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PAMATIZGLITIBAS SKOLOTAJA
PROFESIONALITATE MACIBU SATURA UN
VALODAS INTEGRETAS APGUVES
NODROSINASANAI

Comprehensive Teacher’s Professionalism for Content and
Language Integrated Provision

Zenta Anspoka
Latvijas Universitate, Latvija

Abstract. Topicality of the problem is determined by several factors as well as the amendments
on the Education Law and the General Education Law, which provide for a gradual transition
to the acquisition of general secondary education in Latvian only, educational content reform
and teachers experience to work in an ethnically and linguistically heterogeneous environment.
The aim of the study is to analyse comprehensive school teachers theoretical background and
practice experience to work in the content and language integrated teaching and learning
approach. Because language not a subject only but a mean of acquiring other subjects in the
comprehensive school, too, all teachers need theoretical knowledge and practical experience
to plan and carry out two important tasks in the teaching/learning process — to help to students
to acquire different subjects content and purposefully to use language for this. The research
methods are analyses of theoretical literature and interviewing combined with classroom
observations results.

According research results the most important problems are insufficient knowledge about
language role for acquisition of content, insufficient cooperation between teachers, part -
understood issue, how to work with different texts as well as necessity to change attitude
towards the pedagogical process and responsibility for learning outcomes.

Keywords: collaboration, competence, content and language integrated learning (CLIL).

levads
Introduction

P&tamas problémas aktualitate izriet no vairakiem faktoriem. Biitiskakie no
tiem ir sadi:
e salidzinot ar 20.gadsimta 80. — 90.gadiem, pamatizglitibas iestades
kluvusas etniski un lingvistiski daudzveidigakas,
e nacionalas izglitibas un sabiedribas integracijas politikas uzdevums ir
stiprinat katra individa piederibu Latvijas kultiirai un palidzet ieklauties

© Rézeknes Tehnologiju akademija, 2019
http://dx.doi.org/10.17770/sie2019vol1.3881
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Anspoka, 2019. Pamatizglitibas skolotdja profesionalitate macibu satura un valodas integrétas
apguves nodrosinasanai

Latvijas informacijas telpa (Latvijas Nacionalais attistibas plans 2014.-
2020. gadam [LNAP], 2012),

e  Valsts izglitibas satura centra istenotais projekts “Kompetencu pieeja
macibu saturd” un ta ietvaros apstiprinatie jaunie pamatizglitibas
standarti nosaka, ka pilnveidota macibu satura un ta apguvei planotas
pieejas merkis ir padarit macibas skolenam aktualas, noverst macibu
satura fragmentarismu un dubléSanos dazados macibu priekSmetos,
nodroS§inat macibu satura apguves péctecibu, ta dodot iesp&ju katram
skolénam saskatit kopsakaribas starp faktiem, plasakas zinaSanas toS
izmantot praks€ (Skola 2030, 2019).

No ieprieks teikta izriet, ka viens no skolotaja profesionalas kompetences
raditajiem ir prasme sadarboties. Sadarbiba starp dazadu macibu priekSmetu
skolotajiem svariga tapéc, ka miisdienu izglitibas mérki nav iesp&jams nodroSinat
ilgstoSi pastavosaja macibu priekSmetu sist€éma, jo $1 sistéma skolénam dod
iesp&ju apgiit tikai konkréta macibu priekSmeta saturu, nevis prasmi saskatit
savstarp€jo saistibu starp dazadam zinatnes jomam, prasmi iegiitas zinaSanas
parnest citas situacijas, ka art attistit socialas prasmes un kritisko domasanu. Ne
mazak svarigi ir apzinaties, ka atSkirigs ir skolénu macibu valodas prasmes
ITmenis UN maciSanas prasme. TaCu pamatizglitibas programmas apguves procesa
visos macibu priekSmetos ir jastrada ar dazada satura, apjoma un stila tekstiem.
Stradajot ar macibu tekstiem, skoléns macas ne tikai atrast un atbilstosi mérkim
izlasit informaciju, bet ari to analiz&t, klasificét, salidzinat un atklat attieksmes
starp dazadiem faktiem. Savu spriedumu un slédzienu izteikSanai skoléns izmanto
valodu. Pietam pamatizglitibas izglitibas programmas paredz, ka skoléns macas
un maciSanas procesa izmanto ne tikai dzimto valodu vai otro valodu, bet ari
vismaz divas svesvalodas.

Ja skoléns ir spiests stradat ar macibu saturu, kura valodas Iidzeklu lietojums
neatbilst vina valodas prasmes Iimenim, pazeminas izzinas darbibas
produktivitate, pasliktinas paSizjiita, skoléns nespgj kontrolét savu darbibu,
pardzivo par neveiksmém, rodas emocionala spriedze, un tas veicina arl
maciSanas motivacijas un pasveértéjuma pazeminasanos (Anspoka, 2010).

Lai darbs ar macibu tekstu biitu mérktiecigs un katra skoléna vajadzibam
atbilstoSs, visu macibu priekSmetu skolotajiem svarigi planot gan satura apguves
merktiecigu virzibu, gan valodas Iidzeklu izmantoSanu ta apguvei (Anspoka,
2016).

Raksta meérkis ir analizét pamatizglitibas skolotaju teorétisko un praktisko
gatavibu macibu procesa izmantot satura un valodas integrétas apguves pieeju.
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Pétijuma metodologija
Methodology of research

P&tijuma analiz&tas teorijas par macibu satura un valodas integrétu apguvi
(Coyle, 2007; Druviete, 2015; Marsh, 2012; Nemeth, 2009), izglitibas politikas
un Sobrid macibu saturu noteicoSie dokumenti (LNAP, 2012; Noteikumi par
valsts pamatizglitibas standartu, pamatizglitibas macibu priekSmetu standartiem
un pamatizglitibas programmu paraugiem [NVPSMPP], 2014).

Empiriska pétijuma dati vakti pedagogiska procesa veérojuma un skolotaju
aptaujas laika.

Ta ka petijuma iesaistits neliels respondentu skaits (anketeti 12
visparizglitojoso pamatskolu skolotaji un noveérotas 9 dazadu macibu priekSmetu
stundas 1. — 9. klasg), tad p&tijumu var uzskatit par gadijuma p&tijumu.

Lai butu augstaka pétijjuma datu ticamiba, datu vakSanas meérkis un
procediira respondentiem tika izskaidrota.

Apstradajot datus, nemtas veéra pétijjuma gaita konstat€tas neprecizitates.
Veicot iegiito datu analizi, mekleta saistiba starp apgalvojumiem un
pieradijumiem, ka arT izmantota ta saucama triangulacijas metode, t.i., izmantotas
vairakas datu iegiiSanas metodes (anketa, kura ietverti gan slégtie, gan atvertie
jautajumi, pedagogiska procesa vérojums un ta analize parrunas ar skolotajiem).
legttie dati ranz€ti un interpretéti, balstoties uz teorijam un respondentu
komentariem parrunu laika.

Rezultati un diskusija
Results and discussion

llgstosi skolu prakse ir bijusi macibu priekSmetus dalit valodu priekSmetos
un satura priekSmetos, ka ari uzskatit, ka valoda un tas kulttra ir tikai valodu
stundu jautajums. Miusdienas izpratne par valodas lomu skoléna izglitiba ir
padzilinajusies, un valodas apguve nav tikai pasmérkis. Valoda tiek apgita, lai to
skoléns spétu kvalitativi izmantot ne tikai ikdienas komunikacija, bet ar1 citu
macibu priekSmetu, taja skaita ari paSas valodas apguvei (Moe, Harmaélg,
Kristmanson, Pascoal, & Ramonieng, 2015).

Lai skoléns sp&tu kvalitativi apgtt ne tikai macibu saturu, bet uztvertu
maciSanos ar1 ka jeégpilnu darbibu, kura viss ir savstarpgji saistits un nozimigs,
viens no risinajumiem, Ir ta saucama macibu prickSmeta satura un valodas
integrétas apguves pieejas (turpmak tiek lietots anglu valodas akrontims — CLIL)
izmantoSana. Ta paredz, ka, macoties valodu, skoléns apgiist kadu macibu
priekSmetu, un otradi — apgustot kadu noteiktu tematu, vienlaicigi apgiist ari
valodu (Druviete, 2015; Marsh, 2012).
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Eiropa CLIL tiek uzskatita par vienu no jaunakajam pieejam macibu satura
planosana un ta apguves metodika. Ja vél pirms daziem gadiem CLIL pieeja tika
izmantota valodu, 1paSi otras valodas un sveSvalodu apguves procesa Vali
bilingvalas macibas mazakumtautibu izglitibas programmas, tad Sobrid tas
izmantosSanas robezas ar katru gadu paplasinas (Moe et al., 2015).

Misdieniga macibu procesa dazadu valodu maciSsana un maci$anas netiek
atrauta no citu macibu prickSmetu macisanas. Ka liecina izglitibas zinatnes
petijumi, §1 pieeja veicina gan skoléna lingvistisko, gan kognitivo un socialo
attistibu (Druviete, 2015).

Nemot véra to, ka valoda ir gan macibu priekSmets, gan lidzeklis skola,
nevaram vairs dalit skolotajus valodu skolotajos un citu macibu priekSmetu
skolotajos, jo tikai no abu sadarbibas biis atkarigs, kadas valodas likumsakaribas
tiks apgutas un kadas — pilnveidotas citas dabiskas situacijas (Moe et al., 2015;
Coyle, 2007).

CLIL pieeja dod iesp&ju vienlaicigi ar macibu priekSmeta satura apguvi
pilnveidot skoléna vardu krajumu, gramatikas likumsakaribu lietojuma pieredzi
mutvardu un rakstu runa, ka ari zinaSanas par dabu, sabiedribu un tas
daudzkulturalismu. Domajot, ka apgiit macibu saturu, vienlaikus planojot ari
valodas Iidzeklus ta apguvei, skolénam ir vairaki ieguvumi: ir dota iespgja teksta
kvalitativak uztver faktologisko un kulturologisko informaciju, uztvert vardu
nozimju lietojumu dazados kontekstos, ka art apgtt konkrétas valodas lietojuma
tradicijas. Saja pieeja macibu stundas skoléns viena un taja pasa laika isteno daudz
vairak uzdevumu, neka to daritu priekSmetiskas pieejas gadijuma. Tie ir gan
uzdevumi, kas attiecas uz satura apguvi, gan valodas vai pat vairaku valodu
attistibas uzdevumi, ka ar1 uzdevumi, kas veicina skoléna maciSanas prasmes,
sadarbibas un radosas darbibas pieredzes apguvi. Ja viena macibu priekSmeta
skoléns macas apgiit jaunu pieredzi, tad cita — to paSu vingrinas darit pamatigak
(Coyle, 2007; Nemeth, 2009).

CLIL pieeja veidojas nepastarpinats sakars starp jedzienu un vardu. Leksikas
un terminologijas apguve vai pilnveide notiek dabiska cela. Doming, nevis saturs,
bet veids, kada skolens to apgust, un tas ir svarigi, jo musdienas skola vairs nevar
piedavat visu, kas nepiecieSams skolénam un vina personibas attistibai (Vaivade,
2015).

Merktiecigi organizeta satura un valodas integréta apguves procesa skoléns
vienlaicigi apgiist arT valodas pamatfunkcijas, jo Ipasi komunikativo, visparinoso,
regulgjoso funkciju, veido savu atticksmi pret apkart&jo pasauli, valodas un runas
kultiiru (Druviete, 2015; Nemeth, 2009).

Sada macisanas nodrodina ari skoléna kritiskas domaSanas aktivizesanos,
paaugstinatu iesaistiSanos macibu procesa, ka ari starpdisciplinaritati, kad,
apgiistot vienas jomas zinasanas un prasmes, skoléns tas var izmantot cita joma
(Fadel, Bialika, & Triling, 2015).
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Lai varetu analiz€t pamatizglitibas skolotdju profesionalo kompetenci
izmantot CLIL, tika noveérotas dabaszinibu, socialo zinibu un matematikas
stundas skola, kura stenotas pamatizglitibas programmas latvieSu macibvaloda.
Bitiski atzimét, ka visas klasés bija etniska un lingvistiska daudzveidiba, ka ar1
skoléni ar valodas attistibas trauc€jumiem un citam individualam vajadzibam, kas
noteica nepiecieSsamibu planot ne tikai macibu priekSmetu saturu, bet art valodas
lidzeklus ta apguvei.

Pedagogiska vérojuma mérkis bija izzinat, ka, stradajot ar macibu tekstiem,
tiek izmantoti valodas lidzekli, kadi sasniedzamie rezultati ir planoti macibu
priekSmeta satura apguveé un kadi — valodas attistiba.

legiitie rezultati lauj secinat, ka tikai ¢etras no devinam noveérotajam macibu
stundam skolotdji apzinati uzmanibu pieversa valodas Iidzeklu izmantoSanai
konkréta macibu satura apguvei. Pargjos gadijumos dominé prickSmeta saturs,
nerckinoties, ar to, kadi valodas lidzekli tiek izmantoti ta uztverei un apguvei
atbilstosi skolénu vajadzibai.

Ar skolotajiem analiz&jot to stundu norisi, kuras domingé priekSmetiska
pieeja, un Ipasi tas situacijas, kuras skoléniem radas gritibas uztvert un izprast
macibu priekSmeta saturu, un noskaidrojot c€lonus, visos gadijumos pamata bija
nepietickama vardos vai vardu savienojumos ietvertds nozimeS izpratne,
neprasme veikt konkréto uzdevumu, neparzinot konkreta teksta veidoSanas
nosacijumus vai nezinasana, ka to, ko apguvis valodas stundas var izmantot ar1
cita macibu priekSmeta, pieméram, 5. klasé matematika, apgustot tematu
“Pirmskaitli un salikti skaitli” skolénu izpratni bitu tikai padzilinajusies, ja
skolotajs biitu pieversis uzmanibu pamatterminu leksiskajai nozimei, pamata un
skaitla vardu lietojumam, teksta izkartojumam burtnica. Savukart dabaszinibas
3. klas€ temata ”Kermeni un vielas” apguves procesa skoléniem pietriika izpratnes
par to, kas ir priekSmets, viela un paradiba. Analiz€jot dabaszinibu standartu un
latvieSu valodas standartu un So macibu prickSmetu programmas (NVPSMPP,
2014), atklajas, ka valodas maciba gandriz vienlaicigi tiek apgiita lietvarda
leksiska nozime. Socialo zinibu nodarbiba 7. klasé par tematu “Veértibas”
skoléniem netika pieveérsta uzmaniba terminu “sajiitas” un “izjiitas, vardu
“iecietiba” un “lidzcietiba” leksiskajai nozimei, bet, rakstot, eseju par tematu
“Manas vertibas” skoléni to darija, nezinot, kas ir eseja, kada ir tas struktiira, jo
valodas stundas to paredzets macit tikai 9. klase (NVPSMPP, 2014).

Parrunas ar skolotajiem atklajas, ka 66,5% respondentu So pieeju uzskata par
bitisku macibu procesa, bet nav sistemisku zinasanu. Galvenokart tas ir
fragmentaras zinasanas, kas iegttas neformala cela, un tapec nav parliecinati, vai
prot planot satura un valodas izmanto$anu macibu procesa. No 12 respondentiem
puse respondentu uzskata, ka to vairak dara intuitivi.
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1.attels. Atbalsts CLIL pieejai
Figure 1 Support for CLIL approach

No visiem aptaujatajiem respondentiem 58% ir parliecinati, ka CLIL pieeja
ir aktualiz€jama visas pamatizglitibas programmas neatkarigi no macibvalodas,
bet tam ir nepiecieSamas savstarp&ji saskanotas macibu programmas, macibu
lidzekli un macibu metodika. Savukart 25% respondentu nav parliecibas par §is
pieejas lietderibu. Sie respondenti CLIL pieeju atzist ka pienemamu tikai
mazakumtautibu izglitibas programmas vai sveSvalodu apguves procesa. Pargjo
17% respondentu atzina ir viena un ta pati — nav pieredzes un nav ari viedok]a.

Savukart macibu stundas, kuras tiek izmanto CLIL pieeju, var novérot, ka
veicamie uzdevumi ir precizaki, 1idz ar to skoléni labak izprot to biitibu un strada
daudz intensivak. Ari skolotaji atzist, — kop$ briza, kad $1 pieeja Kluvusi par
domingjoso pieeju, skolénu macisanas ir jégpilnaka, skoléni pret valodu un savu
un citu valodu ir verigaki, biezak pamana valodas kludas, vairak ir jautajumu, ka
veikt konkrétu pierakstu, kadas pieturzimes lietot vai ka tekstu noformé&t. CLIL
pieeja dod iesp&ju izmantot daudzveidigus atbalsta materialus, dazadot macibu
metodiku (darbu ar attéliem, tabulam, shémam, balstvardiem, vardnicam,
interneta resursiem u. c.). Divi respondenti ar konkrétiem skolénu macibu
rezultatus apliecinoSiem faktiem atklaj, ka §ada veida stradajot, skoleniem, 1pasi,
ja viniem nav pietickami augsts macibu valodas prasmes Itmenis, CLIL ir stimuls
darbam, nebaidoties ar1 kludities, ir lielaka drosibas sajiita, jo citos macibu
priekSmetos var izmantot to pieredzi, kas iegiita valodas maciba un otradi.
Savukart macibu priek§metu skolotajiem CLIL pieeja radusies jauna pieredze
skolénu darbu diferencét, piedavajot stradat lingvistiski homogénas un
heterogénas grupas.

ArT anketSSanas rezultati apliecina, 67% respondentu CLIL dod iesp&ju
panakt lielaku skolénu savstarp&ju sadarbibu, macisanos vienam no otra.

Uz pétfjuma izvirzito jautajumu, ka notiek valodu skolotaju un konkréto
macibu priekSmetu skolotaju sadarbiba, iegitas atbildes apliecina, ka
sakumskolas posma lidz 4. klasei viens skolotajs maca lielako dalu macibu
priekSmetu un tapéc tikai no skolotaja profesionalas kompetences ir atkariga
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darba kvalitate. Tacu, sakot ar 5. klasi, doming ta saucama priekSmetiska pieeja,
un tad svariga ir dazadu macibu priekSmetu skolotaju sadarbiba.

Née
8%

Ja
92%

2.attels. Skolotaju sadarbiba
Figure 2 Teacher collaboration

Petijuma iesaistito respondentu atbildes liecina, ka 92% gadijumu sadarbiba
ir minimala. Pamata tas ir parrunas par konkréta klasé radusas problémam vai
epizodiskas konsultacijas. Tikai 8% respondentu atzist, ka sadarbiba tiek gan
meérktiecigi planota, gan arT regulari notiek. Tiek izmantoti tadi sadarbibas veidi
ka saskanotu macibu programmu veidoSana, kopigi metodiskie seminari,
konsultacijas, integréti diagnostic€josie vai parbaudes darbi, macibu priekSmetu
olimpiades un konkursi.

No visiem aptaujatajiem respondentiem 42% respondentu ir parliecinati, ka,
sakot 1stenot projekta “Kompetencéu pieeja macibu satura” ietvaros apstiprinatos
pamatizglitibas standartus (Skola 2030, 2019), situacija uzlabosies.

Konkrétais gadijuma pétijums atklaj, ka skolas pedagogija aktuals ir ari
vienotas terminologijas un lidzigi ka anglu valoda latviska akronima lietojums.
Sobrid gan teorétiskaja literatiira, gan praksé CLIL tiek uzskatita gan par pieeju,
gan modeli, metodi, metodisko panémienu, darba panémienu, maciSanas vali
macisanas veidu, maciSanas pieredzi, pat darba organizacijas formu. Pienemot par
pamatu uzskatu, ka pieeja veids, no ka atkariga satura, metozu, panémienu izveli
un saikne starp objektiem vai subjektiem (Pedagogijas terminu skaidrojosa
vardnica, 2000), tad CLIL uzskatama par pieeju. CLIL ir veids, kas nosaka
valodas un citu macibu priekSmetu satura savstarpgjo saskanotibu, macibu
lidzeklu, macibu metozu, macibu darba organizacijas formu un sasniegumu
vertéSanas sistémas izveli atkariba no satura un valodas apguves mérka,
uzdevumiem un skoléna vajadzibam.
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Secinajumi
Conclusions

Satura un valodas integrétas apguves aktualitati nosaka visparizglitojoSo
pamatskolu neatkarigi no macibvalodas etniska un lingvistiska daudzveidiba,
nacionalas izglitibas un sabiedribas integracijas politika un pilnveidota macibu
satura un ta apguvei planotas pieejas meérkis noveérst macibu satura
fragmentarismu un dubléSanos dazados macibu priekSmetos, nodrosinat macibu
satura apguves péctecibu un iesp&ju katram skolénam saskatit kopsakaribas starp
apgiito dazadas jomas, zinasanas tas izmantot praksg.

Viens no risindjumiem, lai skoléns spétu kvalitativi apgiit ne tikai macibu
saturu, bet uztvertu maciSanos ar ka jégpilnu darbibu, kura viss ir savstarpgji
saistits un nozimigs, ir macibu priekSmeta satura un valodas integrétas apguves
pieejas izmantoSana, kas paredz, macoties valodu, apgiit kadu macibu priekSmetu,
un otradi - apgiistot kadu noteiktu tematu, vienlaicigi apgiit vai pilnveidot valodu.

Satura un valodas integrétas apguves pieeja dod iesp&ju vienlaicigi ar macibu
priekSmeta satura apguvi pilnveidot skoléna vardu krajumu, gramatikas
likumsakaribu lietojuma pieredzi mutvardu un rakstu runa, ka ari zinaSanas par
dabu, sabiedribu, tas dazadajam kulttiram.

Macibu procesa, vienlaikus planojot ne tikai saturu, bet ar1 valodas lidzeklus
ta apguvei, skolens viena un taja pasa laika isteno daudz vairak uzdevumu, neka
to daritu priekSmetiskas pieejas gadijuma. Macibu stundas, kuras izmanto CLIL
pieeju, skoléni strada intensivak, macisanas ir jégpilnaka, liclaka vériba ir pret
savu un citu valodu, tas lietojumu dazadas situacijas.

CLIL pieeja dod iesp&ju dazadot metodiku, jo macibu procesa doming, nevis
saturs, bet veids, kada skoléns to apgiist, un tas ir svarigi, jo miisdienas skola vairs
nevar piedavat visu, kas nepiecieSams skolénam, vina personibas attistibai.

Lai nodro$inatu CLIL pieeju, stiprinama macibu priek§metu skolotaju un
valodas skolotaju savstarp€ja sadarbiba, saskanotu macibu programmu veidosana,
pilnveidojamas skolotaju teorétiskas zinaSanas un praktiska darba pieredze.
Risinama arT tada probléma ka skoléniem paredz&to macibu Iidzeklu saskanota
izstrade. Skolotajiem piedavajama izversta CLIL 1stenoSanas metodika.

Skolas pedagogija aktuals ir vienotas terminologijas un akronima lietojums.
CLIL uzskatama par pieeju, jo tas ir veids, kas nosaka valodas un citu macibu
priekSmetu satura savstarp&jo saskanotibu, macibu lidzeklu, macibu metozu,
darba organizacijas formu un sasniegumu veérté€Sanas sist€émas izveli atkariba no
satura un valodas apguves mérka, uzdevumiem un skoléna vajadzibam.
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Summary

Topicality of content and language integrated learning (CLIL) is determined by
several factors. The following factors could be mentioned as the most important ones:
current ethnic and linguistic diversity of comprehensive schools regardless of the
language of instruction, policy of national education and social integration and the goal
of the developed learning content and the envisaged approach for its acquisition to
eliminate fragmentation and duplication in different subjects, provide succession of
learning content acquisition and an opportunity for each pupil to see interconnections
between the acquired in different areas, apply their knowledge in practice.

CLIL is an approach which enables learners, while learning a language, to acquire
asubject and vice versa —acquiring a certain topic, the language is acquired or developed
simultaneously. It provides an opportunity not only to acquire languages in mutual
relation and the content of another subject, but also perceive learning as a purposeful
activity, in which everything is mutually related and important.

During the learning process, when planning simultaneously not only the content,
but also the language means for its acquisition, the pupil implements a lot more tasks at
the same time than it would be done in the subject approach case. Empirical studies
confirm that in the lessons where the CLIL approach is applied, students work more
intensively, learning is more purposeful, more attention is paid to own and another
language, its application in different situations. The CLIL approach enables the teacher
to vary methodology, as in the learning process the content does not dominate, but rather
the way how the pupil acquires it, and it is important, since nowadays the school cannot
offer any longer everything what the pupil and their personal development need.

The outcomes of the empirical research lead to the conclusion that the need to
integrate the content and language acquisition is topical not only in the bilingual learning
process, foreign language or the second language learning process, but also in any lesson
regardless of the language of instruction. In order to provide the CLIL approach
purposefully and systematically in the learning process, the subject teachers and
language teachers’ mutual cooperation, development of a coherent study programme
have to be invigorated, the teachers’ theoretical knowledge and practical work
experience have to be improved. Also, such a problem as coherent development of the
learning aids meant for pupils has to be solved, but detailed methodology for CLIL
implementation should be offered to teachers.

Application of common terminology and acronym is topical in school pedagogy.
CLIL has to be considered as an approach as it is a way which determines the mutual
coherence of the content of the language and other subjects, selection of learning aids,
learning methods, the form of work organization and system of achievement assessment,
depending on the content and the language acquisition goal, tasks and pupil’s needs.
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Abstract. The profession of teacher requires a qualitative and special preparation for a specific
activity. Therefore, the importance of professional and general competencies of relevant
specialists working and intending to work in educational institutions is emerging.
The document “Common European Principles for Teacher Competencies and Qualifications”
(2005) emphasizes the provision that all educators must be able to work effectively in three
overlapping areas of activities: working with information, technology and knowledge, working
with people (students, colleagues and other partners), working with society and in society at
local, regional, national, European and global levels (Sauléniené, Zydzitinaité, & Katiliité,
2006). In order to work successfully, the educator must have cognitive, functional, personal
and ethical competencies.
In Lithuania, changes and updates of regulations, models and conception of the training and
activity of teachers are regularly updated (2004; 2010; 2012; 2015; 2016; 2017; 2018).
Teachers’ competencies are summarized in the ““Description of Professional Competencies of
Teachers” (January 15, 2007); the description highlights common cultural, vocational
pedagogical and general competences. In many Lithuanian higher education institutions that
train qualified educators, since 2000 the method of improving the action research is used in the
study process. This method of qualitative research is also highly appreciated and successfully
used by different types of schools in the process of specialist education in many foreign
countries. This method is also applicable to general education institutions. This method is
described and analysed by Lewin (1948), Corey (1953), Grundy (1988), Callhoun (1994),
McLaughlin (1997), Lanshear and Knobel (2004), Kemmis and McTaggart (2005), Creswell
(2008), Mills and Ainassian (2009) and others.
The aim of this article is to analyse the teachers’ opinion on the application of action research
in the study process.
To achieve the goal, three objectives have been set:

1) to discuss the coherence between the European Qualifications Framework (2005) and

the Competences of the Lithuanian teachers (2007);
2) to highlight the essence of the method of action research;
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3) to examine how the students themselves — present and future educators — evaluate the
method of action research that proves advantageous to acquire and develop competences.

The research analysed 102 reports — final study projects on the improvement of the activity of
educators prepared by the students — future educators — of one of Lithuanian higher education
institutions from 2007 to 2017. The research was carried out in May 2018.
It has been established that in the process of the action research, the educators mostly improved
these general competencies of — research activities, reflecting and learning to learn,
communication and cooperation; these professional pedagogical competencies as the
development of professional development, the use of information technology, recognition of
understanding the pupil and his/her progress, motivating and supporting students, planning
and improving the content of the subject, teaching/learning process management, assessment
of student achievements and progress.
In all of the 102 projects submitted by the students, the application of this method in the study
process at the higher education institution was positively evaluated.
It was emphasized that during this research not only the new knowledge was gained, but also
the participants of the research, the learners, have themselves developed and improved, as well
the researchers — students — future educators have improved.
Keywords: action research; competences; teachers’ opinion; cognitive, functional, personal,
ethical competences; general competences; professional pedagogical competences.

Introduction

A pedagogue’s profession demands a creative and specialized preparation
for a concrete activity. This highlights the importance of the professional and
general competences of specialists of specific areas who teach or are going to
teach at educational institutions.

The document “Common European Principles for Teacher Competences and
Qualifications” (2005) emphasizes the notion that all pedagogues should be
capable of effective work in three overlapping areas of activity — work with
information, technologies, and knowledge, work with people (school "a children,
colleagues, and other partners), and work with the society and within the society
on the local, regional, national, European, and global levels (Sauléniené,
Zydzianaité, & Katiliatée, 2006). In order to act successfully, pedagogues need to
have cognitive, functional, personal, and ethical competences.

In Lithuania, the generalized description of the pedagogues’ competences is
provided in the “Description of Teachers’ Professional Competence”, approved
by the Order No. ISAK-54 of the Minister of Education and Sciences of the
Republic of Lithuanian January 15, 2007. The description highlights the common
cultural, professional, and general competences.

Since 2000, most Lithuanian higher education institutions that educate and
train qualified pedagogues have been applying the action research technique. This
qualitative research technique is valued and applied in numerous educational
institutions of a number of foreign countries — especially in the education of future
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pedagogues. In Lithuania, this technique is applied by practicing pedagogues for
a better understanding and solution of education-related issues. Higher education
students — prospective teachers apply this technique during their pedagogical
practice.

The initiation of the action research in pedagogical activity could be dated
back to the summer of 1999 when the A.P.P.L.E. (American Professional
Partnership for Lithuanian Education) courses started. Additional seminars for
teachers in general and higher education were organized in summer and winter of
the year 2000. The courses were based on K. Lewin’s (1946) concept of the
integration of activity into the experimental research in social sciences.
S.M. Corey (1953) was the first to successfully implement this concept in the field
of education.

The action research technique improves the pedagogues’ perception of the
actual situation, understanding of the processes taking place in the community,
and identification of the ways to improve the situation. This qualitative technique
for activity improvement has been analyzed and described by S. Grundy (1988),
E.F. Callhoun (1994), T.H. McLaughlin (1997), C.Lankshear & M.Knobel
(2004), S. Kemmis, R. McTaggart (2005), G.E. Mills (2003), V. Koshy (2005),
B. Dick (2006), E.T. Stringer (2007), J.W. Craswell (2008), and R.L. Gay,
G.E. Mills, P. Airassian (2009).

In Lithuania, the action research technique in pedagogy has been analyzed
by R. Baranauskiené (2003), N. Bankauskiené & G. Bankauskaité—Sereikiené
(2006; 2007; 2010; 2015; 2017), G. Bankauskaité—Sereikiené & A. Augustiniené
(2007), R. Kabasinskiené & E. Stuopyté (2007), J. Andreikiené & O. Visockiené
(2007), N. Bankauskien¢, R. Ciuzas, & R. Trofimova (2010), N. Bankauskiené¢,
V. Guziené, & J. Sediené (2012), R. Masaityté-Apuokiené & N. Bankauskiené
(2012), J. Ruské (2012), V. Staskeviciené & N. Bankauskiené¢ (2012),
O. Visockien¢ & A. Puskunigiené¢ (2012), N. Ambras¢ (2012), N. Ban-
kauskiené & R. Masaityté (2018).

The object of the current study is the pedagogical action research technique.

The study was conducted with the aim of analyzing the opinion of students —
prospective teachers of various subjects about the application of action research
in the teaching/learning process for the acquisition and development of
competences.

To achieve this aim, the following objectives were set:

e To discuss the compatibility between the European Qualifications
Network (2005) and the Description of Teachers’ Professional
Competence (2007);

e To reveal the essence of the action research technique;
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e To clarify how current and prospective pedagogues evaluate the action
research technique for the acquisition and development of various
competences.

The following methods were applied during the study: analysis of scientific

literature, document analysis, and case analysis.

Compatibility between the European Qualifications Network (2005) and the
Description of Teachers’ Professional Competence (2007)

The document “Common European Principles for Teacher Competences and
Qualifications” (2005) emphasizes the notion, that a teacher should be capable of
effective work in three overlapping areas of activity — work with information,
technologies, and knowledge, work with people (school children, colleagues, and
other partners), and work with the society and within the society on the local,
regional, national, European, and global levels.

This document lists cognitive, functional, personal and ethical competences.

The analysis of the Order No. ISAK-54 of the Minister of Education and
Sciences of the Republic of Lithuania “On the Approval of the Description of
Teachers’ Professional Competence” dated January 15, 2007 highlighted common
cultural competence, professional competences and general.

Sauléniené, Zydzitnaite, & Katiliaite (2006), upon completing the
comparative analysis of the document “European Qualifications Network” (2005)
and the “Description of Teachers’ Professional Competence” (2007), concluded
that these competences are compatible (1 table).

Table 1 The concordance of the general European teachers’ competences with those
described in the “Description of Teachers’ Professional Competence” (Order No. ISAK-54.
January 15, 2007)

Competences of
the European

Qualifications Lithuanian Teachers’ Professional Competences (2007)

Network
. General competences:
1.Cognitive petenc
e Research activity.
competences . .
o Reflection and learning to learn.
Professional competences:
e Use of information technologies.
2.Functional Planning and improvement of the subject content.
competences Management of the teaching/learning process.

Evaluation of the school children’s achievements and progress.
Creation of learning environments.
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General competences:

e Communication and cooperation.

e Communication and information management.

e Organization improvement and change management.

Professional competences:

e Knowledge of the schoolchildren and recognition of their
progress.

e Professional improvement.

Common cultural competence.

4.Ethical Professional competence:

competences e Motivation and support of school children.

3.Personal
competences

The essence of the action research technique

This study on the improvement of pedagogical activity differs from the
others in that it, being a qualitative study, requires the researcher (a student or a
pedagogue) studying a group of school children, a single school child, or several
of them to become a subject, to continuously demand self-reflection of one’s
activity, and to keep asking oneself questions like “am I working well?”, “are the
methods | am using appropriate?”, “do my school children understand me and
develop?”, and “how could | improve my assistance in their problem-solving
activity?” (Bankauskiené & Bankauskaité—Sereikiené, 2015). This supports the
statement by S. Corey (1953) that action research is a process that specialists (both
researchers and practitioners) use for studying the emerging problems and for the
selection, correction, and evaluation of the decisions and further activity. Action
research is studies performed by coworkers with the aim of evaluating their
activity and improving the socialization of schoolchildren or clients.

According to A. Strauss and J. Cobin (1990), a qualitative study is a study
whose results are obtained by means other than statistical operations or other
mathematical calculations. The researcher is trying to understand the objects and
their most typical characteristics under the same conditions. This type of study is
convenient in that, as A. Staskevi¢iené and N. Bankauskiené (2012) indicate, it is
situational, and thus a specific, unique research design may be created for each
situation. According to L. Rupsiené (2007), in a qualitative study, the researcher
becomes the research instrument. He or she is a part of the researched world and
the main research instrument seeking to know another person’s life, to perceive
that person’s world, and to learn that person’s possibilities for development. For
this reason, there are no pre-formulated hypotheses because the researcher does
not know and cannot predict what might happen during the course of the study.

The improvement of pedagogical activity is a spiraling process whose
participants include the pedagogue and his or her assistants — the schoolchildren
seek a common goal and pursue the course of continuous improvement. This
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process allows a pedagogue to view his or her work from a different perspective,
and this view — the internal reflection — is a continuous conversation with oneself,
asking oneself whether the achieved result is satisfactory, and if not, whether what
Is lacking is experience, theoretical knowledge, or time for the improvement of
the selected activity. The schoolchildren are also encouraged to participate in the
process. They are also taught internal reflection (Bankauskiené¢ & Bankauskaité—
Sereikiené, 2006, 2007, 2010, 2015). This is the “mobile” (Huberman, 1978)
rather than the “stationary” model of changing one’s working environment.

The following scheme of the action research has been proposed
(Bankauskiené & Bankauskaité-Sereikiené, 2015, 2017) (see Fig. 1).

)
—
) | want to Learn
Improve my about the
activity, to context of
solve the your
Restart the problem at activity.
improve the
A Iearlnlng environme \
results, to nt of m
If the problem has help my activity)’;
been solved, think schooi '
_ about possible children, etc. Think
improvements or
search for another \ )
problem \l,
How can | improve
hEvaIuateJhei the environment of
changes and pran the activity? What
new stages of the exactly should |
activity do?
Act with new
set objectives Plan the stages of your activity
in view, but do and their timing, predict how you
not forget the will change the methods of the
problem you ) activity
are solving Decide
whether \1
ou are
S):itisfied What assistance can | get
with the in this activity (from
obtained Conduct literature, colleagues,
results of certain experts, etc.)?
not steps of the | <
— activity,

collect data

Figure 1 Sequence of pedagogical action research
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The action research includes fifteen steps (Bankauskiené¢ & Masaityte,
2018). This research may be depicted as a continually renewing and
complementing cycle — a spiral process, and may be linked to D.A. Kolb’s (1975)
experiential learning model.

Thus, the action research is special. It has nothing in common with
laboratories, numbers, or stereotypes of “objectivity”. The term “research” simply
points to the attempt to improve the understanding of the activities take place in
the classroom (What is going on? Why? How? What comes out of this?). Such
research is an alternative to the encouragement of the pedagogue to focus more
on him or herself as well rather than on the others alone, and thus this is an
alternative way to improve one’s work performance (Russel, 1998).

For this reason, this action research technique is widely applied not only in
the social area and educational practice, but also in the training of prospective
pedagogues.

The authors of the paper think that the definition of the action research that
IS most suitable for this study is one proposed by G.E. Mills (2003) (quoted in
Ruskeé, 2012, p. 113): “it includes problems arising in the classroom and the
teacher’s aspiration to solve them and to improve schoolchildren’s learning and
teachers’ professional work”.

Generalized survey of the results

The study was performed in May 2018 and involved the analysis of the
graduation projects written by students of pedagogy at one higher education
institution of Lithuania. The study was based on the action research technique.

We applied the qualitative research case study technique (Rupsiené, 2007).
The data were collected from the products of activity created by students
(graduation projects of 102 students — prospective pedagogues were read and
grouped). In this study, we applied the qualitative research technique proposed by
M. Patton (1990): the texts were analyzed, highlighting the respondents’ behavior
during the action research, revealing the respondents’ opinions about the action
research, describing the respondents’ feelings experienced during the study, and
generalizing the students’ knowledge acquired during the study.

Using a case analysis technique, we reviewed the graduation projects of 102
students — future pedagogues written between 2007 (when the “Description of
Teachers’ Professional Competence” was published on January 15) and 2017
(inclusive).

The authors of the graduation projects emphasized that during their action
research, they were improving their general competences (see “Description of
Teachers’ Professional Competence” (January 15, 2007)): research activity,
reflection and teaching/learning to learn, communication, and cooperation. The
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authors first indicated the research activity competence (1 table), which revealed
the ability of the students’ — prospective teachers’ ability to organize action
research and to select an adequate research strategy, structure, and methods: “I
improved my knowledge and skills in research activity through action research (I
chose the research question, the topic, the strategy, the structure, and the
methods). When filling out the research diary, | marked insights and notes
important for the research activity, and conducted self-reflection of my research
activity” (Rudzkyte, 2015). “When working with disabled children, I earned their
trust, and learned not only to improve the education process (to plan the content
of the classes of the Lithuanian language, to apply information technologies, and
to apply a variety of teaching techniques), but also to study my own and my
schoolchildren’s activity. | had a chance to look deeper into the peculiarities of
language development and the possibilities for self-education in children with
hearing defects. In addition, I could reflect more and learn from them” (Valaityte,
2007).

The competence of reflection and learning to learn (see Table 1) revealed
the researchers’ ability to organize their learning, to renew their knowledge
continuously, to improve their skills, and to evaluate the advantages and
disadvantages of their professional practice, outlining future prospects of
professional perfection: “Throughout the study, | could analyze the effectiveness
of my activity, reflecting on the teaching techniques I applied in my work. In the
future, 1 also want to keep searching for new alternatives and possibilities for
improvement. | kept a diary, wrote down notes and feelings, and made
conclusions and generalizations. | learned from the children when observing
them” (Olekiene, 2009).

The competence of communication and cooperation (see Table 1) increases
the success rate of the pedagogues’ cooperation with their colleagues and their
school children’s parents, and helps them encourage their school children’s active
communication and cooperation during the education process: “I improved this
competence because action research was based on cooperation with the school
children, hearing their needs, and reacting to changes. During the classes, | tried
not only to cooperate with my school children, but also encouraged them to
2010).

The case analysis of the graduation projects revealed that when applying the
action research technique, students — prospective pedagogues successfully
acquired and developed the following professional competences (see “Description
of Teachers’ Professional Competence” (2007)): professional perfection, use of
information technologies, knowing the school child and recognizing his/her
progress, motivating and supporting the schoolchildren, planning and
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improvement of the subject content, management of the teaching/learning
process, and registering the school children’s achievements and progress (see
Table 1).

Upon improving their professional perfection competence (see Table 1), the
pedagogues indicated: “l objectively evaluate my professional powers, have
improved my knowledge and skills, and practically applied elements of the action
research technique” (Argustaité, 2013).

In their projects, future teachers stated that they acquired and developed their
competence of the use of information technology (see Table 1): “The use of
information and communication technologies during the economics classes
provides the possibility to employ different educational software and to obtain
more information about the taught subject. | was deeply impressed by the virtual
electronic heritage system where information about the history of the economics
of Lithuania may be obtained. | use these technologies during classes in a non-
traditional environment, doing projects with the children, and in pedagogical
action research” (Zitkien¢, 2013).

The future teacher of French stated: “Both in the real and the virtual
environments, | try to use both my native language and foreign languages (French
and English) correctly. | have found software that allows for virtual learning of
the French language, and | have recommended it to my schoolchildren. During
this research, | started paying more attention to the school children’s needs and
started searching for more appropriate sources of information technologies”
(Zulonaite, 2017).

Future pedagogues improved their competence of knowing their
schoolchildren and recognizing their progress (see Table 1), which revealed the
future pedagogues’ ability to recognize the schoolchildren’s special needs and to
evaluate the schoolchild’s development and cognitive powers: “l improved my
competence of knowing my school children and recognizing their progress. The
Improvement in this competence was especially affected by the process of the
perfection of pedagogical activity because during this process, | became more
acquainted with the school children who participated in the study through their
observation and evaluation, and | recorded changes in their learning and the
acquired new activity skills” (BakSiené, 2013).

The competence of motivating and assisting schoolchildren (see Table 1)
promotes the manifestation of such skills of the pedagogues as the development
of the schoolchildren’s self-evaluation ability and self-confidence, stimulation of
the joy of cognition, and promotion of interest in the studied subject: “Upon
completion of pedagogical action research, | consolidated this competence. When
working with schoolchildren, | encouraged them to become familiarized with
various jazz singing techniques, and applied them, taking into account the
schoolchildren’s knowledge and capacities. | encouraged the children to apply
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reflection, which resulted in a faster completion of the tasks, a more successful
assimilation of information, and an easier linkage of theory with practice”
(Bickovaite, 2017).

The competence of the planning and improvement (see Table 1) of the
subject content requires a pedagogue to be able to prepare a curriculum and a
syllabus, to form the aims and objectives of learning, and to select the learning
material: “During the action research, | more closely studied the teaching program
of mathematics in the 1% gymnasium grade, prepared a syllabus, studied the
regulating documents prior to formulating the aims and objectives of learning, and
searched for and prepared learning material that would be attractive and
interesting to the school children” (Siugzdien¢, 2012).

When conducting action research, students — prospective pedagogues
indicated that they developed their competence of the management of the
teaching/learning process (see Table 1): “During the action research, | improved
my learning process management skills in drawing classes, more frequently
applied group work techniques, and tried to maximize my work with individual
school children. I solved problems that emerged during the education process and
encouraged the school children’s self-criticism” (Guziené, 2011).

In their projects, future teachers emphasized that during action research, they
successfully improved their competence of the evaluation of school children’s
achievements and progress (see Table 1) because these processes are directly
applied during the research: “I familiarized myself with the evaluation system
used in the methodologist circle of the teachers of the Lithuanian language and
analyzed the evaluation of school children carried out by my mentor. | started
applying more variable methods of evaluation, including the evaluation of the
progress and achievements. This competence of mine was noticed, and | was
invited to the school’s commission for the evaluation of school children’s
achievements via standardized tests” (Statkuviené, 2016).

The analysis of statements provided by the students — prospective
pedagogues showed that via the application of the action research technique, the
students mostly developed the competences listed in the “Description of
Teachers’ Professional Competence” (2007) that are in concordance with the
respective European competence groups: cognitive, functional, personal and
ethical competences (see Table 1) .

The analysis of the graduation projects showed that the students to a lesser
extend developed the following competences listed in the “Description of
Teachers’ Professional Competence” (2007): communication and information
management, organization improvement and change management, creation of
teaching/learning environments, and the common cultural competence (see
Table 1).
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When searching for reasons why the aforementioned competences were less
developed, the following assumptions could be made. Since the entrants of one-
year pedagogical studies were students with a bachelor’s degree but without
pedagogical qualification, it could be stated that they had already acquired and
developed their communication and information management competence during
their bachelor studies. In addition, students partially indicated that when preparing
the graduation projects by applying the pedagogical action research technique,
they developed one of the functional competences — the competence of the use of
information technologies, and thus they did not emphasize the competence of
communication and information management separately (see Table 1).

In their graduation projects, the students did not place much emphasis on the
competence of organization improvement and change management (see Table 1).
This in part might have been due to the fact, that not all participants of pedagogical
studies were directly working in educational institutions — they mostly underwent
pedagogical practical training there. As trainees, they frequently were not invited
to the school events for activity improvement, or involved in broader change
management processes. Instead, they acted more as observers or mentors’
assistants.

Creation of teaching/learning environments (see Table 1) is usually taken up
by experienced teachers. Since not all participants of pedagogical studies worked
in educational institutions (many only underwent pedagogical practical training
there), they only partially participated in such activity — and even in this case they
worked under the supervision of a tutor (university practice supervisor) or a
mentor — teacher (assigned by the head of the educational institution).

The case analysis of the graduation projects showed that by applying the
action research technique, the students — prospective pedagogues successfully
acquired and developed the following professional competences: professional
improvement; use of information technologies; knowledge of the school children
and recognition of their progress; motivation and support of school children;
planning and improvement of the subject content; management of the
teaching/learning process; and evaluation of the school children’s achievements
and progress (see Table 1).

Conclusions

1. The analysis of scientific literature and documents showed that the
common cultural, professional, and general competences defined in the
“Description of Teachers’ Professional Competence” (2007) correspond to the
cognitive, functional, personal, and ethical competences defined in the “Common
European Principles for Teacher Competences and Qualifications” (2005).
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2. The action research technique has been applied by world education
researchers and practitioners since 1953, while Lithuanian pedagogues started
applying this technique in their practice in the year 2000. This is a unique
qualitative research technique that not only allows the teachers to study and
improve their schoolchildren, but also creates conditions for the teachers’ self-
improvement. This study was based on the concept of the action research
technique proposed by G.E. Mills (2003).

3. The analysis of 102 students’ graduation projects submitted during 2007-
2017 showed that via the action research technique, the authors of the graduation
projects mostly acquired and developed the following competences:

—  European cognitive competences, to which the competences of research
activity and reflection and learning to learn indicated in the Lithuanian
“Description of Teachers’ Professional Competence” (2007)
correspond;

—  European functional competences, to which the competences of the
evaluation of the school children’s achievements and progress, use of
information technologies, planning and improvement of the subject
content, and management of the teaching/learning process indicated in
the Lithuanian “Description of Teachers’ Professional Competence”
(2007) correspond;

—  European personal competences, to which the competences of the
knowledge of the schoolchildren and recognition of their progress,
communication and cooperation, and professional improvement
indicated in the Lithuanian “Description of Teachers’ Professional
Competence” (2007) correspond;

—  The European ethical competence to which the competence of the
motivation and support of schoolchildren indicated in the Lithuanian
“Description of Teachers’ Professional Competence” (2007)
corresponds.

4. The study showed that during the action research and the preparation of
the graduation projects, the students less developed the European personal
competences to which the competences of organization improvement and change
management, communication and information management, and the common
cultural competence indicated in the Lithuanian “Description of Teachers’
Professional Competence” (2007) correspond. In addition, the European
functional competence to which the competence of the creation of learning
environments indicated in the Lithuanian “Description of Teachers’ Professional
Competence” (2007) corresponds was developed to a lesser degree as well.
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Summary

Since 2000, most Lithuanian higher education institutions that educate and
train qualified pedagogues have been applying the action research technique. This
qualitative research technique is valued and applied in numerous educational
institutions of a number of foreign countries — especially in the education of future
pedagogues. In Lithuania, this technique is applied by practicing pedagogues for
a better understanding and solution of education-related issues. Higher education
students — prospective teachers apply this technique during their pedagogical
practice.

The document “Common European Principles for Teacher Competences and
Qualifications” (2005) emphasizes the notion that all pedagogues should be
capable of effective work in three overlapping areas of activity — work with
information, technologies, and knowledge, work with people (school children,
colleagues, and other partners), and work with the society and within the society
on the local, regional, national, European, and global levels (Saulénieng,
Zydziunaité, & Katiliaite, 2006). In order to act successfully, pedagogues need to
have cognitive, functional, personal, and ethical competences.

In Lithuania, the generalized description of the pedagogues’ competences is
provided in the “Description of Teachers’ Professional Competence”, approved
by the Order No. ISAK-54 of the Minister of Education and Sciences of the
Republic of Lithuanian January 15, 2007. The description highlights the common
cultural, professional, and general competences.

The object of the current study is the action research technique.

The study was conducted with the aim of analyzing the opinion of students —
prospective teachers of various subjects about the application of action research
in the teaching/learning process for the acquisition and development of
competences.

To achieve this aim, the following objectives were set:

e To discuss the compatibility between the European Qualifications
Network (2005) and the Description of Teachers’ Professional
Competence (2007);

e Toreveal the essence of the action research technique;

e To clarify how current and prospective pedagogues evaluate the action
research technique for the acquisition and development of various
competences.

The following methods were applied during the study: analysis of scientific

literature, document analysis, and case analysis.

The article consists of three chapters. The first and second chapters have
theoretical contain. The third chapter summarises the results of a qualitative
research.
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The study was performed in May 2018 and involved the analysis of the
graduation projects written by students of pedagogy at one higher education
institution of Lithuania. The study was based on the action research technique.

Using a case analysis technique, we reviewed the graduation projects of 102
students — future pedagogues written between 2007 (when the “Description of
Teachers’ Professional Competence” was published on January 15) and 2017
(inclusive): The analysis of scientific literature and documents showed that the
common cultural, professional, and general competences defined in the
“Description of Teachers’ Professional Competence” (2007) corresponded with
the cognitive, functional, personal, and ethical competences indicated in the
“Common European Principles for Teacher Competences and Qualifications”
(2005). The pedagogical action research technique has been implemented by
world education researchers and practitioners since 1953, whereas Lithuanian
pedagogues started implementing it in their practice in 2000. This is a unique
qualitative research technique providing the possibility not only for the study of
schoolchildren and promotion of their development, but also for the development
of the pedagogue — the researcher. The analysis of 102 graduation projects showed
that the action research technique allowed the authors of the graduation projects
to acquire and develop cognitive, functional, personal and ethical European
competences that correspond to the pedagogues’ competences defined in the
Lithuanian “Description of Teachers’ Professional Competence” (2007).
Meanwhile, competences of communication and information management,
organization improvement and change management, creation of teaching/learning
environments, and the common cultural competence were developed to a lesser
extent.
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Abstract. The word competence is a key concept of ongoing education reform in Latvia - the
ESF project “Competency approach in the curriculum™ (hereafter: Project). The
implementation of the idea of competence-based curriculum is related to significant changes in
the structure of school and pre-school curriculum, the system of evaluation of learning
outcomes, teacher education etc., which are widely clarified and discussed in expert groups
and public space.

Participating as experts in the development of a Project, the authors of the article find that the
Latvian educational space lacks a common understanding of the meaning of the concept
competence. Often the pedagogical terminology used by educators even contradicts the
innovative meaning and essence of the reform.

The aim of the article is to clarify the inconsistency and contradictions related to understanding
of the concept competence in the context of Latvian educational reforms.

Research question: How to use the pedagogical terminology related to concept competence to
reflect the innovative approach correctly and deeply, but at the same time - simple and
understandable for the teachers, parents and children.

To find it out, the article analyzes the essence of the competence approach in theory and
compares it with the actual situation in practice. The research data were obtained in 34 written
students’ reflections after study practice and 9 interviews with experienced teachers of general
education schools in different regions of Latvia.

The content analysis of the interviews was proceeded, the dimensions of holistic understanding
of concept competence was marked and types of contradictions — generalized.

Results: The analysis revealed discrepancies between terminology used in the framework of
educational reform, and educators’ understanding of its meaning. These findings can develop
educators’ common understanding of concept ‘competence’.

Keywords: competence, dimensions of competence, curriculum reform, teacher’s perceptions.

Introduction

To achieve the overarching goal of Latvian education policy - qualitative and
inclusive education for personality development, human well-being and
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sustainable state growth, education content reform in Latvia is going on (Izglitibas
attistibas pamatnostadnes 2014-2020, 2014). The basic declared principles of the
reform are - human-oriented education; education for sustainable development;
knowledge-based society-promoting education. The concept competence is very
important in context of these principles. However, the pedagogical terminology
used by educators and politicians in the context of reform is often contradictory.
Lack of common understanding of such concepts as transversal skills, meaningful
learning, value dimension, virtues and habits, complex life situation, great ideas,
message for the child, passport of a topic, etc. (Izglitiba miisdienigai lietpratibai:
macibu satura un pieejas apraksts, 2017), risks to degrade a well-thought-out idea,
creating such interfering believes as:

e competency approach is an absolute innovation and nothing from

teachers' previous experience and knowledge is valid,;

e competency approach is much more difficult to implement in practice

than traditional learning (whatever they are understood);

e competency approach is too complex, non-practical, theoretically, with

questionable theoretical grounds.

The fact is that the materials developed in a framework of Project seem not
to be well understood and easy-to-use for all parties involved - new education
standard and program makers, researchers, teachers, pupils' parents, authors of
teaching aids, students of pedagogical programs and pupils.

The problems marked above relate to a wide range of contexts — education
science, practice, police and management, communication, psychology, social
anthropology. We will explore the appearance of competence approach in
teacher’s perceptions, linking together educational and linguistic perspectives.

The aim of the article is to analyze the different meanings of concept
competence in the theory and practice with a purpose to develop a common
understanding of Latvian teachers and experts in the context of education reform,
without pretending to develop a thorough terminology audit from the linguistic
point of view.

To achieve this goal

e the purpose and content of competence-oriented education from the

perspective of different theoretical approaches are analyzed;

e the different types of teachers’ understanding about the qualitative

pedagogical process to promote pupils' competence are indicated;

e recommendations on how to identify competence approach in everyday

teaching practice and teacher education are summarized.
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Methodology

Concept competence has different explanations in educational theory, what
depends on the socio-cultural context. The aim of the "traditional™ education
system was declared to prepare a person to be "fit" for the life in certain
circumstances, in a given society, at a particular workplace. For this purpose, the
behavioral explanation of competence - a set of knowledge, skills and attitudes
necessary to make or do a certain thing productively, namely "expertise" is
appropriate (Kegan, 2002; Le Deist & Winterton, 2005; Mulder, 2017; Patricia,
2017; Cahn, Tuck, et al., 2017).

At the end of the 20th century, another understanding of competence was
introduced, where competence is attributed not to the any professional activity or
position, but to the person (Mulder, 2017; Patricia, 2017; Cahn, Tuck, etal., 2017).
Hoskins & Fredriksson (2008) notes the OECD DeSeCo Program competence
definition, which emphasizes that competence is the ability to act successfully in
a complex situation, mobilizing psychosocial resources in a given context,
including both cognitive resources and other factors influencing individual
behavior as attitudes, emotions, ethical considerations and values, and motivation
(Definition and Selection of Competencies: Theoretical and Conceptual
Foundations, 2003; Hoskins & Fredreksen, 2008).

This view is rooted in the ideas of social constructivism, which analyzes
learning not as a purely cognitive phenomenon, but as part of an individual's
personality structure and life and culture contexts (Berorckmii, 1991; Kron,
2004). In a systemic view, the competence category is used to describe the
person's disposition of self-organization, ability and experience to perform an
activity. Competence is not a set of knowledge, skills and attitudes, but the ability
to "handle" them, use them and improve them (Maslo, 2006; Tilla, 2005). Holistic
understanding, as opposed to behavioral, links competence with the use of the
basic attributes of an individual's personality - knowledge, skills, attitudes and
values in a given context (Knowles, 1998; Grifin, Holford, & Jarvis, 2003;
Tennant, 2006). The result of education - a high level of competence - is intended
as the effectiveness of the personality, i.e. the maximum involvement of the
individual's potential and experience in the activity. For example, if students get
lost if the knowledge needs to be transferred from one subject to another, or if
they have forgotten after the summer holidays, what they knew in the spring, that
IS, learning has been superficial, it has not contributed to personality changes, the
pupil has not seen the point of keeping them in mind.

In social constructivism education studies, competence emerges as a
complex outcome of learning rather than the sum of separate knowledge and
skills. Its complexity, according to Kron, consists of three domains:
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e Professional (accumulation of professional knowledge, solving
complex professional tasks, productive, effective and professional
performance).

e Individual (involvement of individual mental resources - individual
abilities, high level of thinking and metacognitive skills, learning to
learn).

e  Context (new/unknown situations, culture, society, life) (Kron, 2004).

In Barnet's studies, these three dimensions are described as "knowing —
doing - being" (Barnett, 1994, 2003), but in the context of social-cultural learning
studies I. Tilla uses terms "education culture - learning culture - interaction
culture" (Tilla, 2005).

Viewing competence as a way of being ensures that learners can act
collaboratively in any context (Mulder, 2017; Patricia, 2017).

Another way how to analyze the complexity of competence can be found in
Stefan Sterling’s representation of six levels of knowing (Bohm, 1992; Sterling,
2010). Doing (skills) and theory (knowledge) are the closest to the surface of a
model. The rightness, amount and range of knowledge, skills and partly the third
level — implementation of the norms — are objective, easy visible and measurable.
So, these three levels of knowing are comfortable for implementation in different
stages of education (student has solved a task in math, written an essay and done
it correctly and carefully). The deeper levels of knowing related to person’s
individual capacities, experiences, perceptions, believes, values and worldview -
are not visible directly (how many creative combinations of solution have student
tried, how personally meaningful questions have he analyzed in his essay etc.). If
the competence approach pretends to involve the whole person together with
uncountable individual combinations of abilities, experiences, believes and
cultural backgrounds, the qualitative levels of knowing must be included in
curriculum. From it follows, that in education, a shift from dominance of quantity
to dominance of quality in content, process, results and assessment needs to be
provided.

Project leaders agree, that the complexity of competence — it cannot be
reduced to particular skill or set of knowledge — is especially challenging for
educational reform, in order to develop new curriculum (Olina, Namsone, &
France, 2017).

In order to allow teachers and school managers, as well as teacher education
program students, to assess their activities — how the theoretical principles of
competence approach are realized in practice, it makes sense to develop an
instrument for recognizing them in valid and simple way.

For this purpose, the experiences and opinion of practitioners of education
were collected and analyzed qualitatively with a question: how is it possible to
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identify the theoretically substantiated competence approach in teaching practice
in general education school.

The narrative data were analyzed qualitatively, in two steps. At first, content
analysis was performed by using already theoretically substantiated categories -
three dimensions of competence. Another step — hermeneutic analysis, was
performed for selected cases. These teachers’ reflections were read trough by
three researchers as openly as possible, by generating the subjective units of
meaning and marking them with new codes. Findings were discussed between
researchers; the new codes were compared, grouped and generalized, thus
revealing new meanings and categories essential for the competence approach.

The limits of the study. As the study is based on teachers’ narrative without
the examination of their teaching practice, it can say something about teachers’
perceptions and awareness about the topic. It means, that the results of study are
oriented towards discourse — how is it possible to reflect and think about
competence approach.

Results and Discussion

The data were collected from the 43 narrative responses to the question “how
do | implement the competence approach in teaching activity?” There were 34
written part time students’ reflections in free form on their school practice and 9
interviews with expert teachers.

In the first step of analysis, the manifestation of the structure of competence-
its three dimensions — professional (P), individual (I) and context (C) was marked
in respondents’ reflection.

For example,

“I do not work with the book, it is difficult to link the content of books to
issues that are important to students. In mathematics we, for example, draw,
measure, model, according to the problem-related life situations defined by the
pupils* (P, I, C).

“I prepare differentiated teaching materials by myself (P), suitable for each
child, including children with special needs” (1).

“The pupils had an opportunity to evaluate how they were doing their tasks”
(.

.| think the teacher should follow the era, analyze and talk about the actual
events of real life events™ (C).

After initial analysis, reflections of the students and teachers in which all 3
dimensions of competence were recognizable - a total of 14 cases - were selected.
In the remaining 29 cases, only one or two dimensions of competence were
identified; they were included in type A as such where no competence approach
can be identified.
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As a result of second step of analysis, different new categories emerged,
which can be marked as positive or negative, that allowed to divide this group into
two more different types B and C (see Table 1).

Thus, as a result of the second step of analysis, 3 types of teachers'
understanding of competence could be defined: B and C - with different
understanding of competence, which can be differentiated as mechanical ad
organic.

We can conclude, that for understanding the competence as holistic, organic,
complex phenomenon besides the involvement of all three dimensions of
competence such categories as fluency (flow), openness, situativity, creativity,
playfulness, problemsolving, critical analysis are useful. The real life contexts
there are mostly initiated by students, ambigously, contradictious, problematic,
discussed from different points of view, but deep and active learning can be
described as mutually respectful relationships, student’s voice, student’s choice,
personally meaningful activity and awareness.

Table 1 Understanding the Dimension of Competence - Types B and C

Categories Teachers’ expressions Teachers’ expressions
Type B Type C
Learning Life skills are a priority; that is | Including personally meaningful issues
for life why | integrate, for example, | for pupils.
mathematics and science. They can use the conflict-solving steps in
It is important, that students | everyday situations.
develop their life skills... and use | We discuss, how to use maths in poetry.
them in different situations. I do not work with the book, it is difficult
Learning is a key for sucess in | to link the content of books to issues that
future. are important to students. In mathematics
| integrate different subjects. we, for example, draw, measure, model,
according to the problem-related life
situations defined by the pupils.
In math, we measure, draw, model,
according to student=defined life-related
issues.
Categories Teachers’ expressions Teachers’ expressions
Type B Type C
Situativity | Teacher needs to follow the era, | Linking the math content to the specific
analyse, takl about... life situation, mathematics is in nature,
culture, surrounding world, folklore etc.
Flow Students must perform, read, To let - to give expression, to make the
work... lessons fun, easy, playful, and
Teachers’task is to ask a | meaningful.
questions, motivate for work, | Well organized, impeded process of
must keep in mind. learning.
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Motivation | Students complete a task, in Open questions and sharing the
order to understand a topic, experiences motivated pupils to involve
students are interested in the learning.
learning the topic, The more favourable relations, the more
Motivation — students will effective learning.
present the result of this task to
others.
Questions about previous topics.
Teacher motivate students to
work.
Effective Most of the pupils understood... | I try to realize maximum program in
learning It’s important — to promote clasroom
sklills, self-regulation etc. Variability of different methodological
techniques to encourage students to find
the appropriate way of learning.
Critical Talking about the topic, setting | To express and percept/ respect different
approach/ | questions related to previous points of view.
problem- topics, Students themselves definate the
oriented Talking about actual events. problems, we look for solution together.
learning Implementation of skills.
Students’ Teacher tells/ talks about the Provide the opportunity for students to
voice/ topic, ask the questions, share their experiences.
student as | highlights, We discuss together, we are talking ...
equal Students complete a task To invest in mutually respectful
partner relationship
Teacher’s | tell, ask, accent, motivate, try, | I invest, search, variate,
openness believe. I’m fascinated by their ideas and point of
and I prepare diffentiated | view.
creativity teachingmaterials indepenently. | I learn from my pupils.

In another way of understanding the competence teacher is aware of the unity
of professional, individual and context dimensions of competence, but in his
statements expressoin of need is dominant, the words must be taken care, must be
taught, motivated are often used. The content of these statements shows the
evidence of teacher’s dilligence, his efforts to implement the competence
approach, but it does not necessarily confirm his confidence and deep
understanding. That teacher takes care about students’ life skills, but do not listen
to their oppinion and experiences. The life contexts are chosen by teacher; he try
to follow the daily actualities, relate them to learning issues and promote talking
about them, without analysing and solving the real problems.

Recommendations

For the reflection and evaluation of pedagogical activities, teacher, school
manager or teacher education program student can use several questions.
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Is there a holistic structure of competence?

All three dimensions of competence — implemented, in my teaching: 1) rich
professional content as theories, concepts, rules and relations; 2) individual
mental resources and activities (cognitive skills, creativity, problem-solving,
communication, self-regulation, awareness etc.); 3) social and cultural contexts
(life experiences, events, cultural values, believe critical evaluations)?

Do | help students to learn deeply? It means not only specific knowledge
and skills of the subject field, but also awareness of one’s capabilities, interests
and learning and awareness of the sense and meaning of the learning for culture,
society and actual life. The most difficult aspect there is a sphere of context. If the
development of student individual potential is also declared in traditional
education, it is not common for teacher (like every other member of the society)
to ask questions about the meaning — why do my activity/ learning makes sense?

Do | see, feel and understand how smart my students are?

They know a lot about what teachers have never imagined. Often they solve
deeper problems than the formal learning process is affected. Therefore, it is more
important for the teacher to help structure everything that the students already
know to understand what information they need to find, what to do to get answers.
The teacher does not need to know everything (if someone still thinks it is time to
say goodbye to such illusions), the teacher is neither the Internet nor the robot. He
cannot know everything. But even without knowing everything, you can ask the
student: How do you know it?

Do I encourage students’ reflection?

In competency approach, a fundamental difference from traditional
educational requirements is a deliberate reflection. Without it, it is not possible to
involve in a learning process a sense of meaning, values experiences, personal
significance and development of students’ individual potential. Moreover,
without a multifaceted reflection, they cannot be improved.

How do | as a teacher offer reflection to my students in order to help them?

To be open and sensitive to percept the world directly, to see what is going
on, what are my activities and their consequences.

To notice my presence in any learning activity, my interest and
responsibility.

To reveal, implement and develop student’s individual potential.

To analyze a context of learning — what makes sense to learn particular
content.

What does our school culture looks like?

What are our traditions, symbols, rituals, perceptions, conceptions and
values and human relationship in our school (Fullan, 2011). We does not pay
attention to it everyday life, but school culture has a significant impact on pupil
growth (Hattie, 2012). Are they oriented towards development, deepness,

50



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume 11, May 24" -25" 2019. 43-52

relationship or rather to competition, perfection, labeling students etc. Knowing
this, it is worth for the teacher to ask himself: how do | feel / what am | sure, are
the pupils worthy of respect and trust, or not, whether the child has to fulfill what
he has said; or a teacher is responsible for everything, or can | accept different
values, goals and understanding of meaning, etc. without condemnation, or not?
The ability or habit of the teacher to reflect / see his / her perceptions from
different points of view is a way to improve the pedagogical culture, both by better
realizing its potential and by promoting pupils' learning and competence.
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SCHOOL'S CULTURAL DIVERSITY: WHAT IS THE
DIFFERENCE BETWEEN "SCHOOL OF HAPPINESS"
AND "SCHOOL - PRISON"?
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Kauno kolegija, Kaunas University of Applied Sciences, Lithuania

Gediminas Merkys
Lithuanian Association of Higher Education Institutions Trade Unions, Lithuania

Abstract. Five years ago, a questionnaire for senior pupils "Safe School - A Safe Child" was
launched in Lithuania. It is a standard inventory containing 160 primary items that are
distributed into 38 sub-scales and ultimately into 8 psychometric scales with unusual goodness
of fit. At the moment, 2072 pupils' answers appear on the basis of statistical rationing, and 40
different schools in the country are evaluated. A cluster analysis was carried out with scale
estimates that reflect the child's psychological well-being and school well-being. In this way,
schools were identified at the base of the rationale, which metaphorically converge into a
"school of happiness” or a "school prison” model. Then, with the remaining inventory
variables, their subscales, the discriminant analysis was carried out. The school type in the
model was defined as a grouping variable. Such approach has made it possible to find out
which variables, reflecting school's security and livelihood, define the mentioned types of
schools. It turned out that the identified types of schools are characterized by such factors as
the openness and accessibility of the director; participation of parents and students in school
life; sticking to universally accepted, disputed rules; social and pedagogical involvement,
sensitivity; avoiding to hide problems and misbehavior. The research data allow on the
hypothesis's rights to formulate specific recommendations of the school life improvement for
school leaders and educators.

Keywords: ““school of happiness®, “school prison®, ““family educational milieu*, ,,school
culture*,

Theoretical and practical context of the research

In the history of social sciences, we could find the precedents when the
concepts-metaphors had a great heuristic-analytical potential. Let us remember
the greatly popular A. Maslow's metaphor ,,Hierarchy of needs”, the metaphor of
"playing man" (Homo Ludens), the "ice" metaphor of K. Lewin, which was used
to explain planned changes in the organization. From more recent examples it is
worth mentioning Morgan's activities as "organization images"”, when the

organization is compared to "mechanism”, "organism", "brain", "spiritual prison"
and so on. (Morgan, 1986; Huizinga, 1949; Patzold, 2013). Morgan's metaphor of
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spiritual prison started to be used for characterizing the school culture. There are
more authors who emphasize that a school can be an authoritarian institution that
existentially reminds a prison.

Thus, the concepts of "School of Happiness" and "School-prison” are
metaphorical concepts responding to the Weber's "ideal type" epistemological
concept. Like the concept of the "ideal bureaucrat™, the lexical unit "school of
happiness” is the ideal type. In reality, there is no such school, it is a construct of
consciousness, a theoretical model to which a particular school (or group of them)
can progressively converge. Analogically to the antipode of the "school of
happiness”, it is theoretically possible to construct an alternative ideal type of
"school - prison™. The actual school (or even the entire school network) in reality
moves in a continuum between the "school of happiness™ and "School - prison™.
From the history of education and education in the 20th century, we know that
there were the waves of parental extreme disappointment (partly justified) with
the official education system. For example, in the seventh decade of the 20th
century in the West, gave birth to massive radical society "protests" against the
existing educational system and the movement for the search of new, different
school was initiated. In this context it is worth to mention the so-called
"Deschooling” movement in the US, as well as the so-called "anti-pedagogics"
(Antipadagogik), originated in Germany (lllich, 1971; Braunmuhl, 1975; Jandri¢,
2015). The search of the alternative school, that might be prominent for its
distinctive culture, is still relevant (Malone, 2015; Cobb, 2014; Giilsen &
Gilenay, 2014; Fisher, Pumpian, & Frey, 2012).

Postmodern democratic society brings the complex ideal of a dignified and
happy person, the subjective quality of life and well-being, and a happy
organization. It is promoted the economy of happiness, positive psychology, there
Is emphasized the importance of such concepts as perfect working place, sense
of happiness and satisfaction with the daily work (MacConville & Rae, 2012;
Graham, 2011; Hefferon & Boniwell, 2011; Ventegodt & Merrick, 2009; Smith &
Patton, 2009; Pugno, Comim, & Bruni, 2008).

The working place of the student and the teacher is the school. In this broader
context, the goal of a "School of happiness" seems to be quite meaningful and
persuasive. Of course, there is no such complete and universally accepted theory
of "School of happiness"” today. If we talk about research in the relevant field
(especially empirical), then the discourse of the “school of happiness” collides
with other related discourses. These include: learning motivation and satisfaction
with school, school security, healthy school, enabling learning environment,
school social climate, school culture and school leadership, children's rights. It is
important to mention semantically negative concepts: deviance, aggression
and bullying in school (Hopson, Schiller, & Lawson, 2014; Conaway, 2014;
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Bradshaw et al., 2014; Baker et al., 2003; Sergiovanni, 1991; Astor et al., 2010;
Coldron & Boulton, 1996).

The paradox is that by exploring the above-mentioned quite different
concepts, researchers usually apply the used empirical indicators, which often
overlap or nearly overlap. On the whole "school of happiness"” is a school that
shows the quality of social relations among all participants of educational process
(pupils, teachers, parents, and staff); social pedagogical relationships are based on
such values as trust, solidarity and humanism. The school acts as an object of
social attraction, it is good to be in school, to participate in its meaningful
activities. The School of Happiness existentially does not coincide with
hierarchical and authoritarian relations, the cult of competition, lack of solidarity,
publicity and openness, unwillingness to discuss real problems, concealment of
unpleasant events, and prevalence of bullying, violence and aggression
(Merkys & Bubeliené, 2017). The "school prison” and its antipode “School of
Happiness” is influenced by all subjects in the school community: school leaders,
pedagogical and administrative staff, the family and, of course, the pupils
themselves.

The empirical diagnostic research of the "School of Happiness" phenomenon
has not only an academic meaning, but also has considerable practical relevance
and applicability. Data-based school performance evaluation, data-based school
culture change, etc. are becoming more and more popular. The research of the
“School of Happiness” phenomenon is a source of reliable and essential
information for educational projects (Guthrie & Schuermann, 2011). On the other
hand, there may be a need to recognize a school that converges towards a "'school
prison™. Such studies and their results can serve as a reason for the school founder
or education administrators to initiate managerial and educational interventions to
prevent the development of a crisis in school. Development and implementation
of appropriate diagnostic tools, standardized questionnaires, and qualitative
“ethnographic” methodologies is an important task for contemporary science and
practice. Educational science and empirical social research would seem rather
unfortunate if they only offered diagnostic tools for the "School of happiness". It
IS important to develop research that has a complex, conceptually rich structure
of features to identify factors, managerial and educational tools that will help the
school to form a "School of happiness".

Thus, this article illustrates a large-scale continuous empirical study that
attempted to address the two above mentioned challenges: to develop diagnostic
tools, as well as to identify factors and ways to create and nurture a "School of
happiness".
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Research Design

The survey uses the statistical archive data of the questionnaire “Safe
School - Safe Child” (Merkys, Bagdonas, & Bubeliené, 2013). The current
database is formed after the anonymous interviewing of 2072 senior pupils
representing 39 different types of comprehensive schools. The presented study
continues the research which was started in 2016. The sample of the primary
survey was represented by 1078 senior students of 26 Lithuanian schools. The
results of the first study have already been published (Merkys & Bubeliené, 2017).
After doubling the sample size, it was expedient to repeat the study for several
reasons. To begin with to check if it makes sense to see whether the psychometric
statistics in the questionnaire have improved. Secondly, to find out if the
regularities found in the larger sample repeated the results of 2016. Finally, it is
trivial that the doubling of the sample increases the statistical reliability of the
results.

Table 1 Scales and Primary indicators, reflecting the Phenomenon of ,,School of
Happiness*: percentages of acceptance and psychometric indicators

(-) School Ability to Cope with Bullying, Vague Yes % r it/tot
Bullying Spread

Cronbachs Alpha=0,89; Spearmen-Brown=0,98*
Pupils bully each other even during the lessons 29,1 (49,7) 0,75
Pupils do not miss the opportunity to mock at each other's | 35,3 (44,5) 0,74
failures in the classroom
There are children who arbitrarily distribute my / my friends' | 23,9 (53,3) 0,60
photos online, for example in the Facebook
Bullying among the pupils is moved to the Internet, Facebook, | 26,1 (50,6) 0,65
and other media.

Bullying is widely spread in school 26,4 (53,1) 0,74
Bullying among students is a daily, permanent phenomenon 24,6 (53,8) 0,71
Mean of Acceptance | 27,57
Discomfort and Loss of Security Feeling in School YES % r it/tot
Cronbachs Alpha=0,84; Spearmen-Brown=0,98 *
I almost have no friends at school 13,2 0,42
I do not feel safe at school 13,1 0,55
I do not feel good at school, 1‘d like to escape from it 27,3 0,65
I would never go to school again, if | could 26,2 0,61
I do not see any sence to be at school 16,2 0,68
School is stress 28,7 0,60
There is nothing interesting at school 22,3 0,64
Mean of Acceptance | 21,0
School as the object of social interest YES% r it/tot

Cronbachs Alpha=0,63; Spearmen-Brown=0,95 *
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I miss school, because | want to spend some time with my 43,4 0,38

friends

I enjoy school 49,4 0,52

| feel that teachers appreciate me 53,1 0,41

School frieds, classmates appreaciate me 57,1 0,34
Mean of Acceptance 50,75

The presented questionnaire has 160 primary indicators, which are
summarized in 8 scales and 38 subscales. This article analyzes only 16
psychometric scales formed by factor validation (see Tables 1-2). The reason for
a more detailed analysis of only a set of scales was the fact that the mentioned
scales meaningfully correlated with each other. This research paper presents the
study based on 73 primary indicators measured on a typical 5-grade Likert scale.
The clustering variable - "School of Happiness™ and its antipode ""School prison™ -
are based on 17 primary indicators put into three psychometric scales. 56 primary
variables reflecting the school's socioeducational environment and culture are
reduced to 13 scales (see Table 2).

As it is usual in the guestionnaire researching social attitudes, some of the
semantics of primary features are positive, some of them are negative. Re-coded
evaluations/estimates are marked with a sign of minus in brackets (-). The tables
show the names of the scales, the primary indicators that make up the scales (or
their typical examples) and the percentages of acceptance.

Table 2 Independent Variables: Scales Defining School Educational Environment, School
Culture, and Family Educational Milieu

Scale Title Nit | Alfa | SB Item examples
The atmosphere of 7 0,83 |0,98* | If any pupil feels bad at school, the
openness, sensitivity, classmates notice it, ask, and offer help.
trust and sincerity at I trust majority of teachers, | can talk to
school them about unusual topics
(-)Honest Response to | 2 0,63 | 0,95* | If an unfortunate event happens, the
Weaknesses, Events, school tries to hide everything.
Complaints (Avoiding The school reaction to the complaints,
Problem Hiding) reports of illness are slowly responded,
all pretend that nothing has happened.
School regulations are | 4 0,72 | 0,97* | Larger misconduct at school does not go
clear, school is able to unresponsive, the director and class
support order teacher always participate.
The school has clear rules - everyone
knows what is possible and what is not
possible
The school principleis | 3 0,81 | 0,98* | With the parents of the pupils, the school
easy to reach, open to principle is willing to communicate.
parents and pupils
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Director sincerely communicates with
students, is not conceited.

child in the family

Disappointment and 0,70 | 0,98* | I am disappointed with the teachers.

dissatisfaction with The majority of teachers irritates me

the teachers

(-) The lack of pupils* 0,67 | 0,96* | Itis in the interest of students to maintain

organizations that order and discipline within the school

would support the during the breaks.

order within the If there is scuffle in a classroom, in a

school corridor, there will be disciples who will
calm the bullies down.

The lack of pupils* 0,67 | 0,94* | When things go wrong in the school yard,

organizations that most students pretend not to see or know

would support the anything.

order within the Pupils themselves do not allow conflicts,

school yard aggression in the school yard

Lack of Social 0,77 | 0,97* | If something goes wrong at school,

Pedagogical Control teachers, supervisors usually do not see

inside the school anything, do not interfere.

(indifference) (-) School premises are constantly
monitored (supervisors, teachers, video
cameras, etc.)

Lack of Social 0,68 | 0,96* | (-) If something goes wrong in school

Pedagogical Control surroundings or in the yard (for eg. con-

outnside the school flict, fights, etc.), teachers, the

(indifference) supervisors come immediately, intervene.
What is happening in the school yard,
teachers, supervisors are not very
interested.

Parents demonstrate 0,74 | 0,96* | Even when | feel very bad, parents do not

the indifference to notice it.

child problems, tend If I talk about the problems or ask

to moralize something, the parents are screaming,
condemning, reading the morals.

Child's confidence in 0,83 | 0,98* | I can talk to my parents on any subject,

parents on any topic
If | get into trouble, I can turn to my
parents for help and | know | will get it

Parent interest in 0,78 | 0,98* | If possible, parents attend each parent's

school, involvement meeting.

Parents are interested in school life.

Social control of the 0,82 | 0,98* | Parents know the plans of my day, where

I will go, what 1 will do.
Parents know my best friends and
acquaintances.

Designation: Nit -item number in the scale; alfa — Cronbach —a coeficient; SB — Spearmen-
Brown, coeficient; * -. predicted coefficient value when item number is 12.
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Usually, there is an extremely high correlation between the mean in the
scales and percentages of acceptance, which are much more meaningful than the
mean, so we prefer the percentages to mean (Borg & Gabler, 2002). The
psychometric quality of the formed scales is good, the item to total correlations
and the meanings of the reliability coefficients are high enough. Some scales are
very short, what means that the meanings of Cronbach alpha coefficients are not
always eloquent. For this reason, they were calculated using the meanings of
Spearmen-Brown coefficients. They were calculated while using Spearman-
Brown prophesy formula when the number of test items is 12. There were
received extremely high coefficient (0.94-0.98). The empirical distributions of all
scales are close to the theoretical normal distribution. Scale raw scores are
transferred to the standard normal distribution z-scale.

K-mean cluster analysis of was performed with three scales reflecting the
phenomenon of "school of happiness™, and a new grouping variable was formed.
The latter differentiates pupils into two large groups - those who evaluated their
school (according to its converging to the "school of happiness™ model) positively
or not positively.

The problem of how to reliably identify a “school of happiness" and its
antipode on the basis of social survey data is quite a problem. After all, public
opinion is always a statistical process that creates an object of stochastic
expression. Hence, in one and the same school, whether it is a 'school of
happiness' or its antipode, there will always be both types of pupils who evaluate
their school differently. Of course, the relative distribution of pupils representing
opposite views and opinions about their school will be different in schools.
Although the source of scientific information in this study is the pupils' opinion,
the factual holder of the measured qualities (the "school of happiness™ versus its
antipode) is precisely the specific school, not the statistical group of pupils
representing different schools. So, a correct and very reliable identifying of a
school type is rather tricky. Such recognition can only be approximate.

Taking this into consideration, the school identification and classification
procedure was triangulated. It was decided not to rely exceptional on the K-Mean
cluster analysis, which classifies the students. From the means of the school scores
according to the three scales of “happiness school” (see Table 1), a new matrix of
secondary data was formed, which became the raw material for hierarchical
cluster analysis. The novelty is that the school itself is already the unit of analysis.
While choosing the Euclidean square as the measurement of the distance, and for
the cluster formation using the Ward method, there has been performed a
hierarchical cluster analysis of all the schools involved. 39 schools were initially
classified into three clusters and later into two clusters (see Table 4). This
classification also has a stochastic constraint. If the school was recognized as a
"school of happiness™ or its antipode in the cluster analysis process, then, in the
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statistical data matrix, all pupils in that school are assigned to the appropriate type,
regardless of the actual individual response profile.

Thus, the attempt to recognize the "school of happiness” and its antipode was
based on statistical triangulation. In one case, two K-means were used to find two
groups of pupils who contrasted with the school. In other case, while using
hierarchical cluster analysis a number of different types of schools significantly
differing from their group estimates were discovered. This created another
grouping variable. The two grouping variables formed by the statistical
classification are of two steps, where one step reflects the relative convergence of
the school towards the type of "school of happiness”, while the other step reflects
the relative convergence of the school towards that type of school antipode —
“school - prison®. Further on, the one and the other grouping of variables applying
the discriminatory analysis model were defined as the dependent variables, while
the measurements of the 13 sub-units reflecting the school culture and the family
educational milieu were defined as independent variables. Such a rigid
classification of schools, inevitably marked by a stochastic element, does not
contradict both: the theory and the realistic life-understanding. Each school is a
very heterogeneous social unit. Each school has professionally stronger and
weaker teachers. The same could be said of pupils' cultural capital and social
intelligence. Thus, the idea of soft classification and the convergence of a
particular school towards one or another theoretical type of school is persuasive
and reasonable.

Results. Attempt to identify the “School of Happiness™” and its Antipode —
“School - Prison”

After performing K-means cluster analysis, it turned out that from the point
of view of interpretation, the simplest is a model of two clusters (see Table 3).
The key to cluster interpretation is the profile of z-scale measurements inside the
cluster, more precisely, the distance between cluster centers.

Table 3 Categorization of students into contrasting opinions about their school; model of
two clusters, prevalence of statistical types (%), N = 2072; K-means method; cluster centers
that are presented on a standardized z-scale

Clusters and their
prevalence (%)

Cluster 1
47.8 %

Cluster 2
52,2 %

Distance between
cluster centers

Classification scales

Relatively positive
diagnostic profile

Relatively negative
diagnostic profile

Difference of
measurements in the

of social attraction

(school of (the antipode of z-scale
happiness) school of happiness)
School as the object 0,56 050 1,06
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Discomfort and loss
of security sense in -0,77 0,62 1,39
the school.

School Ability to Cope
with Bullying, Vague 0,69 -0,62 1,31
Bullying Spread

By the way, it is large enough, averaging almost 1.25 standard deviations.
The first cluster, with a relative prevalence of 47.8%, includes students who tend
positively to evaluate their school according to three scales (or 17 primary
indicators). The second cluster (with a prevalence of 52.2%) groups pupils who
tend to evaluate their school not so positively. After evaluating confidence
interval for the relative frequency a = 0.00, both groups practically do not differ
in their degree of distribution. Thus, according to how the school is assessed
(school of happiness or conditional antipode), the population of pupils splits more
or less halfway.

Table 4 Classification of 39 schools into contrast groups by converging them to the two
types: "*school of happiness' and its relative antipode; three and two cluster models;
distance measure - Euclidean distance square, cluster formation by Ward method

3 cluster model Cluster 1 Cluster 2 Cluster 3
Number of schools 7 12 20
Interpretation of “School of Moving towards Antipode
clusters happiness* “School of

happiness*
2 cluster model Cluster 1 Cluster 2
Number of schools 19 20
Interpretation of “School of happiness* Preliminary antipode
clusters of “School of
happiness*

The results of hierarchical cluster analysis are reflected at the Table 4. Seven
schools out of 39 investigated schools compile a highly valid cluster with very
strong "school of happiness” features. Next, in the three cluster model, even 12
schools out of 39 ones fall into the middle, intermediate state. However, the
analysis of scale measurements within a cluster still allows those schools to be
classified as a "school of happiness". Finally, there are 20 schools out of 39, which
are clearly attributable to the antipode type of the "school of happiness". By the
way, the latter cluster is very stable, its structure is unchangeable in neither 2
cluster nor 3 cluster models.

The stability of this school cluster (statistical type) is an argument for its
structural validity. Dendrogram configuration and fusion measures have shown
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that clusters 1 and 2 can be combined into a single cluster. In such a way a 2-
cluster model is constructed which consists of the 19 above-mentioned schools,
that are close to the type of 'school of happiness' and 20 schools that can be defined
as a preliminary antipode for "School happiness".

Theoretically it is possible that the two contrasting groups of pupils that were
identified while using the K means method, should be statistically related to the
school classification results obtained by hierarchical cluster analysis. Because of
the aforementioned stochastic element, which is characterized by every statistical
classification, there is no reason to expect correlations to one unit. On the other
hand, a zero correlation (or worse, a negative correlation) should be treated as a
fiasco of a triangulation study. After all, it is not clear which of the two
classifications to trust if their results are totally irrelevant or mutually neglecting
each other. The degree of the coincidence between the two classifications was
verified by the chi-square and cross-tabulation method. The resulting Cramer V
coefficient is somewhat small (V = 0.33; p = 0.000). It would be possible to state
that it would be optimal if it reached 0.50-0.70. However, as long as we do not
have more accurate diagnostic tools, we can assume that both of our
classifications do not deny each other and at least partially correctly reflect the
theoretical "ideal™ and "fair" classification.

Attempt to identify the factors that shape the identities of the "'school of
happiness’ and its antipode

A hypothetical statement was made in advance for the future result: a
significant result difference of both discriminatory analyzes would be considered
that the factors and variables that would allow a reliable separation of the
contrasting school types in question were not detected. If the results of
discriminatory analysis are at least relatively overlapping, it will be considered
that we have managed to identify variables and factors that still make it possible
to separate the "school of happiness" from its antipode. Table 5 summarizes the
results of discriminant analysis.

The scales included in the analytical model, and reflecting the school's
educational environment and culture, the family's educational milieu in the whole,
very well distinguishes (discriminates) the grouping variables. Differences
between the mean of the comparison groups in all cases satisfy a very high level
of reliability p = 0.000. Verification was carried out by Wilks' Lambda test,
specially designed for discriminatory analysis. In the case of large samples even
very small differences could be statistically very reliable. Therefore, taking the
Cohen Effective Measurement Concept as a basis for this research stage, the
modular significance of the difference of the mean of the comparative groups on
the z-scale were controlled as well (Cohen, 1988).
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In the case of the separation of two contrasting pupils' groups of, the
minimum difference between group means was 0.60, the maximum was 1.11, and
the average was 0.78 of z-scale point. In the case of separation of contrast groups
in schools, the minimum difference between group averages was 0.31, maximum -
0.64, and average - 0.49 of z-scale point. Such values are significantly above the
minimum Cohen effective Measurement (0.20). Hence, the differences between
the contrast groups of the researched pupils, as well as the differences between
the contrast groups of the schools on all 13 scales, are large, significant and
deserve theoretical interpretations.

Discriminant analysis is an attractive multidimensional statistical method
that shows not only the differences between groups in many analytical models,
but also shows which feature distinguishes (discriminates) the most contrasting
groups most strongly. It is demonstrated by the SM coefficient of the structural
matrix. (see columns 6 and 10 in Table 5).

The mentioned coefficient is interpreted in the same way as the factor
weight. Columns 1 and 6 of the commented table are compiled by a ranking order.
It is symptomatic that all 13 features that reflect the school's educational
environment, school culture, and the family educational milieu, are important for
the identity of the "School of happiness"”. However, it is interesting which features
(and factors) are most important here.

Equally important is if the influence rate of these factors in both
discriminatory analysis models at least minimally coincide. For example, the
readings in columns 4 and 8 of Table 5 were defined as rank queues and the
Spearman rank correlation coefficient was calculated with a value of 0.52 in this
case. The overlap between rank queues is of medium size. In any case, there is no
need to talk about the failure of the study. That would be the case if the correlation
coefficient mentioned were zero or worse - negative. There are even a few
variables out of 13, which in both models occupy a relatively high position in
terms of discriminatory function.

A well-discriminating variable may be regarded the one in which the SM is
at least 0.50. So "School of Happiness" from its antipode in both models is well
discriminated by the independent variables such as "Disappointment and
dissatisfaction with teachers”, "Clear rules and ability to maintain order”, "An
atmosphere of openness, sensitivity, trust and sincerity in school".

Some of the variables may be regarded as "gone astray" in the compiled
rankings. In the case of pupils’ contrast groups, they find themselves in the middle
of the ranking and, in the case of discriminatory analysis of school contrast
groups, they rank high in the ranking. A typical example is "The lack of social
pedagogical control: the indifference of supervisors and teachers".
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Table 5 Results of discriminatory analysis of two different grouping variables. Labeling: +
School of Happiness (-) the antipode of School of Happiness; group means in z-scale;
modular significance of mean differences; p reliability; SM Coefficient structural matrix

coefficient

Dependable variable: 2 contrastive groups of 2 contrastive groups of
“School of Hapiness* pupils; schools;
versus “antipode* dfl=1, df2=1695 dfl=1, df2=825
Independent Gr. | Mean | Diff. p SM | Mean | Diff. p SM
variables: coef. coef.
Scales reflecting
school culture and
family milieu

1 2 3 4 5 6 7 8 9 10
Disappointment + | -061 | 1,11 | 0,000 | 0,77 | -0,26 | 0,56 | 0,000 0,66
and dissatisfaction - 0,50 0,32
with teachers
The atmosphere of + 0,50 | 0,94 | 0,000 -1 0,22 | 0,55 | 0,000 -0,62
openness, - -0,44 0,61 | -0,33
sensitivity, trust
and sincerity in the
school
The atmosphere of + | -0,52 | 0,90 | 0,000 | 0,59 -0,28 | 0,59 | 0,000 0,68
Openness, - 0,38 0,31
sensitivity, trust
and sincerity in the
school
Principled response | + 0,48 | 0,85 | 0,000 -1 0,24 | 0,52 | 0,000 -0,60
to the evils, events, - -0,37 0,55 | -0,28
complaints
(Avoidance of
problem hiding)
Clear rules and + 0,45 | 0,79 | 0,000 -1 0,27 | 0,61 | 0,000 -0,71
ability to maintain - -0,34 0,50 | -0,34
order
Lack of social + | -0,43 | 0,76 | 0,000 | 0,48 | -0,28 | 0,64 | 0,000 0,74
pedagogical - 0,33 0,36
control:
indifference of
supervisors and
teachers
Parental + | -0,43 | 0,76 | 0,000 | 0,48 | -0,17 | 0,35 | 0,000 0,38
indifference to - 0,33 0,17
child problems and
moralization
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Parental interest in + 0,39 | 0,71 | 0,000 -1 0,17 | 0,40 | 0,000 -0,44
school, - -0,32 0,44 | -0,23
involvement
Lack of student + |-0,36 | 0,69 | 0,000| 0,42 | -0,24 | 0,62 | 0,000 0,71
self-organization to - 0,33 0,38
maintain order in
the yard
Child's confidence + 0,38 | 0,67 | 0,000 -1 0,15 | 0,310,000 -0,34
in parents - -0,29 0,41 | -0,16
Accessibility of the | + 0,38 | 0,68 | 0,000 -1 0,20 | 0,450,000 -0,50
director, openness - -0,30 0,41 | -0,25
to parents and
pupils
Social control of + 0,36 | 0,64 | 0,000 -1 0,15 | 0,33 | 0,000 -0,37
the child in the - -0,28 0,39 | -0,18
family
Lack of pupils' + |-0,32 | 0,60 |{0,000| 0,35| -0,17 | 0,43 | 0,000 0,48
self-organizationto | - 0,28 0,26
maintain order in
the school
Personal value=0,76; Personal value =0,20; cannonic
cannonic correlation correlation coefficient =0,41;
Characteristics of coefficient=0,66; Wilks' Wilks' Lambda=,835; Chi-
the model Lambda=,568; Chi- square=311,509; df=13;
square=954,735; df=13; p=0,000.
p=0,000. Correct classification -67,4%
Correct classification -80,5%

It is symptomatic that the factors of family milieu in general are relatively
weaker than the factors of school culture that allow to distinguish “school of
happiness” from its antipode. This tendency is evident in both models of
discriminatory analysis. However, the family factor is quite important because the
differences in group averages are high.

Discussion and conclusions

The idea of conducting a repeated empirical study by doubling the sample of
the study was successful. There are purified factors that construct or weaken the
identity of "School of happiness”. It is quite problematic, while relying on the
methodology of numerous pupils' social survey, to recognize the type of "school
of happiness” and the factors that determine the identity of this school.
Apparently, it should be based on multimodal, triangular access, additionally
qualitative-ethnographic methods, participatory observation, and so on. However,
from the point of view of both educational practice and theory and methodology,
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it is important to know the specific indicators, the features of the 'character' and
the culture of the educational organization, which would allow a reliable diagnosis
of the 'school of happiness'. It is equally important to know precisely the main
pedagogical factors, managerial levers, which can help to form the identity of such
school, to gradually lead the state of a particular individual school towards the
corresponding favorable type. From the point of view of educational practice,
modern school management, it is no less important to recognize a school that is
moving away from the type of happy school and converging towards a school-
prison type.

The authors of this article are self-critical in their results, acknowledge their
relative limitations. Let us remember that the relatively low correlations of the
degree of overlap between different classifications and the factors that shape the
identity of the "school of happiness™ are already discussed. However, even at this
stage of research, despite the relative limitations of the data obtained, it is already
possible to formulate relatively reliable, empirically tested knowledge and
specific recommendations for educational practice and science.

A particular school could be said to convert towards a type of "school of
happiness" if it:

1) provides a feeling of safety, tries to create a non-aggressive
environment, provides many interesting and meaningful activities for
students, they want to go to school,

2) isable to control and manage the spread of bullying;

3) enables the students feeling valued, respected by both: friends and
teachers, inspires their wish to be with friends.

Of course, the principle of inversion is also valid here; the school goes to the

antipode of the "school of happiness" if it:

1) lacks security, interesting and meaningful activities, provides a lot of
stress and a desire to break out of school;

2) does not cope with bullying;

3) does not encourage the pupils to respect the school friends and teachers.

A particular school can commence in a purposeful way towards the type of
“School of happiness” if:

1) aspecific type of culture is created in the school and certain educational

principles are applied,;

2) there is a certain attitude of the pupil's family, towards the child and the
school, the family does not stay away from school and co-operates with
it.

The following moments of school culture should be mentioned and

educational principles applied:

1) The atmosphere of sensitivity, trust and sincerity must be created in the
school; if something is wrong, the surrounding people (pupils,
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2)

3)

4)

5)

educators) should notice, react, help; pupils should not be afraid to open
up, ask questions, talk on different topics.

In the case of an unpleasant event at school, “cluttering®, concealment
must be avoided; publicity and a principled assessment of the event
should be evaluated.

There must be clear rules in the school that are cordially followed; there
should be an adequate reaction towards the violation of rules.

The headmaster must be open and easily accessible to pupils and
parents, to communicate sincerely and subjectively, do not demonstrate
social distance.

The school must have a critical mass of teachers who deserve the
respect and trust of their pupils, and do not disappoint students.
Schoolchildren's disillusionment with teachers, annoyance about their
position or activity is one of the strongest factors driving a particular
school away from the ideal “school of happiness”.

If the school lacks the five above mentioned aspects, then such a school will
move away from the "School of happiness” and commences towards its antipode.

The following aspects of the pupil's family and parenting are to be
mentioned, which contribute to the formation of the “school of happiness” in a
particular school:

1.

2.

3.

child's trust in parents (the child can talk to his parents in any situation).
While in trouble, the child knows he will be helped.

Parents are interested in school, are involved in its affairs, attend school
events and parent meetings.

The social control of the child in the family is appropriate (parents know
the timetable of the child, the plans of the day and the week, are
interested in who makes up the circle of the child's friends, are
interested in grades, warn of possible risks, and explain the possible
consequences).

Parents are sincerely interested in the problems of the child, they
themselves notice, feel in time if something happens to him. Facing the
child's failure or problems, the parents avoid quarrels and moralization.

If families, that lack the above mentioned four things, are dominating, it is
likely that such a school will be away of the “School of happiness”. In order to
construct the identity of the “School of happiness” the efforts of both: school and
the family must be synchronized while developing the “School of happiness”.
These efforts must be consistent and focused.
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Abstract. In the 21st century, the creative role of education in the socio-economic development
is increasing. Therefore, education is focused not only on the acquisition of certain amount of
knowledge by learners, but also on the development of creative abilities and personal qualities,
including the ability and desire to study, the ability and desire to act and the ability and desire
to create. These key competencies develop in the process of learning on the basis of the
technologies of the competency-based approach.

The research problem is the development of positive learning motivation for students as the

means of transforming inter-personal conflict into pedagogical conflict, which promotes

individual’s moral education.

The aim of the article is to analyse the characteristics of pedagogical conflict and elaborate the

model of pedagogical conflict on this basis as a contemporary technology of the competency-

based approach.

The methodology of the research include:

e the competency-based approach and the activity-based approach;

e the research methods include: theoretical analysis, interpretation and mathematical
statistics.

The results of the study — there have been elaborated the theoretical basis of the pedagogical

conflict as a technology of the competency-based approach:

e the nature of the has been analysed, and the content model of pedagogical conflict has
been elaborated;

e there has been determined the organization of the process of learning based on the
humanitarian inter-action of teachers and learners, which facilitates the transformation of
inter-personal conflict into pedagogical conflict and promotes the moral education of an
individual.
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Introduction

The topicality of the study lies in the fact that the pedagogical conflict as a
technology of the competency-based approach promotes the development of the
humanitarian orientation of the process of learning; namely, the transition from
the pragmatic goals of education as the aggregate of knowledge and skills to a
humanitarian goal - the overall development of individual’s culture.

As a result, the organization of the process of learning changes in accordance
with the requirements of the competency-based approach. The organization of the
pedagogical conflict is underpinned by humanitarian technologies, the key feature
of which is the orientation towards the education of a competent individual
(Xyropckoii, 2003).

The object of study— conflicts in the pedagogical process.

The subject of study — the development of positive motivation in learners
when resolving the pedagogical conflict.

The aim of the study is to analyse the features of the pedagogical conflict, to
develop a model of the pedagogical conflict as a modern technology of the
competency-based approach and to implement this model in the pedagogical
process.

Conflicts in the context of the contradictory world

Every conflict is underpinned by a contradiction. A conflict is a complex
phenomenon: it is both a form of the existence of a contradiction, a substantial
component of a contradiction and the source of all development. This is due to the
general law of the development of life through the overcoming of contradictions.

A personal meaning is what this phenomenon means for everyone. As long
as there is no collision of personal meanings, there is no conflict; there are only
different opinions about any phenomenon or subject.

The position of the subject (teacher) towards the conflict is important. It can
either be willingness to resolve the conflict or ignore it. Not noticing the
contradiction, the teacher removes from himself/herself the responsibility for the
formation of child’s personality, for their moral, spiritual and intellectual
development.

These conflicts can be defined on the basis of cognitive educational activity
(Cehlova, 2002).
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S1-0O - teacher’s activity.
S2-O — learner’s activity
S1-S2 — communication, the relationship between a teacher and a learner.

Figure 1 The structure of cognitive educational activity (Cehlova, 2002)

An interpersonal conflict is the clash of the interests of two subjects. It is the
most widespread type of conflict: two people are involved in this conflict and are
responsible for its outcome: a teacher- a learner, a learner-a learner, a teacher-
parents, a teacher-a teacher.

The characteristics of the pedagogical conflict

The nature of the pedagogical conflict is different due to the fact that it
involves a learner and a teacher, who is responsible for the conflict because of
their social role.

Everything connected with the pedagogical process is subordinated to the
upbringing of a person; therefore, the purpose of a pedagogical conflict is the
upbringing and development of a person; that is, a pedagogical conflict has a
completely different meaning and requires special organization.

In modern pedagogical theories, the principal education strategy of the 21st
century is defined — the humanization of the educational process (Hetimaros,
2002). It radically changes the essence and the character of the pedagogical
process, putting a child in its centre. Therefore, all the functions of the
pedagogical process must be reconsidered and re-evaluated in light of their
human-forming functions. The development and upbringing of a learner become
the main meaning of the pedagogical process. The degree of this development acts
as a measure of the quality of the work of a teacher, the school and the entire
education system. (Cehlovs, 2008). In this context, the term “pedagogical
conflict” appeared (Illypkosa, 2002).

In his conception of humanitarian education, M. Chehlov emphasizes that
humanization cannot be reduced to a change in the content of education and the
style of pedagogical communication. It is an objective pedagogical reality. On the
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other hand, there is also a subjective pedagogical reality. It refers to people, the
participants in the pedagogical process (Cehlovs, 2011).

The real, most profound and precise meaning of the humanization of
education is the constructive self-change of people, the development of humanity
in individuals and the harmonization of the personality of each teacher and
student, their inclusion in the pedagogical process (Thorosen, 2007). The
motivation of learning is very important.

The humanization of the personality is the condition without which
education will remain traditional, with the old pedagogical thinking.

The causes of conflicts in the pedagogical process

The age characteristics of senior secondary school students largely determine
the conflict situations characteristic of this age. The reasons may be the actions
and behaviour of a teacher, the personality characteristics of a student and the
teacher, as well as the overall situation at school.

According to school principals, the cause of many conflicts is rooted in the
low level of pedagogical communication by teachers, who cannot stop in time,
cannot avoid harsh words or blaming students for their family troubles,
emphasizing their negative qualities and making fun of individual students in front
of their peers. These are well-known norms, but they are often violated by many
teachers.

How can the non-professional understanding of the role of conflict be
overcome, and how can conflict be turned into a mechanism for personal
development? Researchers believe that teachers need to “master” the conflict, i.e.
understand its content, the subject of contradiction and project the future result.
The main thing is to master positive patterns of behaviour in conflict situations.

In order to do this, it is necessary to have pedagogical argumentation, a
strategy for resolving conflict contradictions.

Teacher’s strategy to transform an interpersonal conflict into student’s
intra-personal conflict

Do conflicts arise in personal-business relationships?

Yes, they do. And they do not always arise spontaneously. The teacher,
whose goal is the development of the tolerant personality of the student, seeks to
create a pedagogical conflict, since the professional resolution of a pedagogical
conflict contributes to the intellectual, moral and spiritual development of
student’s personality.

The way to resolve contradictions in the pedagogical conflict is the tolerance
of the participants in the interaction. The conflict acquires the features of a
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pedagogical conflict. The professional strategy of the teacher in resolving the
conflict is very important. The teacher’s skill lies in the fact that an interpersonal
conflict between the teacher and the student is transformed into an intra-personal
conflict of a student with a focus on development. This results in the contradiction
between two interests of the student: the development interest and the situational
interest. The development interest is often not relevant for the student. He/she is
keen on the situational interest (writes text messages, plays, etc.). The
development interest is the socio-cultural norm presented by the teacher, which
should be realized by the student in the interests of his/her development. The
student does not understand it yet.

In this situation, pedagogical argumentation of the teacher is necessary so
that the student can understand the significance of the development interest for
his/her social and cultural progress. As a result, it is necessary to ensure intense
spiritual work of the student, which contributes to the resolution of the conflict.
The one who controls the argument controls the conflict.

Complemented by pedagogical techniques (intonation, facial expressions,
voice articulation, vocabulary, etc.), teacher’s arguments turn an interpersonal
conflict into an intra-personal conflict of student’s interests — a situational
interest and a development interest.

Teacher’s professional strategy is the following:

e firstofall, ascientific theoretical analysis of the subject of contradiction
and the content of a conflict situation is necessary: in practice, teachers
ignore theoretical analysis and rely more on intuition, on the traditional
ways of reacting when conflicts arise, for example, on the logic of
common sense;

e professional orientation of the teacher is important; she tries to persuade
the student of the importance of the development interest for him; At
the same time, the teacher analyses the situational interest significant
for the student with respect;

e reliance on tolerant relationships between the teacher and the student;

e as a result, the collision is transferred to the field of interests of the
student. It acquires the features of the pedagogical conflict;

e the analysis of the conflict process;

e the anticipation of the outcome of the conflict.
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Figure 2 Interpersonal conflict (Il[ypxosa, 2002)

In order for a pedagogical conflict to become educative, a special
organization is needed to resolve it in the pedagogical process. It is based on
humanitarian technologies for solving the pedagogical conflict. For this purpose,
we use the activity cycle developed by Z. Chehlova (Chehlova, Chehlov, & Gode,
2018).

Goal setting
— Goal — tasks < Learner’s motivation [¢—
l T Implementation l T
Content ‘ ’ Methods
l T Results l T
| Objectiveresult —* Subjective result

Figure 3 Activity cycle (Cehlova, 2002)

The main strategy for resolving a pedagogical conflict is the humanization
of the educational process. Humanitarian technologies aimed at human
development are used.

e Stage 1: goal setting.

The goal is the resolution of the conflict in order to educate the student. The
teacher analyses the motivation of the student. Student’s situational interest is the
leading motive in a conflict situation. In a specific situation, this could be writing
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a text message or reading the answer. A teacher's remark may lead to a conflict
situation.
e Stage 2: the implementation of the goal — the resolution of a conflict.

The teacher analyses the nature of the conflict, its content and uses
humanitarian technologies: she does not raise her voice but tries to understand the
student. Teacher’s arguments are very important. She addresses the student
calmly and voices his situational interest: | understand that, apparently, there is a
reason why you want to send that text message now”. The teacher tries to
emphasize the development interest of the student. Thus, the conflict becomes
intra-personal and turns into a conflict of student’s motives, the situational interest
and developmental interest. The development interest becomes the dominant one.
As a result, student's motivation system changes.

e Stage 3: results.

As a result, the conflict is resolved. This is the objective result, and the
subjective result is a change in student's motivation. The teacher praises the
student for the right decision. Teacher's motivation and her experience in
resolving the conflict are also changing. These are the results of the humanization
of the educational process. Most importantly - the relationship between the
teacher and the student remains positive.

Field of conflict

Development
¥ interest K<

~
N

Qtuational interey N~

S1 \\\ SZ

Figure 4 Pedagogical conflict (IJypxosa, 2002) (intra-personal
conflict of the interests of a student)
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Conclusions

1. There have been analysed the characteristic features of the pedagogical

conflict.

2. The model of the pedagogical conflict as a modern technology of the

competency-based approach has been developed.

This model has been implemented in the pedagogical process.

4. The conditions of secondary school students’ learning motivation

development in the process of the pedagogical conflict:

e the teacher considers conflict as a factor in the spiritual, moral, and
intellectual development of the student;

e the teacher uses humanitarian technologies to resolve the pedagogical
conflict;

e the teacher translates an interpersonal conflict into the intra-personal
conflict of student’s motives: the situational and development interest;

e the student takes the subject position in the lesson and is included in the
assessment activity.

5. The organization of the process of learning based on the humanitarian
interaction between teachers and learners has been determined, which
contributes to the transformation of interpersonal conflict in the
pedagogical conflict and the education of the person on this basis.

w

Summary

For the first time, a pedagogical conflict is considered as a modern
technology of the competence-based approach. It is based on tolerant interaction
between a teacher and students, where each party treats the other as a value.
Therefore, the pedagogical conflict acquires the features of a humanitarian
technology. Tolerant interaction is formed on the basis of pedagogical
argumentation of a conflict situation. For the first time, the development of a
pedagogical conflict is analysed in a cycle of activities. This allowed us to show
convincingly the development of positive motivation, the development interest.
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VECAKU LOMA IZGLITIBAS PROCESA UN VINU
TIESIBAS, PIENAKUMI SADARBIBA AR IZGLITIBAS
IESTADI

Parents Role in Education Process and their Rights, Duties in
Cooperation with the Education Institution

Rihards Erdmanis
Rigas Stradina Universitate, Latvija

Abstract. Latvia’s educational policymakers already in 2006 pointed out that one of the main
obstacles to raising public awareness about the development of education is poor teacher
training for working with parents. It means that a full understanding of the educational
process by parents and teachers is unthinkable without cooperation. Respectively,
cooperation with educational staff, pupils, parents and family, employers, local governments
and state institutions, public organizations and society are pointed out as a fundamental
principle of education development policy. Alongside with the other equally important basic
principles - systemicity, succession, sustainability, accessibility and coordination. In Great
Britain, executive representatives recommend actively incorporating parents into educational
policies and practices. The inclusion of parents in teaching-related activities alongside
prepared teachers has proved to be a useful factor in improving the attendance of school, the
quality of teaching and social cohesion. The author thinks that it is necessary to find out the
role of parents in the education process both in pedagogy and in jurisprudence. In Latvia,
there are no researches done about this topic. The Education Law of the Republic of Latvia
defines both the rights and responsibilities of parents. So, it means that it is important to look
closer to these rights and responsibilities.

Keywords: children right to education, education, educational institution, parent’s rights, in
loco parentis, and responsibilities, parental involvement.
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Introduction

Latvijas izglitibas politikas veidotaji 2006.gada noradija, ka sabiedribas
izpratnes veicinasanas par izglitibas attistibas procesiem viens no kavgjoSiem
faktoriem ir pedagogu nepietickama sagatavotiba darbam ar vecakiem.
(Izglitibas attistibas pamatnostadnes 2007.—2013.gadam, 2006). Tas nozim¢, ka
izglitojamo vecaku un pedagogu pilnvertiga izpratne par izglitibas procesu nav
iedomajama bez sadarbibas. Proti, tiek noradits, ka sadarbiba ar izglitibas
darbiniekiem, skoléniem, vecakiem un gimeni, darba dev&jiem, pasvaldibas un
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valsts institlicijam, sabiedriskajam organizacijam un sabiedribu ir svarigs
izglitibas attistibas politikas pamatprincips. Lidzas citiem tik pat svarigiem
pamata principiem - sisttmiskumam, p&ctecibai, ilgtsp&jai, pieejamibai un
koordinacijai (Koncepcija, 2006). Lielbritanija izpildvaras parstavji iesaka aktivi
ieklaut vecakus izglitibas politika un prakseé. Atsaucoties uz izglitibas petnieku
petijumiem, tiek uzverts, ka lielaka dala vecaku uzskata, ka viniem ir vairak
jaietekmé izglitibas programma (Prets, 2000). Papildus augstak teiktajam, ir
janorada, ka vecaku ieklauSana ar maciSanu saistitas darbibas lidztekus
sagatavotajiem skolotajiem dazados apstaklos ir izradijusies par noderigu
faktoru, kas uzlabo skolu apmeklétibu, macibu kvalitati un socialo vienotibu
(Delors, 2001). Ka redzams, tad izglitojamo vecakiem (ST p&tijuma ietvaros ar
vecakiem tiek saprasti dabiskie aizbildni, t.i., mate un t€vs) jeb likumiskajiem
parstavjiem (personas, kas ir legitimi pilnvarotas parstavét bérna intereses, t.sk.
audzu vecaki, aizbildni) ir bitiska loma un atbildiba vinu bérna izglitibas un
audzinasanas procesa. Autors uzskata, ka ir nepiecieSams meklét ka pedagogijas
zinatn€, ta arl tiesibu zinatné giitas atzinas par vecaku tiesibu, pienakumu un
atbildibas saturu izglitibas nodro§inasana. ST p&tijuma meérkis ir noskaidrot viena
no tiesibu subjekta- vecaku jeb likumisko parstavju tiesibu un pienakumu,
atbildibas apjomu beérna izglitibas joma. Proti, autors vélas noskaidrot tiesiskos
vecaku sadarbibas aspektus bérna vispargjas izglitibas nodrosinasana.

Autors 1zmanto juridiska zinatn€ pielietojamas pétijuma metodes. Proti,
gramatisko metodi, v&sturisko, teleologisko un salidzinoso metodi.

Tiesibu subjekta izglitojamo vecaks un izglitibas iestade sadarbibas
tiesiskais aspekts
Legal aspect of the cooperation of educates and educational institutions

Autora ieskata tiesiskas attiecibas, kas izriet no tiesibu subjektu- izglitibas
iestades un izglitojama vecakiem jeb likumiskajiem parstavjiem ir kompleksas.
Cina par autoritati starp vecakiem, skolu (valsti) ir pastaviga. Vecaku, skolas un
bérna attiecibas veido triadi, kura pastav zinama Spriedze. Ta, pieméram, vecaku
un be€rnu attiecibas ir privattiesiskas, kuras parsvara tiek materializEtas
civiltiesiskaja reguléjuma, bet skolas jeb izglitibas iestades attiecibu raksturs ir
publiski tiesisks, kas tiek reguléts administrativi tiesiski. Vecaki bauda gandriz
pilnigu autoritati par saviem bérniem majas, savukart valsts var istenot varu par
bérniem skola, nosakot, pieméram, skolu apmekl€Sanas obligatumu, ka ari
regul€jot izglitibas macibu programmas, standartus, kas ir attiecinams ne tikai uz
valsts skolam, bet arT privatam skolam (Rosenbury, 2007).

Proti, lai izprastu So tiesisko attiecibu saturu, nevar aprobezZoties tikai ar
tiesibu doktrinas vai tiesiska regul€juma, tiesu prakses analizi, kas skar bérnu un
vecaku, izglitibas iestades, skolotaju vai tam lidzigu tiesibu subjektu ricibu, bet
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ar1 citu socialo un humanitaro zinatnu atzinas ir véra nemamas. Pieméram,
pedagogijas un sociologijas zinatné paustas atzinas par izglitibas procesu,
izglitibas sabiedrisko nozimi. Japiebilst, ka pedagogijas zinatné par pedagogisko
procesu uzskata audzinaSanu un izglitoSanu, t.i., izglitiba ka process un rezultats
ir pedagogiska procesa sastavdala. Autors Iidz ar to izmanto starpdisciplinaru
pieeju augstak min€to tiesibu subjektu (vecaku un izglitibas iestades)
mijiedarbibas izpratnei, tada veida mekl€jot un atspogulojot vecaku un izglitibas
iestades sadarbibas juridisko dabu, proti preciz€jot sadarbibas objektu, kas
autora skatfjuma ir izglittba un audzinaSana. lev&rojot ST pé&tijuma robezas,
autors detalizétak analiz€s vecaku sadarbibas tiesisko dabu.

Tiestbu normas, kas regulg tiesibas uz izglitibu, izglitibas iestazu darbibu,
izglitibas programmu izstradi, pedagogu tiesibam stradat par pedagogu un tam
lidzigas izglitibas jomas aspektus, izriet ka no izglitibas tiesibam,
cilvektiesibam, darba tiesibam, civiltiestbam, ta armi no administrativajam
tiestbam. P&tijuma tiek izmantotas S$adas juridiskas zinatnes metodes-
gramatiska, vesturiska, teleologiska metode. Ar gramatiskas metodes palidzibu
tiek noskaidrota tiesibu normu burtiska izpausme, t.i., tiek analizéts tiesiskais
reguléjums, nemot ta tieSo tekstudlo izpratni par izglitibas procesu un taja
lesaistitajiem tiesibu subjektiem-vecakiem un izglitibas iestadi. Veésturiska
tiesibu normu izpéte tiek veikta, lai noskaidrotu tadu tiesibu instititu ka,
piem&ram, gimene un tiesibas uz izglitibu, izglitibas vesturi un tas ietekmi uz
Latvijas tiesibu un izglitibas sistéemu. Visbeidzot teleologiska metode tiek
lietota, lai noskaidrotu vecaku un izglitibas iestades sadarbibas merki.
Audzinasanas un izglitibas tiesisko izpratni, analiz§jot So terminu saturu tiesibu
aktos un tiesu prakse, judikatiira.

1999. gada Latvijas Republikas (turpmak-LV) Izglitibas likuma (turpmak-
IL) (LV Izglitibas likums, 1999). LV IL tiek noteiktas gan vecaku tiesibas, gan
pienakumi bérna izglitoSanas nodroSinasana. KopS LV IL pienemSanas tas ir
ticis grozits trisdesmit divas reizes (Likumi.lv vietne, 2019), Iidz ar to
piedzivojot nozimigas transformacijas. LV Izglitibas likuma normas, kas nosaka
vecaku tiesibas un pienakumus kops 1999.gada tika grozitas 2010.gada
26.marta. (LV IL Grozijumi, 2010) un 2013.gada 7.augusta (LV IL Grozijumi,
2013), ka art 2018.gada 18.oktobr1 (LV IL Grozijumi, 2018). Lidz ar to redzams,
ka tiesiskas saistibas starp bérna vecaku un izglitibas iestadi ik pa laikam ir
nonakusas izglitibas politikas istenotaju redzesloka. Tas ir saprotami, jO
sabiedribas un tiesibu sistémas attistiba ir savstarp€ji saistitas. Tiesibas attistas
11dz ar sabiedribu.

Ta Sobrid speka esosa LV Izglitibas likuma 57.pants (LV IL, 1999) nosaka,
ka vecakiem ir tiesibas: izvE€leties izglitibas iestadi, kura bérns iegiist izglitibu,
piedalities macibu procesa pilnveidé un izglitibas iestades padomé, sleégt ar
izglitibas 1estadi l[igumu par bérna izglitoSanu un apriipi izglitibas iestade, sniegt
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un sanemt informaciju par jautajumiem, kas saistiti ar bérna audzinaSanu un
macibam, ierosinat veikt parbaudes izglitibas iestade, istenot citas normativajos
aktos noteiktas tiesibas be€rna izglitoSanas nodroSinaSana. Tatad vecakiem
likumdevejs ir noteicis tiesibas brivi izvéleties izglitibas iestadi, tiesibas
piedalities macibu procesa pilnveide un izglitibas iestades padomé, tiesibas slégt
ligumus ar izglitibas iestadi, kas Saja zina ir privattiesisks sadarbibas aspekts.
Bérna vecakam ir tiesibas sniegt un sanemt informaciju par bérnu audzinasanas
un macibu procesu. Audzinasanas saturs un metodes izglitibas iestade tiek
reglamentéts. Tas ir, valsts ir sagatavojusi “Izglitojamo audzinaSanas vadlinijas
un informacijas, macibu lidzeklu, materialu un macibu un audzinaSanas metozu
izvertésanas kartibu” (Vadlinijas, 2016). Sis Vadlinijas tika sagatavotas, lai
reglamentétu izglitibas iestazu vaditaju un pedagogu atbildibu par izglitojamo
audzinasanu, ka ari, lai audzinaSanas process tiktu 1stenots no misdienu
audzinaSanas perspektivas. Proti, nosacijumu un paklausibas principu vieta
liekot izglitojama jeégpilnu attieksmju pret sevi un citiem cilvékiem, darbu,
kultiiru, sabiedribu un dabas attistibu, kas art veido attieksmju kopumu un ir
misdienigas audzinaSanas satura pamata. Bérna ricibsp€jas veicinaSana b&rna un
pieaugusa sadarbiba, simetriskas un cienpilnas attiecibas klast par Vadliniju
mérki (Vadlinijas, 2016). Par papildu pienakumu kops 2016.gada tiek uzlikts
izveértét macibu un audzinasanas procesd izmantojamo informaciju, macibu
lidzeklus, materialus un macibu un audzinaSanas metodes, un lemt par to
atbilstibu izglitojamo audzinaSanas mérkim un uzdevumiem, kas ir noteikts
izglitibas iestades padomei. Savukart izglitibas iestades padomi veido: a)
izglitojamo delegéti parstavji, iznemot izglitojamos pirmsskolas izglitibas
programmas b) izglitojamo vecaku (personu, kas realizé aizgadibu) delegéti
parstavji, ) izglitibas iestades pedagogu un citu darbinieku delegéti parstaviji.
Izglitibas iestades padomé vecaku (personu, kas realizé aizgadibu) parstavji ir
vairakuma (LV IL, 1999). Lidz ar to vecakiem ir bitiska ietekme uz bérnu
audzinasanas un izglitoSanas procesu. Ta, piem€ram, Rigas 25.vidusskolas
padomes reglamenta tiek noradits, ka tas meérkis ir nodroSinat pedagogu, vecaku,
izglitojamo un skolas administracijas savstarp&jo sadarbibu un sadarbibu ar
pasvaldibu, ka ar1 citam valsts un pasvaldibas institiicijam un nevalstiskajam
organizacijam un ka, ta isteno izglitibas iestaddes nolikuma noteikto kopgjo
mérku un intereSu sasniegSanu (Rigas, 25.vsk. padomes reglaments, 2017).
Tatad izglitibas iestades padomes mérkis ir veicinat sadarbibu starp visam
pedagogiskaja procesa iesaistitajam pusém. Pieméram, gan Siguldas pilsétas
vidusskolas (Siguldas pilsétas vsk. nolikums, 2017), gan Nicas vidusskolas
(Nicas vsk. nolikums, 2017) nolikuma sadarbiba ar izglitojamo vecakiem ir
viens no So skolu uzdevumiem, lidzas tadiem ka macibu programmas
istenoSana, maciSanas prasmju pamatu apguve, radoSo sp&ju attistiSana,
racionalu finan$u lidzeklu izmanto$ana un tam Iidzigiem uzdevumiem.
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Savukart LV IL 58.pants (LV IL, 1999) nosaka sadus vecaku pienakums:
savu sp&ju un materialo iesp&ju robezas nodro§inat gimené bérna izglitoSanai,
veselibai, attistibai un sadzivei nepiecieSamos apstaklus, sadarboties ar izglitibas
iestadi, kura macas bérns, ar pedagogiem un citam macibu procesa iesaistitam
personam, ieverot bérnu, pedagogu un citu personu likumiskas tiesibas un
intereses, informét izglitibas iestades vaditaju par bérna veselibas stavokli un
citiem apstakliem, ja tiem var biit nozZzime macibu procesa (LV IL, 1999). Ka
redzams, tad izglitojamo vecakiem ir plaSs tiesibu un pienakumu apjoms.
Pienakums vecakiem sadarboties ar izglitibas iestadi ir noteikts jau 1991.gada
Latvijas Republikas Izglitibas likuma. Respektivi, ta 60.panta 3.punkta tika
noteikts, ka vecaku un vinu aizstaj€jiem viens no pienakumiem ir sadarboties ar
macibu un audzinasanas iestadem (LV Izglitibas likums, 1991). Tatad
sadarbibas pienakumam ir legitims, t.i., likuma noteikts raksturs.

Kada no 2010.gada seminariem izglitibas iestazu direktoriem LV Izglitibas
un zinatnes ministrijas parstavis noradija, ka, LV Izglitibas likuma tiesibu
normas pastiprina vecaku atbildibu par bérna izglitoSanu izglitibas iestade,
ieverojot Latvijas Republikas Civillikuma 177.panta un Beérnu tiesibu
aizsardzibas likuma 24.panta noteiktos vecaku pienakumus (Izglitibas un
zinatnes ministrijas seminars, 2010). Lidz ar to biitu nepiecieSams noskaidrot
augstak noradito tiesibu normu saturu. Proti, LV Civillikuma 177.panta ir runa
par ta saucamo aizgadibas institiitu, kas nosaka, ka aizgadiba ir vecaku tiesibas
un pienakums riip€ties par bérmu un vina mantu un parstavét bérnu vina
personiskajas un mantiskajas attiecibas. Bérna apripe nozimé vina uzturéSanu,
ti., €diena, apglrba, majokla un veselibas apripes nodroSinasanu, bérna
kopSanu un vina izglitoSanu un audzinaSanu (garigas un fiziskas attistibas
nodroSinaSana, pec iesp€jas ieverojot vina individualitati, sp€jas un intereses un
sagatavojot bérnu sabiedriski derigam darbam) (Latvijas Civillikums, 1937).
Savukart LV Beérnu tiesibu aizsardzibas likuma 24.pants nosaka vecaku
pienakumus pret bérnu. Piem&ram, atbilstosi LV Civillikuma noteikumiem
vecaku pienakums ir ripé€ties par be€rnu un vina mantu un parstaveét bernu vina
personiskajas un mantiskajas attiecibas (24.panta 1.dala) un vecaki ir b€rna
dabiskie aizbildni (likumiskie parstavji). Vinu pienakums ir aizstavet beérna
tiesibas un ar likumu aizsargatas intereses. (24.panta 3.dala) (LV Bérnu tiesibu
aizsardzibas likums, 1998). Ta ka LV Izglitibas likums attieciba pret LV
Civillikumu ir specialais likums, tad no tiesibu doktrinas un juridiskas tehnikas
izriet, ka specialais likums prevalé par visparigo likumu. Proti, lex specialis
derogat legi generali, kas nozimé, ka LR Izglitibas likuma tiesibu normam ka
specialam normam ir priekSroka attieciba pret Civillikumu ka vispargju likumu.
Savukart LV Beérnu tiesibu aizsardzibas likums (LV BTAL, 1998) regule ari
pamatnosacijumus, saskana ar kuriem kontrol€§jama bérna uzvediba un
nosakama vina atbildiba, tas reglamenté vecaku un citu fizisko un juridisko

83


https://likumi.lv/ta/id/225418-civillikums

Erdmanis, 2019. Vecaku loma izglitibas procesa un vinu tiesibas, pienakumi sadarbiba ar
izglitibas iestadi

personu, ka ar1 valsts un pasvaldibu tiesibas, pienakumus un atbildibu par b&rna
tiesibu nodrosSinasanu, nosaka bérna tiesibu aizsardzibas sist€mu un tas darbibas
tiesiskos principus. (BTAL, 1998). Bérna tiesibas uz izglitibu steno visi bérnu
tiesibu aizsardzibas subjekti. Proti, bérnu tiesibu aizsardzibas subjekti ir bérna
vecaki (adoptétaji), audzugimene un aizbildni, izglitibas, kultiiras, veselibas
apriipes un b&rnu apripes iestades, valsts un paSvaldibu institiicijas, sabiedriskas
organizacijas un citas fiziskas vai juridiskas personas, kuru darbiba saistita ar
atbalsta un palidzibas sniegSanu b&rniem un darba devgji (LV BTAL, 1998).
Lidz ar to ka beérna vecaki, ta ar1 izglitibas iestade atbild par to, lai tiktu 1stenotas
bérna tiesibas uz izglitibu. Valsts nodroSina visiem bérniem vienadas tiesibas un
iesp&jas iegiit izglitibu atbilstosi katra spgjam (LV BTAL, 1998). Tiesibas uz
izglitibu ir vienas no bérna tiesibam, kas ir lidzvertigas citam be&rnam
piemitosam tiesibam. Piem&ram, bérna tiesibam uz dzivibu un attistibu, tiestbam
uz gimeni, tiestbam uz individualitati, tiestbam uz privato dzivi, personas
neaizskaramibu un brivibu, tiestbam uz TIpasSumu, bérna tiesibam uz
pilnvertigiem dzives apstakliem, tiesibam uz aizsardzibu no ekspluatacijas,
tiestbam uz atpitu un brivo laiku un tiestbam piedalities berna tiesibu
aizsardzibas programmu izstradasana (BTAL, 1998). Lidz ar to redzams, ka
tiesibas uz izglitibu tiek istenotas lidzas citam neatnpemamam cilveka
pamattiesibam.

Audzinasana un izglitiba tiesu praksé, ka arl mijiedarbiba ar pedagogiju
Upbringing and education in judicial practice, as well as interaction with
pedagogy

LV Civillikuma (LV CL, 1937) tiek noteiktas vecaku un b&rna personiskas
attiecibas, t.i., vecakiem ir ne tikai jariipgjas par bérna €dienu, apgerbu, majokla,
veselibas apripi, bet arm par bérna izglitibu un audzinasanu. Tad€jadi biitu
svarigi noskaidrot audzinaSanas un izglitibas jédziena saturu. Sis ir
nepiecieSams, lai vismaz §T p&tijuma ietvaros vienotos par to, ko autors saprot ar
jédzienu “audzinasana” un “izglitiba”. Tatad ar audzinasanu autors saprot
pedagogijas zinatné pienemto definiciju, ka audzinasana ir “..Sarezgita, ilgstosa,
nepartraukta cilvéku sadarbiba, kuras procesa tiek realiz€tas tris nozimigas
funkcijas: cilvéces garigo vertibu apguve, saglabaSana un attistiSana.
Audzinasana ir objektiva sabiedriska paradiba, kas sekmé& paaudzu kvalitativu
peéctecibu. To nodroSina cilvéku augSanas, attisttbas un audzinasanas
mijsakariba...” (Spona, 2006). Ka redzams, tad Latvijas pedagogijas profesore
Ausma Spona audzina$anas saturd ieliek gan ilglaicigumu, gan nepartrauktibu
(“..audzinasana ir miiziga: ta radas Iidz ar cilvéka raSanos un pastaves, kamer
vien pastaves cilvece...”) (Spona, 2006), gan arl péctecigumu. Ta balstas uz
noteiktam veértibam. Lidz ar to audzinasanas satura ir uzsverts ka ilglaicigums, ta
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ari tas, ka audzinasana ir sarezgits process. Arl Latvijas Augstakas tiesas Senats
(turpmak- LV Senats) norada: “.Tulkojot Civillikuma 177.pantu, lzglitibas
likuma 1.panta 4.punkta noteikto izglitibas jédzienu, 58.panta otro dalu, Bérnu
tiesibu deklaracijas 7.principu, Konvencijas par bérna tiesibam 29.pantu,
secinams, ka ar jeédzienu ,audzinaSanas un izglitoSanas pienakumi” saprot
ilgstoSu, pastavigu, nepartrauktu, sistematisku kvalitativu procesu, kura merkis
un rezultats ir patstaviga un attistita personiba, demokratiskas Latvijas valsts un
sabiedribas loceklis...” (Latvijas Augstakas tiesas senata 2008.gada 3.janvara
spriedums, 2008). Sadus secinajums LV Senats izdara, izskatot lietu par Valsts
policijas sagatavotu administrativa parkapuma protokolu kada pusaudza matei
par to, ka vina izdarijusi administrativo parkapumu, kas paredzets Latvijas
Administrativo parkapumu kodeksa (Latvijas Administrativo parkapumu
kodekss, 1984.) 173.panta pirmaja dala —par bérnu audzinasanas un izglitoSanas
pienakumu nepildiSanu. LV Senats norada: ”.Tafu no $ada vispariga
uzstadijuma automatiski neizriet, ka biitu konstat€§jams administrativa
parkapuma sastavs ar1 konkrétaja gadijuma, un Saja lieta strids biitiba ir par to,
vai tieSi konkrétaja gadijuma pieteic€ja ir 1zdarijusi konkrétu darbibu (pielavusi
konkrétu bezdarbibu), kura biitu kvalificgjama ka Latvijas Administrativo
parkapumu kodeksa 173.panta pirmas dalas parkapums...” (LV Senats, 2008).
Saja gadijuma LV Senats atstdja negrozitu Administrativas apgabaltiesas
spriedumu, jo kasacijas stidzibas pieteic€js —Ventspils pilsétas dome- nespéja
pamatot administrativa parkapuma protokola tiesiskumu pusaudza matei par to,
ka vina nepildijusi audzinasanas un izglitoSanas pienakumus. Ta vieta LV
Senats noradija: “..Faktiskie apstakli, kas konstatéti administrativa parkapuma
protokola un parsiidz&taja [emuma par administrativa soda piemé&roSanu, ir tiesi
pieteic€jas dela darbibas —macibu stundu kavéSana un doSanas uz citu skolu,
méginot traucét macibu procesu. Tiesa konstat&ja, ka pieteic€jas d€ls patiesam ir
kave€jis macibu stundas (par to nav strida), turklat, saskana ar pieteicgjas
paskaidrojumu —ar vinas atlauju. Tiesa arT konstat&jusi, ka pieteicgjas d€ls netika
aizturéts ,un tade] atzinusi, ka nav iesp€jams pieradit, ka tiesi pieteic€jas dels
biitu traucgjis macibu procesu cita vidusskola (..) Ne jebkura bérna riciba, kas ir
pretruna ar kadam vispargjam sabiedribas socialajam normam, likumiem, skolas
ieksgjas kartibas noteikumiem vai citam normam, liecina par to, ka b&rna vecaki
nav pildijusi audzinasanas un izglitoSanas pienakumu. Tas tikai netieSi var
liecinat par vecaku pienakuma pildiSanu vai nepildiSanu. Ipasi ripigi $adas
saiknes esamiba ir vért€jama, ja bérns konkréto ricibu ir pielavis vecuma, kad
pats ir liela mera patstavigi spriest spéjigs. Pat, ja bérna riciba liecina, ka bijusi
trikumi bérna iepriekS notikus$aja audzinaSana un apriip€, ari tas automatiski
neliecina par kadam konkrétam darbibam vai bezdarbibu, kas biitu sodamas ka
administrativais parkapums —veéra nemams, ka bérna audzinasana un izglitoSana
ir ilgstoSs un sistematisks process...” (LV Senats, 2008). Gandriz identisku
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viedokli par audzinaSanas procesa dinamiku pauz vél viens pedagogijas
zinatnieks Dr.paed. profesors Voldemars Zelmenis, kas 2000.gada raksta: ”
Audzinasana ir mérktiecigs un divpuségji aktivs process — savstarp&ju pretrunu
parvaréSana audzinataja (vecaku, skolotaju) un audz€knu uzskatos, atticksmes
un darbiba. Audzinatajs parstav sabiedribas intereses un poziciju, kas vienlaikus
ir arm audz€kna ka toposa pilsona turpmakas intereses un vélama pozicija.
Audzeknis ne vienmeér saprot un atzist. Vin$ tiecas apmierinat savas tuvakas
vajadzibas un intereses un nereti nonak pretruna ar sabiedribas prasibam...”
(Zelmenis, 2000). Tas pats autors norada, ka piemerotiba, p&cteciba,
sistematiskums ir audzinasanas principi jeb likumsakarigi pamatotas prasibas
lidzas tadiem audzinaSanas principiem ka sociala mérktieciba, saikne ar dzivi,
apzinas un uzvedibas vienotiba, balstiSanas uz pozitivo, subjekta un objekta
vienotiba, audzinasana darbiba, prasibu un cienas vienotiba (Zelmenis, 2000).
Tatad ir svarigi atSkirt katra tiesibu subjekta- bé€ms un pieauguSai (vecaks
skolotajs, treneris utml.) darbibu vai bezdarbibu, kas var€tu biit, vai arT nebiit
prettiesiskas ricibas pamata. Jaatceras, ka audzinasana ir sarezgits process, tadel
nevar izdarit parsteidzigus secindjumus par to, vai, pieméram, likumiskais
parstavis vai skolotajs ir rikojies prettiesiski, t.i., nepildijis gan Latvijas
Izglitibas likuma, gan Civillikuma noteiktas tiesibas un pienakumus berna
(skolena, audzinama, izglitojama) audzinaSana un izglitoSana.

Citiem vardiem sakot, ir saskatams lidzigs audzinasanas termina pazimju
lietojums, ka pedagogijas zinatng, ta art Latvijas judikatira. Kaut vai pieméram,
2013.gada LV Senats, izskatot kadu lietu par apriipes tiesibu atnemSanu, norada,
ka izglitoSana un audzinaSana istenojama tadgjadi, lai beérns pilnvertigi attistitos
un turpmak biitu gatavs patstavigai dzivei sabiedriba (LV Senats, 2013).

Tatad ar audzinaSanu un izglitibu tiek saprasts process un rezultats
vienlaicigi, kas ir ilglaicigs, sistematisks, sarezgits, nepartraukts, kvalitativs un
ta merkis ir veicinat patstavigu un attistitu personibu. Kade] autors tik detalizeti
analizé audzinasanas un izglitibas terminu tiesu praks€ un pedagogijas zinatng?
Tadel, ka autors redz cieSu pedagogijas un juridiskas zinatnes mijiedarbibu §1
termina izpratn€. Tiesnesis vai tiesibu normu piemerotajs lieto un ir spiests lietot
ne tikai juridisko zinatnu terminus, bet ari citu socialo un humanitaro zinatnu
atzinas. No augstak pausta var secinat, ka vecakiem un skolotajiem, skolas
vaditajiem janem veéra, ka audzinasana, izglitiba ir process un rezultats
vienlaicigi. Tatad juristi lieto pedagogijas zinatnes atzinas, ietverot tas tiesu
spriedumos vai nolémumos.

Vesturiski raugoties uz bérna audzinasanu un izglitoSanu, ir redzams, ka
autoritativa pieeja ir mainijusies uz demokratisko pieeju. Pieméram, Padomju
Socialistisko Republiku Savienibas laika gimenes tiesibas tika noteikts, ka
vecakiem ir tiesibas un pienakumi audzinat un izglitot bérnu, balstoties uz
Komunistiskas partijas ideologija balstitam veértibam. Proti, ka vecakiem ir
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pienakums sagatavot b&rnu “sociali nozimigam aktivitatém”, taja pasa laika
vecaki nevar noteikt to saturu, bet to nosaka Komunistiska partija ar tas lideriem
(Luryi, 1980). Sis valsts un gimenes tiesibu, pienakumu apjoms jaunas paaudzes
audzinaSana un izglitoSana ir véra nemams. Te saduras ka publiski tiesiski, ta ar
privattiesiskie aspekti. Ta, piem€ram, rodas jautajums, cik liela méra berna
izglitoSana un audzinaSana ir skolas vai vecaku atbildiba? Kada no Skolu
zinatniskas petniecibas institiita 1956.gada zinatnisko rakstu krajumiem ir
noradits $ads apgalvojums par skolas un vecaku sadarbibu un tas valstisko
nozimi. Proti, kada no raksta autorém, kas ir klases audzinataja vidusskolas
klas€, raksta par sadarbibu ar vecakiem: “...Sapulcé Zitas mati vispirms
parliecinajam, ka meita nebiit nav mates personigais ipaSums un Zitas sekmes un
uzvediba nav vinas personiga lieta. Bérnos ir miisu nakotne. Miisu valsts katra
skoléna izglitibai pieskir lielus lidzeklus, tie ir darba tautas Iidzekli, miisu
energija, kas nedrikst aizpliist nederiga, tuksa virziena, nesasniedzot sprausto
lielo mérki- izglitibu. Paciest bérna nesekmibu vai sliktu uzvedibu nozime velti
1zSkiest valsts lidzeklus, nesot par to atbildibu sabiedribas un valsts prieksa. Lik,
cik svariga ir vecaku- audzinataju loma, ta prasa daudz modribas, kritikas un
paskritikas. Bravurigas Zitas mates stdja pamazam izzuda, un vina saka
pardomat, ko darit, lai meitas uzvediba un sekmes uzlabotos..” (Skolas un
vecaku sadarbiba :rakstu krajums, 1956). Redzams, ka Padomju Socialistiskas
Republikas Savienibas (turpmak- PSRS) laika valsts iejaukSanas gimenes dziveé
ir liela. Doming, t.s., kolektivisms ka valsts ekonomika, ta art pedagogija, kas
labi redzams no augstak citéta. PSRS laika eksisté milzigs spaidu arsenals
vecaku pienakumu un tiesibu TstenoSanai b&rna audzinasana (Luryi, 1980).
Autors saskata augstak pausto analogiju starp vecaku un valsts autoritati bérna
izglitoSanas procesa. Valsts ietekme uz izglitibas procesu tas tiesiskaja, t.i.
formalaja izpausme jeb institucionalizetaja forma-izglitibas un kultiiras iestade ir
legitimiz&ta. Ja PSRS laika izglitibas process tika paklauts komunistiskai
ideologijai, tad Latvijas musdienu izglitibas sistéma tiek reguléta atbilstosi
pedagogijas zinatnes atzinam nevis autoritaram ideologijam.

Secinajumi
Conclusions

Bérnu vecaku iesaiste macibu un audzinaSanas procesa ir neatsverama.
Izglitibas iestade Tsteno pedagogisko procesu, nemot véra ka valsts tiesibu aktos
noteikto, ta arT bérna vecaku ieteikumus. Tiesu prakse tiek konstatéts, ka nevar
tiesi secinat par vecaku pienakumu nepildiSanu, ja bérns ,piem&ram, neapmekle
skolu, t.i., LV Senats ir noradijis, ka tas tikai netieSi var liecinat par vecaku
pienakumu pildiSanu vai nepildiSanu. Tiek prezuméts, ka vecaku atbildiba par
b&rna audzinasanu vispirms izriet no fakta, ka audzinasana ir process, kas ietver
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ilglaicigumu, sistematiskumu, meérktiecigumu, attistibu. Lidz ar to autors
uzskata, ka tiesibu tulkotdjs nem véra pedagogijas zinatnes atzinas. Vecaku
tiestbu un pienakumu apjoms bé&rna izglitibas nodroSinaSana tiek noreguléts
specialaja likuma (Latvijas Izglitibas likums),bet visparigais reguléjums bérna
izglitoSanas un audzinaSanas pienakumam tiek noteikts vispargja likuma, t.i.,
Latvijas Civillikuma. Ta, pieméram, sadarbiba starp izglitibas iestadi un
izglitojama vecakiem tiek noteikta ar tiesibu normu, kas kops LV 1991.gada
Izglitibas likuma nav maintta. Redzams, ka likumdevejs ir legitimizgjis
pedagogijas zinatnes atzinu, ka sadarbiba ar skolu un vecakiem ir pilnveértiga un
rezultativa izglitibas pamata.

Autors uzskata, ka ir nepiecieSams turpinat analiz€t vecaku un
administrativas atbildibas aspektus, detalizétak pétit skolas atbildibas juridisko
dabu, meklet kopigo un atSkirigo gan vecaku, gan ari citu tiesibu subjektu
attiecibas.

Summary

The author, within the framework of this publication, provides insight into legal
relations of the Latvian educational institution and the legal representatives of
educates. The author has analysed Latvian law and case law. Cooperation between
parents and schools is important not only in the implementation of educational rights
but also for the full acquisition of the education of the child. The Latvian Education
Act has already legitimized the need for for parental cooperation with the educational
institution since 1991. Legal science and jurisprudence use terminology recognized in
pedagogical science. The author with this publication updates the lawfulness and
necessity of parental and school cooperation. The School, as the performer of the
public education function, acts in a public legal relationship. In contrast, parents are
also members of private relations. Not always the parents' understanding of the content
of the cooperation or the pedagogical process coincides with the opinion of the
educational institution. The legal aspects of cooperation between the educational
institution and the parents of educatees have not been studied in particular through
legal science. Therefore, the author further analyses the content of legal relationships
between school and parents.
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Abstract. In the context of general education content reform initiated in Latvia, which also
provides change of teaching approach, the issue of the role of headmaster has raised. The
introduction and implementation of competence approach requires strengthening and
development of cooperation between teachers in professional learning communities (PLCs) at
school, in order to address didactic issues, regularly analyze pupils’ learning outcomes and
find best ways to increase the learning outcomes of each pupil, and give an opportunity for
teachers to improve their teaching by sharing good pedagogical practice. The change of
teaching approach prompts a revision of school management practices as well. In order for the
school to grow, there is a need for a headmaster-leader, not just a headmaster-manager and
he should focus on the leadership of the teaching process by improving teaching and learning
and ensuring conditions for effective learning at school. The main goal of the research is to
find out to what extent the headmaster's pedagogical leadership practice has an impact on the
PLCs formation at school. The article discusses theories of the concept of headmaster as
pedagogical leader and PLCs, and analyzes the results of 489 teacher survey.

Keywords: general education, pedagogical leadership, professional learning communities,
school leadership, Teaching and Learning International Study (TALIS).
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Introduction

Pétijumi apliecina, ka skolu direktoru darbibai ir biitiska ietekme uz skolénu
macisanos (Pont, Nusche, & Moorman, 2008; Robinson, Hohepa, & Lloyd, 2009;
Day et al., 2009; Leithwood, Patten, & Jantzi, 2010; Schleicher, 2015; OECD,
2014; OECD, 2016a; Choi & Gil, 2017) un ka skolas vadibas prakse ir otrais
nozimigakais skolénu sasniegumus ietekméjosais faktors, — pirmais ir klases
skolotaja darbs (Leithwood, Day, Sammons, Harris, & Hopkins, 2006a). Tadai
skolu direktoru vadibas praksei, kur galvenais uzsvars tiek likts uz darbu ar
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pedagogisko personalu, ir jo ipaSi svariga nozime arvien pieaugosas skolu
autonomijas apstaklos, ka tas ir ar1 Latvija (OECD, 2016b). Latvija uzsaktas
visparejas izglitibas satura reformas konteksta, kas paredz arT maciSanas pieejas
mainu, skolam biis jadarbojas ka profesionalam macisanas kopienam (PMK),
kuras skolotaji pastavigi sadarbojas un pielagojas jauniem apstakliem, lai
atbalstitu katra skoléna maciSanos un istenotu dzilas maciSanas pieeju (Valsts
izglitibas satura centrs, 2017). Jauna macibu satura un maciSanas pieejas
ievieSanai bils nepiecieSams nostiprinat un attistit sadarbibu starp pedagogiem
skolas ItTmenT macibu un audzinaSanas procesa planosana un istenoSana, lai
saskanotu macibu satura jautajumus un pilnveidotu macibu programmas, lai
regulari analiz€tu skolénu macibu sasniegumus un rastu labakos risinajumus katra
skoléna izglitibas rezultatu paaugstinasanai, lai skolotaji maciSanas uzlaboSanas
noliikos savstarp&ji dalitos ar labo pedagogisko praksi. Tikai tada veida bas
iesp&jams sasaistit jaunas idejas un merkus ar praktisko pedagogisko darbu, kas
ir skolas vadibas uzdevums. Laba skolas vadiSana, iesp€jams, ir svarigakais
faktors maciSanas pieejas parmainu ievieSanai, skolénu macibu sasniegumu
nodroSinaSanai un izglitibas kvalitates paaugstinasanai kopuma.

Skolas direktora ka pedagogiska lidera loma tiek uzsvérta ari Ekonomiskas
sadarbibas un attistibas organizacijas OECD (Organisation for Economic Co-
operation and Development, OECD - anglu val.) Starptautiskaja macibu vides
petijuma TALIS (Teaching and Learning International Study, TALIS — anglu val.)
(OECD, 2014; OECD, 20164).

Izglitibas vadibas p&tnieku (ElImore, 2008; Mulford, 2003) un OECD TALIS
2013.gada pétijuma secinajumi (OECD, 2016a) norada, ka viena no biitiskakajam
skolas direktora funkcijam ir veicinat PMK veidoSanos skola. Tikai tads ikvienas
skolas attistibas virziens, radot vidi un apstaklus pedagogu kolektivam un
individualam savstarpgam macibam un labas prakses izplatiSanai, lauj
nepartraukti uzlabot skolotaju darbu, sasniegt augstu pedagogisko veiktsp&ju, ka
rezultata paaugstinas izglitibas procesa kvalitate un skolénu sasniegumi. Ar1
Latvijas pétijumos skolotdji ir noradijusSi uz skolas vadibas svarigo lomu,
nodrosinot iesp&jas skolotaju sadarbibai PMK un pedagogiska procesa praktisko
problému risinajumam. Latvija giita pieredze apstiprina, ka darbs maciSanas
grupa savas profesionalas darbibas izpétei palidz skolotajiem uzlabot vinu
prasmes un pedagogisko praksi, ka rezultata verojama tendence uzlaboties
skolénu sasniegumiem, mainas skolénu attiecksme pret macibu priekSmetu,
palielinas skolénu interese un vélme macities (Namsone, Cakane, Volkinsteine, &
Butkévica, 2018). Savukart, skolotaju macisanas rezultati ir augstaki, ja skolas
vadiba darbojas ka macibu Iideri, atbalsta skolotajus un veicina sadarbibu
(Namsone, Cakane, & Sarcevica-Kalviske, 2016).
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Zinatniskaja literatura ir atzits, ka ir maz tadu petijjumu, kuros padzilinati
analizéta skolas direktora Iideribas prakses saistiba ar specifiskam PMK 1pasibam
(Vanblaere & Devos, 2016).

P&tljuma mérkis ir noskaidrot, kada ir skolas direktora pedagogiskas
lideribas prakses ietekme uz skolotaju PMK veidoSanos skola.

Petijuma veikta zinatniskas literatiiras teorétiska analize. Empiriska pétijuma
veik$anai ka m&rinstruments izmantota autoru veidota skolotaju aptauja. Pétijuma
analizéti 489 skolotaju aptaujas dati.

Direktora Iideribas prakse
Headmaster’s Leadership Practice

Efektivas skolu vadibas nodrosinasana OECD dalibvalstis un ar1 visa pasaulé
tiek uzskatita par galveno liela méroga izglitibas reformu, kas uzlabos izglitibas
rezultatus (OECD, 2009). Pie tam netiek sagaidits, ka skolu direktori klis par
labakiem administratoriem vai menedzeriem ka ieprieks, bet gan ka vini klas par
skolu pedagogiskajiem Iideriem (Alava, Halttunen, & Risku, 2012; OECD, 2014;
OECD, 2016a).

Valstu izglitibas sistému parvaldibas reformu prakses kop€jas tendences
rada, ka arvien lielaka uzmaniba tiek pieversta skolu pedagogiskajai autonomijai
un atbildibai par macibu rezultatiem (Eurydice, 2007). Sads valstu izglitibas
politikas virziens ir dala no plasakas tendences — atjaunot uzsvaru uz macisanu un
macisanos, lai uzlabotu skolénu sniegumu. MaciSanas un macisanas jeb, citiem
vardiem, pedagogiska procesa ka skolas darbibas jégas akcentéSana butiski,
salidzinajuma ar XX gadsimta izpratni, maina skolas direktora lomu. Vairs
nepietiek ar to, ka skolas direktors ir labs administrators un menedzeris. Lai
nodro$inatu skolas izaugsmi, tick akcent&ta direktora ka skolas pedagogiska Iidera
primara loma, kurs uztur skolas viziju un stratégiju, veido skola macisanas kulttru
un meérktiecigi sekmé skolas veidoSanos par organizaciju, kas macas (Pont et al.,
2008).

Skolu direktoru lomas maina skolu vadiSana tiek balstita divos teorétiskajos
konceptos par efektivu skolas lideribu — parveidojosas lideribas (transformational
leadership — anglu val.) koncepta un macibu Iideribas (instructional leadership —
anglu val.) koncepta.

Parveidojosas lideribas (PL) pieeja skolas vadisana tiek saistita ar skolas
vizijas un attistibas mérku noteikSanu, skolas parstrukturéSanu un parmainu
vadibu, darbinieku un macibu programmu attistibu (Leithwood, Jantzi, &
McElheron-Hopkins, 2006b). PL koncepta tiek akcentéta direktora loma skolas
ka organizacijas vispargjas attistibas veicinasana, galveno uzmanibu pieverSot
“sekundariem procesiem” — skolas organizatoriskas struktliras un kultiiras
veidoSanai un personala sp&ju attistiSanai (Hendriks & Scheerens, 2013).
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PL pieeja tiek uzsverts, ka viens no direktora galvenajiem uzdevumiem ir veicinat
procesus un veidot struktiiras skolas iekSien€, kas nodrosinatu skolotaju sadarbibu
un lidzdalibu Iémumu pienemsana. Sadu pieeju pamato uzskats, ka daudzas skolas
skolotaji ir autonomi un izoléti, tade] skolu vaditajiem nevajadzetu tiesi iejaukties
maciSanas UNn macisanas jautajumos, bet gan skolotaju darbibu ietekmét netiesi,
parveidojot skolas kulttiru, lai veicinatu kolegialu plano$anu, sadarbibu un labas
prakses veidoSanos, kas vérsta uz skolas darbibas uzlabosanu. Citiem vardiem
sakot, PL koncepta skolas direktora galvenais uzdevums ir radit darba vidi, kura
skolotaji sadarbojas un uzlabo savu darbu.

Macibu Iideribas (ML) modeli savos pétijumos ir attistijis Honkongas
Izglitibas instittita profesors Filips Halindzers (Philip Hallinger). Vina izstradato
ML modeli veido 10 lideribas funkcijas tris kategorijas: skolas misijas definéSana
(ar funkcijam, kas nosaka skolas meérkus un informé par skolas meérkiem); macibu
procesa parvaldiSana (ar tadam funkcijam ka macibu parraudziba un novértésana,
macibu programmu koordinéSana un skolénu progresa uzraudziba) un skolas
macibu vides parraudziSana (ieskaitot macibu laika aizsardzibu, skolotaju
profesionalas izaugsmes veicinasanu, skolas atpazistamibas veidoSanu, skolotaju
stimuléSanu un motivacijas veicinasanu) (Hallinger, 2009).

F. Halindzers akcenté tris buitiskakas atskiribas starp ML un PL. Pirmkart,
ML ietekme ir virzita no augSas uz leju, uzsverot skolas direktora lomu macibu
procesa koordineSana un parraudziba. Otrkart, direktors ka macibu lideris tiecas
ietekmet un motivet organizacijas loceklus, respektivi, skolotajus, lai virzitos uz
prieksSu noteikto skolas mérku sasniegSanai. Un, treskart, ML primari iedarbojas
uz tiem macibu procesa mainigajiem apstakliem, kas tieSi ietekm& macibu
programmu satura kvalitati, maciSanu un skolotaju darbu klasé. PL, gluzi otradi,
koncentréjas uz parmainu veicinasanu, rosinot skolotaju iesaisti un Iidzdalibu
lémumu pienemsana par macisanu un macisanas rezultatu uzlabosanu. PL mérkis
ir veidot nakotni, sintez€jot un vairojot organizacijas loceklu centienus. Turklat,
ka jau minéts, PL meérkis ir radit sekundaru ietekmi, tadejadi palielinot
organizacijas loceklu, respektivi, skolotaju, sp&ju radit primaro tieSo ietekmi uz
macisanos (Hallinger, 2003).

Efektivas skolas vadibas prakses p&tijumi apraksta integrétu Iideribas modeli
(Marks & Printy, 2003; Leithwood et al., 2006b; Robinson, Lloyd, & Rowe, 2008;
Bruggencate, Luyten, Scheerens, & Sleegers, 2012). Amerikanu zinatnieces
Heléna Marksa (Helen M. Marks) un Sjazena Printi (Susan M. Printy) iesaka
lideribu skolas vadiSana skatit plaSaka konteksta, apvienojot ML un PL
konceptus, un pamato viedokli, ka parmainu veicinasanai skola ir vajadziga PL
un, savukart, lai uzlabotu skolénu maciSanas rezultatus, ir nepiecieSama ML
(Marks & Printy, 2003). Ka norada pé&tnieki, abas lideribas teorijas skolu vadibas
konteksta nav savstarpg€ji izslédzoSas un tajas apskatito vadibas principu
istenoSana musdienu skolas var uzlabot skolénu rezultatus, atbalstot un veicinot
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maciSanas Un macisanas apstaklus un uzlabojot skolotaju darbu (Day &
Sammons, 2013).

Pedgjas desmitgades publikacijas (sk., pieméram, Robinson et al., 2009;
OECD, 2013; Day & Sammons, 2013) integrétas lideribas pieejas apziméSanai
arvien vairak tiek izmantots termins “pedagogiska lideriba” (pedagogical
leadership — anglu val.), tadejadi akcent&jot visas skolas vadibas darbibas, kas
koncentréjas uz maciSanas un maciSanas, respektivi, pedagogiska procesa
uzlaboSanu. Autori $aja raksta attieciba uz to, ka direktors vada skolas izglitibas
meérku 1zvirziSanu, informéSanu un skolotaju izpratnes veicinaSanu par skolas
mérkiem, sekmé resursu nodroSinaSanu skolas izglitibas mérku sasniegSanai,
atbalsta maciSanu un macibu programmu attistibu, veicina skolotaju profesionalo
attistibu, iniciattvu un atbildibu, veido macibas atbalstoSu vidi un veicina
profesionalas macisanas kopienas veidosanos skola, lieto terminu “pedagogiska
lideriba”.

Saja pétijuma skolas direktora ka pedagogiska lidera vadibas prakses saturs
tiek balstits Jaunz€landes zinatnieku veiktas metaanalizes secinajumos par
veiksmiga, uz skolénu maciSanos un sasniegumiem orientéta skolas direktora
pedagogiskas Iideribas prakses darbibu kopam jeb pedagogiskas lideribas
dimensijam (Robinson et al., 2008; Robinson et al., 2009).

1.tabula dots direktora pedagogiskas Iideribas prakses satura apraksts katrali
no pedagogiskas Iideribas dimensijam, kas tiek méritas $aja petijjuma.

1.tabula. Direktora pedagogiskas lideribas dimensijas (Robinson et al., 2008; Robinson et
al., 2009)
Table 1 The Dimensions of Headmaster’s Pedagogical Leadership (Robinson et al., 2008;
Robinson et al., 2009)

Lideribas dimensijas

Direktora pedagogiskas lideribas prakses saturs

Skolas mérku
izvirziSana un
uztureSana

Skolas izglitibas (pedagogisko) mérku izvirzisana; inform&Sana par
tiem; meérku izskaidroSana un to svariguma un atbilstibas
pamatoSana; darbinieku un citu iesaistito personu vienpratibas,
izpratnes un skaidribas veicinaSana par izvirzitajiem mérkiem; mérku
sasniegSanas progresa uzraudziba

MaciSanas un
macibu programmu
planoSana,
koordinéSana un
izverteSana

TieSa iesaistiSanas maciSanas atbalsta nodrosSinasana un novertésana,
regulari vérojot macibu stundas un regulari sniedzot atgriezenisko
saikni skolotajiem par vinpu darbu. TieSa macibu programmu
parraudziba un saskanoSana ar skolas izglitibas (pedagogiskajiem)
mérkiem, izmantojot skolas méroga koordinaciju starp klasém un
macibu gadiem

Skolotaju
profesionalas
attistibas veicinaSana

Skolotaju macisanas, profesionalas pilnveides un savstarp€jas
profesionalas sadarbibas veicinaSana. TieSa iesaistiSanas skolotaju
profesionalas pilnveides un savstarp€jas profesionalas sadarbibas
pasakumos
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Skolotaju iniciativas | Katra skolotaja iniciativas, individualas un kolektivas atbildibas

un atbildibas veicinasana par skolénu sasniegumiem

veicinasana

Strat€giska resursu Izvirzitajiem skolas izglitibas (pedagogiskajiem) mérkiem atbilstosu

nodroS§inaSana un mérku sasniegSanai nepiecieSamo personala un materialo resursu
nodroSinasana

Sakartotas un Arg&ju nevélamu faktoru un trauc&umu ietekmes uz macibu procesu

macibas atbalstoSas | samazinaSana un sakartotas un maciSanos atbalstosas vides veidosana

vides veidoSana gan macibu klasés, gan skola kopuma

Profesionalas maciSanas kopiena
Professional Learning Community

Pedgjo desmitgazu laika veiktie petijumi akcent€ tadu skolu vadibas pieeju,
kuras pamata ir PMK attistiba skolas (sk., piem., Louis, Marks, & Kruse, 1996;
OECD, 2016a). PMK koncepts tiek uzskatits par efektivu organizatorisku pieeju
skolas pedagogiska personala attistibai, skolas parmainam un uzlabojumiem
(Hord, 1997). PMK koncepta nozimigums skolas konteksta zinatniskaja literatiira
tieck pamatots ar diviem apsvérumiem. Pirmkart, tiek prezuméts, ka skolotaju
profesionalas zinasanas ir vinu ikdienas pieredzes sastavdala un ka §is zinasanas
vislabak tiek saprastas kritiska domu apmaina ar citiem skolotajiem, kuriem ir
tada pati pieredze. Otrkart, tiek pienemts, ka skolotaji, kuri aktivi iesaistas PMK,
spes paaugstinat savas profesionalas zinasanas un kompetenci, tadejadi veicinot
skoléenu macisanos (Vescio, Ross, & Adams, 2008; OECD, 2016a). Arl
empiriskie petijumi parada pozitivu saikni starp PMK attistibu skolas un skolénu
sasniegumiem (Stoll et al., 2006; Lomos, Hofman, & Bosker, 2011).

PMK koncepts parvirza fokuséSanos no tradicionalas “uz atseviSku izol&tu
skolotaju veérstas” pieejas maciSana uz “skoléncentrétu” pieeju, kur skolotaji
strada savstarp€ji mijiedarbojoties un sadarbojoties, koncentrgjas uz kopigu
misiju un kapacitates palielinaSanu, identificé maciSanas un maciSanas trakumus
un attista efektivu pedagogisko praksi, lai nodrosinatu visu skolénu vajadzibas
(Darling-Hammond, 1996). PMK pieeja maina akcentus ari pedagogu
profesionalas attistibas veicinasana, parvirzot uzsvaru no formalas kvalifikacijas
paaugstinaSanas skolotaju profesionalas pilnveides programmu kursos Uz
skolotaju maciSanos grupas, sadarbibas tikliem, mentoringu un citam aktivitatem,
kuras skolotaji skolas macas viens no otra (OECD, 2016a). Petnieki pat ierosina
terminu ,,profesionala pilnveide” (professional development — anglu val.) aizstat
ar terminu ,profesionala macisanas” (professional learning — anglu val.)
(Kools & Stoll, 2016).

Pétnieki akcenté, ka skolotaju sadarbiba pati par sevi nenozimé PMK
pilnvertigu darbibu. Bitiski ir tas, vai skolotaju sadarbiba PMK ir vérsta uz
ikdienas darbu klas€ ar mérki uzlabot ikviena skoléna macisanos. PMK darbibas
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efektivitate un katra PMK skolotaja maciSanas kapacitates paaugstinasana liela
meéra ir atkariga no kolektivas paSanalizes un refleksijas, skolotaju izolacijas
mazinasanas, pardomam par pasreiz€jo maciSanas praksi un kopigas atbildibas
par visu skoléenu maciSanos. Tadejadi par skolas ka organizacijas vienigo
institucionalo prioritati klast skolénu panakumi, un uzmaniba no attaisnojumiem
un vainigo mekleSanas tiek parvirzita uz pieeju, kas vérsta uz skolénu
individualajam vajadzibam (Du Four, Eaker, & Many, 2006).

Petijumi atklaj pozitivu PMK ietekmi gan uz skolotajiem, gan uz skoléniem.
Attieciba uz skolotajiem PMK samazina skolotaju izolaciju; pastiprina
apnemsanos pildit skolas misiju un sasniegt skolas mérkus; paaugstina kolektivo
atbildibu par skolénu maciSanas rezultatiem; stimul€ iedzilinasanos sava ikdienas
praks€ un tas kritisku analizi; aktivizé savstarp&ju maciSanos, veidojot labaku
maciSanas praksi un radot jaunas zinaSanas un izpratni par maciSanu un
macisanos; pastiprina izpratni par skolénu individualajam vajadzibam un
skolotaja lomu, lai palidz&tu visiem skoléniem sasniegt sp&jam atbilstoSus
rezultatus; dod iesp&ju atrak neka tradicionali darbojosSas skolas giit biitiskus
panakumus, pielagojot maciSanu skolénu individualajam vajadzibam; nodroSina
skolotaju informetibu; sekmé skolotaju profesionalo atjaunotni un spgjas
ledvesmot un motivét skolénus; veicina apmierinatibu ar darbu; stimulé
apnemsanos veikt nozimigas un ilgstoSas parmainas (Hord, 1997). Skolotaju
PMK pozitivo ietekmi uz skoléniem apliecina priekslaicigi macibas partraukuso
skolénu un otrgadnieku skaita samazinasanas; kavéjumu samazinasanas; augstaki
skolénu macibu rezultati neka tradicionali darbojosas skolas; mazakas macibu
sasniegumu atSkiribas starp dazada sp&ju Iimena skoléniem (Hord, 1997).

Nemot véra PMK komplicétibu, Saja pétijuma PMK izpéte tiek balstita
Kanadas zinatnieku izveidotaja modeli par PMK ka vairaklimenu
daudzdimensionalu konceptu (Mitchell & Sackney, 2011; Sleegers, den Brok,
Verbiest, Moolenaar, & Daly, 2013). Miné&taja modelt PMK tiek atspogulota tris
Iimenos — PMK dalibnieka individualaja limeni, starppersonu jeb PMK
dalibnieku savstarp€jas sadarbibas limeni un skolas ka organizacijas Iimenit. Katra
no Siem Iimeniem ir identificétas vairakas savstarpgji saistitas PMK raksturojosu
ipasibu grupas jeb dimensijas. Individualaja Iimeni iesaisti PMK raksturo
dalibnieka aktiva un reflektiva jaunu profesionalo zinaSanu veidosana un PMK
iegiitas labas prakses izmantoSana. Starppersonu limeni PMK veidosanos ilustré
tadas dimensijas ka skolotaju kopiga izpratne par skolas misiju, mé&rkiem,
skolotaju savstarp€ja sadarbiba, daliSanas ar individualaja Iimeni iegilitajam
profesionalajam zinaSanam un personisko praksi, kopiga atbildiba par skolénu
maciSanos. Skolas ka organizacijas limenis ietver PMK darbibai nepiecieSamo
atbalsta resursu nodroSinajumu, pieméram, piecjamo laiku, informaciju un
materialus, atspogulo skolas vadibas atbalstu skolotaju profesionalajai sadarbibai,

96



Geske & Recs, 2019. Direktora lideribas prakses ietekme uz profesionalas mdcisandas kopienas
veidoSanos skola

ka art raksturo skolotaju kopigo apnemsanos sekmét katra skoléna panakumus
macibas.

Saja pétijuma autori koncentrgjas uz trim starppersonu Iimena un divam
organizacijas Itmena PMK veidoSanos raksturojoS$am dimensijam ka mainigo
skalam, kuru satura apraksts sniegts 2.tabula.

Pétijuma metodologija
Research Methodology

Empiriska pétijuma veikSanai ka mérinstruments izmantota autoru veidota
skolotaju aptauja par skolas direktora vadibas praksi un PMK attistibu skola.
Aptaujas apgalvojumi atbilstoSi direktora pedagogiskas lideribas dimensiju
saturam veidoti un adaptéti Latvijas situacijai, izmantojot ASV publicéto
pétijumu aptauju (Darling-Hammond, LaPointe, Meyerson, Orr, & Cohen, 2007;
MetLife, 2013) un skolu direktoru profesionalas darbibas novértéSanas testu
(Marzano, Carbaugh, Grego, & Toth, 2012) elementus. Savukart aptaujas
apgalvojumi atbilstosSi PMK dimensiju saturam veidoti un adaptéti, pielietojot
britu (Bolam, McMahon, Stoll, Thomas, & Wallace, 2005) un belgu (Vanblaere
& Devos, 2016) zinatnieku p&tijumu aptauju elementus.

Direktora pedagogiskas lideribas prakses mainigo skalu veidoSanai
izmantoti Jaunzelandes pétnieku metaanalizes secinajumi (Robinson et al., 2008;
Robinson et al., 2009) par skolas direktora pedagogiskas lideribas dimensijam (sk.
1.tabulu). AtbilstoSi katrai no direktora pedagogiskas Iideribas dimensijam $aja
p&tijuma ir veidotas sesas skolas direktora pedagogiskas lideribas prakses skalas.
Savukart, PMK skala, atbilstosi $aja pétifjuma apskatitajam PMK dimensijam,
sastav no piecam PMK apakSskalam. 2.tabula apkopots parskats par skolas
direktora pedagogiskas Iideribas prakses dimensiju skalam un PMK dimensiju
skalam.

2.tabula. Direktora pedagogiskas lideribas prakses un PMK skalas
Table 2 The Scales of Headmaster’s Pedagogical Leadership Practice and PLCs

Skalas 'Apgalvo'- Kronbaha Dimensijas saturs
jumu skaits o
Direktora pedagogiskas lideribas prakse
Skolas mérki 6 .70 Skolas mérku izvirziSana un uzturéSana
Macibu programmas 14 70 MaciSanas un macibu programmu
un macisana ' planoSana, koordinéSana un izveértéSana
Skolotaju 6 74 Skolotaju profesionalas attistibas
profesionala attistiba ' veicinasana
Skolotaju iniciativa 10 78 Skolotaju iniciativas un atbildibas
un atbildiba ' veicinaSana
Skolas resursi 10 .84 Strat€giska resursu nodrosinasana
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Macibas atbalstosa 15 82 Sakartotas un macibas atbalstoSas vides
vide ' veidoSana
Profesionalas macisands kopiena
Starppersonu limenis
I Atspogulo skolotaju vienoSanas pakapi par
Kopigi mérki un A - .
- 6 .80 skolas misiju, kopigiem mérkiem un
vertibas _ L ’
darbibas principiem
Atspogulo diskusijas par macibu metodém,
Koncentrésanas uz 10 71 ideju un problému risinasanas padomu
skolénu maciSanos ' apmainu starp skolotajiem, pamatojoties uz
kolégu noverojumiem klasé
Dalisanas ar Raksturo skolotaju kopigu apnemsanos
. . 7 .70 . . _ 2y
personisko praksi ilgtermina uzlabot skolénu macisanos
Organizacijas limenis
Kolekfiva atbildiba Raksturo s_kolgtaju apnemsanos sekmet
— katra skoléna intelektualo izaugsmi un
par skolénu 10 .83 s . ~ _
- attistibu un sasniegt skolénu panakumus
macisanos R
macibas
Adtbalstoi apstakli 7 68 Rakstgro _skc?la}s Vadfbfls gtbal§tu skolot.aju
’ profesionalajai sadarbibai un izaugsmei
PMK kopéja skala 5 74

Aptauja tick izmantota Likerta skala. Izveidota mérinstrumenta mainigo
lielumu skalu ieks€ja saskanotiba parbaudita ar Kronbaha alfas koeficientu.
Parskats par skolotaju aptaujas apgalvojumu skaitu un Kronbaha alfas koeficientu
katra no skalam dots 2.tabula.

Skolotaju aptauja veikta 2017./2018. macibu gada Latvijas rietumu dalas
paSvaldibu (Engures, Jaunpils, Kandavas, Kuldigas, Talsu un Tukuma novadu)
25 skolas. Kopuma tika izplatitas 580 papira formas anketas, no kuram aizpilditas
atpakal sanemtas 489 jeb 84,3%. No kopgja skaita 306 skolotaji tika aptaujati 11
vidusskolas un 183 skolotaji — 14 pamatskolas.

Rezultati
Results

3.tabula doti Pirsona korelacijas koeficienti r, kas atspogulo savstarp&ju

sakaribu starp direktoru pedagogiskas lideribas prakses dimensiju skalam, PMK
dimensiju apakSskalam un kop&jo PMK skalu.
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3.tabula. Pirsona korelacijas koeficients r starp direktora pedagogiskas lideribas prakses
skalam un PMK skalam
Table 3 Pearson’s Correlation Coefficient r Between the Scales of Headmaster’s
Pedagogical Leadership Practice and the Scales of PLCs

PMK apaks3skalas
Starppersonu Itmenis Organizacijas [imenis Kongia
Kopigi | Koncen- | DaliSanas | Kolektiva PMpKJ
mérki | tréSanas uz| ar atbildiba | AtbalstoSi skala
un skolénu personisko | par skolény apstakli
vertibas | maciSanos | praksi macisanos
Sk_OIQS .62*7 AT 25** 18** 62** 57
mérki
" Macibu
&:} programmas 467 37 28** 21 56** 51™
&b & | un maciSana
o= —
D Skolotaju
b5t % | profesionala .50*7 39** 30** 25** 59** .55%
g.@ attistiba
2 TGQ) Skolotaju
'§ — | iniciativa un A2%7 36** 33** 36** 56** 57
A | atbildiba
Skolas 66*7 A8* 14% 10% B4%*| 5%
resursi
Macibas
atbalstosa 72%7 60** 27 24** 70** .66*
vide

N (skolotaji) = 489 un N (skolas) = 25 *p<0,01 **p<0,05

Pirsona korelacijas koeficienti liecina, ka visam seSam direktora
pedagogiskas lideribas dimensiju skalam ir butiska lidz loti spéciga sakariba ar
PMK starppersonu dimensiju apaksSskalam “Kopigi mérki un vértibas™ (0,42 <r
< 0,72) un “Koncentrésanas uz skolénu macisanos” (0,36 < r < 0,60) un
organizacijas limena dimensiju “Atbalstosi apstakli” (0,56 < r < 0,70).
Parliecino$i vidéja un pat mérena ir korelacija starp direktora pedagogiskas
lideribas dimensiju skalam “Skolotaju profesionala attistiba” un ‘“Skolotaju
iniciativa un atbildiba” un PMK dimensiju apaks§skalam “DaliSanas ar personisko
praksi” un “Kolektiva atbildiba par skoléenu maciSanos” (0,25 <r <0,37). Turpreti
vaja lidz mérena sakariba ir konstat€jama starp direktora pedagogiskas lideribas
dimensiju skalam ‘“‘Skolas mérki”, “Macibu programmas un macisana”, “Skolas
resursi” un “Macibas atbalstoSa vide” un PMK dimensiju apaksskalam “DaliSanas
ar personisko praksi” un “Kolektiva atbildiba par skolénu macisanos” (0,10 <r <
0,28). Savukart Pirsona korelacijas koeficienti uzrada butisku Iidz loti sp&cigu
sakaribu starp visam se$am direktora pedagogiskas Iideribas dimensiju skalam un
kopg&jo PMK skalu (0,51 <r <0,66).
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Secinajumi
Conclusions

Skolas direktora pedagogiskas lideribas prakse ir svarigs prieksnoteikums
veiksmigai macibu satura un maciSanas pieejas reformas ievieSanai Latvijas
skolas, veicinot un atbalstot skolotaju profesionalas maciSanas kopienas
veidoSanos un uzturéSanu, kuras skolotaji pastavigi sadarbojas un pielagojas
jauniem apstakliem, lai atbalstitu katra skoléna maciSanos un istenotu dzilas
macisanas pieeju. Tas nozimé, ka skolas direktoram ka pedagogiskajam Iiderim
noteikti vajadzetu iesaistities skolas macibu mérku noteik$ana un macibu procesa
planosana, koordiné$ana un novértéSana, ka ari direktoram ir nepastarpinati
japiedalas skolotaju formalas vai neformalas profesionalas izglitibas norisés.
Tadgjadi skolu direktori — pedagogiskie lideri — vada skolas izglitibas mérku
1zvirziSanu, skolotaju izpratnes veicinaSanu par skolas merkiem, sekmé resursu
nodroSinasanu skolas izglittbas mérku sasniegSanai, veicina skolotaju
profesionalo attistibu, iniciativu un atbildibu, veido macibas atbalstoSu vidi,
organizé regularu skolas izglitibas mérku sasniegSanas novertésanu, sniedzot
skolotajiem 