Barber & Janet, 2010; Campbell, 2008; Choi & Abbott, 2007;
Hofer, 2007; Marcos & Tillema, 2006; Niff & Hsieh, 2005; Tucker, 2008;
Veisson & Leino, 2004).

Results of the study proves that adolescents health, well-being and
academic achievement depend on what type of effective or ineffective coping
strategies they use. Therefore, it is crucial to help in developing effective coping
strategies exactly during adolescence period, when active formation of those
strategies takes place (Frydenberg, 1997). Coping strategies can be developed
with the help of personality and environment coping resources (Mankuna-IIbix,
2005). A term “coping resources” includes those personality and social
environment factors that are available in a potential condition and in case of
necessity could be used intentionally by a person to cope with stress or
complicated life situation. It is also important that effectiveness of coping
behaviour is tightly connected with an amount, character and availability degree
of existing resources. Internal locus of control, self-efficiency hardiness,
creativity, and other abilities and skills of a person are related to the personal
resources. However, emotional support and assistance from friends and family
refer to social environment resources.

While developing effective coping strategies within the pedagogical
process, it is necessary to take into consideration not only educational
environment, but also personal coping resources of adolescents. The most
important environment coping resource is a social support (Frydenberg, 1997,
2002). Adolescents in complicated, problematic and stressful situations tend to
seek for help and support among friends, classmates, parents and teachers. E.
Frydenberg believes that referring to others for support is an effective way to
cope with difficult and stressful situation. In accordance with research works,
students who were supported by parents in complicated and stressful situations
possess higher academic achievement than students who did not receive parental
support (Rafidah et al., 2009; Smith & Renk, 2007; Yusoff et al., 2011).

One of the main types of social support in pedagogical environment is a
pedagogical support (Ocranuna, 2009). Idea of the latter originates from S.A.
Amonashvili’s “pedagogy of cooperation”. The pedagogical support is a
preventive and operational assistance to adolescents in solving situations related
to their individual problems which are connected with physical and psychical
health, social and economic status, successful learning, accepting school
regulations, effective work and interpersonal communication, as well as with
life, professional and ethical choices (self-determination) (I'asman, 1995). An
aim of the pedagogical support is to develop subject position of an adolescent in
such a way that at the moment a problem situation is faced, he/ she assesses it as
an obstacle and feels a necessity to solve this problem. Subject position is
characterized as a capacity of independent choice, as well as an existence of will
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and activity that has to be planned and realized. In such a way teachers realizing
pedagogical support create conditions where a student becomes a subject of his/
her own life activity and forms effective coping strategies that allow coping with
problems and stress situations.

Psychological competence and divergent thinking are the most important
personality coping resources which allow developing effective coping strategies
among adolescents within the pedagogical process.

Psychological competence is ability and skills of a personality to overcome
routine problems effectively, maintain well-being and demonstrate adaptive and
positive behavior in cooperation with other people and their cultural
environment (Rutka, 2012, 75). Psychological competence in the field of stress
and coping is a significant personal coping resource for developing effective
coping strategies among teachers, students and parents of adolescents.

Psychological competence consists of psychology knowledge, divergent
thinking, decision-making skills, self-control skills, emotional self-regulation
skills, communication techniques application skills, responsibility and moral
development (Rutka, 2012).

Different methods of psychological competence development can be used
in the pedagogical process such as developmental tasks and games,
psychological training, conducting classes based on stress and coping issue,
learning relaxation techniques, interpreting stories and proverbs, analyzing
problem situations, as well as analyzing positive examples of problems
resolution.

Divergent thinking as a personal coping resource is a method of creative
thinking, which is oriented on various ways of problem solving and leads to
different and unexpected solutions and results. Divergent thinking is used for
solving problems and tasks, in order to find several solutions for the same
problem. Convergent thinking is directed towards the only one, single and
correct result in accordance with the requirements of a particular situation
(Guilford, 1985). However, despite differences, both ways of thinking —
divergent and convergent, are aspects of creative thinking (Fasko, 2001).

A. Grecov (2012) believes that divergent thinking is effective in situations
when there’s lack of exhaustive information, absence of strict rules and the
perspective of the further scenario is not clear as these situations are the most
stressful for the adolescents due to their ambiguity, informational shortage and
the difficulty in finding the way out. However, as the resultsof the
surveys/researches show, adolescents with a higher level of divergent thinking
are able to find several solutions of solving the problem and choose the most
effective coping strategy (Konuenko, 2008, Ocranuna, 2009).
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Thus the following conclusion could be drawn: divergent thinking is an
important coping resource in adolescense, and it is necessary to develop it
during the pedagogical process.

Researches of correlation between divergent thinking and academic
performance have shown contradictory results. For instance in several studies, a
positive correlation between divergent thinking and academic performance was
found. But in other studies, on the contrary, the correlation was not found,
particularly in groups of students with very high level of divergent thinking
(MnpuH, 2012).

Druzhinin writes that academic achievements of gifted children are higher
than of the ones who are not so quick in studying. However, among the
exceptional learners there can also be found the ones with underachievement.
Therefore the results of the researches show that the convergent and divergent
thinking are both important for education (Mnasun, 2012).

In such a way divergent thinking as a coping resource is a part of a broader
coping resource — psychological competence. In its turn, development of
psychological competence and divergent thinking is a part of pedagogical
support aimed at development of effective coping strategies among adolescents
within the pedagogical process.

Taking into account the results of theoretical and empirical researches, the
pedagogical support program for the development of effective coping strategies
among adolescents during the pedagogical process was elaborated. In these
program frameworks, effective coping strategies in adolescence period are
developed on the basis of such coping resources as pedagogical support,
psychological competence and divergent thinking. This pedagogical support
program was abundantly described by the author in the previous study (Maslova,
2016).

Materials and methods

The method used for development of coping strategies is formative
experiment which consists of three stages:

Stage 1 — the research of coping strategies, academic achievements and
stress level within the control and experimental groups.

Stage 2 — a 3-part implementation of pedagogical support program for
students in the experimental group: a) the development of teacher’s
psychological competence, b) the development of students’ divergent thinking
and psychological competence, c) work with parents.

Stage 3 — the research of coping strategies, academic achievements and
stress level after the implementation of pedagogical support program within the
control group and the experimental group (Maslova, 2016).
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Participants: 57 high school students (17-19 years old), divided into two
groups: control group — 29 students, experimental group — 28 students.

Measures

The Strategic Approach to Coping Scale (SACS) (Hobfoll, Dunahoo,
Monnier, 1998) was developed by Stevan E. Hobfoll in 1998. Russian version of
the test (Bogombesuosa, 2009) adopted by the author of current study. Each of
the subscales show adequate psychometric properties, demonstrating internal
reliability coefficients ranging from «=0,51 to ¢=0,89 (M=0,67; SD=0,13).
Minimum acceptable alpha coefficient in the scales that measure coping
strategies is 0.65 (Kproxona, 2010, 18). Thus the adapted questionnaire can be
considered acceptable for applications in the current study.

The SACS includes: (a) a prosocial-antisocial dimension which depicts the
degree to which individuals are active in terms of their social interactions, while
seeking their goal; (b) a passive-active dimension that depicts the efforts to solve
problems versus ways to avoid them; (c) a direct-indirect dimension that depicts
the efforts to address the problem directly in contrast to solving the problem by
working around people’s back.

The SACS has 52 items which are distributed to 9 subscales: assertive
action, avoidant action, indirect action, seeking social support, social joining,
cautious action, antisocial action, aggressive action, and instinctive action. Each
item can be rated on a 5-point Lickert scale, ranging from 1 (not at all what 1
would do) to 5 (very much what | would do). In the SACS adapted by
Vodopyanova also obtained index of -effectiveness, which showed the
effectiveness of coping behavior in a stressful situation. Effectiveness index
level can be low, medium and high.

All these scales are self-report, easy to administer instruments that can be
completed individually or in groups. The SACS produces 9 scores for each
subscale, ranging from 4 to 45.

Adolescent’s Stress Survey (ASS) was developed by the author of current
study. ASS has 25 items which discribe emotional states and behavier rections,
related to stress. Each item can be rated on a 5-point Lickert scale. Reliability
coefficient of survey is 0,85.

To define the academic achievements of the students the Great Point
Averages (GPA's) were obtained by the researcher in the current study.

The fact that students’ aptitude for both human or exact sciences can
prevail and affect their GPAs was also taken into account. For this reason the
GPAs in both human and exact subjects were considered.
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Results and discussion

Due to the fact that there is a compliance with normal distribution in the
experimental and control samples, T-test was calculated. After implementation
of the pedagogic support program, T-test was calculated to clarify, whether any
changes in development of coping strategies, academic achievement and stress
level in the experimental group took place.

Table 1 indicates that there is statistically significant difference between
the level of stress before and after implementation of the pedagogical support
program in the experimental group, but no difference in the level of stress was
found in the control group at 0,05 level of significance. Comparing means and
standard deviations, it is obvious that the level of stress has decreased after
implementation of the pedagogical support program in the experimental.

Table 1 Results on the differences in the stress level before and after implementation of
the pedagogical support program in the experimental and control groups

Measurements
Measurement Measurement
Groups before the after the T
experiment experiment b
M SD M SD
Experimental group 48,428 7,485 44,035 6,286 -2,378* ,021
Control group 48,344 8,125 46,827 8,276 -,704 484

* T- test score is significant at the p<0.5 level (2-tailed)

Table 2 shows statistically significant difference in the level of stress
between the experimental group and the control group after implementation of
the pedagogical support program. The students in the experimental group had
lower levels of stress than the students from the experimental group. The results
indicate that application of pedagogical support program allowed reducing the
level of stress in the experimental group.

Table 2 Results on the differences in the stress level between the experimental group and
the control group after implementation of the pedagogical support program

Experimental group Control group T
M SD M sD P
16,000 4,489 18,036 2,318 -2,995* ,004

* T- test score is significant at the p<0.5 level (2-tailed)

Table 3 indicates that there are statistically significant differences between
levels of six coping strategies before and after implementation of the
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pedagogical support program in the experimental group with significance level
lower than 0.05 (p<0.05). Comparing means and standard deviations, it is
obvious that the level of effective coping - active and pro-social coping
strategies such as social joining and seeking for social support has increased.
Also index of effectiveness, which showed the effectiveness of coping behavior
in a stressful situation has increased. However, level of ineffective, passive
coping strategies such as cautious action, avoidant action and antisocial coping
strategy - aggressive action has decreased.

The results suggest that adolescents have started coping with stress
situations and difficulties more effectively putting efforts to solve the problem or
in case of necessity asking teachers, parents or psychologists for support and
help.

Table 3 Results on the differences of coping strategies before and after implementation
of the pedagogical support program in the experimental group

Experimental group
Coping strategies Measurement Measurement
before the after the
. . T p
experiment experiment

M SD M SD
assertive action 19,821 | 3,878 20,393 | 3,315 -,593 ,556
social joining 21,500 | 4,726 22,750 | 3,216 | -2,565* ,013
seeking for social support 20,929 | 6,224 23,750 | 3,566 | -2,081* ,042
cautious action 20,071 | 3,310 15,107 | 4,597 4,637* ,000
instinctive action 18,643 | 2,934 18,286 | 2,827 ,464 ,645
avoidant action 17,036 | 3,554 13,607 | 3,614 3,579* ,001
indirect action 19,929 | 3,219 19,179 | 3,345 ,040 ,968
antisocial action 17,679 | 3,601 17,393 | 3,381 ,306* 761
aggressive action 17,643 | 5,704 13,464 | 4,940 2,930 ,005
index of effectiveness 1,211 | ,3968 1,513 4017 | -2,832* ,006

* T- test score is significant at the p<0.5 level (2-tailed)

Table 4 indicates that there weren’t any statistically significant difference
between the levels of the coping strategy after implementation of the
pedagogical support program with significance level of 0.05 (p<0.05) in the
control group. Most probably it was due to the fact that no training related to
coping strategies took place in the control group.

Also differences in coping strategies between experimental and control
groups after implementation of the pedagogical support program were
researched in this study, and results are being shown in Table 5. Statistically
significantly higher levels of effective, active pro-social coping strategy -
seeking for social support and index of effectiveness in the experimental group,
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were found. Statistically significant differences were found in such ineffective
and passive coping strategies as cautious action, avoidant action, indirect action
aggressive action that were applied by adolescents from the experimental group
much less than by adolescents from the control group. The results suggest that
adolescents from the experimental group are active in terms of their social
interactions, while seeking their goal and trying to solve problems.

Table 4 Results on the differences of coping strategies before and after implementation
of the pedagogical support program in the control group

Control group
Coping strategies Measurement Measurement
before the after the T
experiment experiment P

M SD M SD
assertive action 20,862 3,368 20,035 | 20,035 971 ,336
social joining 22,241 3,502 22,345 | 20,793 | -,122 ,904
seeking for social support | 20,759 | 5,125 2,943 3,922 | -,029 977
cautious action 21,759 3,632 22,345 | 20,793 | -,735 ,466
instinctive action 18,862 3,492 2,943 3,922 | -,265 7192
avoidant action 18,276 3,011 22,345 | 20,793 ,045 ,964
indirect action 21,448 3,470 2,943 3,922 ,280 ,781
antisocial action 19,448 4,835 22,345 | 20,793 ,385 ,702
aggressive action 18,897 | 5,031 2,943 3,922 | -,854 ,397
index of effectiveness 1,159 227 22,345 | 20,793 ,586 ,560

* T- test score is significant at the p<0.5 level (2-tai tailed)

Table 5 Results on the differences of coping strategies between the experimental group
and the control group after implementation of the pedagogical support program

The differences of coping strategies
Coping strategies Experimental
Control group
group T p
M SD M SD

assertive action 20,393 3,315 20,035 | 20,035 | ,420 ,676
social joining 22,750 3,216 22,345 | 20,793 | ,496 ,622
seeking for social support | 23,750 3,566 2,943 3,922 | 2,975* ,004
cautious action 15,107 4,597 22,345 | 20,793 | -7,452* ,000
instinctive action 18,286 2,827 2,943 3,922 | -977 ,333
avoidant action 13,607 3,614 22,345 | 20,793 | -5,405* ,000
indirect action 19,179 3,345 2,943 3,922 | -2,380* ,021
antisocial action 17,393 3,381 22,345 | 20,793 | -1,529 132
aggressive action 13,464 4,940 2,943 3,922 | -5,060* ,000
index of effectiveness 1,513 ,4017 22,345 | 20,793 | 5,610* ,000

* T- test score is significant at the p<0.5 level (2-tailed)
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The table 6 shows that statistically significant differences have occured in
GPA level of the experimental group after the pedagogical support program has
been applied. The GPA level in exact sciences has increased while the one in
human sciences hasn’t changed. The rise of exact science GPA level could be
explained with the idea that such kind of subjects requires higher attention
concentration, alertness and both logical and creative approach to the problem
solutions, which is difficult enough to do in a stressful situation. After applying
of the pedagogical support program effective coping strategies of adolescents
have been developed, as well as the stress level has been optimized, which has
led to the rise of GPA level in exact science and, due to this, to the one in
general.

Table 6 Results on the differences in levels of the GPA, GPA in the humanities and GPA
in the exact sciencies before and after implementation of the pedagogical support
program in the experimental group

Experimental group
GPA in the humanities GPA in the exact GPA
sciencies
before the | after the | beforethe | after the | before the after the
experiment | experime experi- experi- experi- experi-
nt ment ment ment ment
M 5,722 5,8788 5,6121 6,4449 5,831 6,373
SD 1,483 1,12106 ,93526 1,32154 1,778 1,175
T ,255 3,958* 2,719*
p ,799 ,000 ,008

* T- test score is significant at the p<0.5 level (2-tailed)

The table 7 shows that there weren’t any statistically significant differences
in levels of the GPA, GPA in the humanities and GPA in the exact sciencies in
the control group after the pedagogical support program has been applied. Table
4 indicates that there weren’t any statistically significant difference between the
levels of the coping strategy after implementation of the pedagogical support
program with significance level of 0.05 (p<0.05) in the control group. Most
probably it was due to the fact that the pedagogical support program did not take
place in the control group.
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Table 7 Results on the differences in levels of the GPA, GPA in the humanities and GPA
in the exact sciencies before and after implementation of the pedagogical support
program in the control group

Control group
GPA in the humanities | GPA in the exact sciencies GPA
b(?[Loere after the before the after the before the | after the
i experi- experi- experi- exper- experi-
experi-
ment ment ment ment ment
ment
M 5,6121 6,4449 6,0952 5,8566 5,831 6,133
SD ,93526 1,32154 ,94800 1,08325 ,94640 782
T 3,958 -,893 3,958
p ,000 376 ,000

* T- test score is significant at the p<0.5 level (2-tailed)

Conclusions

Results of the theoretical review prove that coping strategies can be divided
into effective ones, which are oriented towards problem solution and allow
coping with stress situation, and ineffective — emotion-focused coping strategies,
which play negative role and intensify stress, as they do not solve a situation that
occurred. Coping behaviour is being realized through coping strategies, and it is
grounded in personal and social environment coping resources (Mankuna-ITbix,
2005). Coping resources provide a possibility to carry out an optimal adaptation
to stress situations.

Divergent thinking and psychological competence are the most important
personal coping resources helping adolescents to cope with stressful situations.
Divergent thinking facilitates development of effective coping strategies, as it
allows finding solution in situations of uncertainty and lack of information. The
most important social environment coping resource for adolescents is support of
teachers and parents.

Grounding on results of the theoretical research work, the pedagogical
support program for adolescents was elaborated and approbated. The empirical
research proved hypothesis, set forward in this particular study, about the fact
that the pedagogical support program allows development of effective coping
strategies in adolescents; leads to reduction of stress level and increases level of
academic achievement. After implementing the pedagogical support program
such effective coping strategies as social joining and seeking for social support
has developed and index of effectiveness, which showes the effectiveness of
coping behavior in a stressful situation in the experimental group has increased.
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Also their stress level has reduced and academic achievement has
improved, GPA level in general and GPA level of exact sciences in particular
increased. After implementing the program no changes were determined neither
in development of coping strategies nor in stress level and academic
achievement in the control group.

Thus the pedagogical support program showed its efficiency and proved
that it can be applied within the pedagogical process for developing effective
coping strategies, optimizing stress level and improving academic achievement
of adolescents.
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VISPAREJAS IZGLITIBAS PROGRAMMU IZSTRADES UN
LICENCESANAS TENDENCES LATVIJA

Design and Licensing Trends of the General Educational
Programs in Latvia

Ivans Janis Mihailovs

Aira Aija Kriimina
Latvija

Abstract. The general education program designing and licensing trends in Latvia in the
period from 2010 to 2014 are analyzed in the article. Based on the general education
program licensing data, it found that there isn’t a trend to license author’s program in
primary education, while the secondary level of education author's programs are designed
and licensed more often. The fact that primary education is more licensed programs in
mathematics, science and technology, but in general secondary education — the humanitarian
and social direction of the program suggest a possible gap in primary and secondary
education. At the same time it found that a quarter of all licensed educational programs is not
implemented, which could be result of socio-economic and political change in society.
Keywords: The educational program, author’s program, licensing of educational program,
educational content.

levads
Introduction

Vispargjas izglitibas mérkis ir radit priekSnosacijumus radosas, atbildigas,
vispusigi izglitotas personibas veidoSanai, nepartrauktai izglitibas turpinasanai,
profesijas apguvei un patstavigai orientacijai sabiedriskaja un valsts dzive
(Vispargja izglitiba. Izglitibas saturs). Tas nozimé, ka vispargjai izglitibai ir
jakliist par savdabigu pamatu, lai veiksmigi noritétu jebkuras personas turpmaka
dzive, izglitoSanas un darbiba. Tai pat laika tas arT nozimé, ka katra izglitibas
iestade ir tiesiga mekl€t savus risindjumus, ka sasniegt vispar€jas izglitibas
mérkT noteikto, attiecigi izv€loties un pamatojot savu pedagogisko pieeju un
veidojot savu izglitibas programmu.

Ieklaujoties vienota izglitibas telpa, arvien biitiskaka kliist Latvija iegiitas
izglitibas, tostarp Latvija izstradato izglitibas programmu, saturiska un
strukturala sabalansésana un atbilstiba labakajiem pasaules izglitibas paraugiem.
Lai izglitibas programma tieSam k]iitu par valsts un starptautiski atzita izglitibas
satura pamatelementu, izglitibas iestadei ir jasanem licence tas istenoSanai.
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Licenci (dokumentu, kas pieskir izglitibas iestadei tiesibas uzsakt izglitibas
programmas TstenoSanu, ir jasanpem gada laikd péc izglitibas iestades
registréSanas Izglitibas iestazu registra). To, pamatojoties uz iesniegto paraug-
vai autorprogrammu, izsniedz Izglitibas kvalitates valsts dienests, vienlaikus
nodro$inot iesp&ju katram izglitibas programmas apguvéjam péc izglitibas
programmas akreditésanas sanemt valsts atzitu izglitibas dokumentu, ka ari
iespeju turpinat izglitibu cita izglitibas iestade un/vai nakosa izglitibas pakapée.

Praksé tieSi Tstenojamas izglitibas programmas saturs un specifika
visprecizak raksturo konkrétas izglitibas iestades piedavajumu un darbibas
Ipatnibas, ka arT sp&ju izveidot un istenot savu pieeju un redz&umu Vvalsts
izglitibas standartos noteikto mérku sasniegSanai.

Saja raksta ir ietverts meéginajums identificét galvenas vispargjas izglitibas
programmas izstrades un licenc€Sanas tendences Latvijas Republika laika posma
no 2010.gada Iidz 2014.gadam, tadgjadi iezim&jot kop&jo prieksstatu par
visparejas izglitibas attistibu valsti.

Meérkis: Balstoties uz vispargjas izglitibas programmu licenzé$anas datiem,
noteikt kop€jas iezimes (tendences) vispargjas izglitibas programmu izstrade€ un
istenoSana, attiecigi izdarot secinajumus par visparejas izglitibas attistibu Latvija
kopuma.

Metodes. Vispargjas izglitibas programmu licencé$anas datu analize.

Visparejas izglitibas programma parmainu konteksta
General education program in the context of changes

Izglitibas  programmas 1ir 1izglitibas iestades darbibu reglament€joSs
dokuments, kas izstradats atbilstoSi izglitibas pakapei (pirmsskolas,
pamatizglitibas, vispargja videja), veidam (dienas, vakara (mainu), neklatiene,
talmaciba), mérkgrupai un valsts izglitibas standartam vai valsts pirmsskolas
izglitibas vadlinijam (Izglitibas likuma 33.pants).

Visparéjas izglitibas programma ir dokuments, kas atbilstosi izglitibas
pakapei un veidam nosaka konkrétas izglitibas programmas istenoSanas meérki,
uzdevumus un planotos rezultatus, apgustamas izglitibas saturu, izglitibas
programmas dalu apjomus un laika sadalijumu, ieglistamas izglitibas veérteSanas
krit€rijus un kartibu, ka art izglitibas programmu istenos$anas izmaksu aprékinus.
Atbilstosi Vispar€jas izglitibas likuma 17.panta noteiktajam vispargjas izglitibas
programma sevi ietver ari prasibas attieciba uz ieprieks iegito izglitibu (iznemot
pirmsskolas izglitibas programmas), izglitibas programmas IstenoSanai
nepiecieSama personala, finanSu un materialo Iidzeklu izvert§jumu un
pamatojumu.

Vispargjas izglitibas programmas var izstradat to Tstenotaji (izglitibas
iestades), ieverojot izglitibas programmu klasifikaciju (Vispargjas izglitibas
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likuma 17.pants, Ministru kabineta 2008.gada 2.decembra noteikumi Nr. 990
,Noteikumi par Latvijas izglitibas klasifikaciju™).

Mdcibu prieksmeta programma ir visparejas izglitibas programmas
sastavdala, kura, lidzigi ka vispargjas izglitibas programma, ietverti konkréta
macibu priekSmeta merki, uzdevumi, saturs, un satura apguvei paredz€tais laika
planojums, macibu priekSmeta 1istenoSanai nepiecieSamo macibu lidzeklu,
metozu, resursu un vért€Sanas krit€riju uzskaitijums (Vispargjas izglitibas
likuma 19.pants). Macibu prickSmetu programmas apstiprina izglitibas iestades
vaditajs.

Ir visparzinami, ka izglitibas iestades absolvents savas turpmako
izglitosanas celu (studijas) vispirms izvélas atkariba no iepriek§gjam zinasanam
(to kvalitates), un tikai tad no sabiedribas pieprasijuma un situacijas darba tirgd.
Ekonomiskajai un politiskajai situacijai mainoties, pieaug pieprasijums pé&c
jaunu nozaru specialistiem, 1idz ar to vienmer aktuals ir bijis un biis jautajums
par to, kadai jabut skola apgiitajai izglitibas programmai, lai ta lautu turpinat
macibas (studijas) taja nozare, kura jaunietis jiitas droSs un par sevi parliecinats.
Ka norada Latvijas Universitates profesore Rudite Andersone, izglitibas
programmu veido$ana vienmer ir bijusi pietickami atbildigs un sarezgits darbs,
savukart personibas attistiba, atticksme pret sevi, citiem cilvekiem, apkart¢jas
pasaules objektiem un paradibam ir ta meraukla, ar kuru méra programmas
kvalitati (Andersone, 2007), vienlaikus uzsverot, ka vienlidz biitiski izglitibas
programmu izstrades procesa ir ievérot ka pasaules pieredzi un zinatnisku
petijumu rezultatus, ta paSmaju praktizéjoSu, pieredz&jusu pedagogu atzinas un
viedokli (Andersone, 2007a). Min&to apliecina arvalstu pé&tnicku (McKenney,
Reeves 2015; Romiszowski, 2016) pausta atzinpa, ka “dzivotsp&jigu” izglitibas
programmu raksturo ne tikai noteikts macibu satura apjoms un metodes,
vienlaikus ta ir atbilstiba speka esoSajiem normativajiem aktiem un izglitibas
standartiem, t.i., izglitibas programmas fleksibilitate kopuma, izglitibas
programmai izvirzito mérku sp&ja transforméties hierarhiski un strukturali
(Romiszowski, 2016). Izglitibas programmai jabut tadai, kas nepartraukti liek
macities un apgilit papildus zinaSanas ari tas istenotdjam (skolotajam) paSam
(Davis, Krajcik, 2005). Lidz ar to jautajums par to, ka izstradat péc iesp&jas
labaku izglitibas programmu visplasakaja tas izpratng, kas

— veido pamatu iegilistamajam zinaSanam un prasmém konkréta

1zglitibas posma;

— nosaka Ilimeni pamatkompetencém, kas jasasniedz programmas

apguves rezultata;

— nosaka izglitibas saturu un sagaidamos rezultatus;

—  diferencé macibu formas un metodes atbilstosi skolénu individualajam

vajadzibam;
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— layj piemérot izglitibas programmas saturu izglitojamiem ar
atSkirigam izglitibas vajadzibam, vienlaikus ietverot ari izglitibas
programmu savstarp€jas integracijas un diferenciacijas visdazadakas
modifikacijas, ir izglitibas specialistu diskusiju objekts un
nepartrauktu, savstarpgji papildinoSu pétijumu priekSmets (Frame
work Education Programme for Elementary Education, McKenney,
Reeves 2012).

Apstaklos, kad tuvako gadu laika demografijas iespaida Latvijas izglitibas
sisttmu kopuma, t.sk. videjo izglitibu, sagaida nozimigs skolénu skaita
samazinajums (Izglitibas attistibas pamatnostadnes 2014.-2020.gadam), saskana
ar informativo zinojumu par Eiropas Savienibas struktiirfondu specifiska
atbalsta meérka 8.1.2. ,Uzlabot vispargjas izglitibas iestazu macibu vidi”
sasniegSanai, valsti tiek planots komplekss atbalsts vispar€jas izglitibas iestazu
tikla sakartoSanai regionala Itmeni (Informativais zinojums ,Par atbalsta
pasakumiem specifiska atbalsta mérka 8.1.2. “Uzlabot vispargjas izglitibas
iestazu macibu vidi” ietvaros un stratégiskajiem prieksatlases krit€rijiem pirma
pasakuma ,,Uzlabot vispargjas videjas izglitibas iestazu macibu vidi nacionalas
nozimes attistibas centros” TstenoSanai”), balstoties uz paSvaldibas vai
pasvaldibu apvienibu izglitibas attistibas strat€gijam, koncentrét resursus un
uzlabot vispargjas izglitibas iestazu macibu vidi. Rezultata pieaugs to
1zglitojamo skaits, kuriem biis pieejama pilniba modernizeta vispargjas izglitibas
macibu vide, kas savukart izvirzis prasibu pilnveidot, izstradat un istenot tadas
vispargjas izglitibas programmas, kas spétu nodroSinat Izglitibas attistibas
pamatnostadnés 2014.-2020.gadam noteiktas prioritates — inovativa izglitibas
satura ievieSanu 21.gadsimtam atbilstiga macibu vide€, ieklaujosas izglitibas
principa 1stenoSanu, efektivu finanSu resursu parvaldibu un cilvékresursu
izmantosanu (Izglitibas attistibas pamatnostadnes 2014.-2020.gadam).

Vienlaikus tas ari nozim&, ka joprojam ir gaidams Latvija istenoto
vispargjas izglitibas programmu savstarpgjas konkurences pieaugums,
aktualizésies meklgjumi p&c labaka izglitibas piedavajuma vispargjas izglitibas
pakapé, jo ipasi apstaklos, kad ir izvirzits mérkis veicinat audzékna skaita
pieaugumu profesionalas izglitibas programmas. Saskana ar Latvijas Nacionala
attistibas plana 2014.-2020.gadam ricibas virziena ,,Kompetencu attistiba” merki
[283] un, atbilstosi Izglitibas attistibas pamatnostadpu 2014.-2020.gadam
noteiktajam, ir planots, pamatojoties uz darba tirgus prognozém, veidot
adaptgties sp&jigu un konkurétspejigu profesionalas izglitibas sisteému, lai, izejot
no 2014.gada situacijas, kad izglitojamo skaita proporcionalais sadalfjums
vidgjas izglitibas un profesionalas izglitibas iestades bija (60:40), 2017.gada
sasniegtu izglitojamo skaita sadalfjuma proporciju (55:45) vispargjas vidgjas
izglitibas un profesionalas izglitibas programmas péc pamatizglitibas ieguves,
2020.gada sasniegtu vienlidzigu izglitojamo skaita sadalijjuma proporciju
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(50:50) un saglabatu So attiecibu ari turpmak — lidz 2030.gadam (Latvijas
ilgtsp&jigas attistibas strat€gija 2030; Latvijas Nacionalas attistibas plans 2014. —
2020.).

Rezultati un diskusija
Results and discussion

Vispargjas izglitibas programmu licencé€Sanas dati (Publiskots parskats par
visparejas izglitibas un profesionalas izglitibas programmu licencé€Sanas
rezultatiem 2010.—2014.gada) liecina, ka no 2010.gada Iidz 2014.gadam (t.i.,
laika, kad ir noslédzies kartgjais izglitibas reformas posms, parvarot sociali-
ekonomiskas krizes raditas sekas un noslédzot administrativi-teritorialo
reformu) ir izdotas 6706 licences vispargjas izglitibas programmu istenoSanai
(sk. l.att€lu). Tai pat laika licencéto izglitibas programmu skaits katru gadu
samazinas, ko attiecigi nosaka vairaki apstakli: grozijumi normativajos aktos,
jaunu valsts pirmsskolas vadliniju un valsts vispar€jas izglitibas standartu speka
staSanas, parmainas pasSvaldibu un izglitibas iestazu darbiba (administrativi
teritoriala reforma, izglitibas iestazu tikla optimizacija) u.c.

2500 7
2000 +
1500 1 ]
1000 1 m -
500 1+
2010 2011 2012 2013 2014
@ Kopa 2297 1635 1043 961 770
B Pirmsskolas izglitibas pakape 813 950 455 475 254
O Pamatizglitibas pakape 1086 530 448 390 380
O Vispargjas videjas izglitibas 398 155 140 96 136
pakapé

1.att. 2010. — 2014.gada licencétas visparéjas izglitibas programmas
Fig.1 Licensed general education programs in 2010-2014

Valsts izglitibas informacijas sist€émas (turpmak — VI1IS) publiski pieejamie
dati liecina, ka no 6706 licencétajam vispargjas izglitibas programmam
2014./2015. macibu gada tika Tstenota 5051 izglitibas programma, t.i., 75,3 % no
licencéto izglitibas programmu skaita (sk. 2.att€lu). Tas faktiski nozimé, ka
gandriz katra ceturta izstradata un licenc€ta izglitibas programma dazadu
apsverumu del ir izradijusies dzivotnesp€jiga, gan izglitibas 1estazu
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dibinatajiem, gan izglitibas iestadém, gan ari skoléniem izv€loties citus
risinagjumus izglitibas joma. To pamato ari visparg§jas izglitibas iestazu
»sl€égSanas” un reorganizacijas procesi paSvaldibas, ik gadu likvid&jot 20 — 50
skolas.

1755
1947
B Pirmsskolas izglitibas pakape

Pamatizglitibas pakapé
B Vispargjas videjas izglitibas
pakape

M netiek Istenotas

2111 993

Education Information éystem 2014/2015)'

Ievérojot Izglitibas likuma 28.panta noteikto, ka izglitibas iestade ir
patstaviga izglitibas programmu izstradeé un istenosana, izglitibas iestades Saja
laika ir izstradajuSas un licenc€juSas izglitibas programmas bez virziena
specializacijas vai ar humanitara un sociala virziena, matematikas, dabaszinibu
un tehnikas virziena, vai ar profesionali orient&ta virziena specializaciju. Tomér
licenceto izglitibas programmu skaits neliecina, ka butu butiski pieaugusi
izglitibas iestaZzu interese par virzienu izglitibas programmu istenoSanu (SK.
1.tabulu).

Saja konteksta ir jaatzimé, ka miisdiends izglitibas iestades autonomija
(patstaviba) pamatoti tiek uzskatita par vienu no veiksmes atslégam cela uz
kvalitativu izglitibu, t.i., iesp&ja / briviba organiz€t macibu procesu ta, ka skola
to uzskata par vajadzigu. Savukart kvalitativa izglitiba ir vert€§jama ka zinams
balanss starp izglitibas iestades autonomiju un valsts pienakumu nodroSinat
izglitibas standartos un citos normativajos aktos noteikta izpildi — musdienigu,
kvalitativu, pieejamu, parskatamu izglitibu, par kuru katrs interesents var iegut
nepiecieSamo informaciju, attiecigi parliecinoties par I€mumu izveleties
konkréetu izglitibas iestadi un tas istenoto izglitibas programmu.

No licencétajam 1638 pamatizglitibas programmam videji 14 % (237)
izglitibas programmu tiek licencétas kada no virzieniem, savukart no 1493
licencétajam vispargjas izglitibas programmam videji 44 % (663) izglitibas
programmu tiek licencétas kada no virzieniem.

Visvairak no licencétajam izglitibas programmam satura virzienos
pamatizglitiba tiek licenc€tas programmas matematikas, dabaszinibu un tehnikas
virziena (102), savukart vidgja izglitiba — humanitaraja un socialaja virziena
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(439), kas attiecigi liecina par zinamu parravumu péctecigaja izglitibas
programmu piedavajuma pamata un vidgjas izglitibas posma.

1.tab. Licencétas visparéjas izglitibas programmas atbilstosi satura virzienam
(2010. - 2014.)

Table 1 Licensed general education programs according to the contents’ direction
(2010 - 2014)

Izglitibas pakiape /programmas veids Licencétas izglitibas programmas (skaits)
Pamatizglitiba: 2010. | 2011. | 2012. | 2013. | 2014. | Kopa
-pamatizglitiba (bez virziena) 664 234 208 132 163 | 1401
-humanitarais un socialais virziens 12 16 10 6 13 S7
-matematikas, dabaszinibu un tehnikas 102
virzie