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Pratarme

Pirmame zurnalo ,,Acta Paedagogica Vil-
nensia“ skyriuje, svarstant Svietimo po-
litikos problemas, visy pirma aptariamas
i$skirtinis PISA fenomenas. Pasak straips-
nio autoriaus, neatsizvelgiant i tai, esame
Sio tyrimo Salininkai ar prieSininkai, ne-
galime nuneigti didziulio Sio tarptautinio
tyrimo poveikio Svietimui. PISA néra vie-
nareikSmis ne tik vertinimo, bet ir atlie-
kamy vaidmeny aspektu. O juy straipsnyje
priskai¢iuojama net deSimt: PISA kaip
globalizacijos simbolis, PISA kaip neo-
liberalizmo apraiska Svietime, PISA kaip
metodologin¢ kontroversija, PISA kaip
tyrimo duomeny bazé, PISA kaip $vietimo
laiméjimy matavimo priemoné, PISA kaip
reitingavimo sistema, PISA kaip reklamos
btdas, PISA kaip baudziamoji priemoné,
PISA kaip verslas ir PISA kaip $vietimo
politikos formavimo priemoné.
Tarptautiniy tyrimy tema tgsiama ir kita-
me straipsnyje. Jame, remiantis teorine ana-
lize ir kokybinio tyrimo duomenimis, iden-
tifikuojama tarptautiniy tyrimy jtaka Lietu-
vos bendrajam ugdymo turiniui. Pazymima,
kad ,,dél tarptautiniy lyginamyjy tyrimy
koncentruojantis | aukStus pasiekimus ir
igidzius su gamyba susijusiose disciplino-
se, Lietuvos bendrasis ugdymo turinys siau-
réja, taip atsitraukiama nuo Svietimo kaip
holistinio socialinés sanglaudos stiprinimo
ir visuomenés geroves didinimo Saltinio “.
Svarstant ugdymo praktikos problemas
klausiama, ar Lietuvos mokytojams vis
dar reikia tobulinti kvalifikacija? Mat ana-
lizuojant mokytojy apklausos duomenis

pastebima, kad yra Lietuvos bendrojo ug-
dymo mokykly mokytoju, kuriems kompe-
tenciju tobulinimas yra ,,maziau svarbus
nei kitos aplinkybés, pavyzdziui, galimybé
pateikti dokumentus apie dalyvavimq kva-
lifikacijos tobulinimo renginiuose, siekiant
aukstesnés kvalifikacinés kategorijos .

Aptariant mokyklos ir Seimos bendra-
darbiavimo galimybes pazymima, kad ver-
ta zinoti ir tévy nuomong, o ji ne visada yra
pozityvi. Analizuojant kritiSkus tévy atsi-
liepimus apie mokyklos ugdomaja veikla,
i§skiriami Sie tévy nepasitenkinimo aspek-
tai: netinkamas mokymo organizavimas,
pagalbos vaikams tritkumas, drausmes pa-
mokoje stoka, pasiekimy ir pazangos ver-
tinimo trikumai.

Antrame skyriuje Svietimo ir ugdy-
mo klausimai gvildenami platesniu tech-
nologiju pazangos, kultirinés ivairoveés,
tarpkulttiriSkumo ir daugiakultiiriSkumo

Viename i§ straipsniy pabréziama, kad
sparti technologiju pazanga keicia Svieti-
mo koncepcijos interpretacija bei Svietéjo
ir besimokanciojo vaidmenis. Pabrézia-
ma socialiai jgalinto asmens, gebancio
ir norincio isitraukti i socialini procesa,
mokancio rasti galimybe ne tik kelti, bet
ir igyvendinti savo tikslus, juos lankséiai
derinant prie situacijos ar turimy iStekliy,
svarba. Neatsiejamas socialiai jgalinto
asmens bruozas — mediju ir informacinis
raStingumas.

Ieskant tarpkultirinio ugdymo gali-
mybiy, pabréziamas muzikinio ugdymo



vaidmuo. Aptariant biisimy mokytojy
igidziy universitete ugdymo klausimus,
pazymima, kad Siuolaikinéje mokykloje
svarbu yra ne tik pritaikyti ugdymo turini
ir priemones, bet ir igiidziai, padedantys
iveikti stereotipus ir iSankstinj nusistatyma
tarpkultiirinéje aplinkoje, formuojantys
kultiiros skirtybiy toleravima.

Vis délto kartais tarpkultiiriSkumo ir
daugiakultiiriSkumo teorijos blina nepa-
kankamai veiksmingos. Tada ieSkoma ne
tik edukaciniy, bet ir teisiniy priemoniy.
Sios aptariamos straipsnyje apie musulmo-
ny kaliniy Lenkijoje, Lietuvoje ir Cekijoje
problemas.

Delinkvencijos problemy analiz¢ tgsia-
ma ir tre¢iame zurnalo skyriuje. Cia apta-
riama reagavimo | vaiky delinkventinj el-
gesi Europoje istoriné kaita, pateikiami pa-
grindiniai teoriniai poziiiriai, aiSkinantys
visuomenei nepriimtino elgesio atsiradimo
priezastis ir galimus problemos sprendimo
biidus, ieSkoma alternatyvy.

Istorijos ir dabarties sasajos akivaiz-
dzios ir kitame straipsnyje, kuriame prista-
tomas 150 mety Italijos ugdymo ir §vietimo
istorijos laikotarpis. Cia koncentruojamasi
1 oficialiy politiniy mokykliniy modeliy ir
neoficialiy alternatyviy modeliuy palygini-
ma. Keliami klausimai: Kodél inovatyvios
pedagoginés patirtys beveik nedaré jtakos
politiniams pasirinkimams? Kodél nebuvo
mokytoju, Svietimo tyréjy ir politiky dialo-
go? Kodél jie neveiké kartu sickdami efek-
tyvesnio mokyklos visiems modelio?

Viena tokiy Italijos Svietimo alternaty-
vy, nors ir nepakeitusi Svietimo sistemos,
bet zinoma visame pasaulyje, — Lorenzo
Milani mokykla Barbianoje. Sioje mokyk-
loje vyraves ugdymas daznai apibréziamas
kaip ugdymas taikai. Svarbiausias $io ug-
dymo tikslas buvo ugdyti asmenybe, ne-
pripazistan¢ig smurto, pasitikinéia savimi
ir kitais Zmonémis, turin¢ia kurybiska po-
zitri | tikrove. Lorenzo Milani ugdymas —
ugdymas siekiant poky¢iy ir teisingumo,
solidarumo, kultiiry ir tauty sambtivio.

Siame skyriuje taip pat nagrinéjama,
kiek ir kaip pedagogikos istorijos idéjos at-
sispindi 25-tuosius metus leidZziamo Zurna-
lo ,,Acta Paedagogica Vilnensia“ publika-
cijose. Deja, konstatuojama, kad ugdymo
istorija gvildenanciy publikaciju tolydzio
mazta. Svarstoma, ar §ia tendencija lemia
mazejantis pedagogikos istorijos populia-
rumas pasaulyje, ar tai, kad Lietuvoje taip
ir nesusiformavo stipri pedagogikos istori-
jos mokykla, ne tik istoriniu aspektu ana-
lizuojanti jvairius ugdymo klausimus, bet
ir svarstanti savo pacios kaip mokslo teo-
rines ir metodologines prieigas aptarianti
tyrimy metodus ir kita.

Kronikoje aptariama 2016 m. spalio
21-22 dienomis Vilniaus universitete vy-
kusi tarptautiné moksliné¢ konferencija
.. Svietimo politika ir kulttira: nuoseklios ir
radikalios transformacijos®, kuria, bendra-
darbiaujant su Svietimo politikos centru ir
Pedagogikos centru, organizavo Filosofi-
jos fakulteto Edukologijos katedra.

Irena Stonkuviené
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SVIETIMO POLITIKA IR PRAKTIKA

The PISA Phenomenon: The Many Faces
of International Student Assessment

Rimantas Zelvys

Professor, Vilnius University,
Faculty of Philosophy,
Department of Education,
Universiteto str. 9, 01513 Vilnius,
rimantas.zelvys@fsf.vu.lt

Abstract. The aim of this article is to explore the phenomenon of PISA — the Programme for Inter-
national Student Assessment. The PISA study is a unique initiative in the contemporary educational
world. Initiated in 2000 by OECD, currently it includes 65 countries and territories from all over the
world. We decided to identify the multiple aspects, or, speaking metaphorically, the many faces
of PISA, which carry different messages and are subject to different value judgements by various
interest groups. In our publication, we discuss ten different aspects of PISA. PISA can be perceived
as a symbol of globalisation, as a manifestation of neoliberal ideology in education, as a metho-
dological controversy, as a research database, a benchmark, a league table, as promotion, as pu-
nishment, as business, and, finally, as policymaking. We conclude that the key actors of an edu-
cational domain should use various aspects of PISA survey in a more skillfull and selective way for
achieving their goals and securing their interests.

Keywords: Programme for International Student Assessment (PISA), globalisation, neoliberal ideo-
logy, benchmarking, league table, policymaking.

Introduction end of their compulsory time in school.
. Subject to severe criticism as well as the
The Programme for International Student ) R i .

source of inspiration for educationalists,
Assessment (PISA) has become an out- ) ) ) .
di N ‘i . policymakers, journalists and other inter-
standing phenomenon ol the contempo- est groups, PISA plays a significant role in

rary educational world. Initiated in 2000 the contemporary educational landscape.

by OECD, currently it includes 65 coun- N matter whether we are supporters or

tries and territories from all over the world. critics of PISA, it is difficult to deny the

PISA is the only international educational
survey to measure so far as the knowledge
and skills of 15-year-olds, an age at which

students in most countries are nearing the

scope of the influence of this international
project. However, when discussing PISA,
opponents usually consider various aspects
of this phenomena, therefore the arguments
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for and against PISA are directed towards
different dimensions of the survey. The
inability to address the same dimension
of PISA by discussants evokes numerous
misunderstandings, which may result in
misleading conclusions. The object of our
study — the phenomenon of PISA. Our aim
was to identify the multiple dimensions, or,
speaking metaphorically, the many faces of
PISA, which carry different messages and
are subject to different value judgements by
various interest groups.

PISA as a symbol of globalisation

The global education reform movement
is gaining momentum and, in the under-
standing of critically-minded educational
researchers (Meyer and Benavot, 2013),
PISA has become a global “super-ministry
of education”, which reflects the global
trend of seeking for universal standards
and common ways of the development of
education systems. Common educational
space enables making global measurements
of national education systems and PISA
provides an opportunity for participating
countries to become comparable on a glob-
al scale. “PISA is creating global standards
for the knowledge required to function in
what OECD defines as the everyday life
of a global economy. By shifting the em-
phasis from national curricula to global
needs, PISA is defining educational stand-
ards for a global economy” (Spring, 2009,
62). In a global perspective, PISA or other
similar international comparative surveys
are inevitable. If, for example, the OECD,
in response to critique (or for any reason),
refuses to continue the PISA project, the
initiative will be certainly undertaken by
other international agencies, . g., the World

10

Bank or IEA (International Associatiation
for the Evaluation of Educational Achieve-
ment). We may find lots of examples of
global rankings in higher education as well
as in other spheres of social life, e. g., world
university rankings, rankings of economic
freedom or human development indices.
Secondary education is by no means an
exception. “Around the world, countries
are using the results of international tests
as a kind of Academic Olympiad, serving
as a referendum in their school system‘s
performance (Baker and LeTendre, 2005,
150). It just happened so that PISA and
not some other project became perhaps the
most recognisable symbol of globalisation
in education. To criticise PISA as a symbol
of globalisation means to confront globali-
sation as a phenomenon which exists inde-
pendently from our will and it makes no dif-
ference for the global development of the
post-modern world whether we like that or
not. Such critique is just another reflection
of the voluntaristic attitude in theory and
practice of education.

PISA as a manifestation of
neoliberal ideology in education

Neoliberal ideology, which directs educa-
tion towards greater efficiency and account-
ability, competition and market orientation,
is reflected in many educational initiatives
of the last decades, and PISA is a typical ex-
ample of trying to make national education-
al systems compete and provide evidence
of their effective functioning. Proponents
of neoliberal ideology often refer to PISA
when they urge to assess the effectiveness
of educational services provision. Wayne
Ross and Gibson (2006) note that neolib-
eral educational reforms strongly focus on



the creation of standards and accountability.
“The dominant approach to educational ac-
countability is an “outcomes-based bureau-
cratic” one (i. e., the most often mandated
testing)” (Wayne Ross and Gibson, 2006,
4). According to the authors, neoliberalism
is the prevailing political economical para-
digm in the world today and is embraced
by parties of the political spectrum from
right to left. Neoliberalism seeks to reform
education in order to serve the economi-
cal purposes of the contemporary world in
the best possible way, and the PISA survey
of students® competences in literacy, sci-
ence and maths is a typical example of an
outcome-based model of accountability.
PISA results demonstrate to what extent
do the nation states manage to prepare the
students for the needs of the global labour
market. According to Spring (2009), the
assessments used by PISA ignore specific
national curricula and focus on what test de-
signers consider as the basic skills needed to
function in a global knowledge economy. In
this respect, the opponents of neoliberalism
gain an opportunity to criticise PISA from
the ideological standpoint. If we look at the
international survey from the leftist point of
view, then ideologically, PISA is an instru-
ment which serves the purposes of global
capitalism. PISA ignores cultural differences
as well as national curricula and is oriented
towards the development of internationally
recognised competences demanded by the
global labour market.

PISA as a methodological
controversy

On the one hand, PISA uses sophisticated
methods of sampling and statistical analy-

sis, and on the other, it often makes one
wonder how valid are conclusions based
on a survey of a two-hour paper-and-pen-
cil testing of students. In addition, students
fill out a 20-minute background question-
naire about themselves, their family and
home, and school principals complete a
20-minute questionnaire concerning key
characteristics of their schools. Evidently,
it's a relatively subjective opinion survey,
relying on which researchers make a set
of rather far-reaching conclusions. This
is one of the key reasons for the criticism
expressed by different authors. Perhaps
the best known document of this kind is
an open letter to Andreas Schleicher, the
OECD director of the PISA programme.
The authors of the letter note that “by
emphasizing a narrow range of measur-
able aspects of education, PISA takes at-
tention away from the less measurable or
immeasurable educational objectives like
physical, moral, civic, and artistic devel-
opment, thereby dangerously narrowing
our collective imagination regarding what
education is and ought to be about” (Mey-
er and Zahedi, 2014). They also complain
that PISA has significantly contributed to
an escalation of standardised testing and
dramatically increased reliance on quanti-
tative measurements. Of course, all kinds
of criticism in relation to the method of
standardised testing in general can be also
applicable to the PISA survey. However,
many measurements of this kind are tak-
ing place in an educational domain and the
findings are widely used in educational re-
search. So it‘s up to the reader to decide
whether to trust the methodological ap-
proach used in the PISA survey or not.

11



PISA as a research data base

PISA provides a vast research database,
where researchers can follow the progress
of participating nations in literacy, science
and maths achieved during the three year
period which lasts from one survey to an-
other, compare different countries, regions
or educational models. No matter whether
we accept the ideological or methodologi-
cal rationale of PISA or not, the existing
data base can provide a lot of useful infor-
mation not only about students‘ achieve-
ments in literacy, science and maths, but
also about the social and cultural context
of schooling. We must acknowledge that
it‘s by all means a valuable resource for re-
searchers in the field of comparative edu-
cation. It is especially important for coun-
tries like Lithuania, which do not have a
long history of comparative research in
education. In this respect, PISA remains
one of the few available resources for vari-
ous kinds of comparisons. Unfortunately,
at least in Lithuania, the PISA database is
rarely used by educational researchers. We
can only guess what are the possible rea-
sons for such ignorance, but so far there
have been very few publications by nation-
al researchers that were based on statistical
analysis of PISA database.

PISA as benchmarking.

PISA is increasingly being adopted as a
global measure to benchmark students
achievement at the end of compulsory
education (Sahlberg, 2011). In particular,
PISA has been acknowledged as an of-
ficial benchmarking tool by the European
Commission and member states are urged
to follow the target of 15 year-old students

12

achieving a certain level of basic skills in
reading, maths and science by 2020. EU
member states are encouraged to reduce the
percentage of low achievers (level 1 or low-
er in PISA study) in reading, maths and sci-
ence down to 15 per cent in 2020 (European
Commission, 2009). Lithuania still does
not meet the target by having respectively
19,6 per cent in reading, 22,2 in maths and
17,7 per cent in science, according to the
latest PISA study (Nacionalinis egzaminy
centras, 2013). There are also significant
differences in the country between boys
and girls and between students in urban
and rural areas. This means that Lithuanian
education will experience certain political
pressure from the European Commission in
order to reach the established benchmark.
PISA results are also used by the OECD for
the assessment of the progress of its mem-
ber states. Lithuanian educational authori-
ties will have to take it into account and
exercise more efforts to improve its level
of achievement of basic skills as one of the
goals of the country is to become an OECD
member by 2018.

PISA as a league table

Perhaps the most familiar face of PISA for
the wide public is that of a league table.
Like a benchmarking, it is also about com-
paring, but while in benchmarking results
of the countries are compared against set
targets, in this case the countries are com-
pared with one another (OECD, 2013).
Without getting much into details, politi-
cians, journalists and authors of popu-
lar publications provide information and
commentaries about the place the country
stands on a list of participating countries



in reading, maths and science. We can of-
ten observe public discussions whether the
country is leading or lagging behind when
compared with other nations of the same
region or similar level of socio-economic
development. Usually, the country ranking
is considered satisfactory if the country is
among the top 10 scorers. Lower positions
are often considered as failure. Perhaps the
more objective point of view would be to
find out whether the country is above or
below average. However, in this case, one
has to decide on which average seems to
be relevant: the PISA average, the EU av-
erage, the average of the OECD countries,
etc. Another aspect, which usually is not
taken into account by the wide public, is
the fact that the differences between coun-
tries may be statistically insignificant. For
example, in the PISA 2012 reading survey,
Lithuania is in the 37 place; however, the
score of the country does not differ signifi-
cantly from the countries which stand in
places from 31 to 40 in the ranking. The
neighbouring Poland is 9 in the ranking
of the PISA 2012 science survey, but its
score differ significantly from the coun-
tries which stand in places from 8§ to 17
in the ranking. Should they celebrate or
not? The 9™ place in the ranking is fine,
but strictly speaking, its statistically equal
to the 17 place. Using results of the PISA
survey as a league table is highly disputa-
ble and judgements based on the countries*
rankings are usually very subjective.

PISA as a promotion

Education is not among the most popular
topics for mass media; therefore, one of
the occassions when education is in the

focus of everybody‘s attention is the day
when PISA results are announced and, per-
haps, the focus is maintained over several
following months of the announcement.
PISA results help to maintain public inter-
est in education and keep education on the
agenda of national policy at least for some
time. Usually, interpretation of the results
of a PISA survey depend on the subjec-
tive understanding of those who inform
the society about the findings. It would be
too optimistic to think that many people,
even among the educationalists, will read
the technical report; therefore, the way
the data are perceived by the Ministry of
Education and Science and the way the
journalists present the results to the wide
public are of crucial importance. For ex-
ample, the results of the PISA 2012 sur-
vey in Lithuania were presented during a
press conference at the Ministry of Educa-
tion and Science in December 2013. Three
main Lithuanian press web pages reported
about the results they were acquainted with
during the press conference in their pub-
lications. A heading in Lrytas.It declared:
“Literacy in maths of Lithuanian 15-years
olds is the same as in the USA”. Apparent-
ly, it sounds like a rather positive message.
However, a heading in 15min.lt inspires
much less optimism: “Literacy in maths of
Lithuanian 15-years olds lags behind Po-
land, Latvia and Estonia”. In spite of the
abovementioned, probably the most dra-
matic headline could be found in delfi.lt:
“Sinking to the bottom: the study revealed
how schools prepare our 15-years olds”.
Three main Lithuanian internet sites sent
three different messages to their readers
and created different images about the ef-
fectiveness of national educational system.

13



However, in all cases, the positive aspect is
that education, at least for a short period of
time, attracted the attention of journalists
as well as the readers. Judging by the refer-
ences in foreign publications, the presenta-
tion of PISA results in other participating
countries is also an important event which
attracts the attention of a wide audience
and evokes discussions about the quality
of education in respective countries.

PISA as punishment

PISA results are often used as an argu-
ment in order to prove the ineffectiveness
of those in charge of national education.
Critique is not always adequate as PISA
results are announced several years after
the survey was conducted and unsatisfac-
tory results could be the outcome of wrong
policy decisions made by previous politi-
cal leaders. However, oponents usually use
national failure in PISA (and usually it‘s
considered a failure, even if the country
shows average results) as a strong argu-
ment against those who are currently re-
sponsible for the state of education. Those
in charge of national education usually
await PISA results without much optimism
and experience a certain level of anxiety.
With a few exceptions (e. g., Finland), the
outcomes of PISA survey often provide a
good reason to blame and criticize them,
and we can trace such waves of criticizm
in the US, Germany, Denmark and other
countries. In particular, Hanushek (2014),
in his review of the PISA 2012 results, con-
cludes that the US are not doing well, fall-
ing well behind most of the countries that
Americans would like to compete with. In
a similar discussion on the German perfor-
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mance, Breakspear (2012) observes that
lower-than-expected results triggered a
sustained public debate in Germany about
education policy and reform that came to
be known as the “PISA shock”. A similar
reaction occured in Denmark. Egelund
(2008), for example, notes that the results
of PISA raised serious questions about how
the well-funded Danish education system
yielded only middle-range outcomes. In
Lithuania, however, lower than average
performance in PISA survey do not seem
to cause a serious threat for those who
manage the Lithuanian system of educa-
tion. The critique is moderate and mainly
has a short-term nature. Other problems in
the domain of education, e. g., low salaries
of teachers or the process of consolidating
school network, seem to be much more
used as an object of criticism.

PISA as a business

PISA is financed through direct contribu-
tions from the participants® government
authorities, typically the ministries of edu-
cation. The organisation and implementa-
tion of a PISA survey requires a wide array
of different human and material resources
and attracts a large number of temporary or
permanent employees. The OECD also ac-
knowledges that it contracts specific tech-
nical services out to individual academics,
institutions or companies. For each PISA
survey, international contractors (usually
made up of testing and assessment agen-
cies) are involved for the design and imple-
mentation of the survey. In this sense, one
may consider PISA an important business
with a relatively large financial income.
PISA accounts for approximately 30 per



cent of the Education Directorate‘s budget
inside the OECD (Grek, 2009). However,
OECD claims that no individual academic,
institution or company gains any commer-
cial advantage from this, since all PISA
results are placed in public domain. There
are also many consultancy firms which
claim to know how to improve PISA re-
sults and offer their services for their po-
tential customers. Of course, the OECD
can bear no responsibility for such kinds
of services. Having in mind the prevailing
tendency of marketisation in education, it
would be unusual to not come across any
signs of such commercial structure activi-
ties. Doing business on behalf of interna-
tional assessment is one of the reasons for
criticising the PISA survey.

PISA as policymaking

PISA data are often used as a basis for fur-
ther development of national educational
policies. Policy papers refer to PISA when
defining possible trajectories of education
reforms. However, PISA results do not
always have a straightforward effect on
national education policies. They are in-
terpreted and reinterpreted by local politi-
cians in order to fit the already suggested
and/or implemented policy solutions. Ta-
kayama (2015) notes that the PISA effect
is largerly shaped by those who appropri-
ate the data: the effect of PISA materialises
only when its data are enacted by national
and subnational policy players. Besides
that, there is also a strong external influ-
ence on policy processes which national
policymakers can by no means ignore.
International bodies urge national states
to use PISA data for policymaking and to
undertake neccessary measures in order to

improve education. For example, the Eu-
ropean Commission in its Education and
Training Monitor for Lithuania refers to
PISA results and states that “so far there
have been no concrete government initia-
tives to address either the relatively poor
performance in basic skills or gender dif-
ferences in educational performance” (Eu-
ropean Commission, 2013). Similarly, the
Education Policy Officer for Lithuania,
Poland and Denmark Joanna Basztura
urges: “In 2012, PISA results showed that
Lithuania‘s share of low achievers in read-
ing and maths was above the EU-average
and particularly high for boys, and for
children in rural areas” (Basztura, 2016,
5). The Lithuanian education strategy for
the years 2013-2022 also acknowledg-
es that the achievements of Lithuanian
15-years olds are below the EU and OECD
averages. Among the benchmarks for the
year 2017, the percentage of 15-year olds
who achieve at least the 37 level in reading
should be no less than 47 per cent, maths —
49 per cent, and science — 55 per cent. For
the year 2022, the targets are 49 per cent
in reading, 51 per cent in maths and 56
per cent in science. The percentage of 15-
year olds who do not achieve the 2" level
should be reduced by 2007 to 22 percent
in reading, 24 percent in maths and 15 per
cent in science. The percentage achieved
by the year 2022 should be 19 per cent in
reading, 20 per cent in maths and 14 per
cent in science (Lietuvos Respublikos
Seimas, 2013). However, the strategy
does not indicate what policy decisions
should be done and what steps should be
undertaken in order to achieve the indi-
cated benchmarks. Apparently, there is no
roadmap for improving the achievements
of Lithuanian students. We can make a

15



general conclusion that, unlike in many
other countries, PISA does not make any
significant impact on the process of policy-
making in Lithuania. Certainly, it is up to
the reader to decide whether it is a positive
or a negative feature of national educational
policy. Some will consider it a shortcoming
of those in charge of education, and some
others will support it as a reflection of in-
dependent policymaking in deciding the fu-
ture of Lithuanian education.

Conclusions

The PISA phenomenon requires a much
more detailed analysis. We tend to agree
with Sotiria Grek, who claims that “PISA
appears to occupy an important symbolic
space and to establish significance without
being backed up by extensive analyses or
in-depth discussions of its content” (Grek,
2012, 251). Similarly, Jakupec and Meier
(2015) warn that it is risky to take the causal
statements of PISA findings at face value.
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PISA FENOMENAS: DAUGIAVEIDE TARPTAUTINIO MOKSLEIVIY

VERTINIMO PROGRAMA

Rimantas Zelvys
Santrauka

Tarptautinio moksleiviy vertinimo programa, kurios
angliskojo pavadinimo santrumpa PISA yra gerai zi-
noma Lietuvos edukologams, jau seniai tapo iSskirti-
niu $iuolaikinio $vietimo fenomenu. Programa 2000
metais inicijavo Ekonominio bendradarbiavimo ir
pletros organizacija (EBPO), o dabar joje dalyvauja
65 pasaulio Salys ir teritorijos. PISA yra vienintelis
tarptautinis lyginamasis tyrimas, kurio metu ver-
tinami 15-mec¢iy moksleiviy pasiekimai skaitymo,
matematinio ir gamtamokslinio rastingumo srityse.
Sis tyrimas yra tapes tiek edukology, politiky ir Zur-
nalisty jkvépimo Saltiniu, tiek ir dalies mokslininky
arSios kritikos objektu. Nesvarbu, esame Sio tyrimo
Salininkai ar prieSininkai, negalétume nuneigti di-
dziulio Sio tarptautinio tyrimo poveikio Svietimui.
Taciau debaty apie PISA metu iSsakydami savo ar-
gumentus diskutantai daznai turi omenyje skirtingus
PISA aspektus, todél, vertinant §i tyrima, néra lengva
rasti bendro sutarimo. Sis tyrimas yra daugiaveidis:
tai reiSkia, kad vienu metu PISA atlieka daug skirtin-
gu vaidmenu. Siame straipsnyje miisy nagrinéjimo
objektas buvo PISA fenomeno raiska. Tikslas: iSsi-
aiskinti skirtingus $io tarptautinio tyrimo atliekamus

{teikta 2016 10 22
Priimta 2016 11 23

vaidmenis edukologijos teorijos ir praktikos lauke.
Mes identifikavome deSimt skirtingy tarptautinio
15-meciy tyrimo vaidmeny: PISA kaip globaliza-
cijos simbolis, PISA kaip neoliberalizmo apraiska
Svietime, PISA kaip metodologiné kontroversija,
PISA kaip tyrimo duomeny bazé, PISA kaip §vietimo
pasiekimy matavimo priemoné, PISA kaip reitinga-
vimo sistema, PISA kaip reklamos budas, PISA kaip
baudziamoji priemoné, PISA kaip verslas ir PISA
kaip Svietimo politikos formavimo instrumentas. Pa-
grindiné iSvada, prie kurios pri¢jome, skamba taip:
skirtingy interesy grupiy atstovai, sickdami savo
tiksly arba norédami apginti savo interesus, turéty
démesingiau ir selektyviau pasitelkti i pagalba skir-
tingus PISA tyrimo aspektus. Vieni tyrimo aspektai
jiems gali bati labiau naudingi ar patrauklis, kiti —
maziau, tatiau vargu ar jmanoma ignoruoti pati PISA
tyrimo fenomena, neabejotinai turintj didelj poveiki
Siuolaikinio §vietimo raidai.

Pagrindiniai ZodZiai: Tarptautinio moksleiviy
vertinimo programa (PISA), globalizacija, neolibe-
ralizmo ideologija, $vietimo pasiekimy matavimas,
reitingavimas, politikos formavimas.
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Santrauka. Straipsnyje pristatomos Lietuvos bendrojo ugdymo turinio (toliau — UT) formavimo
tendencijos, j jas Zvelgiant kaip j tarptautiniy tyrimy nulemtus pokycius. Teoriniu pagrindu anali-
zuojamas Svietimas atsiZvelgiant j globalizacijos kontekstq. Pateikiama UT veikianciy jégy - tarp-
tautiniy organizacijy apZvalga. Gilinamasi j EBPO vykdomaq tarptautinj penkiolikmeciy pasiekimy
tyrimq (PISA) bei jo jtakq uZsienio valstybiy Svietimo sistemoms. Remiantis pusiau strukturuoto
eksperty interviu metu surinkty duomeny analize ir teorine tyrimo dalimi, identifikuojama tarp-
tautiniy tyrimy jtaka Lietuvos bendrajam UT. ISvadose teigiama, kad dél tarptautiniy lyginamyjy
tyrimy koncentruojantis j aukstus pasiekimus ir jgadzius su gamyba susijusiose disciplinose, Lietu-
vos bendrasis ugdymo turinys siauréja, taip atsitraukdamas nuo svietimo kaip holistinio socialinés
sanglaudos stiprinimo ir visuomenés gerovés didinimo Saltinio. Atsizvelgiant j tai, keltini pagrjsti
Lietuvos Svietimo politikos kryptingumo klausimai.

Pagrindiniai Zodziai: ugdymo turinys, globalizacija, tarptautiniai lyginamieji tyrimai, EBPO, PISA.

Pasauliniu mastu Svietéjai, kalbédami apie
bendrojo ugdymo mokyklas, teigia, kad
reikia puoseléti { mokinio asmenybés vys-
tyma orientuota mokyma ir skatinti demo-
kratiska, aktyvy dalyvavima klasése, mazy
bendradarbiaujan¢iy mokymo grupiy, pro-
jekty ir vaiko pomégius pabrézianciy di-
alogisky patir¢iy vystyma. Tac¢iau tuo pat
metu daznai tose paciose Salyse Svietimo
politiky vykdomos reformos, kuriomis sie-
kiama diegti turinio standartus ir reikalau-
jama pamatuojamy rezultaty ir konkreciy
igtdziy.

Lietuvai integruojantis i globaly pa-
saulio konteksta didéja ir tarptautiniy
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organizacijy itaka jai. Vis dazniau vals-
tybés Svietimo erdvéje linksniuojami
tarptautiniy tyrimy pavadinimai PISA,
TIMSS, PIRLS. Salis hierarchitkai rei-
tinguojancios lentelés ziniasklaidos ir
politiky vertinamos kaip ,,aukso standar-
tas®, del to daZnai nacionaliniai ugdymo
turinio ypatumai, vertybés ir prioritetai
bilina perkonstruojami. Mokymo turinyje
integruojamos verslo temos ir plinta tech-
niniy ziniy svarba, o tarptautiniy tyrimy
standartiniy testy rezultatai tampa koky-
bés rodikliu strateginiuose Salies doku-
mentuose. Tai, kas matuojama, tampa tuo,
kas vertinga. Ir tai kelia susir@ipinima Lie-



tuvos ugdymo turinio formavimo politika
ir lemia probleminiy klausimy aktualuma,
kurj, remdamiesi tyrimu, aptarsime Siame
straipsnyje.

Tyrimo objektas —bendrojo ugdymo tu-
rinio kaitos priklausomybé nuo globaliza-
cija skatinan¢iy jégu. Lietuvos Respubli-
kos §vietimo jstatymo (toliau — Svietimo
istatymas) 4 straipsnio 1 dalyje itvirtinta,
kad ugdymo turini sudaro tai, ko mokoma
ir mokomasi, kaip mokoma ir mokomasi,
kaip vertinama mokiniy pazanga ir pasie-
kimai, kokios mokymo ir mokymosi prie-
monés naudojamos!. Svietimo globaliza-
cija skatinan¢iomis jégomis savo darbe
laikysime tarptautines organizacijas ir ju
vykdoma tiesioging bei netiesioging Svie-
timo politika. I$ tokiy organizacijy, kaip
antai Pasaulio bankas, Pasaulio prekybos
organizacija (toliau — PPO), Tarptautinis
valiutos fondas (toliau — TVF), Europos
Sajunga (toliau — ES) ir Jungtinés Tau-
tos, daugiausia démesio skirsime tarptau-
tinius tyrimus atliekanc¢iai Ekonominio
bendradarbiavimo ir plétros organizacijai
(toliau — EBPO) (angl. Organisation for
Economic and Social Cooperation and
Development, OECD).

Straipsnio tikslas — iSanalizuoti Lietu-
vos bendrojo ugdymo turinio formavimo
tendencijas, i jas zvelgiant kaip { tarptauti-
niy tyrimy sukeltus poky¢ius. Darbe siek-
ta identifikuoti labiausiai ugdymo turini
veikianCias iSorines globalizacijos jégas,
iSnagrinéti tarptautiniy tyrimy itaka ugdy-
mo turiniui uzsienio Salyse ir Lietuvoje bei
istirti Lietuvos Svietimo eksperty pozitiri {
tai, kokia jtaka Lietuvos bendrojo ugdymo

I Lietuvos Respublikos §vietimo jstatymas.

turiniui turi dalyvavimas tarptautiniuose
lyginamuosiuose tyrimuose.

Straipsnyje remtasi kritine teorija ir
kritine pedagogika (Paulo Freire, Michael
Apple) bei diskurso analize (Norman Fair-
clough).

Metodika:

1. Moksliné literattiros analizé, metaana-
liz¢ ir sinteze.

2. Pusiau struktiruotas giluminis interviu
su Svietimo ekspertais.

3. Empirinio tyrimo duomeny analiz¢.

Ugdymo turinj veikiancios jégos

Globalus $vietimo kontekstas Siandien
neapsieina be susikoncentravusiy galios,
iStekliy ir bendrus naratyvus propaguo-
jan¢iy tarptautiniy organizacijy. Svietimo
politikos ekspertas R. Zelvys pazymi, kad,
~ekonomikos globalizacija pastaraisiais
desimtmeciais gerokai sumazino pavieniy
valstybiy galimybes savarankiskai priimti
politinius sprendimus daugelyje vieSojo
gyvenimo sri¢iy, tarp ju ir $vietimo* (Zel-
vys, 2009, p. 18).

IS itakingiausiy organizacijy galima
paminéti Pasaulio banka, EBPO, PPO ir
kt. Sios organizacijos daznai sugretinamos
dél savo panaSaus ekonominio pozitirio {
$vietima. Mokslingje literatiiroje gausu
sociologiniy tyrimy, siekianciy paaiskinti
Siuos atsirandancius darinius kaip §vietimo
koordinavimo mechanizmus ir jy svarba
keiciant nacionalines Svietimo gaires vals-
tybése (Robertson, 2010, p. 21). Transna-
cionalinés institucijos siekia, kad Svietimo
sistemos kurty labiausiai konkurencinga
ziniomis grista ekonomika pasaulyje (ES),
demonstruoty aukstus pasiekimus ir igili-
dzius su gamyba susijusiose disciplinose
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(EBPO) ir koncentruotysi i zmogiskojo
kapitalo produkcija (Pasaulio bankas) ar
teikty ,,Svietimo paslaugas®, laisvai priei-
namas uzsienio investuotojams (PPO)
(Moutsios, 2010). Vieny $vietimo teoreti-
ky nuomone, Sios organizacijos pozityviai
prisideda prie bendros pasaulio visuome-
nés raidos. ,,Sio globalaus organizavi-
mosi struktiira ir jos iteisinimas smarkiai
palengvino aktyvios pasaulio visuomeneés
komponenty subtirima‘ (Meyer, Boli, Tho-
mas, Ramirez, 1997, p. 163). Jiems pries-
tarauja pokolonializmo? teorijos atstovai,
kurie pabrézia organizacijy neoliberalia, ju
nuomone, provakarietiska pozicijg ir mano
jas esant neokolonializmo jrankiais.
Siekdami suprasti, kokius mechanizmus
pasitelkusios
igyja galia lemti, kas Svietimui yra svarbu,
matome iki Siol neregéta tarptautiniy lygi-

tarptautinés — organizacijos

namyjy testy svarbos fenomenag (Meyer,
Benavot, 2013; Rizvi, Lingard, 2010; Sel-
lar, Lingard, 2013). Lyginamojo Svietimo
teoretikai C. Morgan ir A. Shahjahn savo
analizéje tvirtina, kad plinta tarptautiniy or-
ganizacijy Svietimo rodikliy konstravimas
remiantis tyrimais grista Svietimo kultira,

2 Viena i§ $vietimo globalizacijos interpretavimo
minties mokykly. Pokolonializmo teorija gretinama su
kritinés pedagogikos teorija. Pasak jos, po Antrojo pa-
saulinio karo, i8irus kolonijinéms imperijoms, Vakarai
platina savo $vietimo modelj kaip pagrindini kultari-
nio imperializmo irankj (Carnoy, 1974; Spring, 1998,
2006; Willinsky, 1998). Pokolonializmas {tvirtinamas
per NVO, transnacionalines korporacijas ir laisvosios
prekybos susitarimus. Pasak §iy teoretiky, pagrindinés
vietimo globalizacijos iSraiskos yra rinkos ekonomika,
zmogiSkojo kapitalo diegimas ir neoliberalios mokykly
reformos. Ir visa tai tik turtingyjy valstybiy ir internacio-
naliniy korporacijy labui. Sios kritinés minties atstovy
nuomone, toks Svietimas yra tik ekonominé investicija,
kurios tikslas kurti darbo jéga internacionalinéms kor-
poracijoms (Spring, 2015, p. 11).
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kuri jteisina lyginamuosius duomenis kaip
politing priemong §vietimo sistemoms val-
dyti. Eksperty teigimu, politikos formuoto-
jai vis labiau pasikliauja lyginamyjy tyrimy
duomenimis vykdydami $vietimo reformas,
taip atiduodami politing valdzia i§ nacio-
nalinés | virSnacionaling arena (Morgan,
Shahjahan, 2014, p. 192).

Atsizvelgdami { besikeiianti turini
savo démes] Siame darbe telksime i di-
dziausig jtaka tam tikry Saliy Svietimo sis-
temoms darancig organizacija — EBPO.

Ekonominio bendradarbiavimo
ir plétros organizacija (EBPO)
ir tarptautinis penkiolikmeciy
tyrimas (PISA)

Vienu i§ pirmyjuy smuiky globalaus Svie-
timo klausimais $iandien ,,groja“ EBPO —
Ekonominio bendradarbiavimo ir plétros
organizacija (placiau apie organizacija
http://www.oecd.org/about/). Tarp gausy-
bés organizacijos atlieckamy edukologiniy
tyrimy iSsiskiria ambicingiausias ir di-
dziausia atgarsi sukeliantis tyrimas EBPO
PISA — tarptautinis penkiolikmeciy tyri-
mas, nagrin¢jantis moksleiviy skaitymo,
matematikos ir gamtos moksly pasieki-
mus, juos formuojancius veiksnius ir kt.
(placiau apie tyrima https.//www.oecd.org/
pisa/aboutpisa/). Nors i§ pirmo zvilgsnio
atliekami Saliy Svietimo sistemy lygina-
mieji tyrimai tiesiogiai nesusij¢ su UT,
Siandien matomas didelj teoretiky susido-
méjima keliantis ,,PISA efektas®. Jis pasi-
reiSkia valstybiy pastangomis kuo geriau
pasirodyti tyrimuose. Svarstoma, kokia
itaka tai daro ugdymo turiniui.
Tarptautiniy lyginamyjy tyrimy jtaka
lokaliam §vietimui yra didelio mokslinin-



ku susidoméjimo objektas. Ekspertai su-
taria, kad vyriausybés, matydamos kitaip
arba geriau uz save pasirodziusias Salis,
daro pakeitimy savo Svietimo politikoje.
Tyréjy isitikinimu, net paciy lyginimy ir
testavimy forma savaime keicia suprati-
ma, kas yra, kaip organizuojamas ir valdo-
mas ugdymo turinys (Yates, Young, 2010,
p- 5). Edukologai pazymi, kad nuo tada,
kai pradéti didelio masto mokiniy pasie-
kimy tyrimai (1960 m.), vis daugiau edu-
kaciniy lyginimy daugmaz standartizuoti,
rezultatai pateikiami reitingy lentelémis, o
lyginimo vienetai (dazniausiai, bet ne visa-
da — nacionalinés valstybés) iSrikiuojami
hierarchine tvarka. Tai uzdegé zalig Sviesa
visiSkai naujai ,,lyginamyju lenteliy poli-
tikai“ (Steiner-Khamsi 2003), arba ,,val-
dymui lyginant® (Novoa, Yariv-Mashal,
2003), taip kuriant normatyvini spaudima
dalyvaujanc¢ioms Salims siekti konkrecios
rusies Svietimo reformy (Waldow, Taka-
yama, Sung, 2014). Mokslininkai pazy-
mi, kad ,tarptautiniy organizaciju itaka
pasireiSkia kintamomis nacionalinémis
ugdymo programomis ir bitinybe ugdy-
mo turinio formuotojams bei mokytojams
prisitaikyti prie naujy lyginamyjy tyrimy,
testavimy ir tarptautiniy reitingavimo sis-
temy, pavyzdziui, EBPO PISA* (Young,
Yates, 2010, p. 4).

Kokio masto itaka Svietimo sistemoms
daro §i organizacija, rodo jos pacios at-
liktas tyrimas. 2012 m. EBPO, norédama
iSsiaiskinti, kokia itaka tam tikry Saliy po-
litiniams Svietimo sprendimams daro PISA
penkiolikmeciy tyrimo rezultatai, apklausé
37 EBPO salis nares ir partneres. Paais-
kéjo, kad PISA daugelyje ekonomiky yra
svarbus elementas, veikiantis nacionalinio
lygio $vietimo politika. Tyrimo jrodymai

byloja, kad PISA naudojamas integruojant
ja 1 nacionalines §vietimo gaires bei verti-
nimo ir egzaminavimo praktikas, standar-
tizuojant turinj ir formuojant veiklos tiks-
lus. Yra jrodymy, kad PISA tyrimai turi
potencija ,,apibrézti“ politines problemas
ir nustatyti tolesniy diskusiju krypti tiek
visuomeniniu, tiek valstybiniu lygmeniu
(Breakspear, 2012, p. 27). Perzengdamas
iSorinio Svietimo veiklos vertinimo slenks-
ti, PISA isitvirtina kaip nacionalinis pa-
siekimy vertinimo jrankis. Salims, kurios
anksciau netur¢jo nacionaliniy pasiekimy
vertinimo sistemy, tokia tampa PISA, o
Salyse, turinc¢iose savo baigiamuosius ver-
tinimus, PISA rezultatai papildo jau turi-
mus duomenis ir leidzia palyginti juos su
tarptautiniais rodikliais. Tyrime parodo-
ma, kad daug Saliy mané esant reikSmin-
gomis ir tikslingai sieké jtraukti PISA tipo
kompetencijas i perdarytas nacionalines
ugdymo programas ir standartus. Tyri-
mo ataskaitoje pabréziama, kad ryskéja
PISA, kaip iSorinio globalaus standarto,
vaidmuo, pagal kurj Salys nustato Svie-
timo sistemy tikslus ir vertina pastaryjy
pazanga. Pazymima, kad PISA normos
priimamos tiek Saliy / ekonomiky lygiu,
tiek ir vir§valstybiniy organizaciju, tokiy
kaip ES (Europos Komisija strateginiame
dokumente ,.Svietimas ir mokymas 2020
(Education and Training 2020) pabrézia,
kad remiantis PISA pasiekimy lygmeni-
mis keliamas tikslas, kad nepasiekusiyju
antrojo lygmens mokiniy biity maziau nei
15 proc.), taip pat verta paminéti, kad net
18 Saliy jau oficialiai jtraukia PISA pasie-
kimy lygmenis ir rodiklius { savo nacio-
nalinius ar subnacionalinius dokumentus,
plétros strategijas ir kt. (Breakspear, 2012,
p. 28). Nesuklystume padarg prielaida, kad
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per pastaruosius metus padidéjus PISA ty-
rime dalyvaujanciy Saliy skaiciui padidéjo
ir jtraukusiyjy PISA pasiekimy lygmenis ir
rodiklius i nacionalinius dokumentus. Tarp
tokiy Saliy yra ir Lietuva.

EBPO PISA lyginamyjy tyrimy
paskatintos reformos
(Vokietija, Japonija, Danija)

Kaip teigia tyr¢jai Philipp Knodel, Kers-
tin Martens ir Dennis Niemann, nuo pra-
¢jusio Simtmecio asStuntojo deSimtmecio
Vokietijoje nereformuotas Svietimas tiks-
tantmecio pradzioje sulauké ,,esminiy™ ir
,»milzinisky“ poky¢iy. Edukologu nuo-
mone, pokyciai buvo tiesioginé reakcija
1,,PISA Soka“, sugriovusi Vokietijos kaip
Svietimo lyderés jvaizdi. Autoriai jrodiné-
ja, kad ,,EBPO sukiiré spaudima Vokietijai
reformuoti vidurinio i$silavinimo sistema
perorientuojant ja | ekonoming paradigma,
kuri buvo pateikiama kaip zadanti geres-
niy rezultaty, didesni nacionalinj ir indivi-
dualy produktyvuma, taip pat atsitraukiant
nuo Svietimo kaip holistinio socialinés
sanglaudos stiprinimo ir individy gerovés
didinimo idéjos“ (Knodel, Martens, Nie-
mann, 2013, p. 426). Svietimo kokybés
gerinimo ir uztikrinimo metodai, vertini-
mo biidy diegimas, diagnostiniy mokytojuy
igidziy gerinimas, edukaciniy standarty
Ivedimas ir stebéseng atlickancios centri-
nés agenturos isteigimas trumpai apibudi-
namas kaip ,.,empirinis posiikis®, kuris yra
didelis Vokietijos $vietimo politikos poky-
tis. Tyréjai pabrézia, kad iki ,,PISA Soko*
buvo grieztai kontroliuojamas mokymo
turinys, o dabar pereita prie iSmatuojamy
kompetencijy, kurias mokinys privalés pa-
rodyti per standartizuota vertinima (Kno-
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del, Martens, Niemann, 2013, p. 430).
Vokiskoji didaktiné tradicija, teigianti, kad
egzaminavimas turi stiprig neigiama itaka
mokymo turiniui, metodams ir pedago-
giniam stiliui, buvo radikaliai nutraukta
ivedant patikrinimus pagal mokymo stan-
dartus. Tyréjai nuogastauja, kad tai lems
mokyma ,,pagal vadoveli“, kuris kazin ar
prisidés prie aukstesnés kokybeés.

Po to, kai dosniai finansuojama Danijos
Svietimo sistema PISA tyrimuose pasieké
tik vidutiniy rezultaty, visuomengje kilo
diskusiju, sukélusiy jvairiy politiniy refor-
muy, iskaitant strategijas, skirtas sustiprinti
nacionalinj vertinima ir egzaminavima bei
pagalba socioekonomiskai nepalankioje
padétyje esantiems ir imigranty moki-
niams (Egelund, 2008). Tyréja Maja Plum
pazymi, kad po pirmosios PISA (2000 m.)
ataskaitos ir tarptautiniy tyrimy sukelto
,,50k0* bendrojo lavinimo mokykly ista-
tymas sulauké 28 pataisy (Plum, 2014,
p. 577). Negana to, po vélesniy PISA ty-
rimy pasikeité ikimokyklinio ir prieSmo-
kyklinio ugdymo reikalavimai itvirtinant
juos kaip svarby Ziniy visuomenés ir Zzmo-
giskojo kapitalo vardikli. Dany lopseliai ir
darzeliai privalgjo skirti daugiau démesio
mokymui (o ne aukléjimui ar prieZitirai).
Kiekviena Danijos ikimokyklinio ugdy-
mo {staiga turéjo nurodyti aiskius tikslus,
metodus ir jvertinimo priemones, pade-
monstruosiancias, ar jos kasdienés veiklos
atitinka standartus keliamus Sesiose vaiko
vystymosi srityse: asmeninés kompeten-
cijos, socialinés kompetencijos, mokslo,
kalbinés kompetencijos, judesio ir kiino
valdymo kompetencijos bei kulttiriniy ver-
tybiy srityje (Plum, 2014, p. 571).

Japonija taip pat galima priskirti prie
Saliy, kurios buvo sukréstos ,,PISA Soko*,



po kurio vyko politinés §vietimo reformos.
I§ pirmaujancios pozicijos PISA 2000 m.
smarkiai nukritusi PISA 2003 m. Japonija,
tyréjos Keita Takayama teigimu, pasijuto
lyg krizéje, kuri inspiravo audringus vie-
Sus ir politinius debatus. Svietimo minis-
terijos sprendimas buvo atnaujinti nacio-
nalinius baigiamuosius egzaminus | juos
itraukiant PISA konstrukto uzduotis, taip
pat ivesti standartizuotus akademinius tes-
tus 6 ir 9 klasése, kuriose mokiniai daly-
vauja savanoriSkai. Testuojama tai, kas ir
PISA tyrimuose — skaitymo, matematinis
ir gamtamokslinis rastingumas (Takaya-
ma, 2013).

EBPO PISA ir Lietuva

1L EBPO PISA tyrima Lietuva jsitrauké 2004
metais. PISA 2006 tyrimo ciklas jvykdy-
tas — 197 mokyklose, PISA 2009 tyrimo
ciklas — 197 mokyklose, PISA 2012 tyri-
mo ciklas — 216 mokykly, PISA 2015 ty-
rimo ciklas — 311 mokykly. Kiekvieng ty-
rimo cikla dalyvavo per 4 500 mokiniy i$
lietuvisky, lenkisky bei rusisky bendrojo
lavinimo ir profesiniy mokykly, mokykly
direktoriai, mokiniy tévai. Siuo metu Lietu-
va dalyvauja 2015 mety cikle (Nacionalinis
egzaminy centras).

Kokio svarbumo Lietuvos Svietimo
politikams yra PISA, galime sprgsti per-
zvelge strateginius dokumentus. Pavyz-
dziui, Valstybinéje Svietimo 2013-2022
mety strategijoje pirmasis tikslas yra ,,pa-
versti Lietuvos $vietima tvariu pagrindu
valstybés gerovés kélimui, verzliam ir
savarankiSkam zmogui, atsakingai ir so-
lidariai kurian¢iam savo, valstybés ir pa-
saulio ateit{* (Lietuvos Respublikos Sei-
mas, 2013, p. 2), o tai bus vertinama PISA

rodikliu (Lietuvos Respublikos Seimas,
2013, p. 2). Svarbus vaidmuo PISA tenka
ir Lietuvos pazangos strategijoje ,,Lietuva
2030%, kurioje, kaip ir pirmiau minétame
dokumente, numatomas siekinys ,,moki-
niy, atitinkan¢iy bent 3 (i§ 6) mokymo-
si pasiekimy lygi, dalis pagal Tarptautini
penkiolikmeciy tyrima (PISA)“ (Lietuvos
pazangos strategija ,,Lietuva 2030%). Taip
pat 2014-2020 mety nacionalinéje paZzan-
gos programoje randame PISA rodiklius,
kuriais vadovaujamasi ir Lietuvos Respub-
likos Vyriausybés 20122016 m. progra-
mos jgyvendinimo prioritetiniy priemo-
niy sarase, kur kaip vienas i§ svarbiausiy
$vietimo ir mokslo rezultaty ivardijama
,larptautiniuvose OECD PISA tyrimuose
pasiekusiy bent 3 skaitymo lygi 15 mety
mokiniy dalis (procentai): 2012 m. — 45 %
<..>2016 m.—47 %" (Lietuvos Respubli-
kos Vyriausybé, 2013).

Konkretiis skai¢iai strateginiuose do-
kumentuose i§ popieriaus perauga i prak-
tinius nacionaliniy $vietimo ministerijy
veiksmus. Lietuvos Svietimo horizonte
tokiy veiksmy apstu. Prag¢jus metams po
pirmojo PISA 2004 m. ciklo paskelbta3
apie iSorinio mokykly auditavimo agen-
tiros ,,Nacionalinés mokykly vertinimo
agenttros® isteigima. Kad PISA tyrimai
kei¢ia ir Lietuvos ugdymo turinio reljefa,
galime pastebéti ir skaitydami NEC svetai-
néje skelbiamas tyrimy ataskaitas ir antri-
nes analizes. EBPO PISA 2006 m. tyrimo
antrinés analizés rekomendacijose pazy-
mima, kad PISA tyrimo orientacija néra
iprasta Lietuvos mokytojams (OECD PISA

3 Lietuvos Respublikos $vietimo ir mokslo minis-
tras, isakymas dél Nacionalinés mokykly vertinimo
agentliros steigimo ir nuostaty tvirtinimo 2005 m. gruo-
dzio 30 d. nr. isak-2683, Vilnius.
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tyrimo filosofija ir 2006 m. tyrimo antriné
duomeny analizé, 2011). Kitose tyrimo
ataskaitose teigiama, kad, siekiant page-
rinti matematinius pasiekimus ,,numatoma
iSleisti leidini mokytojams su pavyzdiné-
mis PISA tyrimo skaitymo gebéjimy uz-
duotimis, vertinimo instrukcijomis bei ty
uzduodiy statistika. Tokiu biidu mokytojai
galéty pateikti uzduotis savo mokiniams*
(Dudaite, 2007, p. 93; 2010, p. 79). Sie
leidiniai, tai po tarptautiniy tyrimy pasiro-
dantys ,,PISA raStingumo uzduociy pavyz-
dziai“, be ju, pedagogai taip pat skatina-
mi specialiais mokymais ir kvalifikacijos
keélimosi kursais: ,,Metodinés medziagos
»Matematikos probleminiai uzdaviniai®
parengimas, vadovaujantis PISA tyrimuy
ataskaity rekomendacijomis® (Lietuvos
matematikos mokytoju asociacija, 2014);
taip pat mokytojai raginami prisidéti prie
PISA tipo uzduociy kiirimo: ,,KvieCiame
kiirybingus mokytojus dalyvauti konkurse
»UZduoties kodas* kuriant i{domias ir pras-
mingas uzduotis mokiniy problemy spren-
dimo gebéjimams ugdyti.” Prie dokumen-
ty, su kuriais privalo susipazinti uzduoc¢iy
karéjai ,,5 priedas?. Problemos sprendimo
kompetencijos apibiidinimas pagal PISA
2012 (Ugdymo plétotés centras. Rengi-
niai, 2014), 1 seminarus kvieCiami ne tik
Svietéjai profesionalai, bet ir privatus sek-
torius — vadovéliy ir mokymo priemoniy
leidéjai: ,,Seminaras OECD PISA §vietimo
tarptautinio tyrimo pamokos; PISA tyrimo
rezultatai ir vadovéliy tobulinimo gairés®

4 Problemy sprendimo struktiira (versta i§ PISA
(2012): Assessment and Analytical Framework. Mathe-
matics, reading, science, problemsolving and financial
literacy). Prieiga per interneta: <http://www.upc.smm.
It/naujienos/pisa/kodas/5_priedas_Problemos_sprendi-
mo_kompetencijos_apibudinimas.pdf>. [Zitréta 2015-
05-08].
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(Ugdymo plétotés centras, 2011), arba:
,Svietimo ir mokslo ministerija ir Ugdy-
mo plétotés centras nuo 2014 m. rugséjo
10 d. pradeda organizuoti mokymus va-
dovéliy ir kity mokymo priemoniy auto-
riams, vertintojams ir leidéjams ,,Lietuvos
penkiolikmeciy pasiekimai tarptautiniuose
tyrimuose — esama situacija ir perspekty-
va mokymosi priemoniy aspektu* (UPC,
2014).

Kaip svarby ugdymo turinio aspekta
reikeéty jvardyti kintama matematinio ras-
tingumo apibrézima. Nacionalinio egza-
miny centro praneSime spaudai® tvirtina-
ma: ,,PISA tyrimas akcentuoja ne mokiniy
gebéjima atkurti zinias, o gebéjima tomis
ziniomis naudotis* (Stundza, 2013). Nau-
dojama ir praktiskai pritaikoma realiomis
gyvenimo situacijomis matematika, kity
eksperty nuomone, yra suprimityvinama.
Profesorius Rimantas NorvaiSa svarsto:
,Kai Svietimo sistemos kokybés rodikliu
tampa konkretus skaicius, tai daroma vis-
kas, kad biity pasiektas nustatytas rodiklis.
Tokiam tikslui pasiekti visai nebiitina siek-
ti ugdyti loginio samprotavimo tikslumo
matematikos pamokose. Pakanka treniruo-
ti moksleivius sprendziant ,,realius uzda-
vinius® (Norvaisa, 2014). Bandant pasiekti
strateginiuose dokumentuose numatyty
tiksly, t. y. mazinti prastai mokanc¢iyjy ma-
tematika (nepasiekusiyjy antrojo matema-
tikos rastingumo lygio pagal PISA), SMM
rimtai aptarinéjamas ,,Matematinis rastin-
gumas PISA tyrimy pagrindu“®, ekspertas

5 Mindaugas StundZa (2013). Penkiolikmeciy ma-
tematinio, gamtamokslinio rastingumo ir skaitymo ge-
béjimy. Prieiga per interneta: < http://nec.lt/failai/3953
OECD_PISA2012 pranesimas_spaudai 2013 12 03.
pdf >, [Zitréta 2015-04-08].

6 Svietimo problemos analizé. Matematinis ras-
tingumas PISA tyrimy pagrindu. Prieiga per interneta:



nuogastauja: ,,[PISA matematikos] apibii-
dinimo pagrindiné mintis ai$ki — pasaulio
ir kasdienés aplinkos pazinimas naudojant
matematika yra vienintelis matematinio
ugdymo tikslas. Nattiralu, kad tokio tiks-
lo siekia tarptautiné ekonominio pobtdzio
organizacija OECD. Bet visiskai nepatei-
sinama, kad tokiu tikslu apsiriboja nacio-
naliné valstybeé, kuri turéty riipintis ilgalai-
kiais ekonominio ir kultiirinio vystymosi
tikslais. Miisy pasirinkima iliustruojantis
pavyzdys — arba galima mokytis tik vai-
ruoti masing, arba galima dar ir bandyti
suprasti bendriausius masinos veikimo
principus® (Norvaisa, 2015).

2014 m. rugpjucio 26 d. vyko Svietimo
ir mokslo ministro spaudos konferenci-
ja apie naujy mokslo mety aktualijas bei
savivaldybiy administracijuy Svietimo pa-
daliniy vadovy konferencija ., Svietimo
prieinamumas ir lygios galimybés — i880-
kiai uztikrinant kokybg®. Konferencijo-
je tuometis Svietimo ir mokslo ministras
prof. Dainius Pavalkis, grisdamas priva-
loma ikimokyklinio ugdymo ijteisinima,
rémeési tarptautiniais lyginamaisiais tyri-
mais. Citatos i§ ministro skaidriy: ,,OECD:
Ikimokyklinis ir prieSmokyklinis ugdymas
daro teigiama poveiki vaiky tolesnei so-
cialinei ir emocinei raidai, mokiniy pa-
siekimams, iSkritimo i§ mokyklos rizikos
mazinimui; PIRLS: Pasiekimams didziau-
sig itaka turi tiek socialinis ekonominis
kontekstas, tiek dalyvavimas ankstyvaja-
me ugdyme; PISA: Nustatytas tiesioginis
rySys tarp pasiekimy ir dalyvavimo pries-
mokyklinio ugdymo programose* (Paval-

<http://www.nmva.smm.lt/wp--content/uploads/2012
/12/575_1558e29fc5¢98354b8da8731¢cc505362.pdf>.
[Zitréta 2015-04-08].

kis, 2014, p. 5). Be to, ministras nurodé,
kad jau parengtos ir Sio ankstyvojo ugdy-
mo vertinimo sistemos, kokybés kriterijai
ir gairés (Pavalkis, 2014, p. 7). Mokslo
mety trukmé, pasak ministro, taip pat tu-
réty buti ilginama remiantis tarptautiniy
lyginamuyjy tyrimy atskleistu ,,reikSmingu
sarysiu tarp mokymosi pasiekimy ir mo-
kymosi trukmés“ (p. 8). Atskira démesi
D. Pavalkis skyré suderinti standartizuoto
vertinimo sistemai, kuri prasideda antroje
klaséje kaip ,,diagnostinis jrankis®, trunka
4, 6, 8 klasése kaip standartizuoti ir tarp-
tautiniai testai, 10 klasé¢je PUPP (Pagrindi-
nio ugdymo pasiekimuy patikrinimo) forma
ir galiausiai 12 klaséje brandos egzaminy
pavidalu.

Atlikus Lietuvos S$vietimo sistemos
dokumenty ir informacijos Saltiniy pir-
ming analiz¢ galima teigti, kad Lietuva,
palyginti su kitomis tirtomis valstybémis,
kuriose po prasto pasirodymo PISA tyri-
me {vykdavo panaSaus pobiidzio Svietimo
kaita, imasi analogiSky veiksmy. ISma-
tuojamy kompetencijy svarbos augimas,
PISA tyrimo rodikliy jtraukimas | naciona-
linius strateginius dokumentus, matemati-
kos ir gamtamoksliy discipliny projekty
plétra, PISA konstrukto uzduociy jtrauki-
mas | nacionalinius pasiekimy vertinimus,
tyrimo duomeny naudojimas atskaitingu-
mo ir kokybés kontrolés mechanizmams
diegti, galima teigti, yra PISA tyrimo ins-
piruotos reformos, pasireiskian¢ios ne tik
uzsienyje, bet ir Lietuvoje. Remiantis Sia
priclaida kyla pagristy klausimy dél Lie-
tuvos Svietimo politikos kryptingumo, jos
formuojamo ugdymo turinio orientacijos
ir savarankiSkumo. Atsakymams { Siuos
klausimus reikia iSsamesnés analizés, ku-
rig atliksime pasitelkdami empirinj tyri-

25



ma — pusiau strukttiruota gilumini eksper-
ty interviu.

Empirinio tyrimo metodologija

Tyrimo tikslas — remiantis ekspertinémis
nuomonémis istirti, kokia jtaka bendrajam
ugdymo turiniui daro tarptautiniai tyrimai,
vykdomi Lietuvoje. Interviu metu iSais-
kinta jtaka, jos iSraiSkos ir pozymiai leis
tvardyti ugdymo turinio kaitos tendenci-
jas, priklausomas nuo tarptautiniy tyrimuy.

Tyrimo metodai. Atliekant tyrima buvo
remtasi Kenneth Bailey, Palena Neale, Joe
Kincheloe, Kathleen Berry, Kestucio Kar-
delio metodologiniais sitilymais. Tyrimas
vykdytas remiantis pusiau struktiiruoto
giluminio interviu metodu, informantams
pateikiant orientacinius, bendro pobiidzio
klausimus.

Tyrimo dalyviai. Tyrimo dalyviais pa-
sirinkome Svietimo sistemoje daugiau nei
desimt mety dirbancius arba pedagogo
eksperto kvalifikacija turincius specialis-
tus, kurivos galima jvardyti §vietimo eks-
pertais. Bitina salyga, kad dalyviy darbas
biity susijegs su tyrimo objektais — bendro-
jo ugdymo turiniu ir jam daranciais itaka
veiksniais.

Atrinkdami tyrimo dalyvius, siekéme,
kad kiekvienas informantas suteikty papil-
domos informacijos apie tiriama objekta.
Pasirinkimo kriterijus buvo sasajos su ug-
dymo turiniu ir ji lemianciais veiksniais
(patirtis jgyvendinant, kuriant, vertinant
ugdymo turinj).

Du respondentai yra Ugdymo plétotés
centro darbuotojai, du universitety désty-
tojai, vienas Seimo mokslo ir kultiiros ko-
miteto darbuotojas ir vienas progimnazijos
vadovas.
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Tyrimo proceso organizavimas

Duomenys rinkti vykdant pusiau struk-

tiruotg interviu. Informantai — Svietimo

ekspertai, einantys skirtingas pareigas
ivairiose Svietimo institucijose. Ekspertai
prie$ susitikima sutartoje vietoje ir laiku
btidavo trumpai supazindinami su tyrimo
tema, bet, stengiantis apsaugoti tyrimg nuo
galimy paklaidy dél tyréjo nuomonés ar
pozitirio { tiriamus reiskinius, smulkesné
informacija apie teoring darbo dali nebuvo
atskleista. Dél tos pacios priezasties infor-
mantams blidavo garantuojamas ir anoni-
miskumas. Interviu trukdavo nuo 45 min.
iki 1,5 valandos.

Tyrimo duomeny analizé atlikta re-
miantis Siomis stadijomis:

» Atviras kodavimas — ieSkota prasmin-
gu duomeny sasaju, duomenys grupuo-
ti { pirmines kategorijas (subkategori-
jas).

* ASinis kodavimas — besiformuojancios
subkategorijos, sujungtos i kategorijas.

» Atrankinis kodavimas — apraSytas teks-
tas, kuriame paaiskintos kategorijy sa-
sajos.

Duomeny kodavimas, kategorizavimas
ir generalizavimas vykdytas programa

MAXDQAI11.

Ugdymo turinio kaitos prieZastys

Ekspertams pasakojant apie Lietuvos ben-
draji ugdymo turini, jo krypti ir kaita buvo
minimos ivairios UT veikiancios jégos ir
organizacijos. PapraSyti pasakyti savo nuo-
mong placiau informantai, priklausomai
nuo einamuy pareigy ir profesinés patirties,
nurod¢ jvairias jégas, tiesiogiai ir netiesio-
giai darancias jtaka ugdymo turiniui.



Svietimo eksperty i§sakytos ugdymo turi-
nj veikiancios jégos

<...> dabar labai dairomasi , kq daro
kiti? . Deklaruojami tie patys didieji tiks-
lai, o jau ten konkreciai, tai kiekvienas jvai-
riai elgiasi. Reikia pripazinti, kad maziau
galvojama savo galva, o daugiau tiesiog
zigrima kaip kokie ten skotai, kaip kokie
velsieciai <...> Visos Salys savaip spren-
lietuviskai: labai stropiai puola vykdyti bet
kuriq direktyvq, labai nekritiskai priima
tuos pageidavimus, einancius is Briuselio
ar OECD ar is kity organizacijy (E1).

<...> viskq reguliuoja galiy centrai, ten tos
tarptautinés organizacijos, ¢ia biity banalu
vardinti kazkokius ar valiutos fondus, ar

asociacijas, ar tyrimy programas, viskas
pas mus yra aprasyta (E5).

IS to, su kuo kasdien susiduriame, tai
OECD, Europos Sqjungos struktiiros, ins-
titucijos, tai daro poveiki. Galy gale Tarp-
tautinis Valiutos Fondas daro jtakq (E2).

Labiausiai Lietuvos ugdymq veikia organi-
zacija OECD. Lietuva néra jos narys, bet
baisiausiai nori tapti tuo nariu <...> la-
biausiai stengiasi ir deda pastangas atitikti
tuos kriterijus, kuriuos ta organizacija savo
naréms kelia.<..> Pagrindinis biity PISA
tyrimas, atliekamas kas trejus metus (E3).

Ekspertai isskiria ugdymo turinio kaita
kaip nuo Lietuvos $vietimo sistemoje dir-
banciy individy noro ir valios priklausantj
procesa. Kalbant apie ugdymo turinio for-
mavima, E1 nuomone, vyksta kity Saliy
ugdymo programy ,,skolinimasis®, kuris
daznai priklauso nuo konkrec¢iy zmoniy: 7¢
ugdymo turing ne tik kad centrai gali valdy-
ti, bet jis priklauso net nuo atskiry zmoniy,
net bijau pasakyti, nuo vieno zmogaus gali
priklausyti (ES); Ir dél to viena programa
ten pagal Skotus, kita parasyta pagal kana-

diecius, trecia pagal...<...> negalvoja, ko
reikia konkreciai dabar Lietuvai ir miisy
vaikams ...(E1). Kita sprendimy priémimo
medalio pus¢ parodo E6, jis akcentuoja
bendry susitarimy kulttira ir jvairiy suin-
teresuoty Saliy jrraukimq j ugdymo turinio
klausimus. Nors, kaip i§ vélesnés infor-
manto kalbos matyti, tai kartais apsunkina
ir sulétina specialisty ir eksperty veikla:
,wverslas spaudzia ir atakuoja ministerijq.
(E6) Informanty minétos konkrecios orga-
nizacijos sutampa su teorinéje tyrimo daly-
je ivardytomis globaliomis $vietimo kaitos
jégomis. I$skirdami tarptautiniy organiza-
ciju lygmeni, ekspertai dazniausiai ming¢jo
Europos Sajunga (E1, E2, ES, E6), TVF
(E2, ES), EBPO (E1, E2, E3, ES, E6), bu-
tina pabrézti, kad informantas E4 ivardijo
Htarptautinius tyrimus, neminédamas kon-
krecios organizacijos ar pavadinimo. Kaip
rodo eksperty iSvardytos kaitos jégos, ofi-
cialus Lietuvos ugdymo turinys ne visada
formuojamas pasitarus su visuomene, bet
pastebima ir demokratiniy procesy.

Tarptautiniy lyginamyjy tyrimy
vertinimas
Visiems ekspertams minint EBPO ar tarp-
tautinius tyrimus kaip ugdymo turinio
kaitos veiksni, buvo papraSyta ijvertinti
Lietuvoje vykdomus tarptautinius lygina-
muosius tyrimus. Pasidoméjus informanty
nuomone apie tarptautiniy tyrimy, vykdo-
my Lietuvoje, metodologinius pranaSu-
mus ir trikumus, gauti $ie atsakymai:
Metodologiniai pranaSumai:
e didel¢ imtis (E2);
* galimybé palyginti save su kitomis
Salimis (E4, E6);
e galimybé analizuoti duomenis (E1,
Eo).
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Metodologiniai trikumai:

» uzduociy kokybé (E1, E3, ES);

» organizavimo trikumai (E5, E2);

» kultarinis saliskumas (E2, E3, ES);

» reitingavimas (E1, E2, E3, E4, ES,

Eo6).

Biitina pabrezti, kad dauguma infor-
manty, kalbédami apie tarptautinius lygi-
namuosius tyrimus, minéjo bitent EBPO
PISA penkiolikmeciy tyrima. Du ekspertai
papildomai mingjo ir kitus tyrimus — IEA
TIMSS (E3), IEA ICILS, OECD PIAAC
(E6). Didelés nuostabos tai nekelia, panasi
tendencija atsiskleidé ir teorinéje tyrimo
dalyje — PISA tyrimui skiriama daugiausia
démesio.

Yra dar toks TIMSS tyrimas, bet jis dau-
giau tiria matematinius gebéjimus. Jeigu
PISA tiria matematikos taikymo gebéji-
mus, tai TIMSS jau gilesnius tyrimus atlie-
ka, ir uzduotys yra labiau matematiskos.
Bet jie poveiki mazesnj turi. Tie tyrimai
daromi, bet niekad nesutikau, kad TIMSS
tyrimai dokumentuose atsispindéty. Cia
dar vienas jrodymas, kad miisy ugdymq
formuoja ne bet kokie tarptautiniai tyri-
mai, bet tie, kuriuos formuluoja OECD.
Kodél ne TIMSS, as nezinau, nors jis ma-
tematiniu pozitiriu mums bity palankes-
nis (E3).

ReikSminga tai, kad dauguma infor-
manty pastebimai placiau aptarinéjo tyri-
my trukumus, daznai vangiai svarstydami
apie pranaSumus. Dazniausiai ekspertai
kritikavo tyrimo uzduociy kokybg:

Vertinu labai kritiskai, nes esu psichologé.

Turéjau labai rimtq pasirengimq ir supra-

timq, kas yra tyrimai ir kaip jie ten padaro-

mi, kokie jie galéty biiti ir kokie jie turéty

biti ir kokius juos pavyksta padaryti, kai

biina riboti resursai ir jvairis kiti veiks-
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niai. AS ty vadinamyjy tyrimy tyrimais net
negaléciau pavadinti. Tai yra ne tyrimai,
tai yra testavimas, primityvus gana, dabar
stengiamasi truputi ji pamoderninti, bet vis
tiek tai yra testavimas, surenkami testy re-
zultatai, apdorojami statistiskai ir viskas.
Koks cia tyrimas? Na aisku, yra dar ir kitos
dalys, kurios leidzZia daryti koreliacijas. Tai
yra nuostabu, nes jau gali daryti analize,
kas nuo ko priklauso, kaip ten kas su kuo
susije (E1).

ISreikstas informanty ripestis ir organi-
zavimo skaidrumu. Skirtingi ekspertai tei-
g¢, kad tyrimy vykdymas ,,surezisuotas®,
dalyvaujancios mokyklos ,,parenkamos®
ir nebitinai atspindi tikrus statistinius dés-
ningumus (E2, ES). Trys ekspertai kves-
tionavo ir kaip svarby triikuma nurodé dél
globalaus tyrimo masto neiSvengiama kul-
tirinj tyrimo SaliSkuma.

Cia yra tokiy dalyky kaip skirtingi kultiiri-

niai dalykai. Jeigu nori kazkoki sudétinges-

ni uzdavinj formuluoti, tai kiekvienoje Saly-

Jje yra skirtingi niuansai, kaip suformuluoti

tq sqlyga, kad vienodai suprasty skirtingy
Saliy, ypac Azijos ir Europos, zmonés (E3).

Biitina pabrézti, kad vienas i§ eksperty,
priesingai nei visi kiti, nurod¢ PISA tyrimo
uzduotis kaip pranasuma:

Galiu pasakyti, kuo tas pats PISA tyrimas
patrauklus. Kai mes padaréme tuos sep-
tynis susitikimus ir tarémés dél kokybés
konstrukto tuose susitikimuose buvo isna-
grinétas tas PISA konstruktas, ne aklai, o
skiriant démesj, koks gi tas tyrimas is ti-
kryjy ir kq gi jis ten rodo. Tai labai stipriis
mechanizmai yra ne tik paciame tyrime su-
konstruoti kaip as supratau is visy disku-
Sijy su miisy zinovais, bet ir patys loginiai
konstruktai labai naudingi tolimesniam
miusy darbui (E6).



Tarptautiniy lyginamyjy tyrimy
poveikis ugdymo turiniui

Tarptautiniy tyrimy ir ugdymo turinio ry-
Sio veiksminguma patvirtina Sioje tyrimo
dalyje iSsakytos respondenty nuomongs.
Remdamiesi eksperty pozitriu iSskyréme
Sias pagrindines poveikio kryptis, kuriomis
tarptautiniai tyrimai keicia ugdymo turini:

+ kinta ugdymo turinys;

* pats ugdymo procesas;

* ugdymo tikslai;

* bendrojo ugdymo programos;

* ugdymo turinio savitumas.

Toliau atskleidziama, kaip informantai
tai pateikia.

Informanty nuomoné sutampa su teori-
néje Sio tyrimo dalyje i$skirta pozicija dél
netiesiogiai tarptautiniy tyrimy siaurinamo
ugdymo turinio, kai kasdien¢je ugdymo
veikloje pradedama koncentruotis ties tais
igidziais ar kognityviais geb¢jimais, kurie
tikrinami lyginamuosiuose tyrimuose.

Dar labiau fokusuotis j tai, kad mes turime
stengtis pagerinti tuos tyrimy, testavimy
rezultatus, tai reiskia dar labiau susiaurin-
ti. Kas ir yra baisiausia. Didysis testavimy
blogis yra tas, kad visiskai susiaurinamas
ugdymo turinys (E1).

E4 pazyméjo, kad galimai dél tarptauti-
niy tyrimy jtakos keic¢iama ir mokslo mety
trukmé:

Ugdymo turinio kaitos dalis yra kalbéjimas
apie mokslo mety ilginimq, apie tam tikrus
kosmetinius pakeitimus <...>.

Informantai atskleidé, kad ugdymo tu-
riniui kaip priemoné naudojamos tarptau-
tiniy tyrimy uzduotys, taip pat pabréziami
tie gebéjimai ir temos, kuriuos pedagogai
supranta kaip tarptautini ,,standarta”.

Cia panasiai kaip egzaminams ruoSiam
11-12 klaséje. Uzmirstame apie programas
ir ruosiam egzaminams. Tai dabar papildo-
mai ir astunty klasiy, penkiolikmeciai yra
ruosiami, kad gerai pasirodyty PISA tyri-
muose (E3).

Trys informantai apibiidino ir discipli-
nuojamaji tyrimy efekta. Disciplinuojamos
visos Svietimo sistemos grandys. Kokybés
gerinimu prisidengusi atskaitingumo sis-
tema reikalauja demonstruoti aukstus pa-
siekimus, o tai savo ruoztu negali neveikti
ugdymo turinio.

<...> jeigu jau yra tokie jrankiai, kurie lei-
dzZia pamatuoti ne tik vaiky, bet ir mokytojo
darbq, ir mokyklos darbg, ir Salies darbq,
tai tada zinoma, nuo Salies valdziy iki sa-
vivaldybiy iki mokyklos vady, iki mokytojy,
iki tévy, iki vaiky, visi nori pasirodyti kuo
geriau (E1).

Ekspertas E1 pabrézé savanoriskg run-
gimasi dél aukstesnés vietos tyrimo reitingy
lentelése. Tai sietina su zinomu reitingavi-
mo efektu, kai lyginant vienus subjektus
su kitais vyksta konkurencijos inspiruotas
lenktyniavimas. Kadangi né vienas i$ ran-
guojamy subjekty neturi galimybés nu-
lemti, kas bus matuojama ir lyginama, tai
sutampa su teorinéje Sio tyrimo dalyje ap-
raSytu reiSkiniu ,,lyginamuyjy lenteliy politi-
ka* (Steiner-Khamsi 2003), arba ,,valdymu
lyginant* (N6voa, Yariv-Mashal 2003).

Informantas E5 pabrézé kita reitingavi-
mo aspekta. Jo nuomone, nerodantys noro
lenktyniauti yra disciplinuojami teikiant
pagalba, taip pateikiant, kad reikia orien-
tuotis 1 auksStus pasiekimus konkreciose
srityse.

Ji mus suranguoja. Bet tai jégai mes paskui

visi tarnaujam. Ji nusileidzia iki manes per

tuos testus, o paskui isijungia visos admi-
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nistravimo jégos ir vadybinés. <...> orien-
tuojamés i visiskus instrumentus. Pagal tai
mane vertins, mano darbq, kaip mokytojo,
kaip mokslo zmogaus (ES).

Netgi patariama, kad tos mokyklos, kuriy re-
zultatai Zemesni uz Salies vidurkj, tai jau tos
mokyklos turéty pasitreniruoti daugiau, at-
kreipti démesj. Kalbama, kad net mokyklos
vertinimuose apie tai bus galvojama (E3).

Informanty, kalbanciy apie tarptautiniy
tyrimy vykdoma Saliy reitingavima, buvo
klausiama, ar auksStesni pasiekimai tarp-
tautiniuose tyrimuose reiskia kokybiskesni
Salies Svietima. Daugelis skubéjo pabrézti,
kad standartizuoti tarptautiniai lyginamieji
tyrimai geba iSmatuoti tik siaurg Svietimui
keliamy tiksly spektra — Zinias ir gebéjima
jas pritaikyti, dél to jokiu bidu negalima
gretinti pasiekimy tyrimuose su $vietimo
kokybe.

Aukstesni pasiekimai rodo tik vienq Sakaq,
tik vienq medj, kur galima lipti. Jeigu mes
matuojame pagal tokiq liniuote, tai mes to-
kius rezultatus turime (E6).

Kiti ekspertai net supriesino pasieki-
mus ir kokybe:

Vieni kalba apie vertybes, siekius ir t. t., o

kiti apie pasiekimus, rezultatus ir statistikq,

didziuosius skaicius. Néra susiSnekéjimo

(E5).

Buvo pabrézta, kad, siekiant pagerinti
pasiekimus tarptautiniuose testuose, visai
nebiitina pagerinti Svietimo kokybés, uz-
tenka ,,mokytis testui“ (E3).

Apibendrinant pastaruosius eksperty
pasisakymus reikia pasakyti, kad hierar-
chiskai surikiuojant ir lyginant Salis, ugdy-
mo istaigas ar mokytojus, tikétinas padari-
nys — ugdymo turinio ,,pritaikymas® testui
ir klasése pasireiskiantis bendrojo ugdymo
turinio, apimties ir tiksly siauréjimas.
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Informantai, paklausti, ar tarptautiniai
tyrimai prioretizuoja ekonomikos ir darbo
rinkos keliamus tikslus ugdymo turinyje,
atsaké skirtingai. Visi sutiko, kad darbo rin-
ka vaidina svarby vaidmenj Svietime, bet
tarptautiniams tyrimams suteiké skirtinga
vaidmenj. Svarbu pabrézti, kad, prieSingai
nei teorinéje tyrimo dalyje iSreikSta mintis
apie tarptautiniy tyrimy ir rinkos poreikiy
rySi, E1 ir E3 pazyméjo, kad tarptautiniai
tyrimai, standartizuotais testais tirdami
siaurg pasiekimy spektra Siandienos rinkai
reikalingy kompetencijy ilgalaikéje pers-
pektyvoje, gali pakenkti ekonomikai.

Man atrodo, kad visuomenés progresui to-
kie dalykai tik trukdys. Ir jeigu dabar miisy
darbdaviai aiskina, kaip cia reikia tarnauti
tiktai wikiui, tai jie patys nesuvokia, kq kal-
ba, jie galvoja tik apie Siq dienq, bet visis-
kai negalvoja apie valstybe, visuomene ir
tautos ateitj. Pragmatiski, utilitaristiski
interesai, mano galva, Sokinéjimas apie
testus nesa priesingq rezultatq, ne pades, o
pakenks (E1).

PISA keicia matematikq ne j tq puse. <...>
Jeigu mes norime nepasimesti tame pasau-
lyje ir nelikti provincija, mes turime irgi
kurti. O kiiryba Siuolaikiniame lygmenyje
reikalauja auksto lygio matematiniy gebé-
Jimy. PISA niekada to nepasieks (E3).

Daugelis eksperty nuogastavo dél tarp-
tautiniy tyrimy stiprinamos standartizaci-
jos. Lietuvisky kriterijy keitimas tarptauti-
niais jy buvo jvardytas kaip ugdymo turini
homogenizuojantis veiksnys.

Tai is esmés bandymas svietimq unifikuo-

ti. Galbut netgi ir primesti tam tikrus vie-

nodus vardiklius (E4). O globaliai rinkai
daryti reikia universaliy Svietimo sistemy

kas. Skaudi paties turinio, dalyko, mokytojo
identiteto niveliacija (ES).



Apibendrinant eksperty pasisakymus
galima teigti, kad ateities perspektyvoje
prognozuotina stipréjanti trintis tarp vi-
suomenés dalies, kuri kvestionuoja Svieti-
mo, kaip ekonominiy institucijy ir valsty-
bés uzsakymo vykdytojo, vaidmeni, ir tu,
kurie mato tik Sios krypties pranasumus.
Pabréztina, kad vienai i§ pusiy apeliuojant
1 bendrasias mokinio kompetencijas, kita
pusé tarptautiniy tyrimy rezultaty forma
pateiks pozityvistines, sumokslintas tie-
sas, dél to neabejotinai turés svaresniy iro-
dymy, o tai per se lems jos poziliriams ir
intencijoms didesni kredibiluma. Interviu
dalyviy pasidalijimai ir §io tyrimo teori-
néje dalyje iSdéstyti faktai leidzia daryti
prielaida, kad Lietuvos bendrojo ugdymo
mokykla susidurs su didé¢janciu centrali-
zuotu decentralizavimu, pasireiskianciu
$vietimo vadybos klausimy sukoncentra-
vimu | lokaly mokykly lygi, tuo pat metu
ugdymo turinio ir strategijy kiirimo sver-
tus iSlaikant valstybés rankose. O pastebi-
mas valstybés siekis atitikti tarptautinius
tyrimus vykdancios organizacijos EBPO
kriterijus kelia politini klausima, kieno
vertybes ir pasaulévaizdj atspindi §i be-
siformuojanti Svietimo kryptis? Didéjant
emigracijai ir vykstant visuomenés stratifi-
kacijai Sie klausimai turéty biiti keliami ir
anapus siauro Svietimo eksperty rato.

ISvados

1. Siandienj ugdymo turinio formavimo(si)
konteksta veikia globalizacijos ir post-
modernizmo reiskiniai. Dél jtakos Svie-
timui matoma nuolatiné interesy kova,
kurios pagrindinis ,,prizas® — galimybé
lemti ugdymo turinio krypti. Globaliza-
cija visy pirma yra ekonominis reiskinys.

Salys bando ieskoti valstybés, ekonomi-
kos ir visuomenés poreikiy pusiausvy-
ros, bet ziniy ekonomikoje ugdymo turi-
nio kuriamas produktas yra perkamas ir
parduodamas, todél efektyvumo, sanau-
dy ir naudos analizés ir zmogiskojo ka-
pitalo teorija tapo neatskiriama Svietimo
politiky zodyno dalimi. Pasléptas rinkos
ugdymo turinys siaurina ugdymo turinio
horizonta, sureikSmindamas greiciausiai
atsiperkancias ir ekonominj pranasuma
suteikian¢ias kompetencijas, nuosaléje
palikdamas etines, moralines ar sociali-
nes kompetencijas.

. Tarptautiniy tyrimy jtaka ugdymo tu-

riniui yra santykinai naujas reiskinys.
Atliekami mokiniy pasiekimy lygina-
mieji tyrimai i§ pirmo zvilgsnio tiesio-
giai nesusij¢ su ugdymo turiniu ir yra
tik matavimo instrumentas, suteikiantis
valstybéms didelg reikSmingy duomeny
baze, taciau nerima keliantis valstybiy
siekis kuo geriau pasirodyti tyrimuo-
se daznai lemia bereikalinga vietiniy
Svietimo sistemy reformavima. ISskir-
tini Sie reformy aspektai: ugdymo tiks-
Iy kélimo centralizavimas, mokyklos
lygmens vadybos decentralizavimas,
pasirinkimo laisvés ir privatizavimo
didinimas, iSpléstas rinkos mechaniz-
mu naudojimas, ugdymo turinio stan-
dartizavimas, reguliarus auditavimas.
Ugdymo turinio tikslai dazniausiai per-
orientuojami | ekonoming paradigma,
zada aukstus pasiekimus tiek naciona-
liniu, tiek individualiu lygmeniu. Bet
tuo pat metu vyksta atsitraukimas nuo
$vietimo, kaip holistinio socialinés san-
glaudos stiprinimo ir individy geroveés
didinimo, id¢jos.
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3. Lietuvos Svietimo sistemoje ir formuo-
jant ugdymo turinj pastebima panasiy
poky¢iy. Tarptautinio tyrimo PISA ro-
dikliai yra minimi Valstybinéje Svieti-
mo 2013-2022 mety strategijoje, Lie-
tuvos pazangos strategijoje ,Lietuva
2030%, organizuojami PISA mokymai
bei seminarai pedagogams ir vadové-
liy autoriams, pabréZiamas vertinimo
ir jsivertinimo mechanizmy diegimas
mokyklose, stiprinamos atskaitingu-
mo sistemos, daug démesio skiriama
matematiniam ir gamtamoksliniam
raStingumui, jvedamas privalomas ma-
tematikos egzaminas, akcentuojamas
gabiyjuy ugdymas ir orientacija i auks-
tus pasiekimus.

4. Pusiau struktlruotu interviu istyrus
Lietuvos eksperty pozitrj i tai, kokia
itaka Lietuvos bendrojo ugdymo turi-
niui turi dalyvavimas tarptautiniuose
lyginamuosiuose tyrimuose, pasitvir-
tino teorinés {zvalgos. Eksperty paste-
bétas didelis politiniy pajégy metimas,
siekiant kuo aukStesniy nacionaliniy
pasiekimy tarptautiniuose tyrimuose,
yra kvestionuotinas dél ugdymo turinio
siaurinimo. Pazymétina, kad iSmatuo-
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THE CONSEQUENCES OF GLOBALIZATION

Jogaila Vaitekaitis

Summary

The main goal of this article is to analyze the trends
of general curriculum development in the context of
international assessments. A brief review of inter-
national organizations and international researches
affecting the curriculum is provided. This article in
detail analyzes the Programme for International Stu-
dent Assessment (PISA), carried out by the Organi-
sation for Economic Cooperation and Development
(OECD), with a triennial international survey, which
is aimed to evaluate education systems worldwide
by testing the skills and knowledge of 15-year-old
students and the influence the program has on the
education systems of foreign countries: Germany,
Japan, and Denmark. In addition, this article ana-
lyzes the potential influence of the said survey on
the general curriculum in Lithuania. The last part
describes the methodological particularities of the
empirical survey and performs the analysis of data
collected during the semi-structured interviews of
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experts. The participants of the survey are education
experts, whose current activities and experience are
related to the general curriculum and the factors af-
fecting its changes.

A deeper and critical part of the study consists
of the conclusions, which, based on expert opinions,
identify the impact of international surveys on the
general curriculum of Lithuania. Changes observed
in other countries that have suffered from the so
called “PISA shock” can also be seen in the Lithuani-
an education system. The conclusions state that, as a
result of international comparative surveys which fo-
cus on high scores in production-related subjects and
skills, the general curriculum of Lithuania becomes
narrower, thus undermining the educational notion
of developing holistic social cohesion and prosperity
for society. Taking this into account, rightful ques-
tions regarding the direction of Lithuanian education
policy are raised.
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Santrauka. Straipsnyje aptariami organizaciniai mokytojy kvalifikacijos tobulinimo aspektai.
Analizé remiama 2014 m. atlikto tyrimo rezultatais. Apklausta 683 respondentai, dirbe 218 Salies
bendrojo ugdymo mokykly. Daroma isvada, kad daugumai Lietuvos bendrojo ugdymo mokykly
mokytojy per kvalifikacijos tobulinimo renginius maziau svarbus pats kompetencijy tobulinimas, o
labiau - kitos aplinkybeés, pavyzdziui, galimybeé pateikti dokumentus apie dalyvavimq kvalifikacijos
tobulinimo renginiuose, siekiant aukstesnés kvalifikacinés kategorijos.

Pagrindiniai ZodZiai: bendrojo ugdymo mokykla, mokytojas, kvalifikacijos tobulinimas, Svietimo

kokybé.

Ivadas

Siuolaiking §vietimo sistema priversta
keistis, prisitaikyti prie nuolatiniy pa-
¢ios visuomenés pokyciu. K. Trakselys ir
D. Martisauskiené (2013) teigia, kad dél
Sios priezasties, norédami atlikti visuome-
nés priskiriamas funkcijas, pedagogai pri-
valo keistis taip, kaip keiciasi pati §vietimo
aplinka. XXI amziaus pradzioje pasikeité
ir pats Svietimo ir tobulinimosi tikslas —
juo tapo ne ziniy perteikimas ar igijimas,
o kompetenciju ugdymas ar ugdymasis.
Galiojan¢iame Mokytojuy profesijos kom-
petencijos aprase skiriamos bendros kul-
tirinés (zinios, igidziai, geb¢jimai, ver-
tybinés nuostatos ir kitos asmeninés savy-
bés, lemiancios seékminga zmogaus veikla
konkrecioje(-se) kultiiroje(-se)) ir profesi-
nés (mokytojo Zinios, igiidziai, gebé&jimai,

vertybinés nuostatos, pozitiriai ir kitos as-
meninés savybés, reikalingos sékmingai
bendrajai ugdymo veiklai, jos nespecifi-
kuojant pagal ugdymo turinio koncentrus /
sritis) kompetencijos (plg. Mokytojo pro-
fesijos kompetencijos...).

L. M. Desimone (2009) savo profesi-
nés veiklos tobulinimo koncepcijoje §ski-
ria tris sudedamasias mokytojy kvalifika-
cijos tobulinimo dalis:

e 7Ziniy, igldziy, pazitry ir isitikinimy

kaita tobulinimosi metu;

* naujai igyty ziniy, igiidziy, pazitry
ir jsitikinimy jgyvendinimas prakti-
koje, per pamokas;

e dél pokyc¢iu per pamokas geréjantys
mokiniy pasiekimai.

Tiesioginio mokytojo kvalifikacijos to-

bulinimo susiejima su jo kasdieniy veiklos
problemy sprendimu aptaria ir K. Marron-
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gelle, P. Sztajn ir M. Smith (pagal Pella,
2015). Ju teigimu, mokytoju kvalifikaci-
jos tobulinimas yra veiksmingas tik tada,
kai jis intensyvus, trunka ilgesni laika,
susietas su praktika ir sprendziamos tikrai
aktualios mokytojui ar jo mokiniams prob-
lemos. Tod¢l geras pedagogas tik tas, kuris
nuolat tobulina savo kompetencijas ir to-
kiu bidu siekia kuo geriau spresti kylan-
tata jtvirtinama ir Lietuvos Respublikos
Svietimo istatyme, jame nurodoma, kad
mokytojas privalo tobulinti savo kvalifika-
cija (plg. Lietuvos Svietimo jstatyma).
Lietuvos mokslo literatiiroje, aptariant
mokytoju kvalifikacijos tobulinima, daug
démesio skiriama mokytojui aktualioms
aptarti
taip pat aiSkinamasi, kaip savo konkreciy

kompetencijoms ir apibidinti,
kompetencijuy tobulinima vertina jvairiis
Svietimo dalyviai (CiuZas ir kt., 2009;
Martisauskiené, 2010; Smilgiene, 2012;
Trakselys, MartiSauskiené, 2013; Urnie-
ziené, Budryté, 2014 ir kt.). Placiau i Sia
problema pazvelgé G. Gedviliené, R. Lau-
zackas ir V. Titlys (2010), analizave ne tik
mokytojams svarbias kompetencijas ar tai,
kaip mokytojai vertina Siy kompetencijy
poreiki, bet ir tyre veiksnius, darancius
itaka mokytoju kvalifikacijos tobulinimo
poreikiams, t. y. mokytoju kvalifikacijos
tobulinimo poreikiy prigimti. J. Smilgie-
né (2012) vertino pedagogy kvalifikacijos
poreikiy tenkinimo galimybes pasitelkus
formalyji ir neformalyji Svietima bei savi-
$vieta. Lietuvos mokslo literatiiroje neras-
ta publikacijy, plac¢iau analizuojanéiy or-
ganizacinius mokytojy kvalifikacijos tobu-
linimo aspektus, t. y. salygas, kurios leisty
mokytojams gauti tikrai kokybiska kvalifi-
kacijos tobulinimo paslaugg ir sudaryty sa-
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lygas ugdyti ju praktinéje veikloje buitinas

kompetencijas. Uzsienio mokslo spaudo-

je tokiy publikaciju esti (LaCursia, 2011;

Reeves, Pedulla, 2013; Janssen, Kreijns,

Bastiaens, Stijnen, Vermeulen 2013; Hil-

ton, Hilton, Dole, Goos 2015 ir kt.).

Analizés objektas — kvalifikacijos to-
bulinimo renginiy, kuriuose dalyvauja Lie-
tuvos mokytojai, pasirinkimo pagristumas.

Analizés tikslas — remiantis atlikta
Lietuvos mokytoju apklausa, issiaiSkinti,
koki poreiki tobulinti kvalifikacija jaucia
Lietuvos mokytojai ir kaip organizaciniai
mokytoju kvalifikacijos tobulinimo rengi-
niy aspektai lemia pasirenkamo kvalifika-
cijos tobulinimo renginio nauda.

Tyrimo apibiidinimas. Analizé grista
tyrimo, atlikto 2014 metais, duomenimis.
Tyrimui buvo kelti Sie uzdaviniai:

1. nustatyti, kaip Salies bendrojo ug-
dymo mokyklose jgyvendinamos
pedagogy kvalifikacijos tobulinimo
koncepcijoje numatytos nacionali-
nés pedagogu kvalifikacijos siste-
mos tobulinimo gairés;

2. issiaiskinti, kokius kvalifikacijos

tobulinimo renginius dazniausiai

renkasi Lietuvos bendrojo ugdymo
mokykly mokytojai;

3. apibudinti, kokie kvalifikacijos to-
bulinimo renginiai priimtiniausi
Salies bendrojo ugdymo mokykly
mokytojams;

4. iSsiaiskinti, kaip Salies bendrojo ug-
dymo mokykly mokytojai vertina
kai kuriuos Ugdymo plétotés centre
diskutuojamus su kvalifikacijos to-
bulinimu susijusius klausimus;

5. nustatyti, kaip susijusi mokytoju
metodiné ir kvalifikacijos tobulini-
mo veikla.



Planuojant tyrima buvo siekta, kad jo
rezultatai atstovauty visoms Lietuvos ben-
drojo ugdymo mokyklos mokytojy gru-
péms, todel pirmiausia visy dalyky moky-
tojai grupuoti pagal ugdymo sritis, paskui
i§skirtos trys ugdymo sritys, kurioms at-
stovauja daugiausia mokytoju (socialinio
ir dorinio ugdymo; gamtamokslinio ug-
dymo ir kalbinio ugdymo). Atrinkta po
viena kiekvienos $iy ugdymo sri¢iy moko-
maji dalyka, kad biity mazdaug vienodas
skaiCius pedagogu: pasirinkta apklausti
geografijos, fizikos ir rusy (uzsienio) kal-
bos mokytojus. Pasirinktas dviejy pakopu
serijinis imties atrankos biidas: parengtas
Lietuvos modelis, { kurj patekusios savi-
valdybés pagal tyrimui svarbius rodiklius
(miesto ir kaimo mokyklose dirbanciy
mokytoju dali, mokytoju pasiskirstyma
pagal darba jvairiy tipy ir ivairaus dydzio
bendrojo ugdymo mokyklose ir kt.) ati-
tikty visos Salies charakteristikas. Tada |
tyrima jtrauktos visos Lietuvos modeliui
priskirty savivaldybiy teritorijoje veikian-
¢ios bendrojo ugdymo mokyklos, o tyrime
pakviestose dalyvauti mokyklose buvo
stengtasi apklausti visus | tyrimo imtj pa-
tekusioje mokykloje geografijos, fizikos ir
rusy (uzsienio) kalbos mokanc¢ius mokyto-
jus. [ tyrimo imtj itrauktos 16 savivaldy-
biy veikusios 247 bendrojo ugdymo mo-
kyklos. Grazintos 683 atsakytos anketos
i§ 218 atrinktose savivaldybése veikusiy
bendrojo ugdymo mokykly. Atsakyty an-
kety grazinta 68 procentai. Imties atrankos
paklaida siekia 3,8 procento.

I§ pagrindinése ir jaunimo mokyklose
bei progimnazijose dirbanciy respondenty
gauta 354 anketos (52 proc.), i§ vidurinése
mokyklose dirbanciy respondenty— 130
ankety (19 proc.), o i§ dirbanciyju gim-

nazijose — 199 anketos (29 proc.). Taigi
dauguma atlikto tyrimo respondenty dirbo
pagrindinése ir jaunimo mokyklose bei pro-
gimnazijose ir gimnazijose — pagrindiniy
tipy Lietuvos bendrojo ugdymo mokyklose.
Analizuojant duomenis pagal gyven-
vietés, kurioje veikia respondento mo-
kykla, tipa, paaiskéjo, kad 470 respon-
denty (69 proc. visy respondenty) dirba
miesty bendrojo ugdymo mokyklose, o
213 (31 proc.) — kaimo bendrojo ugdymo
mokyklose. Nuo pat pradziy planuota ap-
klausti mazdaug vienoda dali mokytoju,
turin¢iy fizikos, geografijos ir rusy (uzsie-
nio) kalbos pamoky. Véliau projektuojant
tyrimo imtj paaiskéjo, kad rusy (uzsienio)
kalbos mokytoju i tyrimo imtj pateko dau-
giau negu fizikos ir geografijos mokytoju,
nes kitos panaSaus dydzio tokios pat reiks-
més mokykloje kalbinio ugdymo srities
mokomuyjy dalyky mokancios grupés rasti
nepavyko. I viso buvo apklausti 194 fizi-
kos, 199 geografijos ir 290 rusy (uzsienio)
kalbos pamoky turéje ir savo mokykloje
pagrindines pareigas ¢j¢ mokytojai. [ ty-
rimo imtj itraukti atrinktose savivaldybé-
se dirbantys 280 fizikos, 301 geografijos
ir 416 rusy (uzsienio) kalby mokytojy. I8
gauty rezultaty matyti, kad 1§ viso apklaus-
ta po 66 proc. fizikos ir geografijos bei
70 proc. rusy (uzsienio) kalbos mokytoju.
Tyrimo rezultatai parodé, kad i klausi-
mus atsaké 133 respondentai (20 proc. visy
respondenty), tur¢je pagrindines pareigas
mokyklose, kuriose mokosi 150 ar maziau
mokiniy, 144 respondentai (21 proc.) — i§
mokykly, kuriose mokosi nuo 151 iki 400
mokiniy, 147 respondentai (22 proc.) dir-
bo mokyklose, kuriose mokosi nuo 401 iki
600 mokiniy, 119 respondenty (17 proc.)
buvo i§ mokykly, kuriose mokosi nuo
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601 iki 750 mokiniy, ir 140 respondenty
(21 proc.) dirbo mokyklose, kur mokosi
daugiau kaip 750 mokiniy. Tyrime dalyva-
vo 71 respondentas (10 proc.), igijgs mo-
kytojo, 338 respondentai (50 proc.), turin-
tys vyresniojo mokytojo, 246 respondentai
(36 proc.) mokytojai metodininkai ir 22
respondentai (3 proc.), turintys mokytojo
eksperto kvalifikacing kategorija. Vienas
respondentas (0,1 proc.) nurodé, kad néra
igijes kvalifikacinés kategorijos.

Daug (87) respondenty (13 proc.) tu-
réjo mazesni nei 15 mety pedagoginio
darbo staza, 185 respondentai (27 proc.) —
16-25 mety darbo staza, 143 respondenty
(21 proc.) darbo stazas — 26-30 mety, 156
respondenty (23 proc.) — 31-35 metai, o
106 respondentai (16 proc.) turé¢jo daugiau
nei 35 mety darbo staza.

Placiau tyrimas aprasSytas A. Kalvaicio
(2014) tyrimo ataskaitoje.

Tyrimo metodas — anketiné¢ respon-
denty apklausa.

Mokytojy poreikis tobulinti
savo kompetencijas

Analizuojant Salies mokytoju dalyvavima
tobulinant savo kvalifikacija, bitina visy
pirma aiskintis, ar patiems mokytojams rei-
kia tokio tobulinimosi. Tam tikslui pasinau-
dota teoriniu konstruktu — vykdant Europos
socialinio fondo ir Lietuvos Respublikos
valstybés biudzeto 1éSomis finansuojama
projekta ,,Pedagogu kvalifikacijos tobuli-
nimo ir perkvalifikavimo sistemos plétra*
buvo parengtas pedagogo profesijos kom-
petenciju apraso projektas, kuriame iSvar-
dytos bitinos pedagogo kompetencijos (plg.
Pedagogo profesijos...). Respondentams
buvo pasililyta jsivertinti savo 22 gebéji-
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mus ir nurodyti, ar noréty $iuos gebé&jimus
tobulinti. Daugiausia respondenty nurodé
norintys tobulinti gebéjima analizuoti mo-
kiniy vertinimo rezultatus, kurti ir tobulinti
mokiniy vertinimo strategijas (60 proc.), o
maziausiai — savo gebéjima bendrauti su
kolegomis ir ugdytiniais (20 proc.). Taigi,
galima manyti, kad pakankamai daug res-
pondenty noréty tobulinti kiekviena i8 jiems
vertinti pasiiilyty geb¢jimy. Tyrimo rezul-
tatai parodé, kad labiausiai respondentai
noréty tobulinti savo didaktinéms kompe-
tencijoms priskiriamus gebé¢jimus, maziau-
siai— bendryju kompetenciju gebéjimus.
Dalykinéms kompetencijoms priskiriamus
gebéjimus siekty tobulinti mazdaug pusé
visy respondentuy.

Bandant apibendrinti visy 22 respon-
denty geb¢jimy isivertinima, buvo sukur-
tas bendrasis kintamasis. Paaiskéjo, kad
10 proc. visy respondenty apskritai neno-
réty tobulinti né vieno i§ savo geb¢jimy,
o 21 proc. respondenty nenoréty tobulin-
ti bent trijy ketvirtadaliy (bent 16 i§ 22)
ar daugiau savo gebéjimy. Kita vertus,
4 proc. respondenty teigé norintys tobulin-
ti visus 22 anketoje iSvardytus gebéjimus,
0 16 proc. respondenty tobulinty bent tris
ketvirtadalius (bent 16 i§ 22) ar daugiau
savo gebé¢jimy. Daugelio (49 proc.) res-
pondenty apibendrinantis jvertinimas ne-
priskirtas kuriam nors i§ $iy krastutinumuy.
Analizuojant galimas tokio pasiskirstymo
ir jprasty klausimy filtry koreliacijas pa-
aiSkéjo, kad statistiSkai reik§minga kore-
liacija buvo tik su respondenty atsakymais
1 du klausimus. Gerokai dazniau apskritai
jokio savo gebé¢jimo arba bent didziosios
savo gebé¢jimuy dalies nenorintys tobulin-
ti respondentai jautési esantys tikrai geri
bendrojo ugdymo mokyklos pedagogai ir



tikrai geri savo dalyko mokytojai (abiem
atvejais reikSmingumo lygmuo 0,000).

Apibendrinant galima teigti, kad ty-
rimo rezultatai parodé, jog, viena vertus,
apie trecdali respondenty apskritai nejau-
té didesnio poreikio tobulinti konkrecius
savo gebé¢jimus, kita vertus, apie penkta-
dali respondenty tvirtino norintys tobulinti
beveik visus pedagoginei veiklai mokyk-
loje reikalingus gebéjimus.

Kai kurie organizaciniai pasirenkamy
mokytojy kvalifikacijos tobulinimo
renginiy aspektai

Tyrimo metu dométasi, ar respondentas
savo nuozilra gali pasirinkti pedagogu
kvalifikacijos tobulinimo paslaugy teikéja.
Siam teiginiui tikrai pritaré 44 proc. res-
pondenty, ko gero, pritar¢ 41 proc., ko gero,
nepritaré 9 proc., tikrai nepritaré 3 proc., o
3 proc. respondenty buvo sunku iSreiksti
savo vertinima. Respondenty taip pat klaus-
ta, ar mokyklos vadovas jiems sudaro kuo
palankesnes galimybes dalyvauti ju pasi-
rinktuose kvalifikacijos tobulinimo rengi-
respondenty, ko gero, pritar¢ 33 proc.,
ko gero, nepritaré¢ 9 proc., tikrai nepritaré
1 proc., o 2 proc. respondenty buvo sunku
i8reiksti savo vertinima. Todél galima dary-
ti iSvada, kad Lietuvos mokytojai paprastai
patys laisvai renkasi, kur ir ko mokytis, ar
kokius savo gebéjimus tobulinti.

Todél tyrimo metu daug démesio buvo
skirta organizaciniams mokytoju kvalifika-
cijos tobulinimo renginiy aspektams: ren-
ginio formai, trukmei, vietai ir kt. Respon-
denty prasyta apibudinti paskutini kvalifi-
kacijos tobulinimo renginj, kuriame daly-
vauta. Seminare nurodé dalyvave 69 proc.

respondenty, konferencijoje— 15 proc.,
kursuose — 6 proc., paskaitoje — 5 proc.
respondenty, o 5 proc. apklausty mokytoju
nurodé dalyvave kity formy kvalifikacijos
tobulinimo renginiuose — integruotoje pa-
mokoje, forume, rajono dalyko mokytoju
metodinio birelio posédyje, vieSuosiuose
svarstymuose, dalyko metodingje dienoje,
edukacinéje iSvykoje, nuotoliniuose mo-
kymuose, trumpalaikéje stazuotéje ir kt.
Respondentams uzdavus klausima apie pa-
skutinj kvalifikacijos tobulinimo renginio,
kuriame jie dalyvavo, trukme, paaiskéjo,
kad 15 proc. respondenty dalyvavo trum-
palaikiame, kelias akademines valandas
trukusiame renginyje, 74 proc.— vienos
dienos (6 akad. val.) renginyje, 7 proc. —
dviejy dieny (12 akad. val.) renginyje,
1 proc. —trijy dieny (18 akad. val.) renginy-
je, o 3 proc. respondenty — ilgesniame negu
3 dieny kvalifikacijos tobulinimo renginyje.

Paklausti, ar paskutinis kvalifikacijos
tobulinimo renginys, kuriame dalyvauta,
jiems davé naudos, 54 proc. respondenty tai
tikrai patvirtino, su i§lygomis tai patvirtino
41 proc. respondenty, 4 proc. nurodé, kad,
ko gero, naudos negavo, o 1 proc. —kad tik-
rai negavo; 0,3 proc. respondenty nesuge-
béjo ivertinti renginyje gautos naudos.

Analizuojant respondenty atsakymus
pagal renginio formg ir gauta nauda ma-
tyti (1 pav.), kad statistiSkai reikSmingai
dazniau naudos, respondenty vertinimu,
tikrai davé dalyvavimas kursuose, o ma-
ziausiai — dalyvavimas paskaitose (reiks-
mingumo lygmuo 0,000).

I§ 2 pav. matyti, kad tikrai gauta nau-
da, kaip tai vertina patys respondentai, tie-
siogiai priklauso nuo renginio trukmés, o
paciy respondenty vertinimu, maziausiai
naudos gaunama i$ tik kelias akademines
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2 pav. Respondenty pasiskirstymas pagal dalyvavimo renginyje naudq respondentui ir renginio

trukme (%)

valandas trunkanciy renginiy (reikSmingu-
mo lygmuo 0,000).

Palyginus respondenty, nenorinciy to-
bulinti jokiy ar didziosios daugumos savo
gebéjimy bei norinciy tobulinti visus ar di-
dziaja dauguma savo gebéjimy, atsakymus
su ju atsakymais apie paskutinio dalyvauto
kvalifikacijos tobulinimo renginio forma ir
trukme, jokiy statistiskai reikSmingy kore-
liacijy nenustatyta.

Kai kurie organizaciniai responden-
tams patogiausiy mokytojy kvalifi-
kacijos tobulinimo renginiy aspektai

Tyrimo metu respondenty prasyta apibii-
dinti jvairius jiems patogiausio kvalifika-
cijos tobulinimo renginio organizacinius
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aspektus. Respondentams vertinti buvo
pateikti tie patys organizaciniai rengi-
nio aspektai kaip ir vertinant paskutinj
ju dalyvauta kvalifikacijos tobulinimo
rengini: renginio forma, trukmé, vieta ir
kt. Paklausti apie jiems patogiausia ren-
ginio forma, 69 proc. respondenty nuro-
dé, kad jiems patogiausias yra seminaras,
20 proc. — kursai, 6 proc. — konferencija,
3 proc. — paskaita, o 2 proc. nurodé, kad
jiems patogiausi yra kity formy kvalifika-
cijos tobulinimo renginiai.

I8 3 pav. matyti, kad, viena vertus, mato-
ma aiski priklausomybé — paskutinio kva-
lifikacijos tobulinimo renginio, kuriame
dalyvauta, forma seminaro, kursy ir pas-
kaitos atveju turi aiSkia itaka respondenty
atsakymui, kuri renginio forma jiems pato-
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giausia. Antra vertus, kad ir kokios formos
renginyje respondentai dalyvavo paskutini
karta prie§ apklausa, patogiausia renginio
forma jiems visais atvejais vis tiek islicka
seminaras (reikSmingumo lygmuo 0,000),
nors patys respondentai paprastai pakan-
kamai rezervuotai vertino seminaro, kaip
renginio formos, nauda. Tyrimo rezultaty
analizé taip pat leido nustatyti tokias sta-
tistiSkai reikSmingas koreliacijas:

+ Kaimo mokykly mokytojams daz-
niau patogiausi yra seminarai, o
miesto — konferencijos. Taip pat vien
tik miesto mokykly mokytojai nu-
rod¢, kad jiems yra patogiausi kity
negu buvo iSvardyta anketoje, ino-

vatyviy formy (pvz., integruota pa-
moka, forumas ir kt.) kvalifikacijos
tobulinimo renginiai (reikSmingumo
lygmuo 0,010).
* Seminarai daZniau patogiausi res-
pondentams, turintiems didesni
negu 25 mety pedagoginio darbo
staza, konferencijos ir kursai — res-
pondentams, kuriy pedagoginio
darbo stazas yra 15 ar maziau mety
(reikSmingumo lygmuo 0,001).
Apibiidindami patogiausio jiems rengi-
nio trukme, 22 proc. respondenty nurodé,
kad jiems patogiausi trumpesni negu visa
diena (keliy akad. valandy) trunkantys ren-
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giniai, 58 proc. — vienos dienos, 14 proc. —
dviejy dieny, 3 proc. — trijuy dieny, o dar
3 proc. — ilgesni negu 3 dieny kvalifikaci-
jos tobulinimo renginiai.

Lyginant respondenty norimo kvalifi-
kacijos tobulinimo renginio trukmg su ju
paciy paskutinio dalyvauto renginio truk-
me (4 pav.) matyti, kad, viena vertus, yra
aiSki statistiSkai reikSminga responden-
tams patogiausio ir ju paciy pasirenkamo
renginio trukmés priklausomybe (reiks-
mingumo lygmuo 0,000). Kita vertus,
bitina atsiminti, kad keturi penktadaliai
respondenty nurodé besiorientuojantys i
vienos dienos (6 akad. valandy) trukmés ar
trumpesnius kvalifikacijos tobulinimo ren-
ginius, nors tie patys respondentai pakan-
kamai rezervuotai vertino tokio keliy aka-
deminiy valandy ar vienos dienos trukmes
kvalifikacijos tobulinimo renginio nauda.

Tyrimo rezultaty analizé taip pat leido
nustatyti tokias statistiSkai reik§mingas
koreliacijas:

* Respondentams i§ kaimo mokykly
patogesni vienos dienos, o respon-
dentams i§ miesto mokykly — dvieju
dieny trukmeés kvalifikacijos tobu-
linimo renginiai, nors dauguma ir
miesto, ir kaimo mokyklose dirban-
¢iy respondenty vis délto rinktysi
vienos dienos renginius (reikSmin-
gumo lygmuo 0,019).

+ Tik mokytojo kvalifikacing kate-
gorija igijusiems respondentams

patogesni kelias akademines va-
landas trunkantys kvalifikacijos
tobulinimo renginiai, o mokytojo
metodininko ir mokytojo eksperto
kvalifikacing kategorija igijusiems
respondentams — bent dviejy die-
ny trukmés renginiai, nors daugiau

4

negu pusé¢ visas kvalifikacines kate-
gorijas jgijusiy respondenty vis dél-
to rinktysi vienos dienos renginius
(reikSmingumo lygmuo 0,000).
e [ trumpiausius renginius labiausiai
didziausia pedagogini
stazg turintys respondentai (reiks-

orientuoti

mingumo lygmuo 0,005).

Palyginus respondenty, nenorinc¢iy to-
bulinti jokiy ar daugumos savo gebéjimy
bei norinéiy tobulinti visus ar dauguma
savo gebéjimy, atsakymus su juy atsakymais
apie jiems patogiausio kvalifikacijos tobu-
linimo renginio forma ir trukmeg, jokiy sta-
tistiSkai reikSmingy koreliacijy nenustatyta.

Tyrimo metu taip pat dométasi, ar res-
pondento mokyklos vadovybé (kaip iSorinis
veiksnys) ir pats respondentas kokiu nors
biidu skiria démesio ir laiko kvalifikaci-
jos tobulinimo irodymams rinkti. Daugelis
(62 proc.) respondenty nurodé, kad mokyk-
loje ju asmens byloje yra jraSomi kvalifika-
cijos tobulinimo duomenys, 9 proc. — kad
nejrasomi, o 29 proc. respondenty teigé,
kad Sito nezino, nesidome¢jo. Kita vertus,
91 proc. respondenty nurod¢ patys kaupian-
tys visus ju kvalifikacijos tobulinima patvir-
tinan¢ius dokumentus, 8 proc. respondenty
kaupe tik svarbiausius kvalifikacijos tobuli-
nimga patvirtinan¢ius dokumentus, o 1 proc.
respondenty tokiy dokumenty patys nekau-
pé. Todél galima daryti iSvada, kad moky-
toju kvalifikacijos tobulinima patvirtinantys
dokumentai svarbiis tiek mokykly adminis-
tracijoms, tick patiems mokytojams.

ISvados

Mazdaug pusé apklausty mokytojy, vertin-
dami savo turimas didaktines, dalykines ir
bendrasias kompetencijas, rinkosi krastuti-



nius vertinimus: iki trecdalio respondenty
apskritai nejauté didesnio poreikio tobulinti
jokiy konkrec¢iy savo gebéjimy, kita vertus,
iki penktadalio respondenty tvirtino norin-
tys tobulinti beveik visus pedagoginei veik-
lai mokykloje reikalingus geb¢jimus. Tuo
pat laiku nenorintys tobulinti savo gebéji-
my respondentai taip pat daznai dalyvavo
kvalifikacijos tobulinimo renginiuose, kaip
ir respondentai, siekiantis tobulinti visus ar
daugelj vertinty gebéjimy. Tyrimo rezulta-
tai leidzia tvirtinti, kad mokytoju noras ar
nenoras tobulinti savo gebéjimus dar ne-
reiskia kokiy nors skirtumy jiems renkantis
kvalifikacijos tobulinimo renginius pagal
kurias nors organizacines charakteristikas
(trukme, forma, vieta ir kt.).

Mokytojai paprastai patys sprendzia,
kokius rinktis kvalifikacijos tobulinimo
renginius, bet, rinkdamiesi $iuos renginius,
paprastai renkasi iprastas kvalifikacijos
tobulinimo renginiy formas, dazniausiai
seminarus. [prasty ir nevisiSkai patiems
mokytojams naudingy formy renginiai daz-
niausiai pasirenkami ir tada, kai patys mo-
kytojai yra isbande¢ kitokiy, efektyvesniy
formy kvalifikacijos tobulinimo renginius.

Tyrimo rezultaty analizé parodé, kad
maziausiai respondentams naudingi buvo
keliy akademiniy valandy ar vienos dienos
(iki 6 akad. val.) kvalifikacijos tobulinimo
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DO LITHUANIAN TEACHERS STILL NEED PROFESSIONAL DEVELOPMENT?

Albinas Kalvaitis

Summary

The analysis presented within this article is based
on results of a study carried out in 2014. A total of
683 teachers from 218 different general education
schools were questioned. The respondents were
asked about the last professional development event
they had attended: its form, duration, location, par-
ticipation fees funding source, etc. Also, respondents
were asked if the event they had mentioned before
was useful. That is how it was known that, according
to the respondents, the least useful were traditional
professional development events (primarily the sem-
inars); also, of minor use were deemed events that
were held for 6 academic hours or less.

The survey shows that when the same respond-
ents were asked what professional development
events would be the most suitable for them, the ma-
jority indicated seminars and events with a duration
of 6 academic hours or less — the types of events that
teachers pointed out to be the least useful profes-
sional development events. The same answers were
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collected from the respondents, who attended more
useful professional development events themselves.
At the same time, the results demonstrated that
school administration delegates and teachers suf-
ficiently enough register professional development
facts and gather confirmative documents of the pro-
fessional development. Confirmative documents of
the professional development are necessary, for ex-
ample, if the teacher wants to get a higher qualifica-
tion category. It could be said that for the bigger part
of Lithuanian teachers, the obligatory professional
development according to the Law of Education has
become not an opportunity to improve their specific
abilities and to educate more qualitatively during the
lesson, but, unfortunately, turned into some sort of a
ritual, which permits one to acquire the participation
certificate of the professional development event fast-
er and using as little expenditure as possible.
Keywords: general education school, teacher,
professional development, quality of education.
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Santrauka. Straipsnyje analizuojami tévy (N = 420) kritiski atsiliepimai apie mokyklos ugdomg-
jg veiklg. Komentary turinio analizé leido isskirti tokius nepasitenkinimo aspektus: netinkamas
mokymo organizavimas, pagalbos vaikams trukumas, drausmés pamokoje stoka, pasiekimy ir
pazangos vertinimo trakumai. Be to, iSryskéjo, kaip tévai aiskina, jy nuomone, neefektyvaus moky-
mo prieZastis ir kokiy padariniy patiria dél tokio ugdymo. Tyrimo duomenys pasitelkiami apibrézti
glaudesnio tévy ir mokyklos bendradarbiavimo galimybes.

Pagrindiniai Zodziai: bendradarbiavimas, tévai, mokykla, kritiSki atsiliepimai, Nacionaliné

mokykly vertinimo agentara.

Ivadas

Tévy isitraukimas { vaiky ugdyma mokyk-
loje turi teigiama itaka vaiky nuostatai mo-
kyklos atzvilgiu, pamoky lankomumui, mo-
kymosi pasiekimams, savijautai mokykloje
(Driesen, Smit, Sleegers, 2005; Hornby,
Lafaele, 2011). Be to, mokyklos bendradar-
biavimas su tévais teigiamai susijgs su emo-
ciniu mokyklos klimatu, mokyklos efekty-
vumu, mokytojy savijauta, mokytoju ir tévy
konstruktyviu santykiy kiirimu (Driessen,
Smit, Sleegers, 2005). Pazymétina ir tai,
kad, vaikui augant ir brestant, tévy ir ug-
dymo istaigos bendradarbiavimo poreikis
ne maz¢ja, tiesiog kinta jo turinys ir formos
(Bednarska, 2014).

Kita vertus, moksliniai tyrimai rodo,
kad tévy jsitraukimo i vaiky ugdyma ir ben-
dradarbiavimo su mokykla sasajos yra gana
sudétingos. Bendradarbiavimas siejamas su
tévy ir pedagogu galios pasidalijimu, abipu-
siu dialogu, formuluojant konkretaus vaiko
ugdymo tikslus ir uzdavinius atsizvelgiant
1 vaiko poreikius (Westergard, Galloway,
2010). Sékmingas mokyklos ir tévy bendra-
darbiavimas yra tikslingy abipusiy pastan-
gu, kreipiamy kiirybiskos saveikos idéjoms
igyvendinti ir kylanCioms bendradarbia-
vimo klititims jveikti, rezultatas (Warren,
Hong, Rubin, Sychitkokhong, 2010).
Veiksmingas tévy ir mokytoju bendradar-
biavimas reiskia vienodas galimybes gauti
reikiama informacija — dalijimasi ja.
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Remdamasis savo tyrimo duomenimis
Shun-Wing teigia, kad tévai ir mokytojai
rodo palankuma bendradarbiauti tik kogni-
tyviu lygmeniu, o bendradarbiauti afekti-
niu (affective) lygmeniu néra pasirengg nei
tévai, nei mokytojai; abi Salys nenori ir ne-
siima iniciatyvos dirbti kartu (Shun-Wing,
2003). Mokyklos daznai tik informuoja
tévus, o nekviecia ju dalyvauti (Bouakaz,
2010); tévai netampa mokyklos bendruo-
menés partneriais (Westergard, Galloway,
2010).

Warnock samprotauja, kad tévy ir mo-
kyklos bendradarbiavimo kliuviniu laiky-
tini visy pirma mokytojai, prisiimantys
eksperty vaidmeni (jie turi informacijos,
kuri ne visada yra prieinama tévams) bei
tévams priskiriantys bendradarbiautojy su
jais vaidmenj. Mokslininkas pazymi, kad
mokytojai nori tik tam tikros tévy itakos
ir partnerystés riSies. Taciau tai, anot ty-
réjo, ne bendradarbiavimas, o profesionalo
ir kliento santykiai, kuriuose aiSkiai atski-
riami mokyklos ir tévy vaidmenys (pagal
Johnsen, Velsvik, 2013).

Remiantis tyrimais, mokytojai nori
daugiau tévy pagarbos, paramos ir palan-
kesnio nusiteikimo mokyklos atzvilgiu,
kad tévai labiau isitraukty i vaiky ugdy-
ma namuose (Shun-Wing, 2003). Taciau
Forsberg (2007) tyrimas rodo, kad ne tik
mokytojai tikisi, kad tévai jsitrauks j vai-
ky ugdyma, bet ir tévai tikisi aktyvesnio
mokytoju isitraukimo i ju vaiky ugdyma.
Matyti, kad tévy ir mokytoju lukesciai dél
bendradarbiavimo gali skirtis. Vienai Saliai
nepavyksta atliepti kitos Salies lukescCiy,
kyla jtampa, pasireiskianti suvokimu, esa
susiduria dvieju skirtingy pasauliy atstovai
(,,tévai® — ,,mokytojai*‘). Tada taip pat ran-
dasi kaltinimuy, esa viena ar kita Salis ne-
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veikia ar nereaguoja taip, kaip turéty, ne-
sugeba suprasti, yra arogantiska (Hourani,
Stringer, Baker, 2012; Musiel, 2014).
Lietuvos mokslininky tyrimy duome-
nys rodo tapacias tendencijas. Viena, tévy
isitraukimas i vaiky ugdyma yra laiko-
mas efektyvios mokyklos veiklos veiks-
niu (tévy isitraukimas reglamentuotas
Svietimo sistemos norminiuose aktuose).
Kita, Lietuvos mokykloje jis téra siekia-
mybé, nes bendradarbiavimo iniciatyvos
néra pakankamai veiksmingos. Pasak
Grincevicienés (2006, 2014), bendrauda-
mi su mokykla tévai nesiima iniciatyvos,
nesijaucia esa mokyklos bendruomenés
sudedamoji dalis, pageidauja didesnio ug-
dymo proceso organizatoriy isiklausymo {
ju mintis bei sitlymus... Kiti tyrimai pa-
tvirtina §] pasyvuma afektiniu lygmeniu —
tévai atsakomybe uz vaiko mokymasi,
saugios ugdymo aplinkos mokykloje kii-
rima priskiria labiau mokyklai nei Seimai
(Kazlauskiené, Valanciené, Krasauskaité,
2012; Lelitigiené ir Kausyliené 2012).
Taip pat iSorinio mokykly veiklos kokybés
vertinimo duomeny analizé parodé, kad
daugelyje vertinty mokykly tévy itrauki-
mo lygis yra nepakankamas, skurdokos
tévy itraukimo i mokiniy ugdyma formos,
vyrauja individualistinis mokyklos ir tévy
bendradarbiavimo pobiidis, dominuoja vie-
nakrypté komunikacija i§ virSaus Zemyn,
informacinio pobudzio renginiai, kurie gali
biiti vertinami tik kaip kvietimas bendradar-
biauti (Valantinas, Ciuladiene, 2012, 2013).
Lelitigienés ir Simonavicitutés (2010)
tyrimo rezultatai atskleidé, kad sékmin-
gai tévams ir mokyklai bendrauti ir ben-
dradarbiauti labiausiai kenkia formalis,
nenaudingi susirinkimai, nes juose teapta-
riami vaiko mokymosi rezultatai ir draus-



mé (taip nurodé net 87,6 proc. respon-
denty). Taip pat beveik pusé respondenty
(45,5 proc.) teigé, kad jiems ir mokyklai
s¢kmingai bendrauti ir bendradarbiauti
kliudo tai, kad klasés auklétojas menkai
domisi tévy likesciais. Remdamosi atliktu
pabrézia, kad mokyklos ir tévy bendra-
darbiavimas suprantamas ir taikomas kaip
priemoné jau egzistuojancioms proble-
moms Salinti, bet ne jrankis iSvengti prob-
lemos, t. y. pedagoginiam Svietimui kaip
prevencijai. Norint, kad tévy itraukimas
veikty kaip kylanciy problemy prevenciné
priemoné, jis turi prasidéti jau pacioje sa-
veikos pradzioje (Darch, Craig; Miao, Yu;
Shippen, Peggy, 2004).

Siame straipsnyje analizuojami tévy
kritiski atsiliepimai apie mokyklos ugdo-
maja veikla. Atliekant pristatoma tyrima
buvo suvokiama, kad neigiamai atsiliep-
dami apie mokykla tévai gali biiti neteists,
gali klysti vertindami pedagogu profesi-
onaly darba, naudojamus pedagoginius
metodus. Taciau buvo tikimasi, kad tévy
nepasitenkinimas viena ar kita mokyklos
veiklos sritimi gali padéti nustatyti tas
sritis, kuriose atsiveria glaudesnio bendra-
darbiavimo galimybiy, nes tévai paprastai
mini ir kalba apie tai, kas jiems svarbu, i$-
sako tai, kas neatitinka ju liikesciy.

Sio tyrimo tikslas: atskleisti tévy ir mo-
kyklos bendradarbiavimo gaires, remiantis
kritisky tévy komentary apie mokiniy ug-
dyma analize. Tyrimo uzdaviniai: 1) iSana-
lizuoti kritisku tévy atsiliepimy apie nu-
statytas ugdymo sritis turinj; 2) atskleisti,
kokias tévai iZvelgia nebendradarbiavimo
priezastis ir pasekmes; 3) aptarti tévy ir
mokyklos bendradarbiavimo, atliepiancio
tévy ltkescius, gaires.

Tyrimo metodologija ir imtis

Siekiant jgyvendinti iSsikelta tiksla ir uz-
davinius remtasi Nacionalinés mokykly
vertinimo agenttiros (toliau NMVA) atlie-
kamos tévy nuomonés apklausos duome-
nimis. Tévy apklausa buvo NMVA atlie-
kamo mokykly iSorés vertinimo dalis. Jos
paskirtis — atskleisti vertinamos mokyk-
los mokiniy tévy nuomong¢ apie mokyk-
los akademine, socialing, emocing ir fizing
aplinka. Apklausos (nuo 2012 m. vykdo-
mos tik on-line budu) respondenty prasyta
tvertinti 19 teiginiy pazymint atsakyma:
visiSkai sutinku / sutinku / nesutinku / vi-
siSkai nesutinku. Klausimyno pabaigoje
yra vieta paraSyti komentarg — pasisakyma
ripimu (-ais) aspektu (-ais).

Straipsnyje pasitelkiami 2010—
2012 metais atliktos apklausos duome-
nys. Sio
laikotarpio apklausose dalyvavo 48 290

Analizuoti tévy komentarai.

tévy. Pazymeétina, kad labai nedaug (apy-
tiksliai 10 proc.) tévuy parasé komentarus.
Reikia pazyméti, kad buvo analizuoti tik
tie komentarai, kurie rasyti on-line biidu.
Popierinése anketose fiksuoty komenta-
ry neteko analizuoti, nes anketos saugo-
mos NMVA archyve tik vienus metus.
Tad tyrimui pasitelkti 605 tévy (tai sudaro
1,3 proc. imties) komentarai.

Pagal turinio pobiidi komentarai buvo
teigiami (raSomas pagyrimas, pasidziau-
gimas, padéka) ir neigiami (iSreiSkiamas
nepasitenkinimas, apraSoma, t€vy nuomo-
ne, netinkama veikla, keistina situacija).
Neigiamus komentarus parasé¢ dvigubai
daugiau tévy (atitinkamai N = 353 ir N =
177). Pridurtina, kad dar 67 tévai, pildg on-
line klausimynus, vertinamos mokyklos
veikloje izvelge tiek teigiamy, tiek neigia-
muy aspekty. Siame straipsnyje aptariami
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tik neigiami komentarai, kuriuos pateiké
420 respondenty. Probleminiy aspekty
skaicius didesnis, nes daznai komentaruo-
se minima ne viena, o kelios problemos.
Duomenims  analizuoti  pasirinkta
grindziamoji teorija (grounded theory)
(Zydzitnaite, 2006, 2007; Bitinas, 2006),
kuri suteikia tyréjams galimybg neformu-
luoti hipoteziy ir iSankstiniy izvalguy, tirti
reiskinj i§ vidaus, apibendrinti tyrimo da-
lyviy autentiskus pasisakymus, atskleisti
ju vertinimy ypatumus. Todél pradéjus ty-
rima nesiremta iSankstinémis teorijomis ir
hipotezémis. Tik duomenys, uz¢iuopti ko-
mentaruose, padéjo iSaiskéti aptariamoms
bendradarbiavimo gairéms. Remiantis
induktyvia nuostata atlikti pagrindiniai
zingsniai: analiz¢ ir kodavimas. Pirmame
analizés etape atliktas atviras kodavi-
mas — individualiems atvejams priskirtos
savokos — etiketés. Kitais zodziais tariant,
tévy komentarai buvo suskirstyti | grupes,
atsizvelgiant { tai, kokios vaiky mokymo
sritys ten buvo palie¢iamos. Analizuojant
tévy pasisakymy turini buvo iSskirtos

5 koncepcinés kategorijos — tévai teikia
pastaby dél 1) aplinkos, kuri, ju nuomone,
néra saugi ir sveika; 2) tévy manymu, ne-
kokybisko ugdymo (netinkamo mokymo),
3) tévuy nuomone, neracionalios adminis-
tracijos veiklos; 4) tévy manymu, netin-
kamo neformalaus ugdymo organizavimo;
5) tévy jvardijamy Svietimo sistemos trii-
kumy (pav.).

Antrame analizés etape atliktas antri-
nis atviras kodavimas — skirtingy kate-
gorijy individualiems atvejams priskirtos
etiketés — subkategorijos. Subkategorijy
iSskyrimas sudaré galimybiu detaliau ir
nuodugniau iSanalizuoti, kas konkreciai
netenkino tévy. Siame straipsnyje aptaria-
ma tik viena koncepciné kategorija — ,,ne-
kokybiskas, tévy manymu, ugdymas“. Sia
tema neigiamy komentary buvo daugiau-
siai. Komentary apie netinkama, tévy ma-
nymu, ugdyma turinio analiz¢ leido i$skirti
4 subkategorijas: netinkamas mokymo or-
ganizavimas, pagalbos vaikams trikumas,
drausmés pamokoje stoka, pasiekimy ir
pazangos vertinimo trikumai (pav.).

. . . Netinkamas X
Nesaugl/ Nekokybitkas Neracionali NEFORMALAUS SVIETIMO
nesveika UGDYMAS ADMINISTRA- UGDYMO SISTEMOS
APLINKA CIJOS VEIKLA ORGANIZAVIMAS TRUKUMAI

4 Netinkamas mokymas

ﬂ Pagalbos trikumas

Drausmés stoka

4

|| Pasiekimy ir pazangos
vertinimo trikumai

APRAISKOS / PRIEZASTYS / PASEKMES

Pav. Analizés metu isskirtos koncepcinés kategorijos, straipsnyje aptariamos subkategorijos ir

Jju turinio aspektai
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TrecCias analizés etapas — aSinis koda-
vimas: jo metu buvo nagrin€¢jamas jau i
subkategorijas sugrupuoty kritisky tévy
atsiliepimy turinys. Sios analizés metu pa-
vyko i8skirti jvardijamas netinkamo, tévy
manymu, mokymo apraiskas, priezastis,
padarinius mokiniams, ty mokiniy Sei-
moms (pav.).

Taigi komentary turinio (content) ana-
lize leido pamatyti, kas konkreciai ir kodél
netenkina tévy lukesciy.

Tyrimo rezultatai

1. Tévy nuomone, netinkamo
ugdymo apraiskos

Pastaby dél ugdymo kokybés turinio ana-
lizé leido iSskirti keturias subkategorijas:
netinkama mokymo(si) organizavima,
pagalbos trikuma, klasés valdymo, pa-
siekimy ir pazangos vertinimo trilkumus.
Toliau atskirai apraSoma kiekviena, iSrys-
kinant tévams aktualius aspektus, ilius-
truojant juos citatomis.

Netinkamas mokymo(si) organizavi-
mas. Si subkategorija apémé pastabas, ku-
riose tévai kalba apie pedagogy taikomus
mokymo metodus, mokymo diferencijavi-
ma, namy darby skyrima ir mokytojo pa-
vadavima.

Tévy nuomone, kai kurie mokytojai
taiko netinkamus (,,pasenusius®, ,,neadek-
vacius®, ,,nesuprantamus‘) (arba netaiko
tinkamy) mokymo metodus (Istorijos mo-
kytoja VP <...> taiko pasenusius mokymo
metodus ir vercia mokinius neapkesti jos
déstomo dalyko / Gamtos mokytoja VP vi-
sai neveda gamtos pamoky. Vaikai nuolat
dirba savarankiskai. Kq galima kalbéti
apie destomo dalyko kokybe).

Tévams pikta ir dél to, kad mokytojai
nediferencijuoja mokymo uzduociy — ne-
atsizvelgia { mokiniy geb¢jimus (Ne visi
mokytojai sugeba savo déstomo dalyko
medziagq pateikti suprantamai vidutiniy
ar mazesniy gabumy mokiniams, todél kai
kurie mokiniai neturi Siy dalyky pagrindy
arba susidaro spragos Ziniose. / Mokytojai
labiau orientuoti § vidutiniskai ir patenki-
namai besimokancius vaikus. Geriau besi-
mokantys mokiniai neturi galimybiy).

Tévai savo neigiamuose komentaruose
pazyméjo ir ,,netinkamas‘ namy uzduotis.
Vieny tévy nuomone, namy darby uzduo-
dama per daug (Namy darby kriviai per
dideli, manau, kad reikéty mokytis mokyk-
loje, 0 ne namuose), kity nuomone, — per
mazai (Namy darby uzduodama mazokai).
Pridurtina, kad, tévy nuomone, netinka-
mos namy uzduotys yra ir tokios, kai dar-
by kriivis yra netolygus (vienq dienq néra
kas veikti, kitq— sédi iki vélyvo vakaro),
neatitinka vaiko gebé&jimy (Namy darbai
(ypac kirybinés uzduotys) neretai virsija
vaiko galimybes, todél tenka gerokai pri-
sideti tévams). Be to, pasipiktinima kelia
informacijos apie namy darbus trikumas
(Nesurasomi namy darbai | pazymiy kny-
geles arba tai daro tik pora mokytojy.
Ligos metu netenkama oficialaus mokymo-
si grafiko) bei atlikty namy darby never-
tinimas (Norétysi, kad pagrindiniy dalyky
mokytojai (matematikos, lietuviy kalbos)
daugiau démesio skirty namy darby uz-
duociy vertinimui).

Siai subkategorijai priskirtas ir nepasi-
tenkinimas dél nevedamy pamoky. Tévai
neigiamai vertina renginius, vykstancius
pamoky metu (<...> Pamoky metu vyksta
uzklasiniai renginiai), pabrézia mokytoju
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pavadavimo problemas (Ne visuomet at-
siranda mokytojy, kurie galéty pavaduoti
reikalui esant kitus, todél pamokos biina
Siaip sau / Negaliu pasitikéti mokytoju, kai
Jis veda trijy risiy skirtingas pamokas).

Konstatuotina, kad tévams kalbant
apie, ju manymu, netinkama mokyma yra
nurodomi mokymo metodai, diferencijavi-
mas, namy darbai, pamoky nebuvimas.

Pagalbos mokiniui tritkumas. Si
subkategorija apima nusiskundimus — ap-
gailestavima, kad mokytojai nepadeda vai-
kui (Noréciau, kad mano vaikui nesupra-
tus pamokos tikslo, biity viskas paaiskina-
ma). Matyti, kad viliamasi pagalbos ne tik
pamokuy mety, bet ir po ju (Apie galimas
papildomas tam tikry dalyky konsultacijas
pacioje mokykloje po pamoky neteko gir-
deti (vaikui sunkiai sekasi lietuviy kalba.
Tenka galvoti apie mokamas paslaugas).

Tévy neigiamy komentary analizé pa-
rode¢, kad skirtingose mokyklose padétis
yra nevienoda: vienose mokyklose vaikui
pagalbos nesuteikia tik kai kurie mokyto-
jai (Yra mokytojy ir teisingy, ir objektyviy,
ir noriai ateinanciy vaikui j pagalbq (dau-
guma tokie ir yra). Taciau ne visi tokie.
Kai kurie mokytojai atsisako papildomai
paaiskinti), kitose — dauguma (<...> dau-
guma jy nesiteikia padéti, nors tévams ir
pazada, jog jy vaikui padés po pamoky —
Jjie tam neatranda laiko).

Remiantis tévy pasisakymais aiskéja,
kad kartais vaikai yra baudziami uz tai,
jog pagalbos papraso (jei moksleivis pra-
leido déstomq naujq pamokq arba ne visai
suprato esme, bijo klausti mokytojo, nes
mokytojas dazniausiai apkaltina mokinj
neatidumu. Tokiu atveju moksleivis neis-
moksta dalyko, taciau ,, {sisavina * ateiciai,
kad klausti negalima).
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Apibendrinant galima teigti, kad tévai
ne tik konstatuoja, jog vaikams triksta
papildomos mokytojos pagalbos pamokuy
metu ar po pamokuy, bet ir mini, kad jie pa-
tys nesugeba padéti savo vaikams, ir mato
vienintelg iSeit] — samdyti kita mokytoja
(Tévai ne visada sugeba paaiskinti mate-
matikq ar kitus dalykus, todél lieka viena
iSeitis — samdyti mokytojq).

Klasés valdymo subkategorija apima
mokiniy drausmeés problema. Skundai dél
netinkamo klasés valdymo tévy pasisaky-
muose siejami su mokiniy elgesiu (7varka
ir drausmé pamoky metu netenkina, nes
daznai biuna klasése triuksmas ir sunku
dirbti, ir susikaupti). Detalizuodami mo-
kiniy nedrausmingumo problema, tévai
pazymi, kad taikomi tokie, ju nuomone,
netinkami klasés valdymo metodai: 1) mo-
kytojas ignoruoja triukSma (Mokiniai ne-
gali susikaupti dél kity klasioky triuksmo
pamokos metu, o mokytoja(-as) i tai ne-
reaguoja); 2) mokytojas nutraukia moky-
mo procesa (Klaséje yra keletas mokiniy,
kurie trikdo visos klasés darbq. Kartais
mokytojai atsisako testi pamokq dél Siy
mokiniy keliamo triuksmo, Tokiu atveju
nei priemoné pasiekia tikslq, nei dalykas
iSdéstomas ir rezultatas — neapykanta
trivksmadariams ir nulis zZiniy).

Tévu nuomone, mokytojams deréty
prisiimti atsakomybe¢ uz klasés valdyma
(Mokiniai elgiasi kaip kas ismano, o mo-
kytojai i tai nekreipia démesio. / Mokytojai
neturéty toleruoti netinkamo elgesio).
Pazymétina, kad tévai izvelgia ir savo
atsakomybés reikiamybe¢ — ju nuomone,
mokytojo poveikis turéty apimti ir tévus:
Mano nuomone, kai klaséje yra triukima-
dariy — pastoviy, kurie trukdo mano ir kt.
vaikams mokytis, jy tévai turi gauti baudq



ar kazkq panasaus, o ne tai, kad visi ken-

Ciame.

Apibendrintai konstatuotina, kad netin-
kamas klasés valdymas tévy komentaruose
sietinas su nedrausmingais mokiniais.

Pasiekimy ir paZangos vertinimo trii-
kumai. KritiSkai atsiliepdami apie mo-
kiniy pasiekimy vertinimus tévai daznai
pabrézeé tai, kad, ju manymu, mokytoju
vertinimai néra objektyviis. Tévy pasisa-
kymuose buvo minimos ivairios neobjek-
tyvaus vertinimo apraiskos:

* mokytojo vertinimas neatitinka iSori-
nio vertinimo (egzamino metu gauna-
mo vertinimo) (4r normalu, kad vai-
kas turédamas metinj pazymj 4, gauna
lietuviy kalbos valstybinio egzamino
70 baly. Ar tikrai mokytojai nepiktnau-
dZiauja prastais pazymiais?);

* mokytojo vertinimui turi itakos moki-
niy iSvaizda (Kai kurie mokytojai neob-
Jjektyviai vertina mokinius, pvz., pagal
iSvaizdq);

* mokytojo vertinimui turi itakos jo as-
meninés simpatijos / antipatijos (Esu
labai nusivylusi lietuviy kalbos moky-
tojos neobjektyviu vertinimu. Turi sim-
patijos sindromq / Nezinau, kodél taip
darosi, kad mokytoja isskirvia vaikus,
tai yra nemégsta. Tai turéty buti visi
lyguis. Kur ieskoti teisybés?);,

* mokytojo vertinimui turi jtakos vaiko
statusas (Siaip tenkina mokyklos veikla,
bet yra labai didelé korupcija, kadangi
miisy klaséje yra daug vaiky, kuriy te-
vai tos pacios mokyklos mokytojai, tai
Jie vertinami ir démesys jiems rodomas
zymiai didesnis ir tie vaikuciai yra tie-
siog garbinami visy);

e mokytojo vertinimui turi jtakos vaiko
elgesys (Kartais mokytojai raso vaikui

Zemq pazymji uz dalykq, nors to prie-

zastis — neatsinestas vadoveélis. Manau,

vaiko drausmingumas ir tvarkingumas
turi buti vertinamas atskirai nei verti-
nimas uz dalyko Zinojimaq).

Pastabose minédami taikomag vaiko
pasiekimy vertinimo sistema (strategija)
tévai nurodo, kad jiems tritksta informa-
cijos, nusakancios jos pobidi (Man nepa-
tinka pamoky metu kaupiamieji pazymiai,
kuriy negaliu matyti ir {vertinti savo vaiko
mokymosi pastangy, / [ klausimus el. die-
nyne neatsako, pazymio nekomentuoja.
[vertinti, manau, galima tada, kai mokinys
nieko nemoka. Nesuprantu vertinimo sis-
temos). Neigiamy pastaby analizé atsklei-
dzia, kad tévai nepatenkinti ir vertinimo
paskirtimi, neatitinkan¢ia juy supratimo
(Reikeéty vertinti vaiko pastangas mokytis,
Juk ne visi vaikai visiems dalykams gali
biiti gabiis. / Kai kurie mokytojai labai
mégsta rasyti pazymius uz drausme, o ne
uz zinias).

Tévuy netenkina ir vertinimo daznu-
mas (Man labiausiai nepatinka vertinimo
sistema. Vaikas turi pareigq iSmokti, bet
mokytojai irgi turi turéti kazkokius norma-
tyvus — kiek pazymiy per savaite turi vai-
kas gauti. Jei semestro vidurkis vedamas
is 3 pazymiy — vadinasi, pazymys per 4 sa-
vaites? / Kartais buna 3—4 Ziniy patikvini-
mai per dienq, mokytojai ir administracija
argumentuoja, kad tai ne kontroliniai, nors
skiriasi tik jy atlikimo laikas, bet ne apim-
tys. / Per vienq dienq gana daznai biuna
2 kontroliniai, kuriuos mokytojai mégsta
pavadinti kitais vardais, taciau pagal lai-
kq ir turing jie prilygsta kontroliniams dar-
bams (doméjausi SMM).

Atkreiptinas démesys ir i tai, kad tévai
pagal mokiniy vertinimo pasiekimus vertina
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ir mokytojo darbo kokybe (Jei parasius kon-
trolini darbq visy klasés vaiky jvertinimai ne
aukstesni kaip 3—6 balai, manau, kad darbas
turéty biti perrasytas, pries tai issiaiskinus
klaidas (...ir perteiktos medziagos kokybis-
kuma), paskui jau perrasyti antrq kartq).

Remiantis tyrimo duomenimis, tévy
pastabos dé¢l vaiky pazangos ir pasiekimy
vertinimo susijusios su vertinimo princi-
pais (objektyvumu) ir strategija (vertinimo
pobiuidis, daznumas, paskirtis).

2. Tévy nuomone, netinkamo
ugdymo prieZastys ir padariniai

Netinkamas ugdymas tévy neigiamuo-
se komentaruose visy pirma siejamas su
mokytojo asmenybe. Tévai pazymi, kad
nesékmingai ugdo tie pedagogai, kurie:

* yra tinginiai (Mokytojai tingi aiSkinti
mokiniams <...>);

 néra atsakingi (Mano galva, yra keli mo-
kytojai, kurie nepakankamai skiria deé-
mesio savo pamoky pasiruosimui ir me-
dzZiagos isdéstymui mokiniams per pa-
mokas. Esu tikra, kad jie turéty atidZiau
ir atsakingiau pasiruosti pamokoms);

» yra nejautriis (Yra mokykloje keletas
mokytojy, kurie prasymq iSaiskinti,
paaiskinti pamokos temq priima kaip
akiplésiskumq. / Tritksta mokytojy su-
pratimo vaiky atzvilgiu),

* néra pareigingi (Kai kurie mokytojai
blogai iSaiskina déstomq dalykq, moty-
vuodami, kad informacijq apie einamq
temq galima gauti perskaicius vado-
vélj... /IS mokiniy reikalauja daugiau
negu is saves).

Be to, anot tévy, netinkamas ugdymas
yra lemiamas pedagogo amziaus — komen-
taruose neigiamai atsiliepta apie vyresnio
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amziaus mokytojus (Kai kurie jau yra tie-

siog per seni destyti savo dalykq ir nelabai

tinkamai isdésto / Gaila, taciau mokytoja
tik nori ,, prastumti ** kelis likusius metus iki
pensijos).

Neefektyvus ugdymas taip pat gali bati
lemiamas ir pedagoginés (Neuztenka iSma-
nyti savo dalykq, butinas ir pedagoginis-
psichologinis pasirengimas) bei dalykinés
kompetencijos stokos (tritksta pasiruosi-
mo dirbti vyresnése klasése (painioja rasy-
tojy pavardes, neskiria pagrindinés temos
nuo pagrindinés minties, neruosia sam-
protavimo rasiniui / Mokykloje dirba labai
prasti specialistai. Angly kalbq désto VP,
kuri nemoka kalbéti angliskai, daro daug
dalykiniy klaidy).

Kai kuriy tévy komentaruose akcen-
tuota ne kompetencija, o viena jos dalis —
nuostata. Tévai mano, kad veikla turéty
buti orientuojama i vaika (ne i programa):
(Manau, kad visose mokyklose yra viena
problema. Visi privalo laikytis mokymo
plany, programy ir nesvarbu mokyto-
Jjams ar mokiniai suprato, ar isisavino
mokomq dalykq (bent jau 50% suprasty).
Mokytojai skuba, lekia, kad tik neatsilikty
nuo programos).

Kita vertus, tévai {Zvelgia ir objektyviy
neefektyvaus ugdymo priezasc¢iy:

e per didelis mokiniy skaicius klaséje
(Nejmanoma visiems paaiskinti, kai
klaséje apie 30 vaiky / mokytojas nepa-
Jjégus prieiti prie kiekvieno);

» perkrautos programos (Mano manymu,
programa, kuri déstoma mokykloje, yra
labai isplésta ir per daug sudétinga).
Apibendrinant galima teigti, kad, tévy

nuomone, ugdymo kokybé lemiama mo-

kytojo asmenybés, jo kompetencijy ir Svie-
timo sistemos bruozy.



Tévai, iSsakydami kritiSkas pastabas
apie ugdyma visose iSskirtose subkatego-
rijose, mini padarinius jy vaikams. Minimi
padariniai apima skirtingus aspektus. Visu
pirma pabréztinas tévy apgailestavimas,
kad netinkamas ugdymo procesas neigia-
mai veikia vaiky asmenybe:

» vaikas praranda mokymosi motyvacija:
Be to, didesné dalis mokytojy nesugeba
paaiskinti savo déstomo dalyko, o tik
vercia nusiskundimus ant pacio moki-
nio, kad nenori mokytis, o kq galima
mokytis, kai nesupranti, apie kq kalba-
ma, tada reikia samdyti korepetitorius,
kurie brangiai kainuoja,

» vaikas netenka pasitikéjimo savimi:
Nezinau, kaip vyksta kitos pamokos
(angly, muzika, tikyba), bet is sinaus
suprantu, kad dabar, kuomet muzikos ir
angly mokytojas dél nedarbingumo pa-
vaduoja kiti mokytojai, klasé jauciasi
labiau pasitikinti (veikia suprasti, kad
specialistai daré klaidy);

* maz¢ja vaiko pazangumas ir draus-
mingumas: Mano sinus turi sunkumy
i§ matematikos dalyko, — nesugeba
greitai isspresti testo ar kontrolinio.
Moksleiviai, greitai iSsprende uzduotis
sukelia surmulj klaséje ir mano sinus
nebesusikoncentruoja. Ir taip nuo 5
klasés; / kencia miisy vaiky mokymo-
si ir elgesio kokybé, nes prie ,, lyderiy
reikia derintis, mokytojas yra bejégis.
Tévai taip pat pazymi, kad netinkamas

ugdymo procesas mokykloje lemia papil-
domas materialines iSlaidas — jie priversti
samdyti korepetitorius: Mokytojai prakti-
kuoja dalyko isdestyma, o ne ismokymq,
iSaiskinimq. Mokytojai iSaiskina dalykq,
kai pas juos eini papildomai ir moki pini-
gélius.

3. Tévy ir mokyklos bendradarbiavimo,
atliepiancio tévy liikescius, gairés

[Sanalizavus kritiSkus tévy atsiliepimus
apie ugdyma (netinkama mokymo or-
ganizavima, pagalbos trikuma, drausmes
stoka, ydinga mokiniy pasiekimuy vertini-
mo sistema), galima teigti, kad pasitvir-
tina straipsnio jvade kelta prielaida apie
itampa, kuri tarp tévy ir mokytoju kyla
tada, kai mokytojy darbas neatitinka tévy
lakesc¢iy (Hourani, Stringer ir Baker, 2012;
Musiel, 2014).

Pazymétina, kad tévai savo atsiliepi-
muose gali buti neteists, klysti. Vis délto
suponuojama, kad klaidas lemia infor-
macijos stoka (ne visa informacija) (pa-
vyzdziui, apie tai, kodél mokytojas taiko
vienus ar kitus mokymo metodus ir kt.).
Atlikta analizé patvirtino ir tai, kad, mo-
kyklai neatliepiant tévy lukesc¢iy, iSsa-
komi kaltinimai ne tik mokytojams, ju
kompetencijai, asmenybinéms savybéms.
Apibendrinti vertinimai imami taikyti vi-
sai mokyklai, net Svietimo sistemai. Tévy
kritisky atsiliepimy turinio analizé atsklei-
dzia, kas konkreciai netenkina tévy, kokie
mokiniy ugdymo proceso organizavimo
aspektai jiems kelia nerima ar yra nesu-
prantami, nes triiksta informacijos. Kokias
bendradarbiavimo gaires galima jzvelgti
turimoje medziagoje?

Manytina, kad tévy nepasitenkinimas
kyla dél informacijos apie mokytojo tai-
komy mokymo metodu tikslinguma, vie-
nokios ar kitokios namy darby apimties ir
namy darby skyrimo daznumo prasmingu-
ma trikumo. Aiskéja, kad tévai, neigiamai
atsiliepdami apie netinkama, ju manymu,
mokyma, remiasi tik ta informacija, kuria
jie turi stebédami savo vaiko mokymasi,
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kalbédamiesi su savo vaiku apie tai, kaip
jam sekasi mokykloje. Galima teigti, kad
labai svarbi bendradarbiavimo su tévais
sritis turéty biiti mokytoju teikiama
informacija apie taikomus metodus
mokant vieny ar kity dalyky, skiriamy
namy darby paskirti ir ju reikSmeg. Toks
informavimas turéty vykti mokslo mety
pradZioje ir biti vertinamas kaip preven-
cinis tévy Svietimas (Darch, Craig; Miao,
Yu; Shippen, Peggy, 2004). Pagrindiné
tokios informacijos teikimo forma galéty
biiti tévy ir ju vaikus mokanciy mokytojuy
susirinkimai mokslo mety pradzioje. Tai
padéty iSvengti formaliy, nenaudingy su-
sirinkimy, kuriuose teaptariami vaiko mo-
kymosi rezultatai ir drausme (Lelitigiene,
Simonaviciaté 2010). Pridurtina, kad to-
kiame susirinkime deréty aptarti mokytojuy
pavadavimo jvairiais atvejais klausimus,
numatomy renginiy plang. Dar vienas skir-
tumas nuo tradiciniy susirinkimy biity tas,
kad ,.tradiciniai“ yra skirti vaiko praei¢iai
(kas jau yra jvyke), Sitie — orientuoti { jo
ateitj (kas ir kaip vyks).

Daugelis tyrimy rodo, kad mokyto-
jai pageidauja tévuy isitraukimo | vaiky
mokyma namuose padedant jiems atlik-
ti namy darbus. Tévy kritisSky atsiliepimy
apie mokiniams teikiama pagalba turinys
rodo, kad tévai — kaip ir mokytojai — tikisi
vienpusiskos pagalbos. Samdant korepeti-
toriy tikima, kad jis i§spr¢s problema taip
pat be tévy indélio (iSskyrus finansin).
Taciau Sioje srityje itin reikSmingas tam-
pa tévy ir mokytojy bendradarbiavimas.
E. Pomerantz ir E. Moorman (2007) teigi-
mu, tévy isitraukimo { vaiky ugdyma teigia-
mas poveikis mokymo pasiekimams grin-
dziamas dviem — jgudziy ir motyvacijos
vystymo(si) — modeliais (mechanizmais).
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Igtdziy vystymo(si) modelis atskleidZia,
kad vaiko mokymosi pasiekimai geréja to-
dél, kad tobulinami jo pazintiniai gebé&jimai
ir metakognityviis (gebéjimas planuoti, ko-
reguoti savo mokymosi veikla) mokéjimai.
Naudojant motyvacijos vystymo(si) mode-
1i, vaiko mokymosi pasiekimai geréja todél,
kad sustipréja vaiko motyvacija ir jis labiau
isitraukia { mokymosi procesa.

Tévai, isitraukdami | vaiky mokymo-
si procesa, daugiau suzino apie tai, ko ju
vaikai mokosi ir kaip mokosi, ka jie geba
ir ko negeba. Tai padeda jiems tikslingai
formuoti reikiamus vaiky igtidzius. Netgi
tais atvejais, kai tévams triiksta specialiyjy
pedagoginiy Ziniy, teikiama vaikams pagal-
ba sudaro salygas veiksmingiau mokytis
i§ savo jgyjamo patyrimo. Vaikas kartu su
tévais mokosi valdyti mokymosi procesa ir
pajaucia, kad gali ir pats $i procesa valdyti.
Kita vertus, tévams neuztenka vien bendros
informacijos. Jiems reikia ir labai tikslingos
informacijos apie ju vaiko sékmes ir nesék-
mes, apie jo stiprybes ir silpnybes mokan-
tis. Mokytojas bendradarbiaudamas koordi-
nuoty tévy veiksmus, teikty griztamaji rysi.

Nagriné¢jant kritiSkus tévy atsiliepimus
apie mokykloje taikoma vertinimo siste-
ma, matyti, kad tévams triiksta ne tik laiku
pateikiamos informacijos, bet ir pac¢ios in-
formacijos. Jiems reikia Zinoti ir apie tai,
kokia informacija turi biiti ir bus jiems pa-
teikiama, kaip ja naudotis. Akivaizdu, kad
vertinimy suras§ymas { elektronini dienyna
tévams suteikia tik informacijos, kaip vai-
kui sekasi. Joje néra informacijos, kokiy
problemy kyla vaikui mokantis. Ji gali biiti
gaunama tik bendradarbiaujant asmeniskai
su mokytojais. Tokiu atveju vaiko pasieki-
my vertinimo pateikimas elektroniniame
dienyne yra tik informacija, suteikianti



mokytoju ir tévy bendradarbiavimui turini
ir krypti.

I8skirtinis  kritiSky atsiliepimy apie
drausmés pamokose stoka bruozas yra tai,
kad tévai kalba apie kitus juy vaiko klas¢je
besimokancius mokinius, ju elgesi ir mo-
kytoju nesugebéjima ju suvaldyti. [ akis
krenta tai, kad tévai siiilo skirti finansines
baudas tévams, suteikti daugiau galiy mo-
kytojams sutramdyti drausmés lauzytojus,
bet nieko nekalba apie paciy tévy bendra-
darbiavima stengiantis spresti drausmés
problema klasése. Matomas likestis, kad
mokytojas keistysi vienpusiskai ir dirb-
ty taip, kaip tikisi tévai. Tai patvirtina
Kazlauskienés, Valancienés, Krasauskaités
(2012), Lelitgienés ir KauSylienés (2012)
i§vadas, kad tévai atsakomybg uz vaiko
mokymasi, saugios ugdymo aplinkos mo-
kykloje kiirima priskiria labiau mokyklai
nei Seimai. P. Halsey (2005) nurodo, kad,
siekiant stiprinti tévy galias bendradar-
biauti su mokytojais, biitina formuoti ben-
dradarbiavimo santykius tarp paciy tévu.
Galima teigti, kad drausmés palaikymas
pamokoje, darbingos atmosferos pamoko-
je uztikrinimas jau gali buti ne tik mokyto-
ju ir tévy, bet ir paciy tévy bendradarbia-
vimo sritis, kurioje pastangas vienija visa
klasés bendruomené kartu su joje dirban-
¢iais mokytojais.

ISvados

Tévy kritisky atsiliepimy apie mokyklos
veikla ugdant jy vaikus turinio analizé lei-
do i8skirti pagrindines sritis, kuriose mo-
kytoju ir mokyklos veikla neatitinka tévy
lukes¢iy. Remiantis tévy kritisky atsiliepi-
my turinio analize apie Siuos tévy likesciy
netenkinancios mokyklos veiklos aspektus

galima isskirti kelias tévy ir mokytoju ben-

dradarbiavimo sritis:

*  Mokytojy ir tévy bendradarbiavimas in-
formuojant tévus apie taikomus moky-
mo metodus, namy darby skyrimo prin-
cipus, mokiniy pasiekimy vertinimo sis-
tema (kaupiamasis balas), jos veikimo
principus: kada, kokia informacija bus
pateikiama ir kaip pateikiama. Mokytoju
ir tévy bendradarbiavimas Sioje srityje
turéty biti vykdomas tiksliniy klasés
tévy susirinkimy forma mokslo mety
pradzioje ir tai sudaryty salygas preven-
cinei tévy Svietimo ir informacinei veik-
lai. Tokiy susirinkimuy i$skirtinis bruozas
yra nukreiptumas 1 ateitj, nes juose bty
kalbama apie tai, kas bus ateityje, o ne
apie tai, kas yra atsitike.

*  Mokytoju ir tévy bendradarbiavimas
teikiant pagalba mokiniui mokyklo-
je ir namuose. ISskirtinis tokio ben-
dradarbiavimo bruozas yra asmeninis
mokytojo ir tévy bendravimas. Taip
bendraujant mokytoju teikiama bendra
informacija apie taikomus mokymo
metodus, namy darby skyrimo princi-
pus, taikoma mokiniy pasiekimy pa-
Zangos vertinimo sistema tévams igyty
konkrecig prasme, leisty susipaZzinti su
vaiko stiprybémis ir silpnybémis, sklai-
dytu nuostatas, kad tévai yra bejégiai
padéti vaikams mokytis namuose.

e Mokytojy ir tévy, tévy tarpusavio ben-

sprendziant proble-

mas, kylancias uZztikrinant drausmg ir

dradarbiavimas

darbinga atmosfera pamoky metu. Tai
sudaryty salygas burtis klasés tévy ben-
druomenei pasidalyti atsakomybe, kar-
tu svarstyti ir spresti klaséje kylancias
problemas, padéty formuoti teigiamas
bendradarbiavimo nuostatas.
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THE GUIDELINES FOR THE COOPERATION OF PARENTS AND SCHOOLS:
WHAT DOES THE ANALYSIS OF CRITICAL FEEDBACK FROM PARENTS REVEAL

ABOUT THE EDUCATIONAL PROCESS

Grazina Ciuladiené, Antanas Valantinas

Summary

Parental involvement has a positive impact on chil-
dren’s learning achievements, school attendance etc.
There is a lack of research of the involvement of
parents in the extent of school life as well as the ad-
vantages and obstacles posed by it in Lithuania. The
purpose of this article is to find out the voltage fields
in parent — teacher relationship. Parents’ opinions
about the school’s activities survey data (the survey
was held by the National School Assessment Agency
at 2010-2012 year) was analyzed for this study. Only
online comments of the parents were analyzed and
only remarks of the negative nature were consid-
ered (420 respondents). The data were analyzed on
the basis of grounded theory (V. hydhitnaite, 2006,
2007; B. Bitinas, 2006). This article discusses only
one conceptual category — the poor quality of edu-

{teikta 2016 09 20
Priimta 2016 11 02

cation. Content analysis of the comments discuss-
ing the quality of education allows us to distinguish
four sub-categories: teaching inefficiency, the lack of
support, the lack of discipline and the disadvantag-
es of achievements and progress. According to the
analysis of survey results, it can be said that the par-
ents* dissatisfaction with the quality of the teaching
process gives birth to distrust in the quality of school
teacher competency, which further alienates parents
from the school. Such an atmosphere of communica-
tion, one based on the distrust and dissatisfaction of
parents, lays ground for deep conflict situations rath-
er than well-wishing cooperation, which is condu-
cive to parental involvement in children’s education.

Keywords: parents, school, cooperation, educa-
tion quality, complaints.
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The contemporary education paradigm determines the transition from the investment aspects
(duration, place, teaching methodology) towards the learning outcomes closely linked to active,
experiential learning, which substantiates the necessity for new types of partnership - for instance,
the involvement of social partners, as well as the promotion of new types of cooperation between
schools and families. A person who is able and willing to be involved in the social processes, who
is capable to put forward his/her own goals and achieve these goals in a flexible manner, while
adjusting to the situation and using the available resources, is the outcome of learning and may be
defined as the agent.

The science of pedagogy has got involved in the research on social agency in order to construct
its scientific interpretation of the necessity to change the way of pedagogical thinking — namely,
to direct the pedagogical discourse of moral obligation towards the cooperative model, putting
emphasis on the learner as a person whose personal viewpoint is to be respected, and not as an
individual who does not comprehend what he/she is doing. It is the mutual respect, rather than
obedience, which is the goal of education and upbringing in the post-modern environment. Rapid
technological developments have impacted the interpretation of the concept of education and the
roles of the educator and the learner, putting forward each agent’s responsibility for life-long lear-
ning as a self-guided process and respecting the competences of each agent involved in education,
all the while promoting their cooperation. This paper explores media literacy as the key component
of agency and describes the mechanism of agency empowerment through the media education
process, in an effort to find answers to the following questions: What is the key aim of media edu-
cation? What is the content of media education? How media education ought to be integrated in
the didactics of pedagogy and the teaching/learning process?

Keywords: agency, agent, media literacy, empowering agency.

The Concept of Agency

The desired outcome of contemporary
education is a decent individual who is ca-
pable of changing the world and who can
not only learn, but act as well. Learning
is not the aim of education — it is a way
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to become better, more capable. (Prencky,
2014) The aim of education is an indi-
vidual who is able and wants to act as a
capacitated person (agent). Agency is one
of the most important quality of life indi-
cators in the 215 century, one that has been



mentioned both in the leading policy and
education resolutions, one that enters the
routine of societal everyday life more fre-
quently and which the media dubs as “the
mastery of life”. (Rubene, 2015) The re-
search interest about an agent in social sci-
ences has been flourishing since the 1980s,
bringing substantial changes in the sub-
ject’s perception in childhood research as
well. (Raithelhuber, 2008)

In social sciences, this concept is ex-
plained in the context of the subject’s ac-
tion, emphasizing the subject’s readiness
to act and to choose independently. These
two aspects are considered to be the most
significant indicators of social agency. The
subject acts independently in the frame-
work of agency, thus strengthening his/her
active position in relation to his/her own
life and the society. (Erb, Kaindl, 2007;
Hurrelmann, 1986)

Agency, in a more detailed discourse of
social sciences, denotes the person’s ability
to guide his/her life in a personally desir-
able direction, the readiness to take risks,
responsibility and challenges, the ability to
make a choice, i.e., to guide one’s social
action in practice so as to reach a set aim.
Agency cannot be separated from the ac-
tion environment in which its conditions
are formed and in which it is implemented.
(Zobena, 2011) Agency is socially benefi-
cial for the subject, because, with its help,
the subject facilitates the transformation
and advancement of the society. (Alkire,
2007) Therefore, in research, the subject
should be analyzed in the context of the
social environment within which the sub-
ject confirms the expression of his/her in-
ner potential in action (Alsop, 2006) and

implements his/her political and social
rights (Apine, Roga, 2011, Zobena, 2005)
through social interactions and social prac-
tices (Raithelhuber, 2008). The continuity
of the subject’s actions — participating in
the processes that are significant for the
whole world instead of taking part in sepa-
rate acts of action (Giddens, 1998) — is be-
ing emphasized in the context of agency,
thus looking at agency as a process and not
only as an aim. (Sen, 2002)

By analyzing the topical components
of agency in social sciences, it is seen that
the most frequently mentioned descriptors
of agency are initiative, activity, risk tak-
ing, adjustment, innovation, the ability to
change, the management of one’s action
and free action. In life, the agents need
to use all of the mentioned descriptors in
practice, to take for consideration that life
nowadays consists of a real (physical) as
well as a virtual space as a big part of it.
Therefore, an educational process must fo-
cus on providing agents with tools that can
be utilized within media space to raise the
effectiveness of agency.

In examining the concept of agency,
one should take into consideration the
leading and opposite groups of theories in
social sciences that analyze the issue on
the formation of relations between social
structures, processes and the ability of ac-
tive subjects to act creatively and in a self-
determined way. (Scherr, 2012, p. 99) The-
ories that analyse the relations existing be-
tween the structure and subject treat them
either as opposites (the above described
structure theories, also called macro social
constructivism theories (Burr, 2003)), or as
the co-existence of the subject and struc-
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ture, the synthesis preserving the subject’s
agency. Agency in synthesis theories does
not signify the individuals’ free will, crea-
tivity or originality, but rather the socially
determined ability of the individual to in-
fluence social processes. (Barker, 2004)
Synthesis theories examine the subject’s
self-construction model, emphasizing the
subject’s freedom of choice, his/her own
action, and his/her ability to influence and
determine own actions. Namely, the sub-
ject is understood as a free entity who is
able to decide and is active both in social
processes and the self-development pro-
cess, as the creative interpreter and con-
struer of one’s social life. (Hurrelmann,
1986; Barker, 2004)

The subject builds interactive relations
with the world and is not only a passive
product of one’s individual and social life
conditions. (Keupp 2001, 39) Interaction
is the binding element between the subject
and structure because structures do not ex-
ist without the interaction of subjects and
the subject construes oneself in the social
reality by acquiring, activating, question-
ing and changing the norms and/or values
that exist within the society; the subject
shape’s the view about oneself on the basis
of the knowledge and experience gained
during the interaction. (Berger, Lukman,
1991) The subject is an active participant
of interaction in the process of reality and
self-construction. (Verkuyten, 2005) The
interaction process includes an education-
al process with a goal in agency empow-
erment, set to define knowledges, skills
and attitudes that are required for quality
participation in society processes and that
give the possibility to empower them.
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The active, socially constructed un-
derstanding of the subject in the modern
education paradigm transforms the tradi-
tional teaching/learning process: there is
a transition from the teacher-centered edu-
cation to the learner-centered education; a
set of new skills — namely, skills of the 215
century — become important; the teaching/
learning process becomes interdisciplinary
and integrated, based on projects, research
activities and real life; technologies and
media are used in the educational pro-
cess (Anne Shaw, 2014). Such an educa-
tional process ensures the possibility for
the learner to himself/herself participate
in the setting of education goals, defining
the tasks and even in choosing the learn-
ing content and methods as well as in self-
controlling, monitoring and assessment.
Teachers no longer “deliver” knowledge
for the purpose of memorization, but sup-
port learners in the process of shaping their
competences; they become partners. (Eu-
rydice, 2002, Prencky, 2014)

For the subject to become active, it is
necessary to develop his/her motivation,
abilities, knowledge and skills (compe-
tences) — only after a successful comple-
tion of this process, the course of agency
can begin (Rappaport, 1981, 1984), which
is already connected with the subject’s
ability to manage and guide the processes
that take place within society and to partic-
ipate in societal life (Broka, 2013, Barker,
2003). This idea is intrinsic in the context
of pedagogy, showing the possibility and
importance of empowering purposeful
agency, recognizing that agency combines
knowledge with practice, resources with
action (Bela, Tisenkopfs, 2006). Thus, it



becomes a pedagogical category, because
only by acquiring knowledge and learning
to manage resources the agency is being
improved or empowered. The notion of
empowerment is viewed together with the
notion of agency. Empowerment is treated
as the precondition of agency or its part
(Alkire, 2005).

Media literacy as a component in
the agency empowerment process

The key components of the empowerment
process are access to information, inclusion
and participation, responsibility and or-
ganizational capacity. (Narayan, 2005) The
empowerment of agency is both a process
and an aim, as a result of which the sub-
ject’s possibilities in purposefully choosing
and in turning this choice into anticipated
actions increase, thus attaining the aim. In
order to increase the subject’s agency, par-
ticular instruments are used in the peda-
gogical process to acquire the skills neces-
sary for the subject’s development, social
functioning and learning to effectively use
the available resources. The present arti-
cle will explore one of the components of
the empowerment process — the access to
information and media literacy as a tool in
building this component. The most crucial
thing to remember is that technical access to
information does not make the subject liter-
ate in terms of media; one must be able to
work with acquired information: to analyze,
structure, select it in accordance with one’s
aims and use it. Thus, we have to speak
about the purposeful development of media
literacy in a pedagogically guided process
(Considine, 1997).

Giving prominence to the access to in-
formation from all the complex agency em-
powerment activities, the following chain
emerges, which clearly marks the fields of
pedagogical action (see Figure No. 1):
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Figure No. 1. Media literacy
as the agency empowerment component
(L. Valdmane, 2016)

Media literacy develops in the process
of media education and its importance has
been described in the leading education
policy documents since the 1980s.

In 1982, the Griinwald Declaration
on Media Education was adopted; in
1989, the Council of Europe adopted the
Resolution on Education, Media and New
Technologies. 1t points out that the task of
media education is to prepare people for a
life in a democratic society, helping them
understand the structure, mechanism and
content of media, promoting independent
and critical attitude towards the content
of media; in 2006, the Council of Europe
adopted the Recommendations of Min-
isters’ Commission to the Participating
Countries to Ensure Children Possibilities
in the New Information and Communica-
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tion Environment; in 2007, the Council of
Europe defined 8 key competences, one of
which was the digital competence — one
that is a prerequisite for a successful life
in the knowledge society. (Pamatpras-
mes mizizglitibai Eiropas pamatprincipu
kopums, 2007); the Latvian National De-
velopment Plan 2014-2020 (NAP2020)
defines the pillars of the education system
that will shape the development of the fu-
ture citizen and will promote his/her com-
petitiveness in the labor market: an inten-
sive acquisition of the Latvian language as
well as foreign languages and information
technologies. It is stated in Article 275 of
the action Competence Development that
in order for the person to be able to find
and acquire a respectable job and be ca-
pable to care for oneself and one’s own
relatives, ultimately, then, to participate
in the development of one’s own country,
one needs different competences; some of
the mentioned are information and tech-
nology skills, communication and coop-
eration abilities, creativity, the capacity to
think critically, assess risks and find solu-
tions for issues related.By analysing the
abovementioned documents, a conjunctive
factor becomes evident — these acts em-
phasize the crucial role of media literacy
in today’s world, stressing media literacy
both as an aim and as the element of the
teaching/learning process. However, there
still is lack of detailed and common un-
derstanding about the aim and content of
media literacy as well as the empowerment
process.

In order to develop and improve media
literacy in the pedagogical process, one
must answer the following questions:
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1) What is the key aim of media educa-
tion?

2) What is the content of media educa-
tion?

3) How media education is to be inte-
grated in the didactics of pedagogy and
the teaching/learning process (Ugur,
2010)?

The author will seek to answer these
questions in the current article, because
these answers will demonstrate how the
education process must be organized to
empower agency.

The key aim of media education

Different terms, often used in parallel, are
found in research literature— media litera-
cy, media competence, digital competence.
The term “media literacy” is more widely
used in Latvia, understood as ““a set of life
skills that is necessary for full-fledged par-
ticipation in the media saturated, informa-
tion abundant society”” (Hobbs, 2010). The
following descriptors are named most me-
dia literacy definitions: the ability to un-
derstand the role and functions of media,
to comprehend the conditions in which
media can fulfill their functions; to code
and decode the symbols transmitted by
media; to synthesize, analyse and create
media messages for self-expression and
democratic participation (NAMLE, Fe-
dorov, Ugur, 2010).

The aim of media education is to
strengthen all competences (knowledge,
skills, and attitudes) that include media
literacy of the education subject and that
are necessary to work with the tradition-
al media and new technologies. In order
to attain the aim of media education, it



is important to understand the elements
forming the media literacy, which shape
the content of media education and which
result from the above given media literacy
definitions.

The content of media education

The greatest problem in defining the con-
tent of media education emerges from
the fragmentation and presence of differ-
ent fields — journalism, cinematography,
politics, pedagogy, sociology, art, music,
etc. Media education comprises all these
autonomous fields (Ugur, 2010). Content
produced in these fields, presented by au-
dio, video, print or any other manner are
represented in our daily lives and must be
critically analyzed to acquire qualitative
and trustable information, which we may
later use in shaping our knowledge and at-
titudes.

The elements of media literacy, which
form content of media education, are the
following:

1) Mediaroles, functions, impacts, the un-
derstanding of actions and the practical
application of media used in society;

2) The critical perception of messages
of diverse forms (the identification of
the author, aim, expressed opinion, the
evaluation of content quality and cred-
ibility), the analysis, the selection of
personally most suitable media;

3) Responsible participation in the media
space, ensuring self-expression and
participation, the reflection of one’s at-
titude and communicative behavior on
the basis of social responsibility and
ethical principles;

4) Skills that are necessary to create one’s
own media content, using the language,
pictures and sound to express it; apply-
ing new technologies, sharing one’s
knowledge and problem solutions both
in the family and society; becoming an
active member of society (Ugur, 2010;
Hobbs, 2014).

As it was stressed above, the mentioned
media literacy elements are diverse, multi-
layered and include different thematic
blocks. They also require active participa-
tion and action of the subject in the media
space, who sets and achieves his/her aims
using media as a tool.

At present, a study Media Literacy in
Latvia and Priorities is being performed
in Latvia to find out the teachers’ opin-
ion about the most important elements of
the media literacy as well as to evaluate
the media literacy of students and teach-
ers. Parts of the study data will be used to
evaluate the Latvian Media Policy Guide-
lines for 2016-2020: Implementation Plan,
where media literacy is listed as one of the
five sub-goals and action lines.

Teachers mention critical thinking, the
ability to understand the impact of media
on society, the assessment of media mes-
sages in accordance with one’s experience,
skills, values, conviction, understanding of
authorship rights and the skill to use digital
technologies as the most important knowl-
edge and skills of media literacy that need
to be acquired at school. Teachers were
asked to assess students’ knowledge and
skills that are related to information and
media literacy on 5 levels.

To comment on the data and to stress
that media literacy in Latvia has not so far
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Table No. 1. Teachers’ assessment of students’ media literacy (A. Rozukalne, 2016)

Ver Corresponds Does not Ver
Knowledge/skills 003 to age, stage | correspond to age, ba(i] N/A
g of education | stage of education

Critical thinking skills 2% 52% 34% 5% | 7%
The skill tf) recognize how media . 20 43% 30% 15% | 10%
messages influence culture and society
The sk?ll to identify marketing 0% 6% 41% 41% | 6%
strategies
The Skl]‘] to identify the 1mpact 50, 35 249 10% | 26%
mechanisms of commercials
The skill to recognize what media
developers want from us: whom to 0% 33% 32% 18% | 17%
believe or what to do
Understandi?g thf: q1.1ality of media 7% 27% 36% 24% | 6%
content and its criteria
The skill to recognize persuasion 0

. 5% 25% 26% 27% | 17%
technologies
The skill to re.cogni.ze prejud.ices, 3% 41% 31% 13% | 12%
rumours, manipulation and lies
The skill to recognize disinformation 0% 30% 27% 29% | 14%
Understanding the role of press
freedom in the development of 5% 34% 31% 10% | 20%
democracy
The skill to ensure the.safety of one’s 49, 40% 24% 18% | 14%
data and their use on-line
Comprehension of authorship rights 3% 36% 29% 23% | 9%
Cc?mprehen510n of the journalists . 0% 36% 2294 22% | 20%
principles of work and norms of ethics
The skill to use digital technologies
(gadgets and search programs) for 25% 34% 36% 0% | 5%
learning and in leisure time

been identified as an important element
of formal education, it may be concluded
that, in part, pupils construct the listed
media literacy elements outside of the for-
mal education process. The goal of media
education in formal education is to raise
media literacy from low percentages (less
than 50%, see Table No. 1) to high per-
centages, as it can be observed currently
(evaluation from A. Fjodorov), providing
for the development of student agency. It
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is the goal of education in the 215t century
to narrow the gap between real life affairs,
required skills and school — knowledge,
skills and attitudes in formal education.
Media literacy is considered as one of the
competencies where school and real life
can meet and empower student agency in
real life, considering the learning process
as empowerment.

The obtained data cannot be directly
validated but they outline some criteria



that is comparable with the research per-
formed in 2011 by State Latvian language
agency Media competence in students’
and teachers’ target group. Several ques-
tions were posed in the study (not to such
detail as in the study performed this year)
that concern the critical evaluation of me-
dia messages. A positive indicator — 67%
of students mention that it is important
to compare different media as sources of
information about a single topic. How-
ever, in 2011, the percentage of students
critically assessing media information was
only 33%, while 70% of students admit-
ted that they did not pay attention to the
author of the article, thus they did not as-
sess the credibility of the source, which, in
the modern space of abundant information,
is a dangerous indicator that leaves room
for propaganda, manipulations and the in-
ability to differentiate credible information
from lies.

A wide group of teachers and educa-
tion policy makers were acquainted with
these data obtained in 2011, encouraging
them to assess the role of media literacy
in the modern education process and the
achievement of education aims. Since
2011, positive changes have taken place
in the education space of Latvia, including
the organization of teachers’ professional
development courses as a positive trend;
however, no media education content has
been developed in formal education. Some
elements of media literacy are included in
the school subject of informatics, some in
pilot programmes in computing, but most
of the above analyzed skills, knowledge
and attitudes have been left as the choice
for subject teachers, a fact also reflected in

data gathered by the study Media Literacy
in Latvia and Priorities, indicating the
low ability of students to identify the mar-
keting strategies, perceive the aim of the
author who had produced the media mes-
sage, evaluate the equality, recognize the
persuasion technologies and disinforma-
tion, etc. The teachers’ answers in the 2011
study also confirmed that media literacy
was important, but that they had no time
to develop it in a particular school subject.
It is very important to recognize that we
must consider the level of medial literacy
of teachers as well.

The study Media Literacy in Latvia
and Priorities showed that teachers ori-
ent themselves well in the issues related
to media practice and media impact but
they do not feel certain about their skill
to recognize disinformation; also, they
evaluate themselves as poor creators of
media content and subpar users of media
technologies. These findings correlate with
the study performed by the State Latvian
Language Agency, which found that 89%
of teachers use internet to get information
necessary for work at school. As compared
to students, teachers used the internet as
the means of interaction and communica-
tion considerably scarcely in 2011. The
analysis of teachers’ self-assessment re-
garding the skills of media use show that
the majority of teachers are prone to criti-
cal evaluation of media information — 83%
consider that it is important to compare
messages of different media about one
topic, 70% of teachers disagree that the
information provided by media is always
true, and 54% of respondents pay attention
to the author of a media message. Teach-
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ers’ critical thinking skills are developed
through social experience and need to be
improved because the obtained data do not
indicate a high media literacy level among
the teachers. It is very important to give
teachers methodological support on how
to strengthen students’ media literacy us-
ing the media environment in which stu-
dents spend the greatest part of the day.
After the development of the media educa-
tion program, it is necessary to work out a
methodology on how to strengthen media
literacy in school.

The analysed information and research
data prove that it is equally important to
develop media literacy in both students
and teachers as well as in every member
of the society to ensure agency and allow
them to set and attain the aims of their
lives. In the space of modern education,
every one of us is the one who learns and
the one who teaches (Prencky, 2010).

Media education in didactics
of pedagogy and the teaching/
learning process

The diverse fields comprised by media lit-
eracy define the broadness of the thematic
blocks, which allow the acquiring media
literacy to be considered as a separate
school subject or as a transversal com-
petence. At present, the introduction of
competence-based teaching/learning con-
tent has been launched in Latvia, defining
media literacy as a transversal competence
(Guntars Catlaks, 2015).

The interdisciplinary nature of media
education in each school subject allows
for including tasks that strengthen the
skills required to treat information in an
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efficient manner, provide knowledge and
shape attitudes. It is implemented in prac-
tical action because media literacy, as any
other type of literacy (reading, writing,
mathematics) signifies the ability to per-
form, not to know theoretically, and thus
it develops only in action. In implement-
ing competence-based education, the most
essential condition is that media literacy
is not introduced in education in a frag-
mentary way, but as an effective trans-
versal competence; also, the development
of the content of media education plays a
significant role, too. The education system
of Estonia and the role of media literacy in
it can be mentioned as an example, even
to learn not only from the best practice.
The media education content and program
which includes elements of media litera-
cy — the access to information, perception
and analysis, evaluation, creation, dis-
semination and the recommended school
subjects in which they are to be included
has been developed there in 2002.

Media literacy in the Estonian Nation-
al Curriculum, starting from 2002, was a
cross-curricular theme (the same position
which is planned for it in Latvia when
starting
These are some important points to stress
(Ugur, 2010):
1) Media education needs elastic means;
2) Subjects are overloaded and there is

practically no room for cross-curricular

competence-based education).

themes;

4) Cross-curricular objectives need spe-
cial events or blocks of activity (mod-
ules) (Reid, Scott, 2005).

These conclusions, gathered from more
than 20 (the first media education curricu-
lum was implemented in 1996) years of



work, must be taken into account when
launching the reform of the Latvian educa-
tion system and defining media literacy as
cross-curricular competence.

Equally important is the fact that cross-
curricularity depends on the individual
competences and beliefs of the subject
teacher. It is a very important factor, one
which must be heeded for the introduction
of media literacy to be successful; more-
over, in any school, the feasibility of the
subject ultimately depends on the media
literacy of the teachers themselves, be-
cause only a teacher who himself/herself
is media literate can purposefully develop
the same subject in pupils (Ugur, 2010).

Only all the mentioned dimensions
together, organized in the right order and
providing media literacy with the impor-
tance of the key element in the agency
empowerment process — the state educa-
tional policy, the content of competence,
an educator's education — through media
literacy can meaningfully strenghten agen-
cy in society and support each agent in his
own development process.

Conclusions

1. The education system in Latvia is in
a process of transformation, initiating
the principles competence-based edu-
cation. Therefore, it is very important
to clearly understand the role of media
literacy in the Information Society and
its part in empowering the agency of
each member of the society;

2. In the implementation of competence-
based education, the most essential
condition is that media literacy is not

introduced in education in a fragmen-
tary way, but included as an effective
transversal competence, together with
the development of the content of me-
dia education;

. In recognizing the elements of media

literacy, most important course of ac-
tion is to create (chiefly by analyzing
the best practices in other countries)
learning content and methods covering
all named topics;

. Critical thinking, the ability to under-

stand the impact of media on society,
assess the media messages in accord-
ance with one’s experience, skills, val-
ues, conviction, the understanding of
authorship rights and the capability to
use digital technologies are the most
important aspects of media literacy
that need to be acquired at school. Data
shows that a very serious learning pro-
cess is required to work on these media
literacy components; otherwise, stu-
dents will not be able to properly work
with media messages and informa-
tion — their agency might come under
risk in the Information Society;

. The media literacy of the teachers them-

selves is a very important factor for the
introduction of media literacy to be suc-
cessful in any school subject, because
only a teacher who himself/herself is
media literate can develop the same
subject in pupils and yield purposeful
results. An educator must change at-
titudes, forms of cooperation, training
methods and one must do it well — he/
she must also receive quality support in
the education transformation process.
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igyvendinti savo tikslus, juos lanks¢iai derindamas
prie situacijos ar turimy istekliy. Toks asmuo gali
biti apibréztas kaip jgalintasis asmuo.

Akivaizdi Siandienos edukaciné tendencija — as-
meny, dalyvaujanc¢iy $vietimo sistemoje, stiprinimas
pasitelkus socialinj jgalinima. Siuolaikiniuose soci-
aliniuose moksluose socialinio jgalinimo koncep-
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cija yra reikSminga. Manoma, kad tai yra vienas i$
svarbiausiy gyvenimo kokybés rodikliy. [galinimas
yra procesas, kuris dél savo tarpdiscipliniSkumo bei
daugiamatiskumo yra apibréziamas jvairiai ir néra
sutarta dél vienos definicijos (Page, Czuba, 1999).
Esamy apibrézimy analizé atskleidzia, kad sociali-
niame diskurse igalinimas pirmiausiai interpretuo-
jamas veiklos kontekste. Asmens gebéjimas veikti
nepriklausomai ir priimti sprendimus yra pagrindinis
socialinio jgalinimo rodiklis. Asmuo veikia nepri-
klausomai, taip sustiprindamas itaka tieck savo, tiek
visuomenés gyvenime. (Erb, Kaindl, 2007; Hurrel-
mann, 1986).

Pedagogikos mokslas jsitrauké { socialinio jga-
linimo tyrimus. Konstruojamos mokslinés interpre-
tacijos sillancios keisti esama pedagoging mintj.
Judama nuo tradicinio pedagoginio diskurso link
bendradarbiaujancio modelio, akcentuojan¢io be-
simokantjji kaip individa su unikalia pasaulézitra.

{teikta 2016 10 03
Priimta 2016 12 05

70

Postmodernus laikmetis $vietimui ir ugdymui ke-
lia abipusés pagarbos, o ne paklusnumo diegimo
tiksla. Sparti technologijy pazanga keicia Svietimo
koncepcijos interpretacija ir Svietéjo bei besimo-
kanc¢iojo vaidmenis. Svarbi tampa kiekvieno asmens
savarankiSko mokymosi visa gyvenima atsakomybeé
bei pagarba visy Svietimo dalyviy kompetencijoms.
Straipsnyje tiriama medijy ir informacinio rastingu-
mo svarba jgalinimo procese. Apibiidinami medijy ir
informacinio rastingumo komponentai bei veikimo
mechanizmai. leskomi atsakymuy  klausimus:
»  Koks yra pagrindinis medijy ir informacinio
rastingumo ugdant tikslas?
»  Koks yra medijy ir informacinio rastingumo
turinys?
»  Kaip integruoti medijy ir informacinj rastin-
gumg | mokymo(si) procesa?
Pagrindiniai ZodZiai: jgalinimas, jgalinti, medi-
jos, medijy ir informacinis rastingumas
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The pedagogical skills of a music teacher are discussed in the first part of this article. Presented are
the skills that are required of the teacher in terms of an intercultural musical process. A starting po-
sition in this process is the children’s communication as much as with their native folklore heritage,
as with the musical traditions of other ethnical groups and nations as well. In the second part of this
article, listed are pieces of music taught in primary school that are connected with their traditions.
This publication is related to a study conducted on a university project, titled “The Approbation
of a Technological Interdisciplinary Model of Assessing the Teaching Skills of Students in Terms of
Theoretical and Practical Trainings”.

Some points of view of the current topic are considered in the theoretical part. As a result of the
theoretical research on the problem, the nature of the pedagogical skills in the intercultural musical
education of the students from primary school pedagogic has been determined.

The methods used in this research are the following: a theoretical analysis of the literature on
the studied problem, quantitative and qualitative analyses of the results obtained from research,
relative to the musical practical preparation of students from primary school pedagogic.
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Introduction ing the teaching skills of students in terms

The pedagogical skills of future teachers of theoretical and practical training.

. . S . . In the conditions of today’s labor
play a crucial role in their university train-

ing. This publication presents an aspect of market requirements, prospective teachers

their research, one related to the study of face new and different challenges. One of

prospective teachers’ pedagogical skills — those is intercultural education — a concept

the defining of their nature, which is the which is has held presence in the develop-

basis of activities under a project of St. ment of pedagogical science and practice

Cyril and St. Methodius University of Ve-
liko Turnovo in Bulgaria. The objective of
this project is the approbating of a techno-
logical interdisciplinary model for assess-

in Bulgaria throughout the last decade.
M. Sotirova argues:

[One of the levels of] intercultural conta-
ct is the contact with the achievements of
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spiritual culture. Objects of the aesthetic
cycle contain the greatest potential in this
respect. On a deeper level of interpretation,
the term absolute ethnocentrism here is
impossible because cultural achievements
are supranational, all-embracing accom-
plishments that carry universal values and
virtues (Sotirova, 2006).

This thesis directly corresponds with
the idea of the universality of musical lan-
guage (Aranovski, 1990; Asafiev, 1971).
Therefore, it may be noted that musical art
creates ample opportunities for intercul-
tural musical education in modern schools.

A logical question follows this state-
ment: What pedagogical skills must pro-
spective teachers possess for the proper
implementation of intercultural education
in the modern school? Responding to this
issue determines the design of this study.

Its aim is to present, from a theoreti-
cal point of view, the teaching skills that
prospective teachers must possess so as to
implement intercultural processes in terms
of musical and pedagogical interaction, and
to consider the opportunities available in
the music education content in the primary
school curriculum that could be realized
through them.

The tasks arising from this objective
are the basis of this study, and they are as
follows:

1. To make a theoretical analysis of the
scientific literature regarding the nature
of pedagogical skills required of pro-
spective teachers for the implementa-
tion of intercultural education in terms
of musical and pedagogical training;

2. To justify and adopt a model of peda-
gogical skills which could serve as a ba-
sis for musical and pedagogical training
of future primary school teachers;
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3. To present opportunities in the music
education curriculum content that sug-
gest the realization of these skills.

The subject of the study are the musi-
cal and pedagogical skills of undergradu-
ate students majoring in primary school
education.

The focus of this publication is on pro-
spective primary school teachers teaching
music, for whom music education is not a
priority, and is not an additional speciali-
zation, but is part of their overall training,
including training in teaching all primary
school subjects.

The choosing this object of the study
results from the fact that in Bulgaria, there
are small town schools, where music class-
es are assigned to primary school teachers.
Besides, it is not an uncommon practice of
schools located in larger cities to assign
music classes to generalist teachers with
the sole purpose of supplementing their
workload.

The problem of the nature
of pedagogical skills:
theoretical aspects

The first key concept in this study is inter-
cultural music education.

The principal mission of intercultural
education is to conserve the cultural iden-
tity of the individual ethnic groups and to
add the intercultural dialogue. In this way,
the cultural variety changes into an oppor-
tunity for the intellectual acquaintance and
development of children, as a formation of
relations of mutual regard, tolerance and
agreement.

R. Palmi¢ argues:

Intercultural music education is grounded
in the general aim of intercultural education



and encompasses intercultural lifelong le-
arning. In this context, music and music
education are powerful tools for the develo-
pment of interculturality when it comes to
the following areas: understanding, develo-
ping a sensibility for differences/otherness
communication and communication com-
petence, and the acquisition of experience
through interaction with various cultural
groups (Palmic¢, 2013, p. 61).

Through intercultural musical educa-
tion, children have the opportunity to dis-
cover certain aspects of different nations,
adopt and rationalize in the moment of
musical experience. In this way, an op-
portunity is created for children to confirm
their cultural identity as well as to develop
their sensibility as regards the cultural
identity of the others.The second key con-
cept in this publication is a student s peda-
gogical skills.

The teacher education students’ train-
ing in the Republic of Bulgaria is based on
the European Qualifications Framework for
Lifelong Learning (February 2008) and the
National Qualifications Framework (Febru-
ary 2012). In these documents, the relation
“knowledge- skills- competencies” is one
of the most essential importance.

The first element of this relation —
knowledge — is defined as “the body of
facts, principles, theories and practices
that is related to a field of work or study”.!

Skills — the second element — are de-
fined as “the ability to apply knowledge and
use know-how to complete tasks and solve
problems”. They are classified as cognitive
(involving the use of logical, intuitive and
creative thinking) and practical (involving

I European Qualifications Framework for lifelong
learning.

manual dexterity and use of methods, ma-
terials, tools and instruments).?

The third key element in the above re-
lation — competence — is considered as a
“proven ability to use knowledge, skills
and personal, social and/or methodological
abilities, in work or study situations and in
professional and personal development”.’

The three personality elements thus
defined outline their interrelation and hier-
archical dependence. Visually, they can be
represented as follows:

competence

skills

Figure No. 1. Relationship between
knowledge, skills and competence

The illustrated relationship between
knowledge, skills and competence deter-
mines the direction of any professional
development, including that of prospec-
tive teachers. It would be incomplete to
consider competence as a combination
of knowledge and skills. The definition
of L. Gaysina (2004) is in support of this
view, according to which professional
competence is a complex set of personal
qualities, knowledge, skills, attitudes and
relations required to achieve certain so-
cially significant objectives and results.

According to a research conducted in
several Swedish universities by Ryegard

2 European Qualifications Framework for lifelong
learning.

3 Buropean Qualifications Framework for lifelong
learning.

73



A., K. Apelgren and T. Olsson, three things
are required in order to assess a teacher’s
pedagogical competence:

1. A definition of pedagogical compe-
tence, so that what is being assessed is
clearly evident;

2. Aknown assessment of criteria that are
connected to the definition;

3. A teaching portfolio, where the teacher
documents and substantiates pedagogi-
cal skill based on the requirements for
the job (Ryegard, Apelgren, Olsson,
2010, p. 9).

With regards to the first component —
the definition of pedagogical compe-
tence — the authors base their views on the
view of Giertz (2003):

Pedagogical competence can be described
as the ability and the will to regularly apply
the attitude, knowledge and skills that pro-
mote the learning of the teacher’s students.
This shall take place in accordance with
the goals that are being aimed at and the
existing framework and presupposes conti-
nuous development of the teacher’s own
competence and course design (Giertz, in:
Ryegard, Apelgren, Olsson, 2010, p. 10).

There are two main accents in the
abovementioned definition of pedagogical
competence. The first accent is related to
the knowledge, pedagogical skills and the
attitudes of the teacher required to imple-
ment an effective educational process, and
the second accent pertains to the motiva-
tion for professional development. Defin-
ing the teacher’s portfolio as a technology
for assessing pedagogical competence is
of crucial significance in the conducted
research.

One of the classical theories of a
teacher’s professional competence is that
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of N. Kuzymina (1985), which is based

on functional analysis. According to her,

pedagogical competence has the following
functions:

e Communicative, associated with the
process of communication between a
music teacher, children (pupils) and
musical art;

(cognitive),

knowledge, professional

motivation for constantly enriching
the pedagogical range of information,

* Gnostic comprised of

erudition,

skills in the realization of the educa-

tional process and overcoming routine;
» Constructive and creative, implying

the design and implementation of the
educational process. It is manifested
through a teacher’s ability to restruc-
ture educational content, putting forth
their own understanding of it, to create
original work techniques, apply crea-
tive approaches, etc.

The organizing function in the teacher s
professional profile is manifested in the
implementation of teaching and learning
process techniques that combine teaching
activities and methods of work aimed at the
following key aspects (Kuzmina, 1985):

1. Establishing appropriate pedagogical
relationships with children and pupils;
2. Organizing the resources for educa-

tional interactions — means, forms,
methods;
3. Regulating the interaction process

based on feedback.

In a theoretical study on the problem
of the nature of a teacher’s professional
competence, A. Suciu and L. Mata (2011)
summarize: “Synthesizing, we can iden-
tify the following categories of pedagogi-
cal competences: professional-scientific,



psycho-pedagogical, psycho-social and
relational, managerial and institutional”
(Suciu, Mata, 2011, p. 420). The present-
ed models of pedagogical competence
are characterized with universality, since
they do not take into account the specific-
ity, which pedagogical competence may
acquire through the content of the educa-
tional process on a specific subject; in this
case, we observe it as the music subject in
the primary school curriculum. Given the
purpose of this theoretical study, which
is related to the study of the pedagogical
skills that prospective teachers must pos-
sess to implement an effective process of
teaching music through intercultural edu-
cation, it is necessary to take into consid-
eration some essential features.

Zh. Karmazina offers a model for the
pedagogical competence of a music teach-
er. The author defines the essence of peda-
gogical competence as follows:

The professional competence of the Music
teacher is regarded not only as a synthesis
of a teacher’s basic knowledge and practi-
cal skills, but also includes their value
orientation, motivation for their work, crea-
tivity and the ability to orient themselves in
issues regarding the science of pedagogics,
which all stimulate growth in the pedagogi-
cal aspect (Karmazina, 2009).

Zh. Karmazina offers a competency-
oriented model, where the personal profes-
sional performance indicators of a music
teacher, without being specified, are divid-
ed into the following groups:

1. Psychological and pedagogical, associ-
ated with knowledge and skills to use
different forms and methods of work,
considering the age of children, as well
as adequate behavior demonstrated in
the conditions of pedagogical interac-
tion;

2. Methodological and technological —
these consist of skills in planning indi-
vidual and group work, using innova-
tive technologies in the classroom;

3. Motivation and research, comprised
of skills in self-education and research
work, as well as skills in self-assess-
ment;

4. Professional musicianship, which com-
bines special (musical) and general
pedagogical skills, personal qualities
that are the basis for a teacher’s profes-
sional competence;

5. Artistic and creative — these include, ac-
cording to G. Karmazina, the cognitive,
transformative, value-oriented and com-
munication skills (Karmazina, 2009).
Visually, the abovementioned groups

can be represented as follows:

The pedagogical competence model of a music teacher

(Karmazina, 2009)

\4

Y

Y

A4

A4

psycl;cl)ll((i) gical metcl;(l)i(r)llggl_ motivation and professional artistic and
pedagogical technological research musical creative

Figure No. 2. The pedagogical competence model of a music teacher

(Karmagzina, 2009)
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This structure of a music teacher’s ped-
agogical competence will be accepted as
fundamental in this study, since it is char-
acterized with clarity and through a wide
scope, covering the spectrum of groups
of skills necessary for the realization of a
contemporary music education process in
the primary school curriculum.

Here arises a logical question: What are
the skills that specify this structure?

In placing emphasis on pedagogical
skills, it is necessary to note that they are
not specified in the structure of the music
teacher’s pedagogical competence pre-
sented by G. Karmazina.

Hence, in the absence of a standardized
model for such competence, there is a need
to outline the boundaries — the necessary
minimum and the presumed maximum,
within which methodological knowledge
and skills of future music teachers can be
ranked.

Skills that were selected for this study
reveal key points in the musical and peda-
gogical training of prospective primary
school teachers.

They are displayed owing to a joint
study conducted at St. Cyril and St. Metho-
dius University and the Pleven College of
Education during the academic years of
2014/2015 and 2015/2016. The study in-
cludes 66 students majoring in “Primary
Education”. In synthesized form, relative
to the pattern of Zh. Karmazina, they are as
follows:

The psychological and pedagogic
group of skills (Karmazina, 2009):

1. Skills in using basic knowledge on
principles, methods and goals of music
education;

2. Skills in the didactic analysis of major
music teaching activities, organiza-
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tional forms, methods, case studies re-
lated to music education in the primary
school;

3. Skills in observing and evaluating edu-
cational activities;

4. Skills related to the good command of
speech and the use of non-verbal means
of communication.

The methodological and technological

group of skills (Karmazina, 2009):

1. Skills at planning and organizing the
process of music education in grades
I-IV;

2. Skills in observing specific musical
abilities and basic musical cognitive
processes which are developed at the
early stages of education;

3. Skills proving the existence of well-
formed criteria for aesthetics and lit-
eracy in creating teaching materials,
electronic presentations of lessons, etc.
The motivational and research group of

skills (Karmazina, 2009):

1. Skills in clear and accurate presenta-
tions of one’s own thoughts and ideas,
as well as in justifying one’s own thesis
in a project task, report or scholarly es-
say;

1. Motivated skills at searching and en-
riching professional experience related
to music teaching practice;

3. Skills in objective assessment and self-
assessment of music teaching activity.
The professional-musical group (Kar-

mazina, 2009):

1. Skills in analyzing musical works from
the educational content in grades I-1V;

2. Skills in modeling and presenting mu-
sical pedagogical phenomena;

3. Skills in attracting pupils’ attention and
establishing emotional contact;

4. Skills in motivating students to partake
in musical activities.



The artistic and creative group of skills
(Karmazina, 2009):

1. Skills related to specific musical abili-
ties (melodic hearing, harmonic hear-
ing, sense of rhythm, timbral hearing,
modal sense, dynamic hearing, etc.);

2. Skills in establishing a creative atmos-
phere in the process of teaching music;

3. Skills in creatively presenting a musi-
cal work through activities — perfor-
mance, dance, etc.

The usage of technological opportuni-
ties provided by the educational content in
music for intercultural education of young
learners is a challenge for undergradu-
ate students aspiring to become teachers.
Apart from the abovementioned skills, it
is necessary that they possess a few ad-
ditional proficiencies in an intercultural,
educational dialogue:

1. Skills in adapting the educational con-
tent and teaching resources in music
education in accordance with cultural
differences;

2. Skills in overcoming stereotypes and
prejudices in an intercultural environ-
ment by means of musical art;

3. Skills in tolerating cultural differences
through a familiarization with musical
examples of other nations.

We move on to the next issue of our
study, which can be expressed in the fol-
lowing question: What opportunities can
be used to develop these skills through
educational content in Bulgaria? This is
the pour.

The analysis of this issue requires its
normative clarification, which is going to
be traced through the relationship between
the pedagogical skills of students and giv-
en educational contents.

Student’s pedagogical skills —
educational contents

In the next part of our study, we carried out
an analysis of the scholarly materials that
are related to the cultures of the different
ethnic minorities living in Bulgaria — the
Romani, Turks and Armenians, Jews and
other peoples. Some space will be spared
for the musical works intended for the en-
richment of children’s experiences through
communication with samples of the tone
art of other nations.

Three 4™ grade textbooks are ap-
proved by the Ministry of Education and
Science in Bulgaria. These are listed be-
low:

1. Music for the 4th grade with authors
Gencho Gajtandjiev, Mariya Popova
and Penka Mladenova. Bulvest 2000,
C., 2005;

2. Music for the 4th grade with authors
Galunka Kaloferova, Vyara Sotirova
and Rositsa Draganova. Prosveta, C.,
2005;

3. Music for the 4th grade with authors
Penka Mincheva, Petya Pehlivanova
and Svetla Christova. Prosveta, C.,
2005.

Opportunities for the acquaintance
of students with the musical traditions of
Greece are demonstrated by the scholarly
materials presented through the folklore
song Olive Forest and the traditional folk
dance Sirtaki, an example of which should
be chosen by a teacher (Mincheva, 2005).

The richness of Turkish songs is repre-
sented through the folklore song A Fresh
Rose and Romani folklore is presented
through a play written by Gregory Diniku,
in which the main theme material is a Ro-
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manian folklore song. Some illustrations
of Greek and Turkish folklore costumes
are presented as thematic visualizations,
which is an additional factor in the process
of communication with the cultural tradi-
tions of Balkan nations, realized with the
help of slight visual thinking on behalf of
the student.

Of significant importance is the sum-
mary made in the end of a lesson by stu-
dents. On the basis of the musical compar-
ison between the milder and liquid charac-
ters of both songs — the Greek Olive Forest
and the Turkish A Fresh Rose — and the
instrumental Romani folklore theme, dis-
tinguished by swiftness and temper, recog-
nition is won for the idea of universality of
the musical language and its opportunities
to draw the Balkan nations closer together
and bring them in acquaintance. (Minche-
va, 2005)

The musical culture of the Romani is
also represented with a solution covering
main educational activities — performance,
comprehension, musical-rthythmic activ-
ity and creativity. They contribute some
opportunities not only for communicating
with the Romani folklore traditions, but
for the development of children’s musical
skills, musical empathy and musical intel-
ligence, in no way regarding their own eth-
nical belonging, on the basis of the Romani
folklore symbols. The musical material in-
cludes the Romani folk song His Cart with
a text in Bulgarian, written by P. Ivanova,
and Mardjandja — a play performed by
the singer Yaldaz Ibrahimova (Mincheva,
2005).

Jewish musical culture is presented in
one of the textbooks with a listening piece,
intended to demonstrate certain Jewish
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musical traditions. It is 4 Dancing... Song
by Jora Friedman. In the explanatory text,
the specifics of this kind of music, called
kletsmur, are studied, along with provid-
ing certain facts about Jewish history (Ga-
jtandjiev, 2005).

Armenian musical culture is presented
with the folk songs Christmas and Spring.

Herein we discern a large potential
for an intercultural dialogue, suggested
by the activities that are related to differ-
ent folklore customs. These activities are
an opportunity display the knowledge
and skills of children, as well to promote
the understanding and respect of the cul-
tural traditions of different ethnic groups
(Mincheva, 2005).

The theoretical analysis of the schol-
arly materials given in the Music in the 4t
grade at Primary School in Bulgaria will
be incomplete if it is limited by the borders
of the Balkan musical cultures.

Conclusion

A central role in the process of enriching
children’s musical experience is carried
out by knowing and having musical and
auditory notions about the musical culture
of both one’s native country and the musi-
cal heritage of other nations. This is one of
the most accessible and emotionally effec-
tive ways to implement real intercultural
education in primary schools. It is depend-
ent on a teacher’s competence and abilities
that young learners successfully acquire
intercultural education. For this purpose, it
is necessary that pedagogic skills of pro-
spective teachers should be specified so
that they could receive adequate prepara-
tion in the course of their university edu-



cation. The pedagogic skills required of
future teachers for the proper implementa-
tion of intercultural music education in the
modern primary schools can be defined as
proficiencies in adapting the educational
content, teaching resources, overcoming
stereotypes and prejudices in an intercul-
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BUSIMU MUZIKOS MOKYTOJU PEDAGOGINIU
TARPKULTURINIO UGDYMO [GUDZIU PRIGIMTIS

Penka Marcheva

Santrauka

Pirmoje Sio straipsnio dalyje aptariami pedagoginiai
muzikos mokytojo jgiidziai. Taip pat pristatomi mo-
kytojams bitini tarpkultirinio muzikinio ugdymo
igtidziai. Pradzios taskas Siame procese yra vaiky
komunikacijos su gimtosiomis folkloro tradicijo-
mis iprociai, taip pat komunikacijos iprociai su kity
etniniy grupiy ar tauty muzikinémis tradicijomis.
Antroje straipsnio dalyje pristatomas ir aptariamas

su etniniy grupiy ar tauty muzikinémis tradicijomis
susijusiy muzikiniy kiiriniy, kuriy mokoma pradine-
je mokykloje, sarasas.

Si publikacija yra susijusi su universiteto projek-
te ,,Technologinio tarpdisciplininio modelio, skirto
{vertinti studenty mokymo jgtidzius, remiantis teori-
niais ir praktiniais mokymais, aprobavimas* atliktais
darbais. ISryskéjo, kad pedagoginiai igiidziai, reika-
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lingi buisimiems mokytojams vykdantiems tarpkul-
tirini muzikinj ugdyma Siuolaikinéje mokykloje, yra
ne tik ugdymo turinio ir priemoniy pritaikymas, bet
ir jglidziai, padedantys jveikti stereotipus ir iSanksti-
nj nusistatyma tarpkultiiringje aplinkoje, formuojan-
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Priimta 2016 11 30

80

tys tolerancija kultiiriniams skirtumams. Cia pagrin-
dinis vaidmuo tenka studijoms universitete.

Pagrindiniai Zodziai: studenty pedagoginiai
igtdziai, biisimieji pradinés mokyklos muzikos mo-
kytojai, tarpkultiirinis muzikinis ugdymas.
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Introduction

Penitentiary systems of Eastern European
countries are more and more frequently
faced with the broad issue of cultural or
religious diversity. Population migrations
naturally cause the administration of jus-
tice to develop standards and procedures
adequate to the challenges of the present
day. In Poland, like in Lithuania and the
Czech Republic, one of the problems of
prison reality is dealing with people of dif-

ferent cultures and religions. Even though
this is definitely less common than in the
case of Germany or France, Muslims who
land in prisons also create a new quality
and new challenges for penitentiary stud-
ies in the East European countries.

The enforcement of custodial sen-
tences, particularly in the member states
of the European Union, requires respect-
ing definite legal standards. Such precepts
of international law, concerning the issues
of foreigners’ distinctiveness, attempt to
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create room for protection and respect
for their diversity within prison settings,
too. This issue is discussed in the Recom-
mendation No. R (84) 12 of the Commit-
tee of Ministers of the Council of Europe
on foreign prisoners, which quite broadly
addresses the rights of culturally distinct
convicts. International law thus outlines
the space in which some claims put for-
ward towards the prison administration by
foreign prisoners are sanctioned. Claims
resulting from distinct religions, standards
of behavior or even from ethnic specificity
turn out, however, to be very vast. This is
due to the fact that obligations and rights
are differently defined in the particular re-
gions of the world. It is a mixture of re-
ligious tradition, various schools of sharia
law, a distinct style of building social rela-
tions; the boundaries between the require-
ments of the law enforcers and the conces-
sions in favor of the respect for diversity
are increasingly blurred. On the one hand,
international law opens space for respect-
ing canons of diversity; on the other hand,
justified questions appear concerning the
capabilities of European prisons to respect
all sorts of expectations, especially those
resulting from religious, cultural or ethnic
differences.

The deliberations being carried out are
aimed at confronting the observed tenden-
cies with the results of the survey con-
ducted among prison staff members rep-
resenting their reactions to the Muslims’
expectations. On the other hand, and more
importantly, in an academic discourse,
they attempt to answer the question of
sanctioning such claims. An attempt to
further identify their sources will be help-
ful in developing a clear position towards
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penitentiary policy and will make it pos-
sible to create unequivocal guidelines for
dealing with Muslim convicts.

Theoretical aspects of creating
work with culturally diverse
convicts

An ethnic or religious diversity of convicts,
particularly those originating from Islamic
countries, constitutes a huge challenge for
penitentiary practice. However, pragma-
tism must not obscure the theoretical as-
pects of methodical penitentiary work. This
is because the existing psychopedagogic
assumptions for working with convicts re-
quire reprioritization, even more so if they
are to create standards of working with con-
demned Muslims. Of key importance are
the questions of the competencies of pris-
on personnel who are to accomplish these
tasks. The diversity in understanding the
role of religion in a Muslim’s life, as well
as the plurality of ethnic standards, cause
that it is difficult to prepare a man serving
time in an European prison for a return to
the society in an Islamic country. Tradition-
ally, work with a convict is understood in
terms of preparing them for a conflict-free
return to the society; in the case of Muslims,
however, the image of the rules within the
society of the executors of the punishment
is completely different thann within the
minority that those convicts represent. The
diversity in understanding laws, social rela-
tions or obligations causes that the prison
staff are not able to learn new skills that are
useful with regard to social reintegration. In
the opinion of D. Matsumoto and L. Juang,
it is, among other things, the diversity of
cultures in which people function that af-
fects the diverse ways of integrating, syn-



thesizing and organizing one’s own world
(Matsumoto, Juang, 2007, p. 369). Thus,
the issue of social integration itself is a
problem, because culturally alien people
often possess no distinct, permanent social
relations in the country where the sentence
is enforced; they seldom take advantage of
any forms of temporary pass from prison
while serving the sentence. Also, trouble-
some is the balance in the social group in
which the culturally diverse convict func-
tions. Z. Zaborowski’s theory of interper-
sonal equilibrium indicates that in order
to function correctly a person must main-
tain interpersonal equilibrium manifest-
ing itself in the reciprocity of behaviors,
obligations, perceptions of emotions and
fulfilling social roles, which is difficult in
relations with culturally diverse people,
and even more so in a total institution (cf.
Zaborowski, 1994).

For penitentiary work, yet another chal-
lenge arises in this context, one related with
transforming inter-group barriers into areas
of equilibrium of relations. So far, difficul-
ties in work with persons representing di-
verse languages and presenting diverse cul-
tural codes have been broadly accentuated
on the grounds of the treatment of psycho-
logical disorders, indicating that our knowl-
edge on the standards of work in this scope
is negligible (Al-Mutlaq, Chaleb, 1995,
pp. 125-136), while treatment is also a part
of the work with convicts whose rules we
know very little of. In this connection, the
issue of psychopedagogic creation of work
with this group of convicts touches upon is-
sues paramount to the social integration. It
is rather the perspective of building a new
identity, embedded in one’s own culture
and tradition. The space of rights must be

observed so as to respect the diversity of re-
ligious rituals; ensuring contact with a Mus-
lim cleric establishes the basis for shaping
that which constitutes the personal value
of man. The own identity, religiousness,
axiology in the prison conditions all begin
to shape a Muslim’s own identity. How-
ever, on the other hand, there appears the
problem of the Muslim fundamentalism,
because among the convicts, especially in
the western countries, due to a larger popu-
lation of theses prisoners, recruitment by
organizations of a fundamentalist character
is taking place.

In summary, a question arises of why
the issue of ethnic or religious diversity
gains importance in prison conditions.
Well, the answer to this question is pro-
vided by the theory of de-stigmatization
(Heckert, Heckert 2002), making refer-
ence to the stigma of a deviant. Accord-
ing to this theory, the lifting of the stigma
takes place through creating a new identity
beside the deviant one. The new identity
is, as it were, an alternative for the so far
existing negative experiences and requires
a reformulation of the manner of thinking
and acting. However, the theory of de-
stigmatization may only elucidate a part of
the problem, because it explains why sen-
tenced Muslims may so willingly manifest
their religious preferences, which, in pris-
on, are to lift from them the stigma of the
old life and create their otherness towards
others as a whole. Religion, ritual and cus-
tom are the values that constitute the self.
Yet, it is difficult to adapt this approach di-
rectly into the organization of pedagogical
work with convicts, as cultural diversity
conditions that the scope of supporting
such inmates in this respect is narrow.
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The methodological aspects
of our own research

Field research was carried out based on

the method of a diagnostic survey among

Prison Service staff. The scope of the com-

parative studies concerned three countries,

i.e., Poland (232 respondents), Czech Re-

public (52 respondents) and Lithuania (143

respondents). Participation in the survey

was voluntary. Among the Lithuanians,
there were staff members of three peni-

tentiary establishments, employed in Vil-

nius (14% respondents), Siauliai (49.7%)

and Kybartai (36.4%). Additionally, the

research made use of our original matrix
of conflict situations that occur in the re-
lations between prison staff and Muslim
convicts. The key thread in such situations
was a definite claim that the Muslims for-
warded to the prison administration. The
claim was strictly related to their cultural
diversity, which generated some expecta-
tions with regard to altering the detention
conditions. It is worth stressing that, from
the point of view of international law, reli-
gious, cultural or ethnic diversity is a part
of legal protection, which is referred to in

the content of the Recommendation No. R

(84) 12.

In our own research, the prison staff
were confronted with two situations:

a) when the Muslim convict expects help
in arranging sanitary conditions in the
cell in such a manner as to enable him
to perform his ablutions after relieving
himself;

b) when the convict expects being provid-
ed with halal-certified meat that is only
available from ritual slaughter.

The above situations, concerning the
specificity of Muslims’ functioning within

84

the confinement of the prison cell, proved
essential due to the considerable dissimi-
larity of these behaviors and the poten-
tial impact of respecting the expectations
stemming from the diversity on generating
big changes in the standards of sentences
enforcement. This evoked a lot of emotion
among the respondents but at the same
time encouraged them to formulate unam-
biguous opinions. The survey, conducted
using the technique of written interview,
prompted the officers to indicate specific
actions that they would take with regard
to the ensuing claim-related situations as
well as to justify these actions by articulat-
ing their motivations. The gathered mate-
rial was arranged into a catalogue of ac-
tions and motivations and subjected to a
quantitative statistical analysis.

The study presents tendencies in deal-
ing with Muslims that became apparent
in each of the countries. The observed
tendencies were correlated with the inde-
pendent variable, which was the country
of origin, searching for those aspects that
would differentiate the individual groups
of respondents. The analysis results of the
tendencies also triggered a wider discus-
sion on the subject of sanctioning convicts’
claims towards prison staff.

There appear significant doubts regard-
ing the sanctioning of claims and expec-
tations. Of key significance is an attempt
at identifying their sources: do they result
from the cultural diversity or are they rath-
er manifestations of the ethnic specificity
characteristic for the country or region of
the convict’s origin? The answer to these
doubts is of key importance because it
constitutes an attempt at sanctioning the
subject of contention — at providing it with



theoretical significance. On this account,

the investigation should answer two ques-

tions:

1) What actions of the prison staff are
dominant in the situation of a conflict
between the detention conditions and
the Muslims’ claims for modification
thereof?

2) Are (and if so, to what extent) the ana-
lyzed Muslim convicts’ expectations
sanctioned by religious, cultural or eth-
nic diversity?

Penitentiary staff versus Muslims’
expectations concerning modifica-
tion of conditions of detention

Respondents from the three countries
were confronted with two conflict situa-
tions in which the convicted Muslims for-
warded specific claims concerning their
conditions of serving the sentence. One
of the situations was the right to ablutions
after urination and defecation, which im-
plies a number of difficulties, especially
in an overcrowded prison cell. The other
situation was of the expectation that meals

with halal-certified meat will be ensured.
Both the Polish and the Lithuanian laws
are rather restrictive with regard to ritual
slaughter and deem it a banned practice,
which does not mean that this kind of meat
is not legally marketed in the territories of
the both countries. By confronting peni-
tentiary officers with the above situations,
we searched for a statistical relationship
between the country from which the offic-
ers come and the actions taken by these of-
ficers and the motivations for these actions
(Table No. 1).

Cramér’s V measure of association
indicated, with moderate strength, the
significance of the decision (1) and mo-
tivation that the respondents were guided
by in each country. In situation 1, when a
Muslim convict forwarded claims regard-
ing changing technical conditions in the
cell so that ablutions after urination or def-
ecation would be possible, the Lithuanian
staff displayed a marked tendency towards
refusing any changes. As is shown in Table
No. 2, which compares replies from all the
respondents, the Lithuanians predominant-
ly refused the right to such claims.

Table No. 1. The statistical correlation of variables: Country vs. Situation 1 and Country vs.

Situation 2.

Relationship between the variable ‘Country’ Chi- df p Cramér’s
and the variable: Square \%

1 | Situation 1

General tendency concerning consent to the claim 23.424 4 0 0.17
2| Situation 1 motivation 28.096 12 | 0.005 0.18
3| Situation 1 action 17.394 10 | 0.066 0.14
4 i)lt;fjl;r;il Seneral tendency concerning concession 1317 4 0.858 0.04
5| Situation 2 motivation 24.347 | 14 | 0.042 0.17
6| Situation 2 action 22.574 14 | 0.068 0.16
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Table No. 2. The percentages of replies concerning consent to acknowledge the claims;

comparative data for each country.

Situation 1 Consent to acknowledge convict’s claim
Country
No Yes N/A
Poland 46.98% 50.86% 2.16%
Lithuania 61.54% 32.17% 6.29%
Czech Republic 30.77% 65.38% 3.85%
Total 49.88% 46.37% 3.75%

Table No. 3. The categories of motivations that the Lithuanians were guided by, N=143.

Situation 1 Motives for action N %
1: Respect for the Muslim’s tradition 11 7.7
2: Respect for the religion and its requirements 8 5.6
3: Standardizing sanitary conditions to be equal to all 47 329
4: The elimination of conflict in the cell 31 21.7
5: Forcing the Muslim to accept the necessary compromise 13 9.1
6: Concessions in favour of the Muslim in order to avoid a situation of 15 10.5

confrontation

N/A 18 12.6

The predominance of the tendency to
reject claims prompts a broader analysis of
the motives that the Lithuanian respond-
ents were guided by. Table No. 3 presents
the catalogue of six motives as declared by
the respondents.

It is worth to pay attention to the pre-
dominance of two motives. On the one
hand, there appeared the necessity to
standardize prison conditions, equal for all
inmates, i.e., a de facto refusal to respect
any claims on religious, cultural or ethical
grounds that require an alteration of condi-
tions in the cell. Such a motivation justifies
the above indicated predominance of the
reluctance towards any claims formulated
by Muslim prisoners. At the same time,
however, there occurs another tendency,
expressing the striving to eliminate con-
flicts in the cell, i.e., to take actions aimed
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at preventing them. Here, the problem is
even more complex, because conflicts
can be prevented by both eliminating that
which is diverse and on the other hand also
through concessions. Therefore, justifica-
tion should be sought in the particular ac-
tions that were preferred by Lithuanians.
Obviously, there appeared no statistical as-
sociation between the respondents’ coun-
try of origin and the actions taken by them.
Nevertheless, their analysis might explain
the issues of eliminating conflicts in the
cell based on showing the personal mo-
tives of the prison officers subjected to the
survey.

Actions that were found among the re-
spondents’ replies can be grouped in five
categories:

A —isolate the Muslim into a separate cell

(25.2% responses);



B - make rules for performing ablutions
in the cell (9.1% responses);

C - teach the Muslim the ways of tak-
ing care of personal hygiene accepted
in each country (11.2% responses);

D — coerce the Muslim to adapt to the ex-
isting conditions (23.8% responses);

E - adapt the arrangements to the con-
vict’s needs (22.45% responses). The
respective actions of the staff are cen-
tered around the issue of non-conflict
enforcement of sentences and avoid-
ance of situations that may potentially
trigger a conflict. Undoubtedly, ablu-
tions do generate such conflicts, both
as the other convicts’ objection to con-
cessions in favor of Muslims and as the
concerned Muslim’s objection to the
total disregard of his needs. The ac-
tions that were indicated are aimed at
searching for seemingly compromising
solutions, by isolating the culturally
diverse people so that they should be
able to manifest their diversity with-
out triggering any conflicts. Relatively
frequent was the officers’ willingness
to concessions (E), i.e., a willingness
to introduce modifications in the cell.
On the other hand, however, there also
occurred a strong tendency for forcing
the convict to adapt to the conditions
prevailing in the European prisons and
to give up the diverse behaviors of a
ritual character (23.8%). The lack of an
unequivocal position points out to dif-
ficulties in interpreting claims on the
part of the Muslim convicts.

In summary, two groups of officers can
be distinguished: those who absolutely
reject the Muslims’ claims and those who
accept claims made by those culturally

diverse. Here, the key role is played by
personal interpretation of the discussed
conflict situation as well as one’s own
opinion on respecting or rejecting claims
by a person of different culture. Therefore,
it becomes necessary to raise the question
about a clear penitentiary policy in this
scope, especially that the enforcement of
sentences should take place according to
definite procedures and regulations of the
law, and not according to the own interpre-
tations of the Prison Service officers.

The observed tendencies require further
elucidation; therefore, the survey results
concerning the other conflict situation, i.e.,
decisions regarding expectations related
to providing Muslim prisoners with halal-
certified meat coming from ritual slaughter,
were subjected to an extended analysis. In
this case, the matter is more complicated
because it is even more difficult for Europe-
ans to evaluate the sources of these expecta-
tions, whether they stem from ethnic tradi-
tions or rather from Islam and its precepts.
On the other hand, claims in this category
are much more demanding towards the
prison administration than in the case of ad-
justing cell conditions. The difficulty of this
decision and its culturally remote character
were the reasons why the Lithuanians pre-
dominantly displayed a tendency towards
rejecting such claims (Table No. 4).

Table No. 4. The distribution of responses
from Lithuanian officers concerning con-
cessions with regard to a halal meat diet.

Situation 3 r.eligious N %
concession
No 102 713
Yes 31 217
? 10 7.0
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The explicit tendency towards rejection in
the case of this claim was reflected in the
motives declared by the respondents. As is
shown by the data on the strength associa-
tion between the variables (Table No. 1),
in the case of situation 2, both the motives
and the actions taken only differentiated
the country of the respondents’ origin to
a moderate degree. This allows arguing
for the thesis that the tendencies that were
observed among the Lithuanians are also
typical for the Czechs and Poles.

With regard to the motivation that was
predominant in the discussed situation 2,
based on the interview data, six superior
categories were created (Figure No. 1):

1) Concession due to religion;

2) Forcing the Muslim to adapt to the lo-
cal conditions;

3) Excessive concessions and claims of the
convict;

4) The risk of escalation of expectations on
the part of the Muslims in the future;

5) A claim impossible logistically and le-
gally;

6) The convicted Muslim is entitled to
concessions in this respect.

B.D
(14) 9,8%

1
(19) 13,3%

7
(7)11,9%
2
(15)10,5%

5
(25)17,5%

3
4 (46) 32,2%
(7)4,9%

Figure No. 1. The distribution of motives that
the Lithuanian officers were guided by to-
wards expectations concerning a halal meat
diet
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Motivation concerning risks of escala-
tion of demands and excessive concessions
justified the actions taken, among which
the predominant were the following: en-
suring the convict’s right only to a stand-
ard diet without pork or to a vegetarian diet
(28.7%), an absolute rejection of such a
claim (23.8%), a rejection of the request be-
cause it is technically impossible to satisfy
within prison settings (14.7%). Only actions
within the first category were favorable to
satisfying the convicted Muslim’s needs by
consenting to a provision of halal meat and
the inclusion of it in the diet (13.3%).

With regard to the comparison of the
ways of reacting to the two claim-related
situations in all the countries in the survey,
the conduct of the Lithuanian prison of-
ficers turned out to be congruent with the
approach of the Czech and Polish repre-
sentatives of the Prison Service. Generally,
respondents presented similar motivation
(Figures Nos. 2 and 3), which, admittedly,
differed quantitatively yet matched the
congruent tendency. This is a very inter-
esting observation showing that there is
hardly any clear methodology of peniten-
tiary work with Muslims in the countries
included in the survey.

It is also worth pointing out that the
absence of explicit guidelines as to the
approaches in working with a convicted
Muslim is compensated by the officers’
personal ideas about cultural diversity and
its significance. Thus, the personal atti-
tude is the factor that differentiates prison
staff in displaying reluctance or readiness
to respect expectations related with the
Muslims’ diversity. On the other hand,
penitentiary systems in these three coun-
tries rather rarely have Muslims in their
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cerning the right to a halal
meat diet.

custody, and hence the officers only have
indirect and limited experience in working
with this group of inmates, which makes
them rather reluctant to acknowledge their
rights to have their diversity respected.
For the abovementioned reasons, it is
becoming a key task for the penitentiary
practice in Eastern European countries to
discern the sources of the inmates’ claims
forwarded by Muslim inmates and to iden-
tify more precisely to what extent they are

motivated on religious, cultural or ethnic
grounds. By way of introduction, it is worth
noting that the world of Islam is very dif-
ferentiated and is not a monolith!. Built

't should be clarified here that only at the outset
of its existence the community of Islam was treated as a
homogenous, compact and coherent unity. This percep-
tion was changed after the Battle of Siffin, which took
place in AD 657. Then, the Muslim community was di-
vided into the majority of those who remained faithful
to the Sunni custom (Sunna Tan Nabi) and two smaller
groups, represented by the Khawarij (they confess
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from the very beginning by peoples of di-
verse past and aspirations characterized by
rich cultural heritage and tradition, it has
finally transformed into a non-homogene-
ous Arab-Muslim circle of civilization (cf.
Jedrzejczyk-Kuliniak, 2010, p. 45; Dzie-
kan, 2011, p. 235; Taperska-Klasinska,
2012, p. 163). At present, this is a vast area,
consisting of nearly 60 countries across
Asia and Africa, that is predominantly
populated by Muslims. It is a poor world
lagging behind the Western countries, in
terms of such development indicators as per
capita gross domestic product, level of edu-
cation, healthcare or access to the internet
(Zdanowski, 2010, p. 35).

In terms of the number of worship-
pers, Muslims are the second largest re-
ligious group in the multi-faith society
of the European Union. They are a very
non-homogeneous community of people
of various ethnic backgrounds, different
languages, secular and religious tenden-
cies, cultural traditions and political per-
suasions (Franczuk, 2014, p. 112). Muslim
immigrants coming to Europe, predomi-
nantly “[...] in search of jobs and better
living conditions, are typically character-
ised by religious culture on the elemen-
tary level; but at the same time it makes
their only instrument of identity and self-
consciousness” (Cardini, 2006, p. 210).
Also, K. Wojciechowska emphasizes that
recalling the origins of the flowering of
the religion and the continuation of the an-
cestors’ traditions provides Muslims with
the confidence “[...] that when breaking

egalitarianism and extremely strict ethics) and the Shi-
ites (adherents of the “grouping” — Ali’s party). At later
time, both of these groupings gave rise to other more or
less radical Muslim sects (cf. Sadowski, 2013, p. 31).
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away from their motherland they were not
stripped of the entirety of the possessed
cultural goods” (Wojciechowska, 2014,
p. 145). On the other hand, B. Pasamonik
point out that one of the key dilemmas
“[...] faced by the present-day descendants
of the Muslim immigrants is the choice of
identity made between the Western and the
Muslim cultures as well as between the re-
ligious modernism and fundamentalism”
(Pasamonik, 2013, p. 13).

Islam is currently the most dynami-
cally developing religion as well as ideol-
ogy. Alongside strictly religious precepts,
it contains moral and legal standards that
delineate the limits of man’s functioning,
both in the individual and communal life,
and also define the role of the state in the
development of the society (cf. Zdanow-
ski, 2010, p. 35; Lukaszewicz, 2011, p. 32;
Sadowski, 2013, p. 29). The so-formulated
holistic role of religion in regulating the
worshippers’ social lives proves that Islam
acquired the reputation of being an impor-
tant legal culture “[...] in which that which
was religious got intertwined in a unique
way with that which was moral and legal”
(Tokarczyk, 2001, p. 225).

“The law, and more precisely the re-
ligious law, is a very important aspect
of culture to Muslims. It is referred to as
‘sharTah’?> meaning ‘road’, and its impor-
tance is due to the fact that it is the means
to achieve unity with God and gives reli-
gious value to all activities related to the
human life” (Sadowa & Kuriata, 2015,

2 As is stressed by M. Ruthven, sharia is also char-
acterised by timelessness, being independent of the cir-
cumstances or time. The authors points to the fact that
this character does not apply to interpretation of the
Muslim law, which may be dependent on both the place
and time (cf. Ruthven, 1998, p. 90).



p. 211). Sharia, as the Muslim religious
law, was formed between the 7th and 9th
centuries. Its sources include the follow-
the Quran — God’s word, the Sun-
nah — the Prophet’s practice, the [jma —
consensus and the Qiyas — analogy (Sad-
owski, 2003, p.18; Sadowski, 2013, p. 30).
Additionally, M. Dziekan notices that the
Muslim law “[...] considered by those ad-

ing:

hering to it as natural law, written down
in the heavenly Mother Book, and having
an all-embracing character. [...] concerns
all matters pertaining to man’s relationship
with God — this part of the law is called
ibadah — and with other man — muamalat,
which includes matters of the state” (Dzie-
kan, 2011, p. 240). The author further em-
phasizes that the sacred character of sha-
ria means that man has no possibility of
changing it, but can only take recourse to
its interpretation. Thus, when considering
the issue of the impact of the Islamic reli-
gion on the social, political and economic
system, it is so important to take into ac-
count the diversity of expositions and in-
terpretations of the Muslim law. It should
be borne in mind that each country belong-
ing to the Islamic world can act according
with a different pattern and things that are
permitted in one country may be forbidden
in another. This is so because the Quran al-
lows for different directions of interpreta-
tion (cf. Sadowa & Kuriata, 2015, p.211;
Lukaszewicz, 2011, p. 34). This gave rise
to the emergence of multiple schools of
Islamic law. Within the scope of doctrinal
interpretation of the sharia law, the leading
ones are the schools that were developed
in the 9™ century. The differences between
them concern the diverse approaches to the
source of the law. These include:

1. the Maliki school — relies on the Quran
and the tradition of Medina as primary
sources of Islamic law;

2. the Hanafi school — applies reasoning
by analogy, the principle of preference
and allows various tricks of the law;

3. the Shafi’i school — relies exclusively
on the Quran;

4. the Hanbali school — postulates ab-
solute application of the Quran along
with the sunnahs without asking any
additional questions (Benek, 2007,
p. 492; Bury & Kasprzak, 2007, pp.
76-78; Lukaszewicz, 2011, p. 34).

The matters of law in Islam, and par-
ticularly those concerning issuing com-
mentaries and expositions on the legal and
theological sense of the Quran are dealt
with by the ulama, i.e., a narrow group of
specialists comprising theologians, legal
theoreticians, practitioners and imams —
the Muslim clergymen. They are required
to have adequate religious education and
knowledge (cf. M. Dziekan, 2011, p. 241;
Lukaszewicz, 2011, p. 34).

In summary, the process of the Muslim
lawmaking was more or less completed
in the 13t century. At that point, it can be
said, the development of the legal culture
of Islam was subjected to stagnation. This
is evidenced by the fact that even nowa-
days, within a certain country, if a new law
is enacted, it makes strict reference to the
exposition of sharia. This practice, particu-
larly apparent within the regenerating and
increasing power of fundamentalist move-
ments (inter alia Wahhabism and Salafism),
repeatedly leads to brutal and controver-
sial cases of violating fundamental human
rights in the name of religion. Additionally,
A. Lukaszewicz notices that such a restric-
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tive system of legal regulations of sharia,
as well as its total rigidity that results from
the acknowledgement that it is God-given,
“[...] has a limiting effect on modernisa-
tion of the Muslim society and its adjust-
ment to the changing, globalised world”
(Lukaszewicz, 2011, p. 34).

Each Muslim’s daily practices and pub-
lic life are subordinated to the Five Pillars
of the religion (arkan ad-din)3, comprised
of the following: the confession of faith
(shahada), prayer (salat), fasting (sawm),
charitable giving (zakat) and pilgrimage
to Mecca (hajj) (Sadowski, 2013, p. 31).
The above listed precepts belong to the
category of obligations; thus, their omis-
sion implies God’s punishment and their
observance is rewarded by God. Further-
more, arkan ad-din have a character of
individual obligations; thus, every mature,
mentally and physically fit Muslim must
observe them. One of the conditions for a
satisfied obligation to be legally valid is a
declaration of the intention to satisfy the
particular obligation. This intention can be
uttered orally or merely realized (Proch-
wicz-Studnicka, Teperska-Klasinska,
2012, p. 171). Muslim lawyers, who attach
great importance to the regulations relat-
ing to satisfying religious obligations by
the believers, have carefully elaborated
them. As regarding further explanation:

3 Some extreme Islamic groupings added a sixth
pillar of faith in the form of jihad. It should be borne
in mind however that this is not an obligation equal to
prayer or fasting. This is an altogether different category
of act. The concept of jihad is not homogenous, which
constitutes a big problem in its proper interpretation.
The Muslim law distinguishes for manners of pursu-
ing jihad: with the hear, tongue, hands and sword. As a
concept of the struggle against the West, it was regener-
ated along with the revitalisation of the fundamentalist
movements (Dziekan, 2011, pp. 243-244).
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[In this context, an essential issue] [...]
seems to be the strife between traditional-
ism and modernism around the concept of
Ummah and the fundamental cultural and
civilizational values of Islam. It can be ob-
served that in the poorer, less developed
regions the traditional thought has a strong
influence and the observance of the reli-
gious practices is closer to the requirements
of the law while where the changes of eco-
nomic and social character are taking place
relatively quickly and the influence of the
Western civilisation is stronger, it has a less
restrictive character (Prochwicz-Studnicka,
Teperska-Klasinska, 2012, p. 171).

On account of the range of issues dis-
coursed in this paper, the only command-
ment discussed here will be that of prayer,
which in Islam is presumably the most
apparent manifestation of affiliation to a
Muslim commune. Its significance does
not only result from the fact that its funda-
mental element is recitation of the Quran
and the confession of faith (through the so-
called tashahhud), but also from the fact
that it unites the believer with that which
in his religious space has the absolutely
highest value: with God, with the prophet
and the community (Prochwicz-Studnicka,
Teperska-Klasinska, 2012, pp. 174-175).
Sharia provides for five mandatory prayers
during the day*: salat as-subh — the morn-
ing prayer performed between the dawn
and the sunrise; salat az-zuhr —the noonday
prayer, performed immediately after the
sun passes its zenith; salat al-asr — the af-

4 The exact times of prayers are set based on astro-
nomical calculations with reference to the moon calen-
dar. In former times, the approaching time for a prayer
was only signalled by a call performed by professional
muezzins. Nowadays, media communication is also
used for this purpose (Prochwicz-Studnicka, Teperska-
Klasinska, 2012, p. 175).



ternoon prayer, performed during the time
between the end of the noon prayer and the
setting of the sun; salat al-maghrib — the
prayer after the sunset; salat al-isha — the
night prayer performed between the mo-
ment when the red afterglow disappears
in the west and the dawn (Dziekan, 2011,
p. 243). As further explained:

One should approach the prayer in a state
of ritual purity (tahara), which can be
achieved by ritual ablution. The law dis-
tinguishes between small/partial ablution
(wudu) and large/full ablution (ghusl)?®
consisting in washing the whole body. That
which ablution is performed depends on
the type of impurity of the believer. Each
school of Islamic jurisprudence precisely
enumerates the situations that lead the be-
liever into a state of minor or major impuri-
ty and describes the consecutive steps con-
stituting the ritual of purification. As a rule,
small ablution is required after urination
or defecation, touching one’s own private
parts, touching a person of the opposite sex
(except the spouse), and also after sleeping
or loss of consciousness. Especially nowa-
days, in many environments small ablu-
tions are not performed before each of the
five prayers; this depends on the believer’s
individual decision (Prochwicz-Studnicka,
Teperska-Klasinska, 2012, p. 175).

When considering the possibility of
performing ablutions before prayers in the
prison cell settings, it should be pointed out
that wudu is most commonly performed
using water. When it is not readily avail-
able, ritual ablution can also be performed
using dust, powder, sand, grit — a natu-
ral substance of soil (tayammum). In The

5 This is performed after childbearing and the
postpartum period, completion of the menstrual cycle,
sexual intercourse and nocturnal emissions (Prochwicz-
Studnicka, Teperska-Klasinska, 2012, p. 175)

Book of Purification, developed based on
the work by Muhammad bin Jamil Zino,
entitled The Pillars of Islam & Iman — And
What Every Muslim Must Know About His
Religion, one can find a provision saying
that it is possible to perform a prayer also
by a person who does not have access to
water or clean soil. This special situation
was justified by recalling a specific hadith
in which the Prophet did not order the be-
lievers to repeat their prayer even though
they had performed it without first per-
forming the ritual of ablution.®

For a fuller depiction of the sources of
Islam, one should also indicate the role
of tradition in the Muslim world. It is not
only connected with celebrating holidays
and major family events, but is also pre-
sent, above all, in the daily life of every
Muslim, regardless of his material status.
Tradition plays a significant role in the
shaping of the Muslim jurisprudence and
passing judgements based thereon. The
most important regulations that zealous
worshippers are guided by are fashioned
in accordance therewith. Even though a lot
of them are hardly reflected in the contem-
porary, globalized world, the Islamists are
deeply attached to them.

In this context, it is worth noting the
fact that the Muslims’ approach to con-
tinuing certain rites, as well as the same
themselves, often arouse controversy
among the community of Europeans. This
is often the cause of difficulties and prob-
lems that must be faced by inter alia the
countries receiving immigrants from the
Arab-Muslim cultural environments. Tra-

6 https://www.islamland.com/uploads/books/pl
Ksiega Oczysz-czenia.pdf
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dition is an aspect of life; thus, it is not
possible to eliminate tradition within a
course of few years. Moreover, attempts
to break away from the ancestors’ heritage
might bring undesired effects and cause
protests within the communities of human
rights defenders.

A rite that causes considerable contro-
versy, especially in the Eastern European
countries observed within our study, and
which is related to the kind meals that are
eaten, is the ritual slaughter of animals.
As is commonly known, Muslims do not
eat neither pork nor donkey meat or mule
meat. Meat form these animals is deemed
unclean. According to the faith of Islam,
meat eaten by the believers should come
from a clean animal that was reared in
the natural manner and killed in compli-
ance with the Muslim ritual, and therefore
holds the halal certificate (cf. Baranowski,
1987, p. 48). As previously mentioned, the
practice of ritual slaughter is banned un-
der Polish and Lithuanian laws. It does not
mean, however, that this kind of meat is
not legally marketed in the two countries.

In summarizing the above considera-
tions, we may refer to a statement by Bra-
taniec:

[It should be pointed out that] [...] the civili-
zation of Islam is primarily expressed in the
unity of the social and religious life, which
is manifested mainly in jurisprudence and
social structure. When challenged with the
problems of the contemporary world, Mus-
lims resort to solutions from the past, to a
return to the traditional religiousness and to
the organization of the society based on just
the religious law. Perhaps maintaining their
own cultural identity is more important
than the encounter with the problems that
modernity brings to these societies (Brat-
aniec, 2009, p. 36).
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Additionally, it is worth stressing that
tradition is paramount in Muslim culture,
and consequently the faithful followers are
ready to go as far as committing a crime in
its defense. The restrictive and, in extreme
cases, very radical behavior on the part of
Muslims can also be accounted for by their
taking advantage of the rather liberal pol-
icy of the recipient countries. Therefore,
it is worth considering whether these pro-
portions should be reversed and should it
rather be required that Muslim customs be
adapted to the European ones and not the
way around. One reason for this is the in-
creasingly growing ill will and prejudices
towards the Muslim diaspora that are more
and more clearly voiced by the receiving
societies (cf. Balicki, 2010, p. 96).

Serving a sentence of imprisonment
takes place under specific legal regula-
tions and requires application of appropri-
ate guidelines and recommendations with
regard to the aspect of both the organiza-
tion, the execution and the respect of the
inmates’ rights. The confusion in their
observance and implementation is caused
by the vague character of the provision
and diverse interpretation in the individual
EU countries. Prison constitutes a specific
social space, where encounters take place
between people of various standards of
behavior, different customs, rites and even
diets and manners of perceiving social
relations. This conglomerate of diversity
generates various new difficulties, inter
alia on the organizational and technical
level, especially with regard to the clash
with cultural diversity (cf. Urbanek, 2016,
p. 247).

According to A. Szerlag, the canon of
standards of enforcing sentences of im-



prisonment with maintained multicultural
entanglements comprises the following as-
pects: a) respect for the principles of the
foreigner’s native culture and of the domi-
nant culture, particularly in the context of
social reintegration; b) recognition of the
psychosocial motives that occur within
the community of prison officers, fellow
inmates and convicts from other ethnic
groups; ¢) the balance of hazards to the for-
eigners’ indigenous values; d) introduction
of an overriding axiology for enforcing
the sentence, with account for the values
of cultural differences, tolerance, compro-
mise and dialogue (Szerlqg, 2015, p.80).
The results of our own survey conducted
among officers of the Prison Service in
Poland, Lithuania and Czech Republic
presented in this paper unequivocally in-
dicate the respondents’ significant distance
towards the abovementioned standards.
Bearing in mind the fact that the Quran
provides for various directions of interpreta-
tion and the reforms of the Muslim jurispru-
dence since the 7 century have definitely
been the work of jurists and not theologi-
ans, learning the assumptions and sources
of Islam would require in-depth studies in
this subject on the part of prison officers.
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KULTURINE MUSULMONU KALINIU [VAIROVE IR J[KALINIMO [STAIGU
PRAKTIKOS LUKESCIAI RYTU EUROPOS SALYSE

Arkadiusz Urbanek, Kamila Gandecka

Santrauka

Straipsnyje pristatomos elgesio su musulmonais
tendencijos, pastebimos Lenkijoje, Lietuvoje ir Ce-
kijoje. Remiamasi tyrimo, atspindincio kal¢jimo
prizitrétojy reakcija { musulmony lokescius ir pre-
tenzijas, duomenimis. Tyréjai taip pat bando atsaky-
ti i klausima apie tokiy pretenzijy sankcijonavima.
Pazymima, kad bitina identifikuoti tokiy pretenzijy
kilmg, norint suformuoti tikslia pozicija apie kaléji-
mo priezitiros praktika. Tai gali biti svarbu kuriant
nesaliSkas elgesio su kaliniais musulmonais gaires.
Bity geriausia, jei jkalinimo bausmé likty uz dau-
giakult@riskumo diskusijos riby ir buty vykdoma tik
remiantis teisinémis procediiromis ir standartiniais
sprendimais. Ypac todél, kad esami kulttirinés jvai-
rovés valdymo modeliai, tokie kaip antai asimiliacija

[teikta 2016 10 11
Priimta 2016 12 04

ar daugiakultiiriSkumas, pasirodé esa netinkami savo
prielaidomis ar praktiniu pritaikymu (Pasamonik,
2013, p.13). Be to, nei kulttriniy poky¢iy ignoravi-
mo politika, vykdoma daugumoje ES Saliy, nei kon-
cesijy politika, turéjusi ja pakeisti, nepasieké norimy
rezultaty. Todeél, ko gero, Salys, i kurias atvyksta mu-
sulmonai imigrantai ir ten atsiranda §ios imigracijos
padariniy, turéty pakeisti savo teisines sistemas taip,
kad uztikrinty, jog musulmonai galéty laisvai prak-
tikuoti savo tradicijas, bet kartu nebtity pazeidziami
paciy saliy interesai.

Pagrindiniai Zodiai: daugiakultiriSkumas, kul-
tiriné jvairové, musulmonai, kaléjimas, kal¢jimo
istaigy nuostatos.
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Poziurio j delinkventus ir jiems skirty
istaigy kaita: teorinés jzvalgos

Simona Bieliuné
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Santrauka. Straipsnyje aptariama reagavimo j vaiky delinkventinj elgesj Europoje istoriné kaita,
pagrindiniai teoriniai poZidriai, aiskinantys visuomenei nepriimtino elgesio atsiradimo prieZastis, ir
galimi nepilnameciy justicijos modeliai, nurodantys valstybiy teikiamq prioritetq bausmeés ir izolia-
vimo arba ugdymo ir integracijos paradigmai. Remiantis Sia informacija apzvelgiami pagrindiniai
vaiky socializacijos centry kaip vaiky jkalinimo alternatyvos pokyciai jy veiklos turinio aspektu.

Pagrindiniai ZodzZiai: delinkventinis elgesys, resocializacija, integracija, vaiky socializacijos cen-

trai, nepilnameciy justicija.

Ivadas

Daugelyje Europos Saliy nepilnameciy jus-
ticijos sistemos susiduria su léto vystymo-
si, neveiksmingumo, didelio pakartotinio
nusikalstamumo problemomis, vis dazniau
minimas intervencijos mazinimas, siekiant
kuo mazesnés delinkventy stigmatizacijos
ir recidyvo (Hazel, 2008; Sims, 2014). Sék-
minga nusikalsti linkusiy ar nusikaltusiy
nepilnameciy resocializacija laikoma esmi-
ne jy, kartu ir visuomenés palankios ateities
salyga. Jungtiniy Tauty, Europos Komiteto
ir kity tarptautiniy organizacijy dokumen-
tuose! pabréziama, kad nepilnameciy lais-

I Jungtiniy Tauty nepilname¢iy nusikalstamumo
prevencijos gairés (Rijado gairés), 1990;

Jungtiniy Tauty nepilnameciy, kuriy laisve ribota,
apsaugos taisyklés (Havanos taisyklés), 1990;

98

vés ribojimas yra griez¢iausia priemoné ir
ja igyvendinant turi biiti uztikrinta pagarba
zmogaus teiséms, sudaromos salygos stip-
rinti sveikata, savigarba, ugdyti atsako-
mybe, skatinti nuostatas ir jglidzius, kurie
padéty ju, kaip visuomenés nariy, raidai.
Atsizvelgiant | tai, pamazu keiiasi pati

Jungtiniy Tauty standartinés minimalios nepilnameciy
teisenos igyvendinimo taisyklés (Pekino taisyklés), 1985;

Europos Tarybos Ministry komiteto gairés ,,Dél
vaiko interesus atitinkancio teisingumo®, 2010;

Europos Tarybos Ministry komiteto rekomendacija
Nr. R(87)20 ,,Dél socialinés reakcijos | nepilnameciy
nusikalstamuma*, 1987,

Europos Tarybos Ministry komiteto rekomendacija
valstybéms naréms ,,Dél naujy nepilnameciy nusikals-
tamumo problemos sprendimo biidy ir nepilnameciy
justicijos vaidmens®, 2003;

Europos Tarybos zmogaus teisiy komisaro 2009 m.
birzelio 19 d. pranesimas ,,Vaikai ir nepilnameciy justi-
cija. Tobulinimo budai®.



resocializacijos samprata, kuri suponuoja
koreguoti pozitirj i jaunus teisés pazeidéjus,
kitaip suprasti ju poreikius ir juos atliepti.
Siuo atzvilgiu tampa svarbus teoriniy po-
zitriy ir visuomenés reagavimo | vaiky
delinkventini elgesi istorinis kontekstas,
leidziantis ne tik atpazinti, kas aktualu Sian-
dien, bet ir jvardyti galimas §ios sistemos
tobulinimo gaires.

Nepaisant skirtingy valstybiy kultiirinés
ir socialinés reakcijos i delinkventinj elgesi
tradicijy, vaiky nusikalstamumo problemos
sprendziamos taikant Svietimo pagalba, so-
cialines, sveikatos paslaugas, iSorinés kon-
trolés ir kitas priemones, ta¢iau Sioje srityje
visada susiprieS§ina bausmés vykdymo ir
ugdymo konstruktai, kuriy taikyma Salys
apibrézia teisés aktuose (Diinkel, 2014;
Merkys et al, 2002). Siuo tikslu Lietuva,
vykdydama isipareigojimus tarptautinei
bendrijai, per pastaraji deSimtmetj forma-
vo naujas nepilnameciy justicijos politikos
kryptis ir numaté priemones 2004—2008
ir 2009-2013 nepilnameciy justicijos pro-
gramose. Minétu laikotarpiu tobulinamos
administracinés ir baudziamosios justicijos
sistemos, nemazai démesio skiriama Sioje
srityje dirbanciyju kvalifikacijai tobulinti,
formuluojamos naujos atkuriamojo teisin-
gumo, integracijos i visuomeng strategijos,
o svarbiausia — sukurta ir plétojama vaiko
minimalios ir vidutinés prieziliros sistema
kaip privaloma kompleksiné pagalba delin-
kventinio elgesio vaikams, neturinti jokiy
teisiniy padariniy (Vitkauskas, 2010; Targa-
madzé, 2013). Visa tai rodo valstybés inicia-
tyva tobulinti sistema, iSkeliant ne baudimo,
o edukaciniy priemoniy igyvendinima kaip
prioriteta, kartu uZztikrinant ir geriausius
vaiko interesus. Vis délto teisés akty pa-
grindu vykdomi sisteminiai pokyciai daz-

nai apsiriboja naujomis strategijomis ar jau
veikianciy istaigy restruktiirizavimu, kuris
ne visada sudaro tinkamas salygas pasiekti
norimy rezultaty (Sapelyté ir Alifanoviené,
2009; Juodkaité et al, 2010; Bakutyté et al,
2013). Zvelgiant i§ tokios perspektyvos §ia-
me straipsnyje analizuojama vaiky sociali-
zacijos centry kaip nepilnameciy justicijos
sistemoje ilga laika veikianéiy netradiciniy
bendrojo ugdymo mokykly reformos ir ju
pagrindu vykstanti veiklos turinio kaita, is-
rySkinant svarbiausius vaiko elgesio poky-
¢iams ir integracijai visuomengje turincius
itakos aspektus.

Straipsnio objektas — pozitriy 1 de-
linkventinio elgesio vaikus ir jiems skirty
istaigy kaita.

Straipsnio tikslas — aptarti reagavimo {
vaiky delinkventinj elgesi Europoje istori-
n¢ kaitg ir identifikuoti jstaigy delinkven-
tams veiklos turinio esminius pokycius
Lietuvoje.

Metodai: atlikta mokslinés literattiros,
vieSai skelbiamy instituciju veiklos atas-
kaity, teisés akty, statistinés informacijos
analizé, susijusi su delinkventiniu elgesiu,
resocializacijos ir integracijos procesais,
justicijos

nepilnameciy igyvendinimo

praktika Europoje ir Lietuvoje.

Poziiirio j delinkventinj

elgesj istoriné perspektyva

Pozitris { vaika, jo veiklg ir vaidmeni vi-
suomen¢je yra kintamas ir keliantis naujy
nybes. Manytina, kad tai glaudZiai susij¢
su nepilnameciy justicijos kaip atskiros
valstybés politikos aspektais, kuriuos ana-
lizuojant keliami jauniausiy visuomenés
nariy pozityvios socializacijos, moralés ir
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teisés normy laikymosi, nusikalstamumo
prevencijos vykdymo ir kiti klausimai.
Reikia pasakyti, kad visais laikais, nepai-
sant taikomy priemoniy, visuotiniy normy
neatitinkantis elgesys buvo minimas ne tik
kaip privatus Seimos reikalas, bet ir kaip
bendruomenés ar net visuomeneés riipestis.
Kaip teigia A. L. Patenaude (2014), es-
minis skirtumas yra tai, kad XII amziuje
priimtinas vaiko elgesys ar reagavimas i ji,
zvelgiant 1§ XXI amziaus perspektyvos, at-
rodo ambivalentiskai: kai kas Sioje srityje
atrodo per Simtmecius nekinta, o kai kuriy
priemoniy taikymas Siandien jau nebiity
tinkamas ar net jmanomas.

Teigiama, kad bibliniais laikais tiek
monoteistinése, tiek politeistinése religijo-
se vaikai buvo laikomi atsakingi uz tévy
prieziiirg jiems pasenus, todél augindami
savo vaikus stengesi uZztikrinti jy interesus
ir poreikius — tai 1émé gana nuolanky po-
zitirj | netinkama elgesi. Net ir tose Salyse,
kur buvo nedraudziamos fizinés bausmeés,
jos daznai nebuvo pritaikytos dél tévy mei-
1és, o aplinkiniy elgesys dazniausiai apsiri-
bodavo maldomis uz vaika. Véliau Romos
imperijos laikotarpiu daugelyje Vakary
civilizaciju egzistavo paternalistinis po-
zitris, kurio pagrindu visa sprendimy ga-
lia atiduota tévui (Griffin ir Griffin, 1978).
P. Halsall (1996) nurodo, kad tai galiojo, iki
vaikui sueis septyneri metai, nes vyresnius
nei $io amziaus vaikus jstatymai leido vie-
Sai bausti kaip suaugusiuosius. Visuome-
nés pozilris nedaug kito ir viduramziais,
formuojantis naujai teisinei sistemai daug
démesio skiriama ne tik zmogaus ir vals-
tybés santykiams, bet ir privatiems visy
visuomenés nariy santykiams. Vis délto ir
Siais laikais daugelyje Europos Saliy vai-
kai jvardijami tévy nuosavybe laikantis
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Romos kataliky bazny¢ios doktriny. Siuo
atzvilgiu nebaudziamumo amziaus riba
nekito, buvo numatyta iSlygu net vyresnio
amziaus vaikams, nustatant 14 mety kaip
imuniteto pabaigos riba (Vago, 2003).

Anot A. L. Patenaude (2014), Renesan-
so laikais vystési pirmosios nepilnameciy
justicijos sistemos uzuomazgos, nes dazni
karai, badas ir kitos negandos skatino vai-
kus daug klajoti, prasyti iSmaldos ar vog-
ti, kad iSgyventy. Tai paskatino pirmuyjy
institucijy tokiems vaikams, kurios atliko
ne ugdymo, bet prieziiiros ir (ar) gydymo
funkcijas, atsiradima. Kaip teigia Junger-
tas (2002), valstybés ir baznycios riipini-
masis delinkventinio elgesio vaikais tapo
daugelio saliy socialinés politikos dalimi,
kurig plétojant pradéjo veikti naslaiciy
prieglaudos ar slaugos namai vyresniems
nei deSimties mety vaikams. Kiek véliau
pradéta tokio amziaus teisés pazeidé¢jams
sudaryti salygas vykti i laivyna, dalyvauti
muzikavimo ar tautos kariuomenés veiklo-
je, kuri buvo orientuota { prasminga uzim-
tuma bei naujy Ziniy ir igiidziy ugdyma.
Atsizvelgiant i tai, galima manyti, kad tai
buvo pirmieji bandymai reaguoti i delin-
kventinj elgesi ne baudziant, o projektuo-
jant pozityviam asmenybés ugdymui pa-
lankig aplinka.

Vis délto Svietimo epocha iSskiriama
kaip unikali dél zymiy to laikmecio filosofy
(Rousseau, Montesquieu, Bentham ir kt.)
ir ju pozitrio { vaikystg bei delinkvencija,
iSryskinant Zmogaus teisiy ir laisviy aspek-
ta, kuris atskleidé priestaras tuo metu vals-
tybiy vykdomai politikai. Daugelis autoriy
(Cornish ir Clark, 1986; Cohen ir Felson,
1979) pazymi, kad butent Siuo laikotarpiu
buvo sukurta klasikiné atgrasinimo teori-
ja, kurios pradininku laikomas C. Beccaria



(1764), teiges, kad, atlikdamas bet kokia
veikla, asmuo turi aiSkiai Zzinoti, kokie
galimi tokio elgesio neigiami padariniai.
Buvo manoma, kad detalus netinkamo
elgesio reglamentavimas ir galimas atly-
gis uz tai yra pagrindinis dalykas, galintis
sulaikyti Zmogu. Sio autoriaus mintis tgsé
racionalaus pasirinkimo teorijos pradinin-
kai, kurie buvo jsitiking, kad neuztenka
apraSyti galiojanc¢iy normy, taciau reikia
ugdyti zmones. Kitaip tariant, buvo laiko-
masi nuostatos, kad zmogaus laisva valia
pasirinkti ir priimti sprendima paZzeisti tei-
sés normas turi biiti daroma Zinant salygas
ir jvertinant nauda sau, kitiems asmenims
ar valstybei. Kaip teigia B. Sims (2014),
remiantis pagrindinémis $iy teorijy idéjo-
mis panasus pozitris | delinkventinj elgesi
Jungtinése Amerikos Valstijose bei Eu-
ropoje egzistuoja iki $iy dieny, deklaruo-
jantis tiek individui, tiek visai visuomenei
fakta, kad kiekvienas teisés pazeidimas
néra nebaustinas.

Siame amziuje taip pat pradéta domeétis
visuomenés normy neatitinkancio elgesio
priezastimis, toks elgesys jau suprantamas
ir aiSkinamas ne kaip nuodéme, bet kaip
aplinkos veiksniy padarinys. [sigaléjus hu-
manistiniam pozitiriui Europoje pradétos
formuluoti naujos reabilitacijos ir resoci-
alizacijos idéjos, draudziancios fiziniy ar
mirties bausmiy taikyma bei paskatinusios
reorganizuoti institucijy paskirtj sukuriant
atskiras elgesio korekcijos istaigas delin-
kventams (Schlossman, 1995; Postman,
1996; Petenaude, 2014). Anot R. Cavan
(1962), pirmaja tokia istaiga turéty buti
laikoma dar 1704 m. Kataliky baznycios
isteigta nepilnameciy pataisos institucija
Sen Miselyje netoli Romos, kurioje gyve-
no vaikai iki 20 mety amziaus. Nepaisant

skirtingy valstybiy patirties Sioje srityje,
laikytasi nuomonés, kad probleminio el-
gesio vaikus reikia ugdyti, siekiant naudos
valstybei, todél kuriamy institucijy veik-
loje ypatingas démesys skiriamas darbi-
niams jgidziams ugdyti ir prasmingam
uzimtumui.

XIX a. daugelio mokslininky (Watkins,
1998; Shelden, 2001; Petenaude, 2014)
ivardijamas kaip socialiniy, politiniy ir
ekonominiy poky¢iy metas, kai zmonés
kéleési gyventi i§ kaimy i miestus ir, siek-
dami materialinés gerovés, daug dirbo.
Taigi vaiky priezitiros, aukléjimo klausi-
mai tapo itin aktuals edukologijos, so-
ciologijos, kriminologijos ir kitose srityse
dél nusikalstamo elgesio auksty rodikliy,
visuomenéje besiformuojanciy gauju, ku-
riy nariai stokojo elementariy socialiniy
igtidziy. Platt (1969) manymu, Siame etape
pagalba ir ugdymas buvo labai unifikuoti,
orientuojantis i Zemesnei visuomenes kla-
sei reikalingy igiidziy ir vidutinés klasés
vertybiy ugdyma. Sis autorius pazymi,
kad elgesio korekcija tuo metu buvo skirta
vaikams iki deSimties mety, vyresniuosius
kalinant kartu su suaugusiais — to nauda
véliau laikyta abejotina tiek vaikui, tiek
valstybei. Tik po pilietinio karo teisiskai
atskyrus vaikams ir suaugusiems taikomas
sistemas pripazinta, kad vaiky kalinimas
su suaugusiaisiais, siekiant juos apsaugoti
nuo ydingos aplinkos, turi kur kas didesng
zala ir negali biiti laikomas pagalba (Shel-
den, 2001; Hague, 2014).

D¢l to galima nurodyti XX amziuje
daugelyje Saliy atsiradusius nepilname-
¢iy teiséjus, atskira reglamentavima, nu-
statant] amziaus jurisdikcija ir nurodanti
galimus elgesio padarinius delinkventui.
Nepilnameciy justicijos sistemos vysty-
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mui skiriama nemazai démesio, siekiant
bausmés fenomena keisti tinkama pagalba,
gydymu ar ugdymu, analizuojant asmens
ir socialinés aplinkos reikSmg delinkven-
cijos formavimuisi. Tai lémé jvairiy moks-
liniy teorijy, kuriomis grindziant prakting
veikla buvo ieskoma naujy budy spresti
jaunimo nusikalstamumo problemas ir re-
formuoti nepilnameciy justicijos sistemas,
atsiradima. Skirtingy discipliny atstovai,
desSimtmecius analizave nusikalsti linku-
siy ar nusikaltusiy vaiky elges;j ir siekdami
paaiskinti tokio elgesio priezastis, uzémeé
gana skirtingas pozicijas. Vienos i§ daz-
niausiai minimy, su probleminiu vaiky
elgesiu susijusiy teorijuy yra: biologinés te-
orijos, nusikalstamo asmens elgesio prie-
zastis priskiriancias fizinei asmens iSvaiz-
dai, kiino funkcijoms, kurias kontroliuoja
dietos, alergijos, hormonai ir pan., sme-
geny veiklai, intelektiniams gebéjimams;
psichologinis delinkvencijos aiskinimas,
kuris paremtas Freudo (1940) teorija; as-
menybés bruozy teorija, tiesiogiai siejan-
¢ia asmenybés savybes su probleminiu
jaunimu (Bartollas, 2001, p. 81).
Zvelgiant i§ edukologinés perspek-
tyvos { probleminio elgesio vaikus ir
analizuojant ju ugdymo(si) ar pagalbos
aspektus, bene dazniausiai remiamasi so-
ciologinémis teorijomis. Makroperspekty-
voje, kuri pabrézia iSorés veiksniy svarba
zmogaus elgesiui, vienu i§ Zymiausiy lai-
komas E. Durkheim (1893), kuris neigé
biologinius ar psichologinius veiksnius ir
nusikalstamg veiklg laiké normaliu reiski-
niu, priklausan¢iu nuo gyvenimo salygy.
Siai krypéiai taip pat priskiriamos véliau
atsiradusios R. Merton (1938) jtampos te-
orija, iSrySkinanti skirtumus tarp visuome-
nés keliamy tiksly ir nevienody galimybiy
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juos pasiekti, socialinés dezorganizacijos
teorija, kuri akcentuoja socialiniuose ins-
titutuose (Seimos, mokyklos) egzistuojan-
Cig netvarka ir dél to atsiradusj neaiSkuma
dél svarbiausiy vertybiy sistemos, Cohen
(1955) darbais apie delinkventinés subkul-
tiros vystymasi, Cloward ir Ohlin (1960)
diferencinés galimybés teorija, kuri api-
bréz¢ nusikalstamy subkultiiry tipus ir ju
atsiradima siejo su socialine ir ekonomine
aplinka (Sims, 2014). Kaip matyti, skir-
tingy teorijy turinys visuomenés normy
pazeidimy atsiradima siejo su skirtingais
iSorés veiksniais. Vis délto bene dazniau-
siai nurodomos priezastys yra socialiné vi-
suomenés nariy nelygybé, o Seima ir mo-
kykla laikomi zmogaus kaip asmenybés ir
visuomenés atstovo ugdymo(si) pagrindas.

Reikéty paminéti, kad ne maziau svar-
bios nusikalstamo elgesio formavimui(si)
yra mikrolygmeniu sukurtos teorijos. Viena
i§ zinomiausiy yra Sutherland (1947) dife-
rencinés asociacijos ir socialinio i§mokimo
teorija, kuri teigia, kad jauni Zmonés isi-
traukia i kriminaling veikla stebédami kitus
zmones artimiausioje aplinkoje ir i$mok-
dami tokio elgesio modeliy. Kitaip sakant,
delinkvencija suprantama kaip mokyklos,
Seimos, bendraamziy ar kity bendruome-
nés nariy elgesio imitacija. Kitos teorijos
yra: T. Hirschi (1969) socialiniy rysiy te-
orija, aiSkinanti, kad delinkvencija yra sil-
pnu socialiniy asmens ir visuomengés rysiy
rezultatas; G. H. Mead (1934) simbolinés
interakcijos teorija, pabrézianti verbalinés
ir neverbalinés komunikacijos reik§me, re-
miantis §ia teorija iSvystyta etiketizavimo
teorija, kurios pagrindiné id¢ja — pakartotinj
nusikalstama vaiko elgesj lemia netinkamas
visuomenés reagavimas. B. Sims (2014)
teigia, kad visuomenei nepriimtino elge-



sio vidiniy veiksniy analizéje yra svarbus
T. Parsons (1951) funkcionalizmo koncep-
tas, kuriame visuomené suprantama kaip 1§
daliy sudaryta ir tarpusavio rySiais susijusi
Zmoniy grupé, ieSkanti kompromisy ir susi-
tarimo, kaip turi veikti visa visuomen¢ — i
prieiga leidzia analizuoti jauny teisés pazei-
déju situacijas kiek 1§ kitos perspektyvos.
Bendrai vertinant teoriju turinj galima teig-
ti, kad jos, kaip ir makroteorijos, pabrézia
Salia vaiko jo socializacijos metu esancius
zmones ir ju itaka vaiko elgesio formavi-
muisi, taip pat pabréziami Seimos ir moky-
klos vaidmenys. Reikia pazymeéti, kad Sian-
dien, nepaisant skirtingy pozicijy, vertinant
vaiko elgesio rizikos veiksnius vis dazniau
remiamasi metodikomis, kuriose i$skiriami
ir asmenybes bruozai, klinikiniai poZymiai,
santykiy ir aplinkos aspektai, sujungiantys
skirtingas pozicijas i viena visuma (Zilins-
kiené ir Tumilaité, 2011).

Teorijy gausa 1émé gana skirtinga ne-
pilnameciy justicijos sistemos reglamen-
tavima ir labai {vairia Saliy patirtj, apie
kurios veiksminguma kalbama ir Siandien.
Taciau per pastaruosius tris deSimtmecius
tarptautingje erdvéje daug nuveikta vaiky
nusikalstamumo mazinimo klausimais, kei-
¢iant visuomengés reagavimo i jaunus teisés
pazeidéjus praktika. Jungtiniy Tauty, Euro-
pos Komiteto ir kiti dokumentai suponavo
nepilnameciy justicijos sistemos reformas
ir veikiausiai vienodino skirtingy Saliy prin-
cipines nuostatas. Pavyzdziui, Europos Ta-
rybos Ministry komiteto 1987 m. rekomen-
dacijoje dél socialinés reakcijos | nepilna-
meciy nusikalstamuma teigiama, kad ,,jauni
zmonés yra besivystancios biitybés, ir todél
visos ju atzvilgiu taikomos priemongés turi
buti ugdomojo pobtidzio; <...> socialiné re-
akcija i nepilnameciy nusikalstamuma turi

remtis jy asmenybe ir specifiniais poreikiais
<..> nepilnameciy bausmiy sistema ir to-
liau turi buti charakterizuojama ugdymo ir
socialinés integracijos tikslais, kuo labiau
Salinti nepilnamec¢iy ikalinima*. Sios ir ki-
tuose dokumentuose jvardytos nuostatos
aiskiai priestaravo vaiko izoliavimui, bau-
dimui, vaiko ugdyma laiké jo resocializa-
cijos ir integracijos pamatu bei propagavo
stiprinti vietos bendruomeniy vaidmen; Sia-
me procese.

Siekdami identifikuoti esamus modelius
M. Cavadino ir J. Dignan (2006) atliko i$-
samig analiz¢ ir suformulavo penkis gali-
mus valstybés reagavimo { delinkvencija
modelius: 1) gerovés (svarbiausia vaiko
interesai), kai vaikui neformaliomis pro-
cediromis skiriamas ugdymas, terapija ar
gydymas, taikomos prevencijos ar interven-
cijos priemonés; 2) teisingumo, kuris vaika
laiko racionaliu, protingu bei turiniu atsa-
kyti uz savo veiksmus, Siuo atveju skiriami
draudimai ar jpareigojimai; 3) minimalios
intervencijos, kuris palaiko kuo vélesnés
ar mazesneés intervencijos taikyma, siekiant
iSvengti jauny teisés pazeidejy stigmatiza-
cijos; 4) atkuriamojo teisingumo, kai priori-
tetas teikiamas mediacijai ir aukos teiséms
atkurti; 5) neokorekcinj, kurio pagrindinis
tikslas yra uztikrinti visuomenés sauguma,
todél jam biidinga Zema amziaus riba, anks-
tyva intervencija ir gana stipri izoliacija nuo
visuomenés. Sie modeliai iliustruoja, kam
Salis, igyvendindama nepilnameciy justi-
cijos sistema, teikia pirmenybg, ir kaip $i
praktika sutampa su minétais tarptautiniais
principais nepilnameciy justicijos srityje.

Apibendrinant §j aspekta galima teigti,
kad istoriné perspektyva leidzia paaiskinti
tiek kiekvienos Salies nepilnameciy justi-
cijos sistemos vystymasi, tiek jauny teisés
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pazeidéjy resocializacijos sampratos kaita,
kuri i8rySkina bausmés ir ugdymo koncep-
ty taikyma Sioje srityje. Vis délto sudélioti
nuosekly istorini paveiksla yra gana sudé-
tinga dél teoriniy poziliriy, teisiniy princi-
pu bei skirtingy visuomeniy reagavimo i
delinkventini elgesi ivairovés. Tokia anali-
z¢ veikiau leidzia identifikuoti tendencijas
ir jvertinti, kaip Siandien esama situacija
dera su Europos ir kity $aliy bendrai kuria-
momis strategijomis, kiek pries tai egzista-
v¢ pozitiriai ir jy pagrindu kuriamos prak-
tikos atpazistami analizuojant naujausia
moksling literatiira ir Zvelgiant | dabarti.

Istaigy delinkventinio elgesio
vaikams kaita Lietuvoje

Aptariant nepilnameciy justicijos sistemy
vystymasi jau minétos istaigos delinkven-
tams kaip ikalinimo alternatyva, Lietu-
voje jos vadinamos vaiky socializacijos
centrais. Tarptautiniy ir nacionaliniy tei-
sés normy? pagrindu tai traktuojama kaip
valstybés pareiga griez¢iausiu atveju suda-
ryti salygas pozityviai resocializacijai tam
skirtoje istaigoje, kai to negali uztikrinti
vaiko atstovai pagal istatyma, neveiks-
minga Svietimo pagalba ar kitos paslaugos
artimiausioje vaiko aplinkoje. Autoriai
(Shelden, 2001; Hague, 2014; Sims, 2014
ir kt.), nagrinéjantys institucijy nepilname-
¢iams paskirt] visuomengje, mini XX a.
viduri kaip laikmetj, kuriuo buvo itin daug
diskusijy ir kritikos jy atzvilgiu. Tai susij¢
su tuo, kad, nepaisant gausybés naujy teo-
riniy pozidriy ir teisés normy kaitos, aki-

2 Lietuvos Respublikos vaiko minimalios ir viduti-
nés prieziliros jstatymas, 2007,

Europos socialiné chartija Nr. 49-1704, 2001;

Jungtiniy Tauty nepilnameciy, kuriy laisve ribota,
apsaugos taisyklés (Havanos taisyklés), 1990.
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vaizdziai matoma, kad istaigos jauniems
teisés pazeidéjams funkcionavo lygiai taip
pat kaip Simtmetj, t. y. nuo pat jy ikiirimo
(Krisberg ir Austin, 1993).

Lietuvoje pirmosios istaigos nusikals-
ti linkusiems ar nusikaltusiems vaikams
pradétos steigti XX a. pradzioje, suteikiant
joms pataisos darby kolonijy statusa. Ga-
lima teigti, kad Sios institucijos, atsizvel-
giant { tuo metu vykusias permainas Eu-
ropos ir kitose Salyse, visiskai atitiko jau
kiek anksciau pradéta kurti sistema: nepil-
named¢iy ir suaugusiyjy sistemos atskirtos,
tikslingai kuriamos {staigos delinkven-
tams, ugdymas traktuojamas kaip svarbi
resocializacijos dalis, vyresniems vaikams
sitiloma mokytis amato. Nors nuo Pirmojo
pasaulinio karo tuo metu egzistavusiy kai
kuriy istaigy paskirtis buvo pakeista (vei-
ké kaip zydy stovyklos, vaiky prieglaudos,
internatinés mokyklos), sovietinés okupa-
cijos metais vel funkcionavo vaiky auklé-
jimo kolonijos, kurios priklausé vidaus rei-
kaly sistemai. Biitina pazyméti, kad $iuo
laikotarpiu buvo itin stipri istaigy veiklos
orientacija i profesini mokyma, gamyba ir
darbing veikla, kuri buvo privaloma, taciau
Siy istaigy paskirtis visuomenéje atliko vei-
kiau teisingumo vykdymo, o ne ugdomaja
funkcija. Siuo kontekstu galima prisiminti
XIX a. unifikuotos ,,pagalbos* teikima, kur
dominavo darbininkams reikalingy iglidziy
ugdymas, neatsizvelgiant { asmens savybes,
galimybes ar poreikius. [vertinus tuo metu
egzistavusia valstybés reagavimo | delin-
kventini elgesi praktika galima atpazinti
neokorekcinio modelio igyvendinima: tai-
koma Zema amziaus riba (nuo 8 mety), lin-
ke pazeisti galiojan¢ias normas jaunuoliai
atskiriami gana ilgam laikui, siekiant nuo
ju apsaugoti visuomeng.



Nuo 1995 m. buvusios vaiky aukléji-
mo kolonijos reformuotos i specialiuosius
aukléjimo ir globos namus bei jtrauktos {
Lietuvos Respublikos Svietimo sistema
kaip korekcinio reabilitacinio tipo valsty-
binés specialaus rezimo bendrojo lavini-
mo ir ugdymo istaigos asocialaus elgesio
nepilnameciams nuo 12 mety (Specialiyjy
vaiky aukléjimo ir globos namy laikinie-
ji nuostatai, 1995). G. Sakalausko ir kt.
(2001) nuomone, patvirtinus naujus jstaigy
delinkventinio elgesio vaikams nuostatus
realiai pasikeité tik pavadinimas, kuriame
»specialaus rezimo* savoka aiskiai nurodé
sasajas su pataisos darby jstaigomis (griez-
tuoju, sustiprintu ar bendruoju rezimu), o
rezimas dazniausiai suvokiamas kaip baus-
mes, o ne ugdymo elementas. Atkreiptinas
démesys, kad tuo metu teisinis $iy istaigy
reglamentavimas prieStaravo tarptautiniy
teisés akty nuostatoms: vaikai gal¢jo pa-
tekti { Sias mokyklas be teismo leidimo —
Jungtiniy Tauty Vaiky fondo duomenimis?,
Siuo aspektu Lietuva buvo jvardyta kone
vienintelé valstybé Rytu, Vidurio Europos,
Baltijos saliy ir NVS regione. Teisés aktai
taip pat nurodomi kaip tobulintini anali-
zuojant patekimo i tokia {staiga pagrindus:
iki tol vaikas nukreipiamas remiantis sub-
jektyviais ir abstrakciais kriterijais, net to-
kiais kaip antai blogas elgesys ar mokyma-
sis, todél akcentuota biitinybe giliai pazinti
jo asmenybg ir poreikius.

Darytina prielaida, kad tuo metu susilp-
nintas tévy (globéju, ripintoju) kaip pa-
grindiniy vaiko ugdytoju vaidmuo, sutei-
kiant jiems teis¢ patiems kreiptis dél vaiko
apgyvendinimo tokioje istaigoje ir perlei-

3 Jungtiniy Tauty Vaiko teisiy komiteto i§vados dél
izanginés ataskaitos apie Jungtiniy Tauty vaiko teisiy
konvencijos nuostaty jgyvendinima Lietuvoje, 2001.

dziant globos teisg specialiesiems aukléji-
mo ir globos namams. Kaip teigia Indra-
siené ir kt. (2011), iki nepriklausomybés
atktirimo vaikuy nusikalstama veika buvo
suprantama kaip aukléjimo triikumai, vei-
kiausiai todél valstybé émési vaiky elge-
sio problemas spresti pati. Akivaizdu, kad
toks vaiko iSémimas i§ aplinkos, siekiant
ji peraukléti, visiskai nutrauké jo rysius su
iSorine aplinka, o tai pirmiau minétose teo-
rijose apie toki valstybés reagavima laiko-
ma pagrindine priezastimi pakartotiniam
nusikalstamumui atsirasti.

Analizuojant $iy netradiciniy mokykly
veiklos turini teisés aktuose matyti, kad
daugelis jai priskirty funkcijy pabrézia
socialinio ugdymo svarba, apimancia pi-
lietinés ir socialinés kultiiros perdavimo,
gyvenimo igidziy ugdymo, pasirengimo
profesijai ar darbui bei kitas sritis. 2002 m.
atlikta G. Merkio ir kt. (2002) mokslo stu-
dija atskleid¢, kad Siose mokyklose gana
daznai pasireiskia kriminalinés subkultiiros
elementai, atpazistami totalitarizmo bruo-
zai. Tyrimy iSvadose minimas disciplinos,
kontrolés ir tvarkos kultas, nusikalsti lin-
kusiu ar nusikaltusiy paaugliy izoliacija Siy
istaigy personalo jvardijama kaip abipusé
nauda tiek vaikui, tiek visuomenei. Sie duo-
menys parodé, kad specialieji aukléjimo ir
globos namai tebeatliko bausmés vykdymo,
o ne asmenybés ugdymo funkcija, identifi-
kuotos personalo, socioedukacinés aplinkos
problemos, trilkumais gristas pozifiris { jau-
nus teisés pazeidéjus.

Netrukus 2003 m. Vyriausybés nutarimu
pradéta kurti vaiko minimalios ir vidutinés
prieziliros sistema, kurios atsiradimas pa-
skatino dar vieng istaigy delinkventams re-
forma. Siuo laikotarpiu akcentuota, kad vai-
ko laisvés ribojimas yra jo teisiy suvarzy-
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mas, todél biitina tai reglamentuoti jstatymy
lygmeniu. Akivaizdu, kad Lietuvoje delin-
kventinio elgesio vaiky teisiy uztikrinimo
klausimai pradéti spresti kur kas véliau nei
kitose Europos Salyse, taciau tam skiriamas
iSskirtinis démesys. Vadovaujantis Jungti-
niy Tauty nepilnameciy, kuriy laisvé ribota,
gynimo (Havanos) taisyklémis ir kuriant
nauja sistema deklaruojama, kad vaiko lais-
vés ribojimas yra paskutiné priemon¢ (u/ti-
ma ratio principas) — tai reiskia, kad vaiko
ugdymas tokioje istaigoje turi trukti mini-
maly laikotarpj ir biiti taikomas tik iSimti-
niais atvejais. Si nuostata nurodo, kad vaiko
resocializacijos samprata kinta, pabréziant
arCiausiai vaiko teikiamy paslaugy ir kartu
vietos bendruomenés dalyvavimo svarba.
2007 m. patvirtinus Lietuvos Respub-
likos vaiko minimalios ir vidutinés prie-
ziliros jstatyma, specialieji aukléjimo ir
globos namai pervadinti vaiky socializaci-
jos centrais, pleciamas $iy istaigy tinklas
Lietuvoje, siekiant uztikrinti vaiko buvima
kuo ariau jo gyvenamosios vietos, nu-
statoma auksStesné 14 mety amziaus riba.
Sioms jstaigoms deleguojamos i3 dalies
naujos funkcijos, susijusios su vaiko teisiy
ir teiséty interesy uztikrinimu, atsiranda
istaigy atskaitomybé¢ savivaldybiy institu-
cijoms ir vaiko atstovams pagal jstatyma.
Vis délto remiantis teisinémis nuostatomis
vaiky socializacijos centrai vykdo laiki-
naja globa, o vaiky socializacijos centro
veikla apibréziama kaip priezilira— S§i
savoka reiSkia saugojima, kontroliavi-
ma ar aprilpinimg ir galéty buti sietina su
pries tai istaigy atlikto vaidmens turiniu.
G. Sakalauskas (2009) Lietuvos vykdoma
politika apibtidina kaip teisingumo ir ne-
okorekcinio modeliy derinj. Jo nuomone,
igyvendinimo praktika pabrézia ne vaiko
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asmenybés, jo elgesio priezastis ar porei-
kius, o atsakomybg ir probleminio elgesio
turini. Manytina, kad tokia pozicija {var-
dija pernelyg dideli koncentravimasi i pa-
darytas veikas, eliminuojant jo asmenybés
ir artimiausios aplinkos veiksnius, kurie
susij¢ su netinkamo elgesio formavimu-
si. Taip ignoruojami jau kelias deSimtis
egzistuojantys pozitiriai i delinkvencija
ir ju pagrindu iSvystytos teorijos, kuriose
vienareik§miSkai pabréziama Seimos ir
mokyklos atsakomybé padéti tinkamai so-
cializuotis. Remiantis tokia logika, skiriant
prieziiirg vaikui lygia greta turéty buti dir-
bama ir su Seima bei mokykla, kuri nepa-
kankamai gerai atliko jai patikéta uzduoti,
taciau Siuo atveju tévams, lygiai kaip ir
vaikams, skiriamos baudos.

2010 m. patvirtinta nauja Lietuvos
Respublikos vaiko minimalios ir vidutinés
prieziliros istatymo redakcija, kuria sie-
kiama tobulinti vaiky socializacijos centry
vykdoma resocializacija. Suvokiant vaiko
ir paciy istaigy izoliacija nuo visuomenés
kaip negatyvy reiskini, jtvirtinamos nuos-
tatos, suteikiancios vaikams teis¢ vykti {
trumpalaikes iSvykas ir atostogu, o ju at-
stovams pagal istatyma pareiga ne reciau
kaip karta per ménesi lankyti vaika, palai-
kyti rySius su vaiku, dométis jo pasieki-
mais, elgesio pokyciais ir kt. Atkreiptinas
démesys, kad vidutiné priezilra jau api-
bréziama kaip ,,jpareigojimas vaikui, kur
vykdant vaikas yra ugdomas, prizitirimas,
jam teikiama Svietimo pagalba ir kitos pa-
slaugos vaiky socializacijos centre®, nuo
to laiko Sios istaigos nepilnameciams ne-
beatlieka laikinosios globos funkcijy, su-
trumpinamas ugdymo(si) terminas iki vie-
neriy mety paliekant galimybe ji pratgsti
(Lietuvos Respublikos vaiko minimalios



ir vidutinés prieziliros istatymas, 2010).
Siomis teisés normomis valstybé dekla-
ruoja ugdymo ir vaikui teikiamos pagalbos
reik§me, dalijasi atsakomybe uz vaiko el-
gesio pokyc¢iy bei integracijos rezultatus
su artimiausioje vaiko aplinkoje esanciais
asmenimis — $ios idéjos atitinka minéto
gerovés modelio ideologija.

Reikéty paminéti, kad nuo 2006 m.
Sios mokyklos Vyriausybés nutarimu buvo
perduotos
0 2010 metais vél ju savininko teises ir
pareigas perémé Lietuvos Respublikos

apskri¢iy  administracijoms,

$vietimo ir mokslo ministerija. Tuo tikslu
2010 m. Nacionaliné mokykly vertinimo
agentiira atliko iSorés vertinima, sickdama
1$siaiSkinti esama padéti mokyklose. Verti-
nimo i§vadose stipriosiomis veiklos sriti-
mis jvardijama rlipinimasis vaikais, darbo
tvarka ir taisyklés, pageidaujamo elgesio
skatinimas, tobulintinomis sritimis — spe-
cialiyju ugdymosi poreikiy tenkinimas,
mokymo diferencijavimas, veiklos ir pa-
zangos vertinimas bei kt. Pazymétina, kad
tuo metu atpazistami pozityviis delinkven-
ty resocializacijos pokyciai (humaniskes-
né aplinka, vaiky interesus atitinkantis
laisvalaikis, daugiau démesio gyvenimo
igiidziams ugdyti), bet vis dar dominuoja
grieztos taisyklés, nuolatiné priezilira ir
kontrolé bei kuriama savita kultiira jstai-
gose. Pastebéta, kad mokiniai turi mazai
galimybiy patys modeliuoti savo elgesi ir
isivertinti — tai rodo vis dar pasyvuy ugdy-
tinio dalyvavima procese, kuris néra sutei-
kiantis galiy savarankiSkai veikti ne tik is-
taigoje, bet ir véliau pacioje visuomenéje.

Lygia greta atliktas D. Juodkaités ir
kt. (2010) tyrimas parod¢ dar viena prob-
lema — tévy (globéjy, ripintojy) tévystés
igtdziy stoka, netinkama gyvenimo biuda,

ekonomines ir socialines problemas. In-
drasiené ir kt. (2011) tam antrina ir mano,
kad vaiky socializacijos centrai apsiriboja
informacijos apie vaika perteikimu, o vai-
ko atstovai pagal istatyma néra aktyviis,
nenoriai bendrauja ar apskritai vengia tai
daryti, nors pagalba Seimai ir jos pasiren-
gimas vaiko grizimui laikomas vienu i§
pagrindiniy sékmingos integracijos veiks-
niy. Manytina, kad tai glaudZiai susij¢ ne
tik su Salies socialinémis ir ekonominémis
problemomis, bet ir ilgus metus reformuo-
jama vaiky globos jstaigy sistema, kurioje
taip pat gausu jvairiy sunkumy. Remiantis
20082016 mety statistiniais duomenimis
matyti, kad vaiky socializacijos centruose
vaiky i$ globos istaigy skaicius didéja (zr.
1 pav.) — tai sietina ne tik su vaiky adap-
tacijos Siose institucijoje problemomis, bet
ir juy personalo kompetencijomis dirbti su
sudétingais paaugliais, galbiit net pozii-
riu i juos. Si prielaida daroma remiantis
naujausiais duomenimis*, kurie iliustruoja
ydinga tiek tévy (globéjy, rupintoju), tiek
visos visuomenés reagavima i delinkven-
tus: nora juos izoliuoti, nubausti, iSkeldinti
i§ bendruomenés, vengti susitikti ar ben-
drauti, tokia pozicija pagrindziant vaiko
elgesio praeityje pavyzdziais, nepasitikéji-
mu ar net baime dél savo saugumo. Many-
tina, kad tai rodo gana placiai isiSaknijusi
etiketizavimo teorijos taikyma praktikoje
su delinkventinio elgesio vaikais, kuris
gali buti jvardijamas kaip vaiko socialinés
integracijos bendruomenéje trukdis.

4 Bielitin¢ ir kt. Vaiko minimali ir viduting priezifi-
ra Lietuvoje ir uzsienyje: teisiniai ir praktiniai aspektai,
2015.

Tyrimas ,,Vaiko minimalios ir vidutinés priezitiros
istatymo nuostaty jgyvendinimas savivaldybése®, Orga-
nizacijy valdymo agentira, 2015.
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1 pav. Vaiky is globos jstaigy skailiaus vaiky socializacijos
centruose kaita (sudaryta autorés remiantis Specialiosios
pedagogikos ir psichologijos centro duomenimis)

2011 m. Lietuvos Respublikos Svieti-
mo ir mokslo ministro isakymu patvirtin-
tas Vaiky socializacijos centro veiklos mo-
delio aprasas, kuriuo bandoma formuoti
Sios ugdymo istaigos veikla, akcentuojant
individualiy vaiko poreikiy ir gebéjimy
pazinima, suasmenintg ugdyma, uztikrinti
pagrindines teises, susijusias su pagarbiu
bendravimu, privatumu, ry$iy palaikymo
su tévais (globéjais, rupintojais) ar kitais
artimaisiais uZztikrinimu, jvardijami rei-
kalavimai personalui ir aplinkai. Siame
dokumente sieckiama apibrézti vaiky socia-
lizacijos centro ugdytini kaip aktyvy, ly-
giavertj jo resocializacijos partnerj, veikla
orientuojama | vaiko stiprybiu atpazinima
ir panaudojima, jo kiirybiskumo bei kri-
tinio mastymo ugdyma. Siy nuostaty re-
glamentavimas neturéty biiti traktuojamas
kaip pagrindas vykdyti dar viena Siy mo-
kykly reforma. Galima teigti, kad veikiau
bandoma pasalinti bausmés taikymo prak-
tika, ivardijant pozityvaus veikimo orien-
tyrus, resocializacijos samprata tiesiogiai
siejama su vaiko jgalinimu, panaudojant
tiek jo vidinius, tiek mokyklos iSorinius
iSteklius.

Vis délto 2013 m. Valstybés kontrolés
atlikto valstybinio audito ,,Ar vaiky socia-
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lizacijos centry veikla efektyvi?* iSvadose
minima, kad né viena i§ mokykly neigy-
vendina minéto dokumento nuostaty, su-
sijusiy su vaiko adaptacija ir individualiu
vidutinés priezifiros priemonés vykdymo
planu. Joje neminimi penitencinéms istai-
goms budingi bruozai, atvirkséiai, — na-
grin¢jamas vaiko ugdymo(si) Sioje jstaigo-
je termino sutrumpinimo ir vaiky pabégi-
my i$ Sios istaigos aspektas, sitilant kiek-
viena pabégimo atveji analizuoti ir svars-
tyti termino pratgsima. Tokia perspektyva
aiSkiai kriminalizuoja vaiko pasiSalinima,
o tai, pavyzdziui, Pranciizijoje yra laiko-
ma tiesiog vaiko padaryta kvailyste, ir vél
skatina vaiky socializacijos centrus griez-
Ciau saugoti ir prizitréti savo ugdytinius,
o kartu izoliuotis nuo visuomenés. Siuo
kontekstu matoma tam tikra prieSprieSa
tarp formuojamos nepilnameciy justicijos
politikos ir keliamy jos praktinio igyven-
dinimo reikalavimy, vél tampa aktualus
bausmés ir ugdymo konstrukty derinimas
vaiky socializacijos centry veikloje.

Anot S. Nikarto ir kt. (2013), vertinant
vaiko minimalios ir vidutings prieziiiros sis-
tema Lietuvoje aiSkiai atpazistami gerovés
modelio elementai, nes vaikui skiriamos
priemonés traktuojamos kaip pagalba, o ju
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2 pav. Vaiky skaicius vaiky socializacijos centruose mety pabaigoje
(Saltinis: Lietuvos statistikos departamento oficialios statistikos portalas)

turinys orientuotas | edukacija, prevencija ir
intervencija siekiant uZztikrinti svarbiausius
vaiko interesus — tai atitinka tarptautinés
bendrijos keliamus reikalavimus. Jau mi-
néta, kad, Zvelgiant i§ Sios perspektyvos,
vaiko atskyrimas nuo Seimos turéty biiti
traktuojamas kaip griez¢iausia priemoné.
Vis délto vertinant Lietuvos statistikos de-
partamento duomenis matyti, kad bendras
vaiky skaiius Siose istaigose iki Lietuvos
Respublikos vaiko minimalios ir vidutinés
priezitiros jstatymo patvirtinimo buvo gana
stabilus, priémus teisés aktus Siek tiek su-
mazgjo turblit dél naujy atsiradusiy proce-
diry vykdymo, o 2010 m. padidéjo ir yra
iki §iol svyruoja (zr. 2 pav.). Sie duomenys
rodo, kad naujos teisinés sistemos sukiiri-
mas realiai nesumazino vaiky, kuriy dél vi-
suomenei nepriimtino elgesio yra ribojama
laisvé, skaiciaus. Kitas svarbus aspektas yra
tai, kad nuo 2008 m. visais atvejais skiriant
vidutinés prieziliros priemon¢ tapo priva-
lomas teismo leidimas, kuris traktuojamas
kaip vaiko teisiy bei ultima ratio principo
uztikrinimo garantas. Taciau teismy prakti-
ka rodo, kad vaiko situacijos analizé sutei-
kiant teis¢ apgyvendinti vaika uzdaroje mo-

kykloje galéty biiti vertinama kaip atsaini:
remiantis Svietimo valdymo informacinés
sistemos duomenimis, pastaraisiais metais
beveik 90 proc. pateikty praSymy iSduoda-
mi leidimai.

Remiantis §ia informacija, galima at-
pazinti ir G. Sakalausko (2009), ir S. Ni-
karto (2013) ivardytus bruozus Lietuvos
sistemoje: tik gerovés modelis yra labiau
teisinis, o teisingumas su neokorekcinio
modelio detalémis atsiskleidzia vaiko mi-
nimalios ir vidutinés prieziiiros praktinio
igyvendinimo kontekste. Tai veikiau rodo
atotruiki tarp teisés akty ir ju taikymo rea-
liame gyvenime, o ne netinkamai formuo-
jama ir tarptautiniy organizacijy deklaraci-
joms priestaraujancia sistema.

Bitina pazyméti, kad Siuo metu vél
svarstoma nauja Lietuvos Respublikos
vaiko minimalios ir vidutinés prieZziiiros
istatymo redakcija, kurioje projektuo-
jami sisteminiai pokyciai siekiant tobu-
linti prie§ tai analizuotas istaigy patirtis,
2016 m. atnaujintas Vaiku socializacijos
centro veiklos modelio aprasas. Minéty
teisés akty turinys aiskiai orientuotas i vai-
ku socializacijos centry atviruma, bendra-
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darbiavimo su savivaldybémis gerinima,
pagalbos ir paslaugy plétra savivaldybése,
vaiko atskyrimo nuo tévy (globéju, ripin-
toju) atveju mazinima, nusikalt¢ ar linke
nusikalsti vaikai suprantami kaip turin-
tys poreikiy ir geb¢jimy vaikai, kurie gali
s¢kmingai integruotis visuomenéje. Svar-
bu tai, kad atsizvelgta i teoriju pagrindu
atlikty tyrimy iSvadas, kuriose kalbama
apie Seimos, mokyklos ir bendruomenés
vaidmens svarba asmens (re)socializacijos
metu bei numatomos pagalbos priemonés
jiems, stiprinamas ju dalyvavimas procese
ir atsakomybé. Akivaizdu, kad tai nereis-
kia staigiy veiklos su delinkventinio el-
gesio vaikais pokyc¢iy, taCiau tai inicijuos
dar viena istaigy reforma, o ju gana didelé
gausa rodo kaitos ir tobuléjimo neiSven-
giamuma.

ISvados

1. Poziuriy i delinkvencija Europoje is-
toriné analizé atskleidé, kad keitési
Seimos ir valstybés dalyvavimo delin-
kventy resocializacijos procese prakti-
ka: nuo galios perdavimo tévui, visos
valstybés atsakomybés peraukléti vai-
ka iki siekio dalytis Sia atsakomybe ly-
giomis dalimis ir ieSkoti kompromisy.
Akivaizdu, kad tai susijg ir su poziiiriu
1 delinkventy tévus, kuriame taip pat
dominuoja arba bausmé, arba pagalba
jiems tinkamai jgyvendinti savo tei-
ses ir pareigas. PanaSu, kad Lietuvoje
ilga laika tévai buvo suprantami kaip
negebantys padéti vaikams, nemo-
kantys ju aukléti, todél daznai Seimos
(kaip svarbiausio socializacijos daly-
vio) kontekstas ignoruojamas, tévams
(globéjams, ripintojams) nepatikima
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atsakingy vaidmeny. Dziugina nau-
jai kuriamos teisés normos, kuriomis
orientuojamasi i tévy (globéjy, rupin-
toju) pozicijos stiprinima bei pagalba
jiems — tai galéty biiti jvardijama kaip
dar nepanaudoti Salies istekliai igyven-
dinant nepilnameciy justicija.

. Vaiky socializacijos centry vidaus ir

iSorés pokyciai rodo, kad pasaulinés
tendencijos apie létai vykstancig uz-
daro tipo istaigy delinkventams kaita
biidingos ir Lietuvai. Siekiant sprgsti
nepilnameciy nusikalstamumo proble-
mas visais laikais konfrontavo vaiko
ugdymo ir jo baudimo aspektai, pama-
Zu pereinama nuo vaiko izoliacijos i jo
integracijai palankios aplinkos kiirima.
Pazymétina, kad Siuo kontekstu kinta
ir Sios uzdaro tipo mokyklos ugdyti-
nio vaidmuo: nuo pasyvaus (paklis-
tancio ir vykdancio visiems vienodus
nurodymus) iki aktyvaus (lygiaverciai
dalyvaujancio, reiskian¢io nuomong,
turin¢io interesy ir poreikiu). Tai supo-
nuoja vaiky socializacijos centry veik-
los turinio kaita, kuri orientuota i kii-
rybisko, kritiskai mastancio zmogaus ir
visavercio pilieCio rengima. Manytina,
kad teisés akty pagrindu vykdomos re-
formos maziausiai palieCia jy kulttiros
kaip galingo pokyc¢iy valdymo jrankio
panaudojima, dazniausiai Sis procesas
apsiriboja restruktiiravimu.

. Teisinés retorikos ir praktiniy izvalgy

justicijos sistemos kontekste neatitik-
tis rodo, kad teoriskai Lietuva perémé
tarptautingje erdvéje keliamas idéjas,
taciau realiai jas jgyvendinant vis dar
gaji ankstyvos intervencijos bei vaiko
atskyrimo nuo bendruomenés prak-
tika. Tai néra biidinga tik delinkven-



tams skirty istaigy personalui, viduti-
nés prieziliros priemong svarstantiems
ar skiriantiems asmenims, bet ir visai
visuomenei, kurioje aiskiai atpazista-
mas nusikalsti linkusiy ar nusikaltusiy
vaiky etiketizavimas, nereflektuojant
to padariniy ir ignoruojant gausybe
teorijy ir jomis remiantis atlikty ty-

LITERATURA

Alifanovien¢, D.; Sapelyte, O. (2009). Nepilna-
meciy resocializacija viduting prieziiira vykdanciose
institucijose: pedagogu pozitris. Socialinis ugdy-
mas, Nr. 9 (20).

Bakutyté, R.; Gelezinien¢, R.; Gumuliauskie-
né, A.; Juodraitis, A.; Jureviciené, M.; gapelyté, 0.
(2013). Socializacijos centro veiklos modeliavimas:
ugdytiniy resocializacijos procesy valdymas ir meto-
dika. Vilnius: BMK leidykla.

Bartollas, C. (2001). Juvenile Delinquency. New
York: Allyn and Bacon.

Bielitne, S.; Buzarevi¢, A.; Pranka, D.; Zékas,
T. (2015). Vaiko minimali ir vidutiné prieziira Lie-
tuvoje ir uzsienyje: teisiniai ir praktiniai aspektai.
Prieiga per interneta: https://www.smm.It/uploads/
lawacts/docs/1056 3ab84d39ec6alcadcdd494c45b6
a0a44.pdf [Zidiréta 2016 05 02]

Bielitné, S.; Juodkaité, D.; Uscila, R. (2010)
Vaiky, kuriems paskirta vidutinés priezitiros priemo-
né, situacijos, veiksniy ir priezasciy, paskatinusiy
nusizengti, analizé. Vilnius: Nestandartiniai.LT.

Cavadino, M.; Dignan, J. (2006). Penal systems.
A comparative approach. London. Thousand Oaks,
New Delhi: SAGE Publications, p. 81.

Cavan, R. S. (1962). Juvenile Delinquency. Phi-
ladelphia: Lippincott & Co.

Cloward, R. A.; Ohlin, L. E. (1960). Delinquen-
cy and Opportunity: a Theory of Delinquent Gangs.
New York: Free Press.

Cohen, L. W.; Felson, M. (1979). Social change
and crime rate trends: a routine activity approach.
American Sociological Review, No. 44, p. 588—608.

Cornish, D.; Clarke, R. (1986). The Reasoning
Criminal: Rational Choice Perspectives on Offen-
ding. New York: Springer-Verlag.

rimy iSvadas, pagrindziancias vaiko
artimiausios aplinkos reik§me delin-
kventiniam elgesiui formuotis. Tai
rodo visuomengés Svietimo ir pozilirio
kaitos poreiki, darba su bendruomené-
mis padedant joms tinkamai suprasti
savo vaidmenj vykdant delinkventy
resocializacija.

Diinkel, F. (2014) Juvenile Justice Systems in
Europe — Reform developments between justice,
welfare and ‘new punitiveness’. Criminological stu-
dies, No. 1.

Europos Tarybos Ministry komiteto gairés ,,Dél
vaiko interesus atitinkancio teisingumo® (2010).
Prieiga per interneta: http://www3.Irs.It/docs2/RCZ-
KRWRE.PDF.[Zitiréta: 2016-05-05]

Europos Tarybos Ministry komiteto rekomenda-
cija Nr. R(87)20 ,,Dél socialinés reakcijos | nepilna-
meciy nusikalstamuma™ (1987). Prieiga per interne-
ta: http://archivio.transnazionalita.isfol.it/file/CoE
Rec R87-20%20Eng.pdf [Zitréta: 2016 -05-06]

Europos Tarybos Ministry komiteto rekomen-
dacija valstybéms naréms ,,Dél naujy nepilname-
¢iy nusikalstamumo problemos sprendimo budy ir
nepilnameciy justicijos vaidmens® (2003). Prieiga
per interneta: http://www.coe.int/t/dghl/standard-
setting/prisons/PCCP%20documents%202013/
Rec(2003)20 E.pdf [Zidréta: 2016-05-10].

Europos Tarybos zmogaus teisiy komisaro
2009 m. birzelio 19 d. pranesimas ,,Vaikai ir nepil-
nameciy justicija. Tobulinimo budai“. Prieiga per
interneta: https://rm.coe.intCoERMPublicCommon-
SearchServices/DisplayDCTMContent?documentld
=09000016806da52a. [Zitréta: 2016-05-05].

Griffin, B. S.; Griffin, C. T. (1978). Juvenile
Delinquency in Perspective. New York: Harper and
Row.

Hague, J. L. (2014).
tecedents to the twentieth century juvenile court.
Handbook of juvenile justice theory and practice.
London: CRC Press, p. 31-47.

Halsall, P. (1996). Medieval Sourcebook: the
Donation of Constantine (c. 750-800). Prieiga per

Nineteenth century an-

111



interneta: https://sourcebooks.fordham.edu/source/
donatconst.asp [Zifiréta: 2016-05-02].

Hirschi, T. (1969). Cause of delinquency. Uni-
versity of California Press.

IndraSiené, V.; Merfeldaité, O.; Pivoriené, J.;
Raudelitinaité, R. (2011). Vaiko vidutinés prieziiros
igyvendinimas socializacijos centruose. socioeduka-
cinis aspektas. Monografija. Vilnius: Mykolo Rome-
rio universitetas.

Junger-Tas, J. (2002). The juvenile justice sys-
tem: past and present trends in Western society. Pu-
nishing Juveniles: Principle and Critique. Oxford:
Hart Publishing, p. 23—44.

Jungtiniy Tauty nepilnameciy nusikalstamumo
prevencijos gairés (Rijado gaires) (1990). Prieiga
per interneta: http://elibrary.lt/resursai/NPLC/nepil-
nameciu_justicija/Jungtiniu%20Tautu%20nepilna-
meciu.pdf [Zifiréta: 2016-04-28]

Jungtiniy Tauty nepilnameciy,
vé ribota, apsaugos taisyklés (Havanos taisyklés)
(1990). Prieiga per interneta: http://elibrary.lt/re-
sursai/NPLC/nepilnameciu_justicija/Jungtiniu%20
Tautu%?20nepilnameciu.pdf [Zitréta: 2016-04-28]

Jungtiniy Tauty standartinés minimalios nepil-
nameciy teisenos jgyvendinimo taisyklés (Pekino

kuriy lais-

taisykles) (1985). Prieiga per interneta: http://www.
elibrary.lt/resursai/NPLC/nepilnameciu_justicija/
Jungtiniu%20Tautu%20standartines%20minima-
lios%20nepilnameciu%?20teisenos%20igyvendini-
mo%20taisykles.pdf [Zitiréta: 2016-04-28]

Jungtiniy Tauty Vaiko teisiy komiteto i§vados
del jzanginés ataskaitos apie Jungtiniy Tauty vaiko
teisiy konvencijos nuostaty jgyvendinima Lietuvoje,
2001.Prieiga per interneta: http://www.elibrary.lt/re-
sursai/NPLC/nepilnameciu_justicija/Jungtiniu%20
Tautu%20standartines%20minimalios%20nepilna-
meciu%?20teisenos%20igyvendinimo%20taisykles.
pdf [Zitiréta: 2016-04-28]

Jungtiniy Tauty vaiko teisiy konvencijos jgyven-
dinimo ataskaita. Lietuvos Respublikos Vyriausybés
2004 m. vasario 9 d. nutarimas Nr. 124. Valstybés
zinios, 2003, Nr. 47-2080.

Krisberg, B.; Austin, J. F. (1993). Reinventing
Juvenile Justice. Newbury Park: Sage Publications.

Lietuvos Respublikos nepilname¢iy minimalios
ir vidutinés priezitiros istatymo koncepcija. Lietuvos
Respublikos Vyriausybés 2003 m. geguzés 9 d. nu-
tarimas Nr. 581.Valstybés zinios, 2003, Nr. 47-2080.

112

Lietuvos Respublikos vaiko minimalios ir vi-
dutinés priezitiros istatymas (Valstybés zZinios, 2007,
Nr. 80-3214; 2010, Nr. 31-1473).

Lietuvos statistikos departamento oficialios sta-
tistikos portalas. Prieiga per interneta: http://osp.stat.
gov.It/statistiniu-rodikliu-analize?id=1737&status=A.

Mead, G. H. (1934). Mind, Self, and Society.
Chicago: University of Chicago Press.

Merkys, G.; Ruskus, J.; Juodraitis, A. (2002).
Nepilnameciy resocializacija. Lietuvos nepilname-
Ciy prieziuros fstaigy psichosocialiné ir edukaciné
situacija. Siauliai: Siauliy universiteto leidykla.

Merton, R. K. (1938). Social structure and anomie.
American Sociological Review, No. 3, p. 672—682.

Nikartas, S.; Uselé, L.; Zaksaité, S.; Zukauskai-
te, J.; Zékas, T. (2013). Vaiko minimalios prieziiiros
priemonés Lietuvoje: prielaidos, situacija ir [gy-
vendinimo problemos. Monografija. Vilnius: Teisés
institutas.

Patenaude, A. L. (2014). The development of a
separate justice system for juveniles. Handbook of
Jjuvenile justice theory and practice, p. 3-29.

Platt, A. (1969). The child savers: the invention
of delinquency. Chicago: University of Chicago
Press, Illinois.

Postman, N. (1994). The Dissappearance of
Childhood. New York: Ventage Books.

Sakalauskas, G. (2009). Minimalaus baudzia-
mosios atsakomybés amziaus problema: lyginamieji
teisiniai ir kriminologiniai aspektai. Teisés proble-
mos, Nr. 2 (64), p. 88—89.

Sakalauskas, G.; Gécieniené, S.; Valeckaité, V.
(2001). Nepilnameciy minimalios ir vidutinés prie-
Ziiros staigy teisinés ir norminés bazés analize.
Mokslo taikomasis tyrimas. Vilnius: Teisés institutas.

Shelden, R. G. (2001). Controlling the Dange-
rous ClassesL A Critical Introduction to the History
of Criminal Justice. Boston: Allyn and Bacon.

Sims, B. (2014). Theoretical explanations for
juvenile delinquency. Handbook of juvenile justice
theory and practice, p. 77-90.

Schlossman, S. (1995). Delinquent Children:
The Reform School. Oxford: Oxford University
Press, p. 325-350.

Sutherland, E. H. (1947). Principles of Crimino-
logy. Philadelphia: Lippencott & Co.

Specialiyjy vaiky aukléjimo ir globos namy lai-
kinieji nuostatai. Lietuvos Respublikos Vyriausybés



1995 m. geguzés S d. nutarimas Nr. 643. Prieiga per
interneta: https://e-tar.lt/acc/legal Act.html?documen
tId=TAR.29C50343551 A&lang=It [Zifiréta 2016 04
06]

Targamadze, V. (2013). Nepilnameciy justicijos
sistemos darbuotojy mokymai: tobulinimo diskur-
sas. Socialinis ugdymas, Nr. 34 (2), p. 90-103.

Vago, S. (2003). Law and society. Upper Saddle
River, Prentice-Hall.

Vaiko minimalios ir vidutinés priezitiros istaty-
mo nuostaty igyvendinimas savivaldybése. (2015).
Taikomasis tyrimas. Vilnius: Organizacijy valdymo
agentiira. Prieiga per interneta: https://www.smm.It/
uploads/lawacts/docs/1056_a5tbb7bf2a5¢e7665bb5
4358¢9f0b282.pdf [Zidiréta: 2016 - 04 - 28]

Vaiky socializacijos centro veiklos modelio
aprasas. (2011). Lietuvos Respublikos Svietimo ir

mokslo ministro jsakymas, Nr. 62-2946. Priciga
per interneta: https://www.e-tar.lt/portal/lt/legal Act/
TAR.AE84E8493BOE [Zitiréta: 2016- 04 28

Valstybinio audito ataskaita ,,Ar vaiky socializa-
cijos centry veikla rezultatyvi? (2013). Prieiga per
interneta:  https://www.vkontrole.lt/audito_ataskai-
tos.aspx?tipas=2.

Vitkauskas, K. (2010). Delinkventinio elgesio
vaiky resocializacija nepilnameciy vidutinés prie-
zitros sistemoje. Viesoji politika ir administravimas,
Nr. 33, p. 115-127.

Watkins, J. C. (1998). The Juvenile Justice Cen-
tury: A Sociolegal Commentary on American Juveni-
le Courts. Carolina Academic Press.

Zilinskiené, L.; Tumilaité, R. (2011). Resociali-
zacijos modeliai ir jy taikymas. Sociologija. Mintis ir
veiksmas, 2011/2 (29), p. 285-313.

THE CHANGING PERSPECTIVES OF DELINQUENTS
AND DELINQUENT INSTITUTIONS: THEORETICAL INSIGHTS

Simona Bieliiiné
Abstract

This article provides theoretical perspectives for
analyzing the cause of the behavior that is deemed
unacceptable to the public, discusses the changes in
the reaction to delinquent behavior in Europe and
set models of juvenile justice. Issues related to de-
linquent behavior, such its stimulating factors, child
impunity age, the role of parents and state institu-
tions in the re-socialization process, are analyzed
from the historical perspective. While solving chil-
dren behavior problems, there was always a clash
between punishment and education. In this context,
the article discusses the key reforms in institutions

lteikta 2016 06 02
Priimta 2016 06 21

for delinquent children in Lithuania, the problems
of their implementation and changes of their work
activities. The author points out that, historically,
the role of students in these closed-type schools has
changed from passive (obedience and acting accord-
ing to uniform instructions) to active (acting as equal
to others, freely expressing one’s opinion). As a re-
sult, it became clear that worldwide trends related to
slow practical changes in this closed type of institu-
tions for delinquents are also observed in Lithuania.

Keywords: delinquency, re-socialization, chil-
dren socialization centers, juvenile justice.
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Introduction

The most important peculiarities of Italian
school politics after the national unifica-
tion till nowadays are a lasting conserva-
tism, an as much persisting lack of interest
for popular education and strong central-
ism. However, we cannot affirm that Italy
has been lacking in educational projects
aimed at integrating, substituting, or, in
some cases, even at modifying govern-
ment guidelines. After the Italian Kingdom
proclamation, the educational situation in
the country, in which illiteracy existed at
peak levels — especially in the Southern
regions — of up to 99%, did not stimulate
governments to take adequate decisions
to overturn these statistics. The real edu-
cational project of the liberal government
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was conservative, thereby hindering popu-
lar emancipation requests of socialists and
the Mazzini. The liberal government pro-
vided educational incentives only for the
hegemonic class, so to assure its existence.
The dream of an interclass society based
on the limitation of civil rights maintained
schools in the frames established before
1861, trying to control the access to com-
pulsory school and diversifying school
programs: one reserved for the general cul-
ture to enter university, another for profes-
sional preparation. The majority of Italians
had left school between the age of eight
and nine years.

As the years went by, school politics
had presented certain persisting features.
Ministers change; the structural arrange-



ment of the country changes, too. Educa-
tion, however, remains anchored to the
principles of 1859 (the Casati Law). Re-
cently, only formally though, governments
and political parties have affirmed the cen-
trality of school and education, but their
fundamental orientations have not been
substantially renewed. And it perhaps can
be attributed to the ignorance of our ruling
class, as it neglects ad hoc competences
if one has to take care of specific areas of
civil life. This also happens to a guilty in-
difference of all Italian governments, with
rare and short-lived exceptions. And yet,
in parallel with political choices, in Italy
there have been interesting educational
projects framed to give— according to
times — full awareness of national identity
or democratic consciousness: in a word,
transforming Italian people into a national
community of conscious citizens capable
of exercising their citizenship in a society
open to change. I will deal with these pro-
jects within the framework of my contri-
bution, hoping to give evidence about the
vivacity of the engagement of individuals
and groups in real school transformation
and education in my country. However,
many of these projects and the names of
their inspirers are almost unknown and
only a few of these experiences succeeded
in interacting with political and govern-
ment choices, giving new orientation to
the course of Italian educational politics.
And, also in the case of a project succeed-
ing, its influence would only last for a short
time. So, the critical point of my exposi-
tion stands on an unavoidable question:
why this failure? Why, in other words, did
these projects, interesting and sometimes
original as they were, remain — with the

exception of very rare cases — marginal
with respect to the official educational pol-
itics? To answer this question, we shall not
only briefly recall some of these projects,
but also bear in mind an important prelimi-
nary tenet: educational activity should al-
ways be considered under theoretical and
practical points of view, which are strictly
connected, and with the understanding that
any educational activity is insufficient if it
is not rooted in the ideal of education.

From unification to the beginning
of the new century

After 1861, education for people and
teacher training were feeble points of the
Italian educational system. Casati’s Law
neglected children’s education and teach-
ers’ training, committed primary schools
to the municipalities; moreover, Casati’s
Law commited the burden of organising
professional training to the Ministry of Ag-
riculture, Industry and Commerce. Lower
classes obviously suffered from this situ-
ation, though they should have been the
privileged receiver of education in order to
overcome their illiteracy. Reading, in fact,
is the basis for understanding the new na-
tional reality and for acquiring — by the use
of the Italian language — the consciousness
of national identity, as well as for shar-
ing values and ideals. We have to do with
a gap, filled, above all, by the Catholic
Church, to which the task of education is
offered, the opening of kindergartens and
often elementary schools, and by the en-
lightened middle-class, the inheritor of the
18™ century philanthropy. Mainly these
philanthropists, too, provided the first in-
novative educational projects. Ladies, in
compliance with the principle that women,
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with their sensibility (as mothers or possi-
ble mothers), are naturally inclined to take
care of children and education, were often
the partners of these philanthropists.

These are the years in which Frobel’s
ideas replace the Aportian model of Kin-
dergarten. Based on playing, more than
on rigorous learning (often mnemonic),
the Frobelian Kindergarten appears more
suitable to develop children’s hearts and
minds. Adolfo Pick is the main figure of
this national Frobelism, which is charac-
terised by the engagement and initiative
of many women who give support, with
their energy and money, to open a Kinder-
garten, in the meantime training teachers
capable of applying Frobel’s “rules”. Cer-
tainly, the inspirer of the movement is the
German “philosopher” and educator, and
surely these good women are a result and
a manifestation of a long wave of paternal-
ism, but beyond this there is the cultural
orientation of the time.

On the one side, we have the positivis-
tic pedagogy, which allies itself with Her-
bartism to defend didactics as a necessary
part of the educational process, and sup-
porting that it is a governmental duty and
collectivity which warrants school for all —
though distinguished in various sections
with different fields of teaching and educa-
tional objectives. Frobelian schools have a
remarkable support, so that in the Regola-
mento of September 30, 1880 (n. 5660) it
becomes mandatory that at each Scuola
Normale, i.e., a teacher training institution,
there should be an added Kindergarten for
the future training of teachers. On the other
side, we have the diffuse and the spreading
of discontent for the results of the Country
unification process; it is firstly manifested
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by intellectuals, and then is shared by the
middle and aristocratic classes that had
greatly contributed to Italy’s union. While
the Ministry of Public Education takes lim-
ited initiatives, civil society stimulates the
Ministry, which seems encouraged to act,
even partially, but always interestingly.
The range of measures begins from the in-
crease of compulsory schooling, the intro-
ducing of sanctions for defaulting parents
(the Coppino Law, 1877), to the institution
of the so-called Conferenze Pedagogiche
(Pedagogic Conferences), issued by De
Sanctis and Baccelli, for updating teach-
ers; from the revision of elementary school
programs — which culminates in 1888 with
Gabelli — to the introduction of apprentice-
ship in teachers’ training schools, ratified
by Gianturco in 1896. These decisions do
not change the shape of Italian schools, but
emphasise central questions about educa-
tion in the country, like teachers training,
popular education and the modernisation
of didactics. Culturally speaking, the merit
is to be attributed to Positivism and its
interests for didactics and education. But
we cannot disregard the socialist thought,
which, just in that time, is moving towards
affirmation. In order to control this situa-
tion, the government granted some con-
cessions. However, people of the working
classes remained marginalised.

From Giolitti’s age to 1945

For the Italian school, Giolittian age could
be considered a sort of a “Golden Age”,
as it marks a moment of equilibrium and
collaboration, one never known before,
between pedagogy and politics. While the
engagement of private people continued,



the government, including the Ministry
of Public Education, seemed to be finally
eager to change the shape of the Italian
school. The political plan was one of trans-
forming and modernising Italy. It was not a
case that, despite the plague of emigration,
the initial fifteen years of the eighteenth
century showed the first economic Italian
boom. 1t is really a belle époque. Another
step was that of enlarging suffrage.

The unavoidable consequence is the
prolongation of compulsory school. This
is contained in the Orlando Law (1904)
and, above all, in the Daneo Credaro Law
(1911). This latter Law not only transfers
elementary school to the government, but
establishes the rules for Patronato Scolas-
tico (aid for poor families) and the recov-
ery of illiterate adults. These are the years
of enthusiasm: among other approved
measures, recalled should be the initiatives
for the Pedagogic Schools to update and
improve the culture of elementary teach-
ers, who previously attended their insuffi-
cient training courses. The wise intention
is that of transforming school for training
elementary teachers because of its cultural
and professional inefficiency (Tomasi,
Bellatalla, 1986 and Bellatalla, 1995).
Moreover, the modern secondary school
is launched, destined to become, with
Gentile’s reform, the Liceo Scientifico —
a secondary school with an emphasis on
sciences and modern languages, together
with the traditional secondary school,
where humanities and classical languages
are taught more than mathematics and sci-
entific training. In the meantime, teachers
of all schools, for the first time in their his-
tory, began to organise themselves in pro-
fessional associations. These associations

have proved to be very useful. They did
not only defend the legal state and rights
of teachers — like modern trade-unions —
but also improved teachers culture and
the didactic renewal through dialogue and
comparison of experiences, which were
reported in specialised magazines or com-
municated in ad hoc meetings. Among all
associations, I here mention the Feder-
azione Nazionale Insegnanti Scuole Me-
die — FNISM (the Teachers National Asso-
ciation of Primary School), founded at the
beginning of the ‘new century’ by Gaetano
Salvemini and Giuseppe Kirner. Yet out
of school politics and militant teachers we
have the same enthusiasm. Examples are
Giovanni Cena and his popular school in
the Agro Pontino (a flat country in the Re-
gion Lazio), the efforts of Sisters Agazzi
for pre-school children with the model re-
search of a different from that of Aporti or
Frobel; the well-known Montessori’s Case
dei bambini (Children Houses), which
opened in 1907 and certain popular uni-
versities, which started their activity in the
beginning of 1900 (Ferriére, 1927).

This was a choice of the Socialist Party
in the principal cities of Italy. Two were
the aims: the alphabetising illiterate adults
and, above all, the forming of a class con-
science. The mentioned is not all: in 1910,
the Associazione Nazionale per gli Inter-
essi del Mezzogiorno d’Italia — ANIMI is
founded: its Honorary President is Pas-
quale Villari, the President— Leopoldo
Franchetti. Salvemini and Fortunato took
part in this association, but, above others,
Zanotti Bianco (Serpe, 2004) did too. We
are still, certainly, in a philanthropic sur-
rounding, but this Association is engaged
in defending school rights, fighting illit-
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eracy, spreading reading (with itinerant
libraries), defending fishers and farmers
from abuses, arousing, by adequate cultur-
al tools, the consciousness of their rights,
together with the sense of appurtenance to
a community. Thereafter, the war and the
dark period of Mussolini’s dictatorship
destroyed all that had been done. ANIMI
is reduced to silence, FNISM is closed,
the scuole nuove (i. e., schools grounded
on “new education suggestions”) are mar-
ginalised (Genovesi, 2010) Moreover,
pedagogical suggestions coming from
abroad are — as in the case of Dewey (Bel-
latalla, 1999) — misrepresented, reduced
and closed in academia. Maria Montessori
leaves Italy after a brief collaboration with
Mussolini. The Riforma Gentile (the Gen-
tile Reform) is misrepresented with altera-
tions imposed by the government to adjust
it to Fascism’s wills.

The most interesting experiences, as
that of Maria Maltoni, who originally ap-
plied the “creative” instances of Riforma
Gentile, are tolerated, because these were
often placed in the cultural periphery of
the Country and so out of the vital trends
of the Italian society of the time. Practi-
cally, Maria Maltoni was unknown until
the end of the Second World War (Malto-
ni, 1949 and 1964). Politics prevail again
on pedagogy and on the more innovative
educational ideas. If it is true that Musso-
lini did not succeed in his project of ho-
mologating minds (Genovesi, 2010), it is
evident, however, that in the period of his
twenty-year dictatorship, particularly the
teachers, not always convinced of Musso-
lini’s gospel, but worried for their future
and survival, reduced schools within the
limits of mere education. So, any genuine
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educational project were halted, losing the
impulse and eagerness from which they
had originated.

The Republican period
(1945-1994)

After two long decades, not only were the
Italian educational projects stagnant, but
also the few meaningful events in the edu-
cational universe remain unknown until
1945, when Italy is touched by innovation
and hope for a real change.

But it was to be a short dream. School
politics resumed according to usual direc-
tions, not only following their original
aristocratic, conservative and centralist
principles, but getting stuck in unend-
ing discussions about the opportunity for
school reform. Even in this new season of
Italian society, while governmental poli-
tics proceeded very slowly — from 1945
to 1977 only two or three measures were
relevant, i.e., the unification of secondary
schools, the nationalisation of Kindergar-
ten and the introduction of disabled sub-
jects into schools for the so-called normal
students — here the educators and teachers
began to actively fight again.

The starting point is Codignolas’ Scu-
ola Citta Pestalozzi (the School City
Pestalozzi), in which an education experi-
ment of learning by doing for the demo-
cratic growth of pupils was planned, to the
Movimento di Cooperazione Educativa
(the Educational Cooperative Movement,
simply indicated as MCE; Bini, 1971, Alfi-
eri, 1976, Di Santo, 2015), which initially
moves from Codignola’s neo-idealistic
educational theory and socialist, secular
ideals, also trying to update didactics in



elementary schools through the applica-
tion of Dewey’s theories, intertwined with
Freinet’s techniques.

Also, experiences of lifelong educa-
tion are not lacking not only for fighting
against the permanent illiteracy (especially
in the South of Italy), but also for trying,
with success, to work on social conscious-
ness and educational needs. This is — as
Lamberto Borghi describes (1962)— a
very important period: on the one side, the
Centro Olivetti (Olivetti Center) is opened
at Ivrea (near Turin), a kind of learning
community, created by the manufacturer
Adriano Olivetti to meet educational and
social needs of the workers in his factory;
on the other side, we can stress Danilo
Dolci’s educational and political engage-
ment at Partinico (in Sicily, near Palermo),
where, with an educational project, he
fought poverty, social exclusion and the
Mafia with a non-violent approach to prob-
lems and difficulties. The former experi-
ence will soon end, whereas the latter will
last for the remaining life of the Educator,
leaving important traces in his followers.
These are the experiences which intend to
exploit formative meanings of activities in
a community, sometimes helping workers
and giving space, together with moments
of support for their jobs to moments of
cultural refinement — from theater to mu-
seum — sometimes mobilising an entire
community for the defense of freedom
and social justice. We evidently deal with
educative efforts that, in some ways, go to-
gether with the defense of social welfare,
to which Italy is moving with more and
more consciousness.

While Italian society is changing,
schools do still remain anchored to the

past, without instigating any action toward
social amelioration, but rather restraining
the ambitions of — until then — less fortu-
nate classes. The protest against this tra-
dition and the predominance of politics is
entrusted — before students — to some dif-
ficult priests. To say nothing about la Co-
munita Educante of Nomadelfia (in Tus-
cany, near Grosseto), we shall mention the
already even too famous Don Milani, who
however begins to work for education long
before his arrival at Barbiana (a village in
Tuscany, buried deep in the mountains,
near Firenze) in 1954, and the less known,
but not less importantDon Nesi, a promot-
er of the community of Corea (a district
of Leghorn, in Tuscany), transformed in a
sort of a social educational laboratory.

We have an increase of consciousness
that not only education is a fact, which
necessarily interests and involves all so-
ciety, but that the future of coming gen-
erations is based exclusively on education.
This is also proved by the experiences (in
Emilia, a region in the North of Italy) of
the botteghe culturali (cultural shops),
centers of permanent education. The intent
of those activities was to start building in-
tegrated educational systems, which, cen-
tered on school, can succeed in transform-
ing a whole community to an educational
micro-society.

This obviously happened because of a
desire, a belief and hope that future must
be better than the present and the too re-
cent “hated” past. Also, with the help of in-
progress social and economic transforma-
tions, a generalised demand of education,
of renewal of social behaviour, the dream
of growth and emancipation is created.
This explains why — during this period —
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Don Milani may become a “case” and a
best-seller with his Lettera a una profes-
soressa (Betti, 2009).

With our discussion, we are nearing the
years of the students’ movement. If, at the
beginning, politicians incorrectly react to
the 1968 students’ protest — see the decree
on the liberalisation to enter university —
gradually, the interest and attention of
teachers and civil society developed, also
permeating the governmental level. Even
if sometimes followed with demagogy, or
emptying the meaning of some protesting
instances, however, from 1969 to 1997,
the Italian school changes thanks to some
legislative measures. It is not the case that
each time Franco Frabboni describes the
years from 1975 to 1995 he speaks of the
“Golden age” of the Italian school. If we
recall Giolitti’s engagement, and that of his
Ministers of Public Education, we should
conclude that for the second time we try
to describe an interaction between politics,
educational instances and civil society.

In fact, speaking of this period, we be-
gin with the Decreti Delegati, which in-
troduced joint management of schools and
encouraged waiting for real autonomy of
the system; stimulating full-time school
education, which is the real innovation
of the contemporary Italian school, and
laying foundations not only for a school
dedicated for all, but also for a school
that teaches citizenship and democracy.
During these twenty years, we were also
presented with the institution of university
courses for the initial training of teachers
for all types of schools; the formulation of
new programs for elementary schools and
the passage from insertion to the progres-
sive integration of disabled subjects in the
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school for the so-defined normally intelli-
gent students. Finally, during these years,
we experienced the abolition of a unique
teacher in the elementary school, substi-
tuted by the team teaching practice.

The present time (1994-2015)

Yet in the abovementioned “Golden age”,
early elements of dissolution insinuate
public schools, which soon destroy the
slow conquests and, in the turn of less
than twenty years, bring back school (and,
in general, education) to old conditions,
pushing it towards the present marsh.
The minister Berlinguer’s Reform (1997)
comes to break the equilibrium between
politics and education, which, for the good
fruits it would have given, reveals itself,
in conclusion, as precarious and scarcely
successful.

The reformative frend of these last
twenty years hides — unfortunately starting
just from Berlinguer — the will of restrain-
ing any innovation. The keystone of the
present time is the explicit attack aimed at
the public school, an attack that does not
stimulate any reforms, but the restoration
of ideas, didactics and educational models
of the past. The school autonomy, intended
in a company-oriented sense, the United
States model for didactics and assess-
ment, the prejudices of local policies and
the increasing curricular provincialism,
the idea of students as clients, the progres-
sive, always increasing space for families
and privates, the continuous and always
increasing cuts to school resources, both
economical and in reducing the number of
teachers; the closing of teacher specialisa-
tion schools — all these elements, applied



to the Italian educational system without
any interruption from 1997, have not only
lead again to the primacy of politics on ed-
ucation, but have also slowed down the in-
terest for new and innovative experiences.

With full time impoverishment and
the offenses at planning school activities
and didactical contents — the two pillars
of contemporary school — teachers cannot
put wide-ranging experiences into effect,
as well as apply oriented projects to some
particular aspects of their own activity. But
wide-ranging projects and “revolutionary”
instances are effectively discouraged. Only
Kindergartens in Emilia (a region in the
North of Italy) remain in good evidence.
The rest are poor and desperate.

The new prime minister, Matteo Renzi,
has realized a new project of school re-
form in 2015, defined by him as the “Good
school” (“La buona scuola”). However,
even though this new trend meets the con-
tingent needs of young people, the wishes
of families and the peculiar features of our
time, as Angelo Luppi arguments (2015),
this Law does not define a really renewed
school system for Italy.

Conclusion

From my exposition, necessarily concise,
two meaningful facts emerge: firstly, in
spite of shaky and mostly negligent school
politics, Italy can boast a conspicuous
number of experiences and wide-ranging
educational projects. In some cases, for ex-
ample, the work of Loris Malaguzzi’s Kin-
dergartens in Reggio Emilia has been con-
sidered as a model all over the world. All
these experiences take their origin from
teachers’ will and critical consciousness —

as in the case of Agazzi Sisters, Mario
Lodi or Maria Maltoni — or from certain
intellectuals of the most various ideolo-
gies, encouraged by strong, civil engage-
ment. We go from the moderate Zanotti
Bianco to more or less fervent socialists,
like Giovanni Cena or Danilo Dolci, or to
priests who make education for all — like
Don Milani — an important part of their
catechesis; secondly, all these experienc-
es, if and when they succeeded in touch-
ing politics, coming to a sort of rich and
reciprocal interaction, had very soon lost
their creative impulse: politics has been
renewed, giving space to some interest-
ing instances, however withdrawing very
soon, in the past because of the war and
dictatorship, and in the present because of
the coming of restorative and conservative
times both at the cultural and social levels.

Therefore, a question may arise: Why all
these experiences — and they were many —
that from 1861 to the present have, at the
end, failed? It is certainly not the case that,
presently, many of the nouns, experiences
and facts [ have recalled are unknown to the
majority in Italy. Even if — and it is the case
of Don Milani — we would still recall them,
this belated fame implies an emptying of
meaning. Presently, in fact, Don Milani is
cited with appropriateness or inappropriate-
ness, signaling a neutralisation of his mes-
sage. In order to explain the reasons of this
failure it is not enough to recall the fact that
media, both in the past and in the present,
have always shown scarce attention to the
universe of education, and, when it has
been demonstrated, they did not help the
cause with conviction.

It is no doubt that we may have found
more profound reasons at the root of this
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phenomenon, for which 1 can formulate
two hypotheses:
a. We need to recognise that a clear and

distinct educational idea rarely exists or
has existed at the basis of these experi-
ences: the political dimension has been
explicitly programmed and privileged
or the input of each project, especially
at the beginning of our Unification, has
been philanthropic. Educational con-
sciousness, grounded on a clear, sci-
entifically justified idea of education
and school is very rare, appears lately
and, in most cases, is limited to those
projects of which teachers are charged
with;

. Generally, moreover, we deal with ex-
periences connected to the exemplari-
ness of an individual who has been the
promoter and who, afterwards, has pub-
lished and diffused procedures, charac-
ters and results of the project put into
effect. Even when, as is the case of Gio-
vanni Cena and the activities of his team
in Agro Pontino or the ANIMI, we find a
working-group, only one figure emerges
and becomes charismatic, to the degree
that the other members of the group van-
ish altogether with the project the group
is going to realize. The merit is generally
ascribed to the promoter of the project,
to his abnegation, dedication and intui-
tions. If this is particularly true for pro-
jects of the late 19% century and the be-
ginning of the 20™, it is not less evident
for teachers nearer to our time, as Dolci,
or the teachers of the MCE, from Ciari
to Lodi and Bernardini. Although these
teachers relate efficaciously to their
activities and ideas, not for perpetuat-
ing their memory, but for transmitting
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a didactical model of which somebody
else could be a follower, yet we shall
recognise that the didactical activities
and results are bound to their presence.
It is discouraging to admit — as in some
cases it has happened while interview-
ing old pupils of these “special” and
charismatic teachers — how their traces
have weakened, even within people who
have been their close acquaintances for
a very long time, or how their messag-
es are repeated schematically and with
simplification, invalidating ideals and
hopes from which they were moved.

From these points, we can deduce cer-

tain conclusions:

1.

ii.

If Science of Education could con-
structively speak with politics, it would
be necessary that projects and experi-
ences be supported by the entire scien-
tific community and not the outcome of
individual choices, or, even worse, of a
singular person; the success of a long
lasting experience, or of an educational
project, can not be founded on a contin-
gent need or even on an ideal, but must
extraneous to education itself, even if
this ideal is noble and shared. In fact,
the efficacy of an educational model
strictly depends on the clearness of the
educational idea to which it lies upon;
In other words, for all educational
projects, we must look at school and
education as autonomous principles,
because they are founded on and from
the conceptual apparatus of education
and not as tools for purposes external
to them;

This implies two important factors:

firstly, all scholars of the educational uni-
verse community, from 1861 until recent



years, have been closed into academy re-
search and this has obviously precluded the
real comprehension of actual education. A
symptom of this dualism — i.e., between
the research dimension and the practical
engagement — are the recurrent accusa-
tions aimed at the political world, which
accompany the course of our national his-
tory, but, at the end, result inefficacious.
However, it should not be forgotten that
many ministers — such as De Sanctis or
De Mauro, taking two examples very far
in time — even though make acute analyses
of the Italian formative system, they have
not left meaningful traces in the Ministry
of Education.

Secondly, after 150 years — the time
has come that educationists are charged of
their responsibilities. Theorists — I would
prefer to define them as scientists of edu-
cation — and historians of education (as I
am) have rightly criticized the poor Ital-
ian school politics in our country, but, in
front of the disasters operated by incapa-
ble ministers, have often accepted the fact
as ineluctable. But if we are or strive to be
good scientists of education, namely ca-
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The political education of Lorenzo Milani in Barbiana was an education for peace. Its main goal was
to shape a learner — an individual not guided by violence, i.e., one who believes in himself/herself and
in other people, who has a creative attitude to the surrounding reality and the capacity to modify it in
a more human manner. It was also supposed to form a man committed to solving conflicts without
the use of violence, through the ability of persuasion, and who would keenly participate in voting and
organizing a strike. Milani taught his pupils to “walk a tightrope” by helping them think independently
and listen to their own conscience. On the other hand, he thought how to become free, independent
citizens, able to discuss issues concerning injustice according with their own beliefs.

From the ethical and political point of view, an education of peace was simultaneously an edu-
cation of change and justice, solidarity, the coexistence of cultures and nations. The education of
peace, proposed by Milani, emphasized the ability of learners and the supporters of various politi-
cal parties to discuss and — above all - coexist one with another.
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Introduction were married in the Catholic Church, and

Lorenzo Milani was born on 27 May 1923 their kids were christened after many years

. . e of marriage, in order to avoid the spread-
in Florence, in a wealthy and sophisticated & P

family of Albert Milani and Alice Weiss.
His father, trained as a chemist, had a

ing of fascist persecution.
After passing his classical high school
finals, Lorenzo did not continue studies at a

variety of literary interests and knew six
languages. His grandfather, Luigi Adri-
ano, was a highly-respected archaeologist,
and his great-grandfather was a world-
famous Italian philologist, who at the age
of twenty-four had held the chair of Greek
literature at the University of Pisa (Fallaci,
1974, p. 14).

Members of the Milani’s family were
Agnostics. However, Lorenzo’s parents

university. He wanted to become a painter.
For a short time, while living in Florence,
he attended the studio of the German artist
Hans Joahim Staude (Fallaci, 1974, p. 66).

After returning to the country, he met
and became friends with the Italian priest
Rafaele Bensi. Under his influence, he
converted to Christianity and, to the great
surprise of his mother, who was a Jew, Lor-
enzo joined the seminary. After taking the
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priestly vows in 1947, he began working in
Calenzano, Tuscany. At that time, this re-
gion, which had been typically agricultural
until then, slowly became an important in-
dustrial center. First, as a vicar, he taught
religion to children in school. There he
stated that his parishioners are missing the
fundamental tools to understand the word
of God. He founded the people’s school for
working urban and rural youth, which was
a “specific” concept for those times.

The manner and nature of pastoral ac-
tivity that was carried out had caused prob-
lems. He exposed himself to the authorities
of the Curia and the politically correct-
thinking secular people. In 1954, he was
transferred to Barbiana, a small mountain
town lacking even the basic commodities
of running water and electricity. There Lor-
enzo continued his activities as a teacher,
by organising a new school for the children
of workers and farmers from the surround-
ing villages, who in a state school, located
a few kilometres from their place of resi-
dence, did not achieve satisfactory results
in learning. Thus, they repeated grades and
resigned from education as they did not re-
ceive promotions.

In 1958, Milani published a book on
which he had been working during his stay
in Calenzano. It was entitled Pastoral Ex-
periences. However, shortly enough it was
withdrawn from the market with the com-
mand of Sant’Uffizio, because it was con-
sidered “improper”.

By 1967, another publication associ-
ated with his person had appeared. It is re-
garded as a famous work even now, titled
Letter to Military Chaplains. It brought
publicity to the school of Barbiana, not
only in Italy, but in many European coun-
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tries as well. It was the work of Milani’s
students, whereas he was just a coordina-
tor in its creation. A month later, i.e., on the
26th of June, Lorenzo Milani passed away
due to an incurable disease (Fallaci, 1974).

Policy in terms of Lorenzo Milani

In the common belief, politics is the busi-
ness of the party or the government. There-
fore, politics, perceived as the actions of
rulers or means to realise the interests of
the government, was not taught. It was
eliminated from school curriculum as an
impeding and not exemplary element,
since what counts in pedagogics is pri-
marily universalism (Cristofanelli, 1975,
p- 80).

Milani was a bright and critical ob-
server of the socio-political life, and his
knowledge of the works of classical au-
thors allowed him to formulate his own
definition of the policy. Showing certain
denaturalizations of the term “politics”, he
indicated its true meaning, namely as an
interest in social problems. Not by chance,
then, the motto of the school in Barbiana
was “I care”, which was supposed to mean
“I am concerned”, “it presses heavily on
my mind” (Milani, 1996 p. 34). It was
the opposite of the fascist motto: “I don’t
care.” For the students of Barbiana, their
motto was a tool of an active and altruistic
relationship with another human being. “I
Care”, written in capital letters on one of
the walls, was to develop the awareness
and responsibility of each student in their
relationships with other people (Pancer,
1987, p. 103). Milani was well aware that
it was one of the most neglected areas of
education: “Say that this is the subject, that
you do not know. You know the trade un-



ions. You have never eaten at home of the
worker. You know nothing about the dis-
pute of the means of transport. Only traffic
jams disturb you in your private life. You
have never dealt with these problems, be-
cause they result in anxiety” (Milani, 1997
p. 123-124).

The involvement of schools should be
expressed in its interest in social problems
by exposing conscious and unconscious
mechanisms applied by the authority in
order to maintain the established order.
Using strong words, he sharply criticized
apolitical and noncommittal persons and
those who considered themselves inde-
pendent, and in fact supported one of the
“Most
of my friends from Florence do not read
newspapers. Whereas anyone who reads,
chooses a newspaper representing the

contemporary political groups:

interests of power. I asked once a man,
does he know who is funding the news-
paper that he is reading: ‘It is independ-
ent. I donyt want to hear about politics.””
(Milani, Scuola di Barbiana, 1996, p. 108).

G. Pecorini, referring to Milani’s cri-
tique of apoliticism, explains that the fear
of taking up the subject of policy issues,
the lack of political commitment and the
lack of criticism had become a ground for
fascism: “A criminal is both, the one who
steals, as well as the one who throws the
stone” (Milani, 1996, p. 50). Similarly: “A
fascist,” explains Pecorini, “is the one who
wears black shirts, [...] as well as the one
who in civil clothes, without weapon, not
wanting to stain his hands, gives permis-
sion to others” (Pecorini, 1968, p. 95). The
seeds of fascism, which society carefully
cultivates, are perfect citizens, as further
explained by Pecorini:

[...] Who through their offspring immor-
talize classes and race, and request them
not to be reached by the disorder that is a
harbinger of universal collapse. Therefore,
apoliticism is a natural seed of fascism. “Is
it possible,” derides one of the students of
Barbiana, “that you still do not understand
it? Your appearance commands respect.
Maybe you do not have nothing to do with
the crime, but only with the Nazi crime.
Obedient and loyal citizen, who precisely
counts boxes with soap and too careful to
be mistaken, does not wonder, whether the
soap has been done from the human body.”
(Milani/Scuola di Barbiana, 1996, p 78;
Pecorini, 1996, p. 95).

Addressing the teachers, he wrote:
“You are deformed, because you teach in a
school such as mine. By malice you do not
distinguish children from wealthy fami-
lies. Unfortunately, you spent too much
time with them and you came to like them.
You also started to like their families, their
world [...]. Who loves such people as them
is apolitical” (Milani, 1996 p. 92). He
wrote about the apparent discoveries and
technical inventions: “For the crime of Hi-
roshima are responsible thousands of peo-
ple; direct jointly liable: politicians, scien-
tists, technicians” (Milani, 1996 p. 83).

Milani was aware that the past and the
future are closely related with each other
and that is why he cultivated a novel spirit
within his school students, proposing for
them the prospect of a better life. In this
way, the school became a promoter of the
new situation and joined the process of
transforming society. Therefore, the in-
volvement of school should be expressed
in its interest in social situation by expos-
ing conscious and unconscious mecha-
nisms used by the rulers of the regime
(Pecorini, 1968).
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According to Braccini and Taddei, the
abovementioned method to perceive poli-
cy results in three consequences:

1. In solving “other” problems, the
commitment and contribution of every-
body is required. This political aspect
refers to the culture without which the
sovereignty of the society, guaranteed by
the Constitution, would be only a tragic
mockery. Hence there is the priority and
responsibility of the school. The task of the
teacher is to teach political commitment.

2. Finding a solution to the political
problems will be possible only if the state
(without excluding anyone) will be able
to respond to the problems of all citizens.
Hence there is the obligation to take po-
sition for and pronounce on the behalf of
those who have become the victims of
injustice; apoliticism, the lack of involve-
ment in politics is in fact pronouncing for
injustice, fascism and the oppression of the
poorest.

3. Policy is the realization of the com-
mon good in specific historical conditions.
It results in the importance of democracy,
as Milani attributes it, which is understood
as a tool to simplify the peaceful solutions
of problems. It is also a rejection of any
ideology, one which may suggest a defini-
tive solution to historical problems as the
answer to all the urgent problems of civil
life, and thereby legitimize the use of any
measures, including the oppression or the
elimination of the weaker ones to expe-
dite victory. In times of Milani, a policy
of social justice was only supposed to be
built. The crucial role in this process was
supposed to be played by the trade un-
ions; therefore, Milani tried to direct his
students primarily to activity in profes-
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sional organisations, and by order next in
traditionally understood political activity
(Braccini, Taddei, 1999, p. 143-144).

An analysis of Milani’s thought allows
to determine that policy did not lie in sup-
porting any of the running parties. How-
ever, it meant for the engagement of men
in a broader sense; it meant to promote the
individual in every area of one’s activities.
The political education of Milani served to
shape opinion on policy and encouraged
to take part in it. Therefore, it was about
preparing a student who could notice, for-
mulate and solve social problems. Milani
wanted to shape the personalities of his
students so as to make them capable of fol-
lowing the goodwill of others and control-
ling their selfish needs. An active citizen
cannot be educated in any other way than
by an early involvement in social tasks, in
which respect to the common welfare is
more important than personal needs. He
also wanted to arouse political awareness
within his students, as well as the love for
another human being and — as the ulti-
mate goal — faith (Braccini, Taddei, 1999,
p. 144).

Political education
as an education for peace

The political education of Milani has been
determined by many authors as an educa-
tion for peace (Drago, 1990; Corradini,
1989, p. 113-126; Pati, 1983, p. 8-11; Guz-
70, 1987, p. 21). One of the main goals of
the education for peace was the shaping
of a student as a human, one not guided
by violence — nonviolento, i.e., a man who
believes in himself and in others; who
creatively approaches the surrounding re-



ality, turning it into a more human one.
As a teacher, he had clearly defined objec-
tives, towards which he led his students:
“I’m not a social and political dreamer: I
am a teacher of alive people. I teach young
people to be good, responsible and inde-
pendent citizens. 1 taught them love for
each other, extracted hidden sensitivity,
community involvement, the rebellious
instinct, dignity, the desire to serve God
and anyone outside Him” (Milani, 1977,
p. 246).Education for peace is also aimed
at the formation of man who gets involved
in the solutions of conflicts without the use
of force. The factors which ought to help
in it were these: the ability to persuade,
participation in polls and strikes. It is ex-
plained in more detail by Milani:

I will not discuss here about the concept of
Homeland. I do not like such divisions. Ho-
wever, if you usurp the right to divide the
world for Italians and foreigners, I must tell
you that, according to your concept — I do
not have a Homeland. Therefore, I demand
the division of the world, on the one hand
for the dispossessed and oppressed people,
and on the other hand for privileged people
and exploiters. The first ones are my ho-
meland, others are foreigners. If you think
that the Italians and foreigners can kill each
other, I demand the right to speak that the
poor can and must fight against the rich. At
least in the choice of measures I'm better
than you. The weapons that you approbate
are cruel means, machines that kill, hurt,
destroy [...]. The only weapon which I
recognize is harmless and noble: it is strike
and voting (Milani, 1977, p. 12).

It is also a rejection of any ideology,
one which may suggest a definitive solu-
tion to historical problems as the answer
to all the urgent problems of civil coexist-
ence. These ideologies impose sanctions

concerning the use of any measures, in-
cluding the oppression or the elimination
of the weaker ones to expedite victory
(Braccini, Taddei, 1992, p. 144). Moreo-
ver, a man — according to Milani — should
be able to live every day without isolation
from global problems and constantly seek
the truth. In The Letter to the Judges, he
wrote:

The school is different from the cour-
troom. For you, judges, things that matter
have been established by law. However, at
school, the past and future are equally im-
portant and existing. The ability to teach
how to walk a tightrope is a very difficult
art: on the one hand, shaping the sense of
being critical (this is similar to the function
which you perform), and on the other hand,
the desire for better rights (this is different
from your function) (Milani, 1973, p. 36).

He taught his students to walk a tight-
rope by helping them think independent-
ly. He also taught to listen to the voices
of their own consciences, also becoming
free, independent citizens, who are able to
discuss issues of injustice in accordance
with their own beliefs. The most important
thing for him was to inculcate “the connec-
tion between culture and faith and raising
in them a desire for self-criticism, which is
the fruit of a mature personality” (Acerbi,
1983, p. 124-145; Martinelli, 2005, p. 17).

From the ethical-political point of view,
education for peace was also bringing up
to changes and to justice, solidarity and
coexistence of cultures and nations. This
meant the ability to take up and pursue the
discussion and, above all, the ability of
coexistence of different political groups:
“The problem of others is my problem.
Policy means being together” — he wrote
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in a letter to a professor (Milani/Scuola di
Barbiana, 1996 p. 14).

Processes of education for peace, ana-
lyzed with paying special attention to the
objectives, were characterized by an “oft-
set” from the cognitive area to an interper-
sonal relationship. In other words, educa-
tion for peace was not to transfer a certain
skill set, but to learn a variety of relation-
ships (with the same as I, with others, with
nature, with supernatural being, with each
other). Curriculum programs and educa-
tion for peace did not consist of “topics”,
but rather “problems”, with a special focus
on “conflicts” (racism as a rejection of an-
other man, division for the North and the
South as a way to isolate the industrialized
countries from the third world countries).

Education for peace in the school of
Barbiana aimed at modifying certain com-
mon beliefs in relation to topics related to
the war, racial divisions, violence, home-
land, peace, aggression, conflict, enemies
(Fabbretti, 1972, p. 154), again, as argued
by Milani: “You shall seek the truth with-
out fear. Strict school, such as ours, that
does not know what is rest and vacation,
it has time for studying and reflection.
Therefore, it has the right and duty to speak
about things that others do not say. It’s the
only entertainment that is allowed to my
students” (Milani, 1973, p. 34). Thus, the
citizen, whom Milani wanted to shape, is
a man of full and responsible social en-
gagement, who, although independent, is
aware of the law, and yet who does not al-
low the law to dominate him, obeying the
law so far as it respects man and his rights
(Milani, 1973 p. 34).

Challenging blind obedience, which
was required by the fascists, Milani ironi-

130

cally claims: “I’obbedienza non e piu una
virtu” (obedience is no longer a virtue)
(Milani, 1973, p. 51). In his opinion, vir-
tuous is the obedience to our own con-
science. He considers that we need to have
a lot of courage to remind young people
that they are independent, sovereign and
therefore obedience (blind and uncritical)
is no longer a virtue, but only a weakness,
which should not be used to protect for-
eign interests. It is the time when everyone
shall feel responsible for everything. Only
then we will be able to talk about the pro-
gress of morals, proportional to technical
progress (Milani, 1973, p. 51; Drago 1979,
p- 36-38).

According to Pati, the position of
Milani contains a precise educational
contribution, since it expresses the idea
of man having the duty to take a critical
position towards the world as well as to
reconsider already adopted decisions with-
out the influence of conformity, habits and
stereotypes arising from ignorance.

Furthermore, the correct critical prepa-
ration is an essential element of social,
civil, political and religious life. Conse-
quently, we can consider that the statement
“l’obbedienza non e piu una virti” results
from the need of Milani to shape free and
responsible people, ones who are able to
challenge arbitrarily enforced rights and
regulations and oppose injustice so as to
pronounce for true justice (Pati, 1983,
p. 8-11).

Balducci maintained that the famous
defense of the clause of conscience, in
which Milani and the school in Barbiana
were involved, was not the effect of pro-
testers’ individualism, but an act of fidel-
ity to moral imperatives (Balducci, 1995,



p. 52). Galeazzi is also of the same opinion
(Galeazzi, 1994, p. 729-738), he agrees
with the view that Milani did not persuade
obedience as a matter of principle to free
the conscience of automatism, the weight
of tradition and stereotypes by offering a
completely different kind of responsibility
of free citizens. Milani wrote:

I can’t tell my students that the only way
to love the law is passive obedience. I can
only tell them that they should respect the
human right only when it is just (i.e., when
it defends the weakest). However, when
you are convinced of its injustice (i.e., if
it provides sanctions for the abuse by the
strongest), then they should insist on its
amendment (Milani, 1973, p. 32).

According to Milani, we deal with the
real “clause of conscience” at the moment
when we realize this difference and im-
plement it in practice. There is no better
school than the moment of test, when a
man pays for listening to the voice of his
own conscience, i.e., when he opposes the
law knowing that this law is wrong and he
accepts the consequences (Fabbretti, 1972,
p. 168-169).

Galeazzi emphasizes that Milani’s
concept of education for peace contains
two concepts: firstly, education for peace
understood as the control of aggression;
secondly, education for peace understood
as a radical rejection of aggression. The
joint goal of both opposing positions is
the harmonious shaping of an individual
according with his or her nature, teaching
one inner peace, serenity and a tendency
to show positive feelings (Galeazzi, 1994,
p- 729-738).

Consequently, peace is understood
not only as the lack of conflicts, but also

as the ability to solve them without using
violence. The problem does not lie in the
suppression of aggression, but in giving it
right direction, because aggression (which
should not be confused with violence) is
the internal energy that counteracts the
passive submission. Milani was opposed
to conformist attitudes, he tried to destroy
uncritical thinking, which manifests itself
in adapting to the current or fashionable
trends and giving up everything what is
creative and independent.

Galeazzi also draws attention to the bi-
directional character of Milani’s education
for peace. Even if the pedagogy of Milani
lacks the psychological and methodologi-
cal analysis of the problem, there are two
forms of struggle: first, one of against so-
cial injustice (which is the objective cause
of wars); second, one of against submis-
sion to an unjust law (which is a subjective
cause of wars). In short, you can say that
for Milani peace did not always mean tak-
ing the passive attitude against social in-
justice, thus it meant commitment and re-
sponsibility (Galeazzi, 1994), p. 729-738).

Milani understood that the raising of an
individual, who consciously participates
in the construction of a better future, can
take place only through education, pro-
vided that the science is to not be drawn
on the verbal gaining of knowledge, but on
aiming at the development of one’s own
personality. The second tool of education
in adopting students to change an existing
fact was the suppression of selfish instincts
and the development of cooperation with
others. This complicated process of politi-
cal education — which prepares the ground
for changes within social relations — was
linked by Milani with the fight against
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selfishness and the shaping of altruistic at-
titudes.

To sum up, we can conclude that the
innovative approach of Milani to the sub-
ject of political education focused on the
development of social attitude, the shaping
of reasonable opinions on policy and on
encouraging individuals to partake in its
processes. Therefore, it is all about the ad-
equate preparation of a young citizen who
shall be involved, who will observe social
problems and resolve them in a peaceful
manner. Therefore, the aim of the political
formation was a responsible and involved
citizen fighting for a better tomorrow. It
was supposed to create, and, above all, fa-
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POLITINIS UGDYMAS LORENZO MILANI MOKYKLOJE BARBIANOJE

Anna Krajewska

Santrauka

Straipsnyje apraSomas Lorenzo Milani politinis ug-
dymas, kitaip apibréziamas kaip ugdymas taikai.
Svarbiausias $io ugdymo tikslas — ugdyti smurto
nepripazistancia asmenybg, pasitikin¢ig savimi ir ki-
tais zmonémis, turincia kiirybiska pozitiri i supancia
tikrove ir ja keiCiancig laikantis Zmogiskumo prin-
cipy. Taip pat buvo siekiama ugdyti zmogy, galintj
spresti konfliktus be smurto, gebanti tikinti, daly-
vaujant] balsuojant, organizuojanti streikg ir pan.
Milani moké savo mokinius ,,eiti jtemptu lynu®, ska-
tindamas juos savarankiskai galvoti, klausytis savo
sazinés. Be to, jis moké mokinius kaip tapti laisvais

{teikta 2016 11 03
Priimta 2016 11 30

ir nepriklausomais pilieciais, gebanciais svarstyti
problemas, remiantis savo isitikinimais.

Etiniu ir politiniu pozitiriu, ugdymas taikai taip
pat buvo ugdymas pokyciams ir teisingumui, solida-
rumui, kultiiry ir tauty sambaviui. Milani pasitlytas
ugdymas taikai kvieté jvairiy gebéjimy mokinius,
ivairiy partijy Salininkus diskutuoti, o svarbiausia,
sugyventi vieniems su kitais.

Pagrindiniai ZodZiai: Lorenzo Milani, Barbia-
na, mokykla, politika, politinis ugdymas, ugdymas
taikai, bendruomené.
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Straipsnyje nagrinéjama, kiek ir kaip pedagogikos istorijos idéjos atsispindi Zurnalo ,Acta Paeda-
gogica Vilnensia” publikacijose. Taikant content analizés metodq, aptariamas pedagogikos istori-
jos publikacijy turinys, jo kaitos tendencijos, metodologinés prieigos. Nustatyta, kad pedagogikos
istorijos publikacijy tolydzio mqgzta. Sunku pasakyti, ar $iq tendencijq lemia mazéjantis pedagogi-
kos istorijos populiarumas, ar tai, kad Lietuvoje taip ir nesusiformavo stipri pedagogikos istorijos
mokykla, ne tik istoriniu aspektu analizuojanti jvairius ugdymo klausimus, bet ir svarstanti savo
pacios kaip mokslo teorines ir metodologines prieigas, aptarianti tyrimy metodus ir kita.

Pagrindiniai Zodziai: pedagogikos istorija, ,Acta Paedagogica Vilnensia’; mokslinés publikacijos.

C. Campbellas ir G. Sheringtonas (2002),
svarstydami teorinius pedagogikos istori-
jos klausimus, pazymeéjo, kad Sios mokslo
Sakos populiarumas smarkiai mazéjo jau
nuo septinto XX a. deSimtmecio. [lga laika
buvusi gana populiari, §i mokslo Saka pir-
miausiai émé nykti i$ studijy programu. IS
dalies tai susij¢ su iSorinémis aplinkybémis:
mokytoju rengimo studijos trumpéjo, buvo
atsisakyta dalies discipliny. Pedagogikos
istorija buvo viena i§ ju. Kita vertus, J. W.
Fraserio (2015) nuomone, itakos pedagogi-
kos istorijos populiarumui mazéti turéjo ir
vidinés pacios disciplinos bédos. Pedago-
gikos istorija, daugelio studenty manymu,
buvo nuobodi. Faktai, datos ir ,mirusiy
baltyjy vyry draugija“ darési vis maziau pa-
traukliis. Be to, vis labiau pabréziant kom-
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petencijas ir konkrecius igtdzius, atsakyti,
kuo praktiskai naudinga pedagogikos isto-
rija, darési vis sunkiau. Tai, kad Sio dalyko
studijos formuoja pasaulézitira, ugdo kritin{
mastyma, neitikino nei pedagogy praktiky,
nei Svietimo politiky (Graves, 2014). O ir
patys pedagogikos istorikai sunkiai galé-
jo atsakyti i §i klausima. Koja, be kita ko,
,Ki80* §ios disciplinos tarpdisciplinisku-
mas, propersa tarp pedagogikos ir istorijos,
taikomojo mokslo ir akademinés discipli-
nos, kuriai terip¢jo ugdymo ir $vietimo
praeitis (McCulloch, 2011). ISryskéjo savita
mokslininky tapatumo krizé. Viena vertus,
besijausdami esa istorikai, jie neprivaléjo
nieko aiskinti, o tik ramiai dirbti mokslinj
darbg. Taciau tai negaliojo tuomet, kai kir-
tis buvo dedamas ant zodzio ,,pedagogika“.



Surasti akademiSkumo ir pritaikymo pu-
siausvyra tapo vienas i§ pagrindiniy peda-
gogikos istorijos uzdaviniy. Atsakymas {
klausima, kam reikalinga pedagogikos isto-
rija, G. McCullocho nuomone, pirmiausiai
turéty buti aktualus patiems pedagogikos
istorikams. Tai jie turéty nuolat permasty-
ti ne tik pedagogikos istorijos paskirties,
bet ir metodologijos, teorijy, tyrimo meto-
dy ir temy klausimus (Sani, 2013), ieSkoti
kiirybisko tradicinés istorijos ir empiriniy
socialiniy moksly santykio (McCulloch,
Richardson, 2000; McCulloch, 2011).

Lietuvoje bene esmingiausiai pedagogi-
kos istorijos, kaip mokslo Sakos, teorinius
klausimus yra gvildengs A. Maceina pir-
moje XX a. puséje. Pedagogikos istorija
ivardijes istoriniu mokslu, kuris ,,pedagogi-
nj vyksma tyrinéja kylantj i§ kultirinio gy-
venimo, vykstantj visuomeninéje aplinkoje
ir vedama pasaulézitiriniy principu® (1939,
p- 5), A. Maceina svarst¢ ir Sio mokslo bei
pedagogikos ir kultros istorijos santyki,
apibrézé jo objekta, tikslus, paskirtj. Véliau
Lietuvos tyréjai, pristatydami pedagogikos
istorija, dazniausiai tik atkartojo A. Macei-
nos ir kity tarpukario pedagogu mintis, kaip
$i mokslo Saka akumuliuoja ir derina ateitj
bei praeit] ir padeda suvokti dabartj (Lama-
nauskas, 2000), kaip padeda geriau numa-
tyti ugdymo organizavimo biidus, atskleisti
ugdymo esmg ir jo désningumus (Rajackas,
1999, p. 48). Lietuvoje paraSyta nemazai
fundamentaliy jvairius ugdymo klausimus
per istoring prizm¢ nagrinéjanciy veikaly
(Luksiené, 1985; Karciauskiené, 2000 ir
kt.), taciau didesniy teorinio ir / ar meto-
dologinio pobiidzio pedagogikos istorijos
darby néra.

Pedagogikos istorijos, kaip ir kiekvie-
nos mokslinés disciplinos, plétotei itin

svarbi ir reikSminga mokslo komunika-
cija, uztikrinanti naujy idéjy generavima,
teoriniy dilemy kélima, metodologiniy
problemy sprendima, rezultaty sklaida,
griztamojo rySio gavima ir kita. Viena i
pagrindiniy ir efektyviausiy formaliosios
mokslinés komunikacijos formy — publi-
kacijos mokslo zurnaluose (Lowe, 2012;
Stundzg, 2014, 2015).

Siekiant iSsiaiskinti, kaip pedagogikos
istorijos problemos pristatomos mokslinése
publikacijose, pasirinktas vienas i§ pagrin-
diniy Lietuvos edukologijos mokslo zur-
naly ,,Acta Pacdagogica Vilnensia“ (1991—
2015). Siame straipsnyje naudojant content
analizés metoda aptariamas pedagogikos is-
torijos publikaciju Siame Zzurnale turinys, jo
kaitos tendencijos, metodologinés prieigos.
Taip pat sickiama nustatyti pedagogikos is-
torijos publikacijy zurnale dinamika.

Pedagogikos istorijos publikacijy
Zurnale dinamika

Mokslo Zurnalas ,,Acta Paedagogica Vil-
nensia“ pradétas leisti 1991 m. Vilniaus
universiteto Edukologijos katedroje. Zur-
nalo ikiiréjas ir vyriausiasis redaktorius
(iki 2000 mety) buvo profesorius L. Jovai-
$a. 2000-2013 metais zurnalo redakcinei
kolegijai vadovavo profesoré V. Aramavi-
citté. Profesoré, apzvelgdama dvideSimt
»Acta Paedagogica Vilnensia“ gyvavimo
mety ir atsizvelgdama | Zurnalo kryp-
tingumo, turinio, principy, problemy ir
perspektyvy raida, iSskyré kelis etapus:
pirmasis truko nuo 1991 m. iki 2000 m;
antrasis — nuo 2000 m. iki 2008 m., treCia-
sis —nuo 2009 m. iki dabar.

Pirmame etape buvo sickiama pristaty-
ti Lietuvos pedagogikos, kaip mokslo apie
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zmogaus ugdyma, tyrimy rezultatus, at-
spindin¢ius jos tuomete biikle; iprasminti
naujus ugdymo tikslus ir uzdavinius, sieja-
mus su savarankisko ir kiirybisko Lietuvos
valstybés piliecio, gebanc¢io brandinti savo
kultliring bei tauting savimong ir spartinti
Lietuvos tautos, kaip laisvos, demokratinés
politinés  bendruomenés,
kiirima. Vienas i§ svarbiausiy Sio etapo

ir solidarios

uzdaviniy taip pat buvo Lietuvos ir kity
Saliy Svietimo istorijos problemy, galin¢iy
padéti rasti optimalius Svietimo darbo or-
ganizavimo ir pedagoginés minties plétotés
sprendimus, aktualinimas ir skelbimas
(Aramaviciate, 2011, p. 152). Ir §is uzda-
vinys isties buvo vykdomas — pedagogikos
istorijos straipsniai sudar¢ kone ketvirtada-
1i (23,7 proc.) visy (N135) 1991-2000 m.
publikuoty straipsniy. Sio etapo Zurnaluose
pedagogikos istorijos straipsniams skiriami
atskiri skyriai, nors ir neturintys nuolatinio
bendro pavadinimo (,,I$ ugdymo minties is-
torijos®, ,,IS Lietuvos mokyklos ir pedagogi-
kos praeities®, ,,Lyginamoji ir istoriné peda-
gogika® ir kt.). Juose pristatomi tarpukario
Lietuvos mokykly ir pedagoginés minties
raida perteikiantys straipsniai. Kartu pazy-
mimas tokiy straipsniy aktualumas nepri-
klausomybeg atgavusios Lietuvos mokyklai.
Antai antro tomo pratarméje skelbiama: ,,I$
ju (pedagogikos istorijos straipsniy — L.S.)
gerai matyti analogijos su $iy dieny proble-
momis, ju diskusijomis ir i§vadomis, kuriy
isisamoninimas galéty padéti rasti optima-
lesnius $vietimo darbo organizavimo ir pe-
dagoginés minties plétotés sprendimus. Tuo
tarpu daugeliu atvejy Siandien neiSbrenda-
ma i§ praéjusiy mety bergzdziy riipesciy™
(Acta Paedagogica Vilnensia, 1993, p. 3).
Sunku pasakyti, ka §io leidinio sudarytojas
vadina ,,bergzdziais ripesciais™ — ty dieny
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blaskymasi kuriant naujos mokyklos kon-
cepcija ar, grei€iausiai, sovietinés pedagogi-
kos i§vedziojimus. Nors didesng dalj sudaro
Lietuvos ugdymo istorijai skirti straipsniai,
pristatomi ir Vakary pedagogikos klasikai
(pvz., J. Dewey, J. F. Herbart), pedagoginés
srovés (pvz., egzistencialistiné pedagogika,
aktyvioji mokykla). Taip pat pazymétina,
kad net ir Siuolaikines problemas gvildeng
straipsniai turéjo istoring dali, juose daznai
buvo remiamasi i$ naujo atrasty ugdymo fi-
losofy St. Salkauskio, A. Maceinos darbais.

Naujajame tikstantmetyje svarstant
zurnalo turinio ir paskirties klausimus,
pabréziama globalizacijos itaka tiek ug-
dymui, tieck ugdymo mokslui. Antrame
zurnalo etape siekiama ,,iSsaugoti eduko-
logijos branduoli ir jo periferija sudaranciy
uztikrinti
tradicinés (fundamentinés) ir postmoder-

mokslo Saky pusiausvyra,
nios edukologijos rysi, ieSkoti dermés tarp
Siuolaikiniy teoriniy ir empiriniy tyrimy
plétotés, propaguoti pasaulyje sukaupta
novatoriSka ugdymo patirti, izvelgiant
ugdymo tiksly ir problemy bendruma bei
universaluma, kartu nepaneigiant juy in-
dividualumo, specifiSkumo* (Aramavi-
ciate, 2011, p.153). Taciau, iSanalizavus
Sio etapo straipsnius (N296), matyti, kad
,haujoveés vis délto laimi pries ,tradici-
ja“, o pedagogikos istorijos vaidmuo to-
lydZzio mazta. Pedagogikos istorijai skirti
straipsniai sudaro 7,4 proc. visy publika-
cijuy, taciau §i procenta smarkiai padidina
pedagogikos istoriky A. Maceinos (2008)
ir M. Karciauskienés (2009) jubiliejams
skirti straipsniai. Daugelyje antro etapo
»Acta Paedagogica Vilnensia“ tomy gali-
ma rasti tik po viena bent kiek su ugdymo
istorija susijusi straipsni, o kai kuriuose to-
muose — né vieno.



Dar ryskesné pedagogikos istorijos
straipsniy mazéjimo tendencija matoma
treciame etape (2010-2015). Nors pabré-
ziama, kad pagrindinis Sio etapo tikslas
yra mokslinio diskurso $vietimo politikos
ir kultiiros ugdymo klausimais plétoté ir
akcentuojamas tarpdalykiskumas, pedago-
gikos istorijai, kaip vienai i§ kultiiros is-
torijos sriciy, démesio beveik neskiriama.
Bent kiek su ugdymo istorija susijg straips-
niai sudaro vos 3,7 procento.

Pedagogikos istorijos
straipsniy turinys

Maceina (1939, p. 6) pedagogikos isto-
rija apibrézia kaip pedagoginiy praktiky
(institucijy), pedagoginiy problemy (idé-
ju, principy) ir pedagogu istorija. Atrodo,
kad panaSios Sios Sakos problemy tyrimo
apimties laikési ir ,,Acta Paedagogica Vil-
nensia“ autoriai.

Pristatant ugdymo institucijy raida, zur-
nale daugiausiai démesio skiriama mokyk-
ly istorijai (Vaitkevicius, 1991), mokytojy
rengimui, profesinéms ir asmeninéms savy-
béms (Poskus, 1991; Karciauskieng, 1993;
Tijunéliené, 2002). Ugdymo tikrove XX a.
pirmos pusés kaimo bendruomenéje ir Sei-
moje pristato 1. Stonkuviené (2000, 2007).
Taciau Sie straipsniai daugiausiai remiasi
retrospektyviniais informanty pasakojimais
apie vaikyste ir gali biiti labiau priskiriami
ne pedagogikos istorijos, o ugdymo antro-
pologijos sri¢iai. Seimos, kaip ugdymo ins-
titucijos, itaka pabréziama ir esty pedago-
gikos istorikés M. Tilk straipsnyje, parem-
tame Domostroi, $eSiolikto amziaus rusy
namy tikio taisykliuy rinkinio, analize.

Zurnale vyrauja straipsniai, kuriuose
pristatomos konkrecios pedagoginés srovés
(humanisting, egzistencialistine ir pedago-

gika) arba aptariama tam tikry Svietéju, pe-
dagogu praktiné veikla ir (ar) teoriniai dar-
bai, gvildenantys jvairius ugdymo aspektus.

Nemazai straipsniy skirta S. Salkauskio
(Paulauskas, 1991; Sirtautas, 1997; Salkaus-
kas, 2008) pedagoginéms idéjoms aptarti.
Tiesa, Sie straipsniai balansuoja ties peda-
gogikos istorijos ir ugdymo filosofijos riba.
Gvildenant dorinio aukl&jimo klausimus i$-
skiriamos vieno i§ zymiausiy dorovés peda-
taip pat juo besiremiancios M. Peckaus-
kaités (Tijinéliene, 1998) id¢jos. Religinis
ugdymas aptariamas remiantis socialinio
kataliky pedagogo J. Bosko veikla (Jovai-
Sa, 2000). Bent keliuose straipsniuose yra
apzvelgiama kulttros ir §vietimo veikéjo —
mokytojo, pedagogo metodininko, daugelio
vadoveliy autoriaus, vertéjo, muziejininko,
vieno i§ bibliotekininkystés pradininky Lie-
tuvoje — Vinco Ruzgo (1890-1972) veikla
(Bernotas,1997; Siriakoviené, 1991, 1997).
Galima pazyméti, kad daugelyje pedagogi-
kos istorijos publikacijy, pristatant vieno ar
kito Svietéjo idéjas, dazniausiai remiamasi
istoriniais Saltiniais, jo veikaly analize. Ta-
¢lau yra ir straipsniy, besiremianciy vie-
nu Saltiniu: J. Vaitkevicius (1993) pristato
J. Lauziko veikala ,,Svietimo integracijos
pagrindai®, paraSyta 1943 m. kaip habili-
tacijos darba profesoriaus vardui gauti, ta-
Ciau taip ir likusi rankrastyje, O. Tijinéliené
(1999) analizuoja M. Valanciaus Sviecia-
masias idéjas, remdamasi vyskupo knyga
,,Maskoliams katalikus persekiojant™.

Jei analizuotuméme zurnalo publi-
kacijas per laikmecio prizmg, daugiau-
siai rastuméme XIX a. pabaigos — XX a.
pradzios ugdymo istorijai skirty darbuy.
Prie pedagogikos istorijos priskirtuméme
ir publikacijas, gvildenanc¢ias sovietinio
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laikotarpio ugdymo klausimus, pvz., pe-
dagogikos mokslo raida 1973-1987 m.
(Dagyte, 1991), uzklasini darbinj moky-
ma (Siriakoviené, 1993,1996). Reikia pa-
sakyti, kad tokio pobiidzio publikacijose
Sis laikmetis dar néra vertinamas kritiskai.
Taciau autoriai, kurie aptaria ne pavienius
ugdymo klausimus, o visa sovieting peda-
goging sistema, kritikos jai negaili. Prie
tokiy priskirtinas J. Vaitkevic¢iaus (1991)
straipsnis, kuriame apzvelgiami 1940—
1990 mety Lietuvos Svietimo sistemos
poky¢iai. 1940-1990 mety laikotarpio is-
toriniai l0iziai atsispindi ir straipsniuose,
kuriuose aprasomas lietuviy ugdymas eg-
zilyje: perkelty asmeny Svietimas stovyk-
lose Vokietijoje (Peckus, 1996; Montvi-
laité, 1997), ugdomoji ateitininky veikla
emigranty bendruomenése (Gedviliené,
Sukys, 2007).

Zurnale istoriniu aspektu analizuojami
ne tik tam tikri ugdymo klausimai, bet ir
paties ugdymo mokslo raida. Paminétini
S. Montvilaités darbai, kuriuose analizuo-
jami ugdymo mokslo sistemos pradmenys
Lietuvoje (2004), pristatomos ugdymo ty-
rimy raidos tendencijos (2005).

Bene aktyviausia zurnale publikuoja-
my pedagogikos istorijos straipsniy auto-
ré — S. Valatkiené. 1980 metais Vilniaus
universitete apgynusi disertacija ,,Moky-
mo formy ir metody problema JAV peda-
gogikoje XIX a. pabaigoje ir XX a. pra-
dzioje, mokslininké ir toliau liko iStiki-
ma pedagogikos istorijos tyrimams. Ypac
daug démesio S. Valatkiené skiria ,,naujojo
ugdymo® (aktyviosios mokyklos) anali-
zei. Remdamasi Sio pedagoginio judéjimo
idéjomis ir veikla, mokslininké analizuo-
ja jvairias ugdymo ir Svietimo problemas:
mokymo individualizavima (1993), dorinj
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ugdyma (2000), mokiniy savivalda (2001),
mokytoju rengima (2002), visuminj ug-
dyma (2005) ir kt. Nepaisant akivaizdaus
zavéjimosi aktyviagja mokykla, pedagogi-
kos istoriké geba islikti objektyvi ir kritis-
kai pazvelgti { tyrimo objekta. Pavyzdziui,
straipsnyje ,,Aktyviosios mokyklos atstovy
kritinis pozitris i Herbarto mokykla®™, ap-
tardama XIX a. pabaigoje ir XX a. pradzio-
je vyravusia senosios (tradicinés) mokyklos
kritika, S. Valatkiené (1991) pazymi, kad
vienas i§ arSiausiy ,,naujojo’ ugdymo (pro-
gresyvisty) judéjimo atstovy J. Dewey,
nors ir kritikavo ,,tradicionalista™ J. F. Her-
barta, pats daug ka i$ jo perémé.

Minéjome, kad pedagogikos istorijos
straipsniy publikavimas yra susijgs ir su
pedagogikos istoriky jubiliejais. 21-o0jo
tomo pirmasis skyrius skiriamas A. Ma-
ceinos 100-osioms gimimo metinéms pa-
minéti, kartu aktualinti $io Lietuvos peda-
gogo ir filosofo id¢jas pedagoginiy santy-
kiy, ugdytinio veiklumo, dorinio, estetinio,
religinio ir tautinio aukl&jimo ir kt. srityse.
E. MartiSauskiené (2008) nagrinéja funda-
mentines A. Maceinos pedagogines idéjas,
apimancias zmogaus samprata, grindziama
struktiiriniais démenimis (kiinu, psichika
ir dvasia), atskleidzian¢ias pedagoginés
saveikos esmg ir ypatumus, iSrySkinancias
svarbiausiy ugdymo funkcijy — lavinimo ir
aukléjimo — pobudj ir kita. S. Valatkienés
(2008) straipsnyje aptariamas A. Maceinos
pozitiris | reformistini pedagogini sajudi
Vakaruose XX a. pradzioje. Pasitelkusi ly-
ginamaja analiz¢ autoré pateikia A. Macei-
nos naujyjy pedagogikos sroviy klasifika-
cijos samprata, taip pat atskleidzia poZiiiri
1 pedagogikos istorija.

2009 metais minint 90-aji M. Karc¢iaus-
kienés jubiliejy, 23 tomo skyrius ,,Magda-



lenos Karciauskienés pedagoginiy idéju
aktualumas kintanc¢iai mokyklai* skiriamas
$ios vienos i§ Zymiausiy pedagogikos isto-
rikiy darbams ir idéjoms aptarti. A. Zemgu-
lienés, S. Montvilaités (2009) straipsnyje
siekiama parodyti, kaip profesorés M. Kar-
¢iauskienés darbuose atsiskleidzia klasiki-
nés mokytojo sampratos raida Lietuvoje.
Apzvelgiamas Sios sampratos formavimosi
problemiskumas ir itakos antroje XIX a.
puséje, analizuojamas klasikinis jos pobii-
dis pirmoje XX a. puséje, pabréziamas $ios
sampratos aktualumas. Cia taip pat anali-
zuojamas M. Karciauskienés poziliris | tar-
pukario didakty inasa i Lietuvos pradinio
ugdymo sistemos kirima (Grabauskiené,
2009). S. Valatkienés (2009) straipsnyje,
naudojant lyginamosios analizés metoda,
siekiama atskleisti M. Karc¢iauskienés po-
zitr] 1 pedagoginiy reiskiniy vertinima isto-
riniu aspektu. Straipsnyje pristatoma istori-
niy iStaky paieskos samprata, pagrindziama
istorinio perimamumo principo taikymo
svarba Siuolaikinei Lietuvos mokyklai ir
pedagogikos mokslo teorijai. Tai vienas
i§ nedaugelio moksliniy straipsniy ne tik
»Acta Paedagogica Vilnensia®“, bet ir kituo-
se ugdymo problemoms gvildenti skirtuose
zurnaluose, kuriame nagrinéjami teoriniai ir
metodologiniai pedagogikos istorijos, kaip
vienos i§ pedagogikos $aku, klausimai. Siuo
aspektu i8siskiria ir D. Survutaités straips-
nis, kuriame apraSoma Lietuvos edukology
patirtis klasifikuojant ugdymo idéjas i teori-
jas, kryptis, sroves, paradigmas, koncepci-
jas. Straipsnio autoré taip pat pazymi, kad
,»vertinant pedagogikos istorija kaip turincia
sinchronine-taksonomine struktiira, daro-
ma prielaida, kad esamos ir atsirandancios
ugdymo idéjos gali biiti iSreikstos grafis-
kai vaizduojant santykius tiek mikro-, tiek

makrolygmeniu. Lyginamosios analizés bei
modeliavimo déka méginama schemiskai
vaizduoti ugdymo idéjy ivairove Siuolaiki-
néje edukacijoje* (2013, p. 9)

Taciau vis délto galima tik apgailestau-
ti, kad daugumoje zurnale publikuojamy
pedagogikos istorijos straipsniy metodo-
loginés prieigos nepristatomos, beveik ne-
apibréziami, juolab iSsamiau neaptariami
ir tyrimo metodai. Daugelis straipsniy yra
tiesiog aprasomojo pobudzio, kituose vy-
rauja sisteminé ar probleming teksty analizé
ir metaanalizé, taip pat lyginimo metodas.

Apibendrinimas ir diskusija

Apzvelgus visus (N563) nuo 1991 iki
2015 m. ,,Acta Paedagogica Vilnensia“
publikuotus straipsnius nustatyta, kad ug-
dymo klausimus istoriniu aspektu nagri-
néjantys straipsniai sudaro 10,4 procento
publikacijy. Siuos straipsnius analizuoda-
mi pagal skirtingus Zurnalo raidos etapus,
matytuméme itin smarky mazéjima. Iki
2000 m. pedagogikos istorijos straips-
niai zurnale sudaré kone ketvirtadalj,
2001-2009 — 7.4 procento, 2010-2015 tik
3,7 procento. Sunku pasakyti, ar Sia ten-
dencija lémé mazgjantis pedagogikos is-
torijos populiarumas apskritai, ar tai, kad
Lietuvoje taip ir nesusiformavo stipri pe-
dagogikos istorijos mokykla, ne tik per is-
toring prizmg aprasanti ir / ar analizuojanti
ivairius ugdymo klausimus, bet ir svars-
tanti savo pacios kaip mokslo Sakos teo-
rines ir metodologines prieigas, aptarianti
tyrimy metodus ir kita.

I8 dalies tokia pedagogikos istorijos pa-
déti paaiSkina istorinés aplinkybés. Sovie-
tmecCiu visi atsakymai { teorinius ir metodo-
loginius klausimus slypéjo vieninteléje ofi-
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cialioje doktrinoje — marksizme-leninizme.
Ja remiantis buvo konstruojami ir istoriniai
faktai. 1. Kestere teigimu, net ir griuvus
Berlyno sienai, metodologijos klausimai
bemaz nepajudéjo i§ mirties tasko. Pasak
Sios latviy pedagogikos istorikés, sugriauti
fizing sieng buvo lengviau, nei jveikti barje-
rus galvose (2014, p. 844). Taciau, be abejo,
pokyciy pedagogikos istorijoje subyréjus
SSRS biita. Latvijoje, kaip ir Lietuvoje, atsi-
véré archyvai, prieinamos tapo sovietmeciu
uzdraustos knygos. Tuomet istorikai netgi
igijo savita privilegija. Mat kai visy socia-
liniy moksly atstovams reikéjo permastyti
savo tyrimus ir ju teorines bei metodologi-
nes prieigas, pedagogikos istorikams uzte-
ko atverti ,,praeities lobynus™ (dazniausiai
i§ tarpukario pedagogikos) ir pateikti juos
visuomenei. Ilgainiui, . Kestere (2014)
nuomone, tai tapo spastais: pedagogikos
istorija be fakty interpretavimo ir paaiskini-
mo pasidaré neidomi ir nereikalinga visuo-
menei. Vis délto, pasak I. Kestere, panikuoti
nereikéty. Kaip matyti i§ pagrindiniy tarp-

tautiniy pedagogikos istorijos zurnaly ,,His-
tory of Education®, (Raftery, Crook, 2012),
,Paedagogica Historica“ (Dekker, Simon,
2014) publikacijy analizés, Vakary moksli-
ninkai taip pat ne karta grizdavo prie meto-
dologiniy diskusijy ir, atrodyty, iSgvildenty
temu. Be to, pedagogikos istorijai perzen-
gus nacionaliniy valstybiy ribas ir tampant
vis labiau tarptautiskai (Droux, Hofstetter,
2014), visy Saliy pedagogikos istorikai gali
analizuoti naujas temas, pavyzdziui, motery
$vietimo istorija, ugdymo istorijos sasajas
su emocijy istorija, socialinio teisingumo
istorija, kino istorija, kasdienybés istorija,
mokyklos kultiira, ugdymo istaigy archi-
tektlira, mokytojo ivaizdzio klausimais ir
kita. Mes gi pasauliui galime buti jdomiis
analizuodami sovietinés pedagogikos isto-
rijos klausimus, bet tik tada, jei remsimes
naujausiomis, pasaulyje pripazintomis teo-
rinémis ir metodologinémis prieigomis arba
kursime savas. Ta¢iau tam neabejotinai rei-
kalinga efektyvi tiek neformali, tiek formali
moksliné komunikacija.

Straipsnis parengtas pagal Lietuvos mokslo tarybos
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RESEARCH ON THE HISTORY OF EDUCATION IN LITHUANIA:
AN ANALYSIS OF PUBLICATIONS IN ACTA PAEDAGOGICA VILNENSIA

Irena Stonkuviené

Summary

The article aims to analyze how the ideas of history
of education are reflected in the publication of the
journal Acta Paedagogica Vilnensia. By applying
the method of content analysis, the content of publi-
cations on history of education is discussed together
with its changing tendencies and methodological
approaches. Having counted the publications in the
journal since 1991, it was established that articles
dealing with historical aspects of education comprise
one tenth of all publications (N563). However, their
distribution is very unequal. In the first stage of the
journal publishing (1991-2000), the interest in the
history of education and in the works written by in-
terwar Lithuanian educators, also in the evolution of
institutions — the New Education movement in par-
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ticular — was highly obvious. The articles on history
of education comprise 23.7% of all (N135) publica-
tions. However, the percentage of such articles pub-
lished later undergoes a considerable decline: from
2001 to 2009, it equals 7.4% of all articles (N296),
whereas in the third stage (since 2010 to present) it
barely reaches 3.7%. It is hard to state whether such
tendency has been predetermined by a decreasing
popularity of history of education all over the world
or by the fact that a strong school of history of educa-
tion, whose representatives would either discuss the-
oretical and methodological approaches to history of
education or apply more diverse research methods,
etc., has never been established in Lithuania.
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3-oji tarptautiné moksliné konferencija
~Svietimo politika ir kultara: nuoseklios
ir radikalios transformacijos”

Justina Garbauskaité-Jakimovska

2016 mety spalio 21-22 dienomis Vilniaus
universitete vyko tarptautiné moksliné
konferencija ., Svietimo politika ir kulttra:
nuoseklios ir radikalios transformacijos®,
kuria, bendradarbiaujant su Svietimo poli-
tikos centru ir Pedagogikos centru, orga-
nizavo Filosofijos fakulteto Edukologijos
katedra. Moksliné konferencija, organi-
zuojama jau trecig karta, buvo didziausia
pagal dalyviy skaiciy ir konferencijoje
dalyvaujanciy praneséju i§ uzsienio Sa-
liy procenta. Konferencijoje pranesimus
skaité mokslininkai i§ Suomijos, Italijos,
Slovénijos, Liuksemburgo, Rusijos, Izrae-
lio, Bosnijos ir Hercegovinos, Bulgarijos,
Didziosios Britanijos, Lenkijos, Estijos,
Latvijos ir, zinoma, Lietuvos universite-
ty ir Svietimo politikos lauke veikian¢iy
organizacijy. Konferencijos praneséjai
ir dalyviai buvo kvie¢iami aptarti Siuos
su Svietimo politika ir kultlira susijusius
klausimus: globaligsias ir lokaligsias, so-
cialines ir edukacines tendencijas, daran-
Cias jtaka Svietimo politikos sprendimams;
tarpkultiirinio, daugiakultfirinio ir etnokul-
tirinio ugdymo politika; ugdymo istaigy
(mokyklos, universiteto ir kt.) kultiiros po-
kyc¢ius; pedagogu rengimo ir kvalifikacijos

v —

Konferencija pradéjo profesorius i$
Haifa universiteto Hananas Alexanderis
praneSimu ,,Skirtumy pedagogika ir kitas
liberalizmo veidas®“ (Pedagogy of Diffe-
rence and the Other Face of Liberalism).
Pranesime aptarta Isaiaho Berlino ivairo-
vés liberalizmo idéja, Martino Buberio
dialoginé filosofija, Emanuelio Levino
kito centrizmo etika. Prane§éjas teigé, kad,
norédamas nuos$irdZiai save pazinti, asmuo
privalo iSmokti itraukti tuos, kurie yra ki-
tokie, ir tai daryti prasmingai — pasinerti i
tradicijas, kurias yra paveldéjes arba i ku-
riy yra pasirinkgs kildintis. Konferencija
pratesé profesoré i§ Londono universiteto
koledzo Judith Suissa, jos skaitytame pra-
nesSime ,,Anarchistinis ugdymas ir sociali-
né viltis* (Anarchist Education and Social
Hope) kritikuotos DidZiojoje Britanijoje
populiar¢jancios ,,laisvosios mokyklos®,
aptarta anarchistiné ugdymo ir socialiniy
poky¢iy santykio koncepcija. J. Suissa tei-
gé, kad perspektyva, kurioje socialinés ir
politinés institucijos matomos kaip nuolat
eksperimentuojancios ir besikeiciancios,
gali uZtikrinti prasminga dominuojanciy
liberaliy ir neoliberaliy Svietimo politikos
tendencijy kritika ir apginti ugdomaja so-
cialinés vilties verte. PraneSima apie anar-
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chizma keité Vytauto DidZiojo universiteto
profesoriaus Gintauto Mazeikio mokymo-
si tarp prieSingy poliy tema. PraneSime
»Mokymasis tarp prieSingy poliy: Hegelio
»Dvasios istorija“ ir Deleuze’o ,,Tapsmas
mazuma* (Learning Between Opposite
Poles: Hegel's ,, History of the Spirit” and
Deleuze's ,,Becoming Minor“) pristatyta
idéja, kad kritinio mastymo ugdymas jma-
nomas mokant(is) per alternatyvas, pri-
statant prieSingas kasdienybés ir istorijos
tendencijas ir jvairias ju interpretacijas. I$-
kelta tapsmo mazuma id¢ja ir kvestionuo-
tas ugdymo institucijy pasirengimas kurti
mokymosi alternatyvas ir leisti jvairioms
alternatyvoms koegzistuoti daugybiskai.
Po plenariniy praneSimy konferencija
pratesé pranesimai sekcijose, buvo aptartos
$vietimo filosofinés ir moralinés dilemos
bei ju atotriikis nuo realybes, tarpkultiri-
nis ugdymas, marginalizacija, vizualumas
ir medijos ugdant. Gvildentos aukstojo
mokslo problemos, geros mokyklos prie-
laidos, kalby mokymas, kintamos ugdymo
paradigmos ir metodai, mokytoju rengimas
ir neformalusis ugdymas. Sekcijose skai-
tyti pranesimai iSplété praneséjy ir dalyviy
supratima apie vykstancias Svietimo trans-
formacijas, besirandancias naujas ugdymo
formas, ateinancius naujus veikéjus ir biti-
nybe kritiskai vertinti §iuos pokycius.
Pirma konferencijos diena daugiau
démesio buvo skirta $vietimo kultdiros ir
ugdymo filosofijos temoms. Antros dienos
plenariniuose pranesimuose susitelkta i
$vietimo politikos ir administravimo klau-
simus. Tarptautinio Ziniy skatinimo centro
Sloveénijoje ekspertas Sergijus Gabrscekas
pristat¢ NEPC (Svietimo politikos centry
tinklo) regione veikian¢iy mokykly val-
dyma (School Governance in the NEPC
Region). PraneSime apzvelgtos mokykly
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valdymo strategijos ir praktikos deSimtyje
Svietimo politikos centry tinklo regiony:
Albanijoje, Bosnijoje ir Hercegovinoje,
Kroatijoje, Lietuvoje, Makedonijoje, Mol-
dovoje, Mongolijoje, Juodkalnijoje, Ko-
sove ir Rusijoje. Pristatyta lyginamoji ir
kritiné bendrujy valdymo modeliy analize,
daugiausia démesio skirta vadovavimo pa-
siskirstymo, vadybos, finansavimo, part-
neriy isitraukimo, atskaitomybés ir mo-
kykly direktoriy vadovavimo stiliy aspek-
tams. S. Gabrsceka keité kitas Svietimo po-
litikos ekspertas, Svietimo politikos centry
tinklo veikloje dalyvaujantis Vilniaus
universiteto profesorius Rimantas Zelvys.
Profesoriaus skaitytas praneSimas ,,PISA
fenomenas: daugybé tarptautinio mokslei-
viy pasiekimy vertinimo veidy (The PISA
Phenomenon: The Many Faces of the In-
ternational Student Assessment) iSprovo-
kavo bene daugiausiai kity konferencijos
dalyviy diskusijy. PraneSime aptarti moks-
leiviy pasiekimy vertinimo programos as-
pektai ir galimos skirtingos ju interpretaci-
jos, paplitusios jvairiose interesy grupése.
I PISA tyrima pasiilyta pazvelgti kaip {
globalizacijos simbolj, neoliberalios ide-
ologijos $vietime isigalé¢jima, metodologi-
n¢ kontroversija, tyrimy duomeny bazg ir
kt. Diskusijas apie tarptautinius tyrimus ir
moksleiviy pasiekimy matavima keité pra-
nesimas mokyklos kaitos tema. ,,Nauji da-
lykai i8bluko, kol geri dalykai i§liko* (New
Things Faded While Good Things Endu-
red: Primary School Teachers’ Reflections
on the Changing Material Landscapes of
Education) teigé profesorius 1§ Liuksem-
burgo universiteto Frederikas Hermanas.
F. Hermanas apzvelge ,klasiy biografijas®,
remdamasis devyniuy pradiniy klasiy mo-
kytoju, dirbusiy 1960-2015 metais Belgi-
joje, pasakojimais apie klasiy materialiniy



iStekliy, architekty sprendimy, iSdéstymo
kaita. PraneSimui pasitelkta vaizdiné me-
dziaga, istoriky izvalgos apie skirtingus
istorijos ir valstybiy raidos etapus ir ju
atspindi klasése, kuriose ugdomi pradiniy
klasiy mokiniai.

Konferencija pratesé dalyviy pranesi-
mai sekcijose, kur aptarti Svietimo refor-
muy padariniai, socializacija ir tarpkulttiri-
nis mokymasis bei identiteto iSlaikymas ir
(ar) transformavimasis, ugdymas Seimoje,
suaugusiyju ugdymo tendencijos. Cia taip
pat vyko prasmingos ir ikvepiancios dis-
kusijos.

Konferencijos organizatoriy iskeltas
tikslas su tarptautine akademine bendruo-
mene aptarti Svietimo politikos ir kulttiros
transformacijas buvo pasiektas. | konfe-
rencija susirinke tyréjai, praktikai, studen-
tai, Svietimo administratoriai, mokytojai ir
kt. aktyviai jsitrauké i diskusijas, ieskojo
atsakymy 1 skirtingas sritis ir skirtingus
veikéjus lieCiancias problemas ir svarsté
galimybes mokslininky izvalgas ir atradi-
mus dazniau pritaikyti praktiskai ir bent
apie juos rasant ir kalbant, bet ir formuo-
jant bei jgyvendinant Svietimo politika.
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Reikalavimai,Acta Paedagogica Vilnensia”
spausdinamiems straipsniams

Straipsniai skelbiami lietuviy arba angly kal-

bomis.

Spausdinamy straipsniy apimtis — ne dau-
giau kaip vienas autorinis lankas (apie 40 000
spaudos zenkly).

Publikuojami originalis teorinius ir me-
todologinius $vietimo bei ugdymo klausimus
gvildenantys, naujausius edukologinius tyri-
mus pristatantys straipsniai, kuriuose atsklei-
dziamas nagrinéjamos temos kontekstas, is-
keliama ir pagrindziama moksliné¢ problema,
formuluojamas tyrimo objektas ir tikslas, nuro-
domos teorinés ir metodologinés tyrimo nuos-
tatos, metodika, apibréziami konkretiis straips-
nio tikslai ir pateikiami juos atitinkantys tyrimo
rezultatai ir diskusijos, daromos i§vados, patei-
kiamas literatiiros sarasas.

| tai atsizvelgus, straipsnio medZziaga patei-
kiama $ia tvarka:

*  Spausdinamo straipsnio pavadinimas.

e Straipsnio autoriaus vardas, pavardé,
mokslinis vardas ir laipsnis, darbovieté ir
jos adresas, elektroninio pasto adresas.

e Straipsnio anotacija originalo kalba (apie
500 spaudos Zenkly) ir pagrindiniai Zodziai
(4-6).

e Straipsnio jvadas, jame iSkeliamas nagri-
néjamos temos kaip mokslinés problemos
aktualumas ir pagrindziamos jos tyrimo pa-
grindiniy démeny (objekto ir tikslo) formu-
luotés.

e Straipsnio turinys (jo struktiirinés dalys
turéty atitikti iSkeltus straipsnio tikslus).
Tliustraciné medziaga, lentelés, schemos,
grafikai ir kt. pateikiami originaliis, geros
kokybés, nepazeidziant autoriaus teisiy.

» Diskusijos ir i$vados.

e Literatiiros sqrasas ir nuorodos tekste i
informacijos Saltinj sudaromi pagal APA
(Publication Manual of the American Psy-

150

chological Association, www.apastyle.org)

standarta.

Straipsnio tekste minint autorius, buti-
na pateikti nuorodas i konkre¢ius Saltinius,
skliaustuose po autoriaus pavardés nurodant
ju isleidimo metus, pvz., (Pavardaité, 2015).
Kai straipsnyje minimas dviejy autoriy Salti-
nis, kaskart biitina nurodyti abiejy autoriy pa-
vardes, kai cituojama trijy ir daugiau autoriy
publikacija, skliausteliuose ra§oma pirmojo au-
toriaus pavardé, priduriant ,,ir kt.” Kai Saltinis
neturi autoriaus, pateikiant nuoroda minimas
tik Saltinio pavadinimas ir i$leidimo metai. Pa-
teikiant tikslia citatg i$ kito autoriaus Saltinio,
butina nurodyti to Saltinio puslapi (Pavardaité,
2015, p. 18), o minint to paties autoriaus skir-
tingas publikacijas, i§leistas tais paciais metais,
po publikacijy isleidimo mety pridéti raides a,
b, c ir kt.

Literattiros saraSas nenumeruojamas.

Literatiiros sqraso pavyzdziai:

o Straipsnis zurnale: Pavardé, V. V.; Pa-
vardeé, V. (Metai). Straipsnio antrasté.
Zurnalo antrasté, tomas (numeris),
puslapiai.

o Knyga: Pavard¢, V. V,; Pavard¢, V. V.
(Metai). Knygos antrasté: paantrasté.
Leidimo vieta: Leidyklos pavadinimas.

o Neidentifikuotas autorius: Antraste.
(Metai). Leidimo vieta: Leidyklos pa-
vadinimas.

o Knygos dalis: Pavarde, V. V. (Metai).
Knygos dalies antrasté. In V. Pavardé,
V. Pavardé (red.). Knygos antrasté
(puslapiai). Leidimo vieta: Leidyklos
pavadinimas.

o Publikuoti konferencijy straipsniai: Pa-
vardeé, V. (Metai). Straipsnio antrasté.
In Leidinio pavadinimas (puslapiai).
Leidimo vieta: Leidyklos pavadinimas.



o Elektroniné knyga: Pavardé, V. (Metai).
Knygos antrasté. [ziiréta metai, meé-
nuo, diena]. Prieiga per interneta: http://
XXXXXXXXXXXXXX.

o Elektroninis straipsnis: Pavardé, V.
V.; Pavardé, V. (Metai). Straipsnio an-
trasté. Zurnalo antraité, tomas (nume-
ris), puslapiai. [ziliréta metai, ménuo,
diena]. Prieiga per interneta: http:/
XXXXXXXXXXXXXX.

o Interneto tinklalapis: Autorius. (Metai).
Tinklalapio antrasté: paantrasté. [zit-
réta metai, ménuo, diena]. Prieiga per
interneta: http://XXXXXXXXXXXXXX

o Straipsnis i§ duomeny baziy: Pavarde, V.
(Metai). Straipsnio pavadinimas. Zurna-
lo antrasté, tomas (numeris), puslapiai.
Straipsnio DOI numeris (jeigu yra). [Zii-
réta metai, ménuo, diena]. Prieiga per in-
terneta: http:/XXXXXXXXXXXXXX

Literatiiros $altiniai pateikiami tik lotynis-

kosios abécélés tvarka. Jei Saltinis kita abécéle,
pvz., kirilica, biitina atlikti transliteracija.

einamoje universiteto

Straipsnio santrauka (ne trumpesné kaip
1600 spaudos Zenkly) anglu kalba. Jei
straipsnis paraSytas angly kalba, santrauka
rasoma lietuviy kalba.

[teikiant straipsni, atskirai pateikiami duo-
menys apie autoriy. Be autoriaus vardo, pa-
vardés, mokslinio vardo ir laipsnio, darbo-
vietés adreso ir pareigy, nurodomos moks-
liniy interesy sritys. Duomenys pateikiami
lietuviy ir angly kalbomis.

Kiekvieno straipsnio metrikoje nurodo-
ma, kada straipsnis jteiktas redaktoriy ko-
legijai.

Leidinio straipsniai skelbiami vieSai pri-
interneto  svetaingje

bei Lietuvos ir uZzsienio internetinése bazé-
se. Universiteto interneto svetaingje naudotis
straipsniais galima mokslo, studijy ir savisvie-
tos tikslais. Cituojant informacija nurodomas
straipsnio autorius (ar autoriai) ir informacijos
Saltinis.
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