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ABSTRACT

This dissertation offers a phenomenological analysis of practices and expe-
riences regarding basic education schoolteacher formative assessment and other
methods of assessment and their possible links with their needed professional
development at the school level in three education systems: Latvia, Finland and
California, US. Phenomenological analysis of these experiences and practices
is informed by interdisciplinary insights taken from organizational develop-
ment literature and educational science literature in order to find out in what
ways insights into experiences could inform a better linking between formative
assessment and professional development. The dissertation takes into account
the change forces that schools have to adapt to, namely national-level curricu-
lum changes bringing in teaching and learning of 21*-century skills, which, in
turn, directly influence new development goals that schools have to fulfil and
to which teacher instruction in the classroom has to be adapted. Theoretical
models are proposed for analysing existing practices of organizational deve-
lopment, and teacher formative assessment linking with professional develop-
ment. A qualitative research design is used in the empirical research. Three
groups of informants were interviewed, namely teachers, school-based leaders,
and education experts (N = 70), in all three education systems in order to map
the existing practices of linking teacher formative assessment with professional
development from the perspective of three levels — the micro, the organiza-
tional and the system school level. Recommendations are given for how to
better implement formative assessment in schools.

Keywords: teacher formative assessment, professional development, orga-
nizational development, phenomenology, international comparative research,
21%-century sKkills.
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INTRODUCTION

Relevance of the Topic and Research Novelty

The Latvian general compulsory education system has started on its way
towards curriculum development and implementation that is in line with
21%-century teaching and learning (Namsone, 2018; Skola 2030, 2017). It
has been indicated in previous research that teaching of these skills enters
schools slowly and incompletely as teachers don’t have the sufficient level of
the required competencies (France et al., 2015; Namsone & Cakane, 2015).
This, in turn, implies changes in how teacher professional development
should happen (Saavedra & Opfer, 2012), reaffirming the need for the national
curriculum reform that started in Latvia and the need for new formative
assessment approaches that would help identify the professional development
needs of teachers (Butkévica et al., 2019a, 2019b; Namsone & Cakane, 2015).
The concept 21* century skills is used in this dissertation as 21%' century
skills that are important for the current needs of compulsory education and
the labor market. The main feature of these skills is that they are related to
the need to learn and work with information. A dedicated working group
(ATC21S) focusing on the definition of 21* century skills states that these
skills are based on a set of knowledge, skills, attitudes, values and ethics.
This 21* century skills concept became known as the KSAVE model (Griffin
& Care, 2015).

In the Latvian context, up-to-date research-based evidence showing
that teachers are equipped with the necessary competence and appropriate
support in the context of these curriculum changes is limited. To the best
of the author’s knowledge, in the context of new education changes such as
teaching and learning 21%-century skills, there has been no empirical research
in Latvia on new approaches to informing how to improve teacher formative
assessment, professional development and, lastly, instruction that would be
based on realities that teachers and school leaders are facing at their schools.

This dissertation seeks to explain that there are some school organiza-
tional factors and dimensions that, if given more consideration and structur-
ally linked together at the organizational level of the school, can positively
improve school effectiveness. These are teacher formative assessment that
is linked with needed teacher professional development for ensuring school
organizational development and the ability to set and reach school goals - in
this case the successful implementation of a new curriculum. Monitoring and
analysis of the functioning of different education systems show that without
a clear link to teacher professional development opportunities, the impact of
teacher assessment and performance review is relatively limited. As a result,



the assessment process may not be taken seriously or may be met with mis-
trust or apathy by the teachers being assessed (Kimball & Milanowski, 2009),
thereby limiting the chances of schools to develop as organizations and ensure
quality education over time despite various interventions.

The dissertation takes a comparative approach, looking at Latvia, Finland
and the state of California, US, to investigate how teachers and school leaders
experience existing practices of teacher assessment and professional develop-
ment. It is acknowledged that curriculum and other educational changes are
not identical in these three cases. And institutional and other factors vary
greatly, such as the status of the teaching profession, preparation of student
teachers, support systems for teachers and principals at the school level, type
of curriculum standards, teacher professional standards, remuneration systems
and so on.

This research dissertation contributes to the phenomenological research
field by adding insights that represent three very different educational systems
and that represent different involved agents, namely teachers, school leaders
and experts, and their experiences and meanings of formative assessment and
assessment’s linking to professional development. These insights are informed
by organizational development literature, and are thus also interdisciplinary.

The recently published Teacher Professional Standard emphasizes several
new aspects of teacher duties. Teachers are required to collaborate with other
teachers with the goal of assessing their pedagogical competence and improving
instruction; to assess their instruction for planning professional development
based on student learning; to participate in the school’s development planning
in the attainment of goals (MES, 2020). In this dissertation these mentioned
teacher duties will be tackled in the way that formative assessment is based
both on teacher self-assessment (Danielson & McGreal, 2000) and peer assess-
ment (Gordon & McGhee, 2019) and is guided by school development goals.

A conceptual framework of school organizational development that
emphasizes the clear linking between teacher assessment, professional develop-
ment and school goals is developed and applied in the analysis of school-level
practices. An interpretative phenomenological approach is used to analyze
existing practices of teacher assessment and professional development. A phe-
nomenological assumption is made that the ways in which assessment and
development are experienced can greatly differ, therefore it would be useful
to find out which practices are experienced as valuable and aimed towards
linking assessment with development.

Research Goal

The goal of the dissertation is to phenomenologically explore and analyze
the linking of teacher assessment with professional development for schools’
organizational development within the context of educational system changes.



Research Questions

1.

Which organizational development elements are necessary for schools that
aim to implement teaching of 21*-century skills?

How can teacher formative assessment be linked to the required profes-
sional development at the school level?

What kinds of teacher assessment practices are used in schools in Latvia,
Finland and California according to teachers, school leaders and education
experts?

How do teacher assessment practices and experiences of them inform
the linking between assessment and teacher professional development?
According to the phenomenological insights, what new social structures
and practices could be recommended for schools in Latvia to support
the linking of teacher formative assessment with professional development
and improve school organizational development processes needed for
implementing 21-century teaching?

Research Assumptions

1.

The way teacher assessment is formally structured (in Latvia) leads to weak
links between teacher assessment and professional development, which
prevents the necessary professional development being provided to meet
the different professional development needs of teachers, risking the suc-
cessful implementation of the initiated curriculum reform at the classroom
and school level.

Both formal and informal social structures of the school should be designed
and implemented in a way that they provide a positive and meaningful
experience of assessment for it to be more effectively linked to needed
professional development.

School-based leadership is central to ensuring links between teacher
assessment and professional development.

Research Tasks

1.

Identify and analyze the central elements of organizational development
and develop a theoretical model for analyzing organizational development
processes in schools in relation to teacher formative assessment.

Analyze teacher assessment, its different applications, and possible ways to
link it to teacher professional development in order to inform the analysis
of existing assessment practices and their experiences in Latvia, Finland
and California.

Conduct a qualitative research to gather information on what the existing
teacher assessment practices are and phenomenologically analyze how



these practices are experienced as linked with assessment to teacher pro-
fessional development for school organizational development.

Make recommendations for the Latvian education system on how to
effectively ensure that teacher assessment is done in a way that helps
inform their needed professional development in order for the school as
an organization to be able to implement the new curriculum and achieve
other topical organizational goals.

Approbation of results
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1. THEORETICAL OVERVIEW

1.1. Organizational Development

The first theoretical section overviews organizational development with
the goal of identifying and summarizing the kinds of organizational devel-
opment dimensions that are useful for schools regarding the topical curric-
ulum and other changes. The dimensions and elements are summarized in
Figure 1 and represent a theoretical model for analyzing and informing school
organizational development based on teacher formative assessment linked to
professional development and its experiences in schools that aim to implement
the teaching of 21*-century skills. Organizations may be analyzed by looking at
three different levels of analysis as identified by Peter M. Blau (1957). The level
of analysis is determined by the nature of the dependent variable — behavior of
individuals (the social psychological level or the micro level), of organizations
(the organizational level or the mezzo level) or of whole systems of organiza-
tions (the ecological level or the macro level). Primary emphasis throughout
this dissertation is given to the socio-psychological level - the everyday prac-
tices of teachers and principals in their schools regarding assessment.

Organizational development can be defined as a “planned change aimed
toward improving overall organization effectiveness by way of enhanced
congruence of such key organizational dimensions as external environment,
mission, strategy, leadership, culture, structure, information and reward
systems, and work policies and procedures” (Bradford & Burke, 2005, p. 12).
Development as such is closely linked to planned changes and has always been
a component of organizational development (Marshak, 2006).

Formal social structures consist of explicitly defined processes and struc-
tures, job definition, metrics, the physical layout and environment, and other
officially specified aspects of work. Informal social structures are the less
explicitly defined or tacit understandings, processes, methods and norms
that comprise how work is actually done (Nadler & Tushman, 1983, cited in
Anderson, 2017, p. 122). This structural dichotomy is also taken into account
when analyzing organizational development.

The theory chapter discusses the importance of three elements: leadership,
goals and goal setting, and learning. The guidelines of the Latvian curriculum
reform (Skola 2030, 2017) emphasize the role of effective school leadership for
implementing the new curriculum at the school and classroom level. School
leaders can either enable or constrain teacher professionalism, for example, by
providing meaningful opportunities for teachers to continue learning (Talbert
& McLaughlin, 1994, p. 146) and principals play an important role in provid-
ing actionable feedback to teachers, create professional communities in which
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teachers share goals, work and responsibility for student learning outcomes and
forge systems where teachers have an opportunity for continuous professional
learning and development (for a review see Hallinger et al., 2014). The school
takes a learning mission, and the school leader aligns teaching and learning
activities with the defined purpose (Hallinger, 2005), and it entails monitoring
and assessment activities for school development (Nettles & Herrington, 2007;
for a review see Brauckmann & Pashiardis, 2011, p. 14).

Learning can happen at the organizational level, group level and individual
level. Professional learning communities (DuFour & DuFour, 2013; Stoll et al.,
2006) are one way of conceptualizing how effective learning may happen in
the school. If professional learning is combined with assessment and feedback,
then learning can happen at the organizational level (Scheerens, 2016).

Data about teacher work can serve as assessment information to rethink
how teacher learning and development is done at the organizational level and
goals function as a reference point to determine whether the learning and
development actions and other investments are producing the desired results
(Scheerens, 2000, p. 86).

Whether and how teacher professional learning needs are identified in
schools is an important element to be analyzed, as it determines whether
necessary professional development actions are taken. Development needs
are an identified list of teachers’ needs for their (professional) development to
enhance their instruction. Development needs are obtained through gathering
a combination of data such as observation notes on teaching activities and
interviews (Zein, 2017).

Goal setting is one of the key dimensions and practices when it comes to
the impact of school leadership on student learning (Hallinger, 2005). Goals
may function as standards for interpreting assessment information (Cummings
& Worley, 2015). Educational literature that looks at school effectiveness
emphasizes a clear mission and clearly defined goals (Hallinger & Heck, 2002,
p. 19). The clarity of goals is emphasized as specific goals reduce ambiguity
about expectations and measurement of progress for goal attainment, therefore
goals should be operationally defined (Cummings & Worley, 2015). Human
resource management is part of the impact cycle for achieving goals at a school
(Cakane & Butkévida, 2018).

Teachers” and school-based leaders’” experiences and the meanings of their
practices are at the individual level. At the organizational level, three elements
are important - goal alignment between the individual and organizational lev-
els, learning (also at the organizational and individual levels) and leadership,
which influences how learning and goal setting are done. At these levels, prac-
tices might be done within formal or informal organizational structures and
might include different processes — in this case assessment and professional
development and learning. The third level is the system level, which character-
izes the contextual environment of the school and influences its functioning,
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Figure 1. Theoretical Framework of School Organizational Development Based on
Formative Assessment Linked to Professional Development

such as professional standards or the professional preparation of in-service
teachers.

1.2. Teacher Formative Assessment

This section overviews the different aspects of teacher evaluation, forma-
tive assessment and how it can be organized in a way that informs teacher
professional development. A theoretical model of steps and elements of for-
mative assessment linked to teacher professional development is presented
in Figure 2 and specifies the theoretical framework of school organizational
development based on formative assessment linked to professional develop-
ment (see Figure 1).

For formative assessment to be linked to professional development, firstly
there should be a common understanding of what teaching quality is and
what it looks like in classroom work, which might be defined in professional
standards or might be determined by topical school goals (Scheerens, 2000,
p. 86). Schools may use professional standards (system level, see Figure 1) or
different validated theoretical models that define quality instruction in perfor-
mance-level descriptors (Namsone et al., 2018). Evaluation might be differen-
tiated in how it is done, that is, formative or summative (Gordon & McGhee,
2019) approaches, and formative assessment is proposed as being more effective
if it is clearly separated from summative assessment (Smagorinsky, 2014).
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The aim of summative assessment is a tool for building an accountable
education system, the aim of which is not to provide feedback to teachers, but it
is a more practical and technical assessment aimed at making decisions about
a teacher's professional qualifications (meets or does not meet the standard).
Summative assessment is usually performed by one of the school management
team member (Huber & Skedsmo, 2016) to determine a teacher’s suitability for
the profession. The results of summative assessment can be used to measure
teachers' career development, salary increases and performance-based pay, or
to impose sanctions on teachers who fail to work according to a set standard
(OECD, 2013). The purpose of formative assessment of instruction is to promote
the teacher’s professional growth, leading to the improvement of teaching and
learning (Gordon & McGhee, 2019). Formative assessment is done to provide
informative feedback to those who are being assessed along with promoting
some resulting improvements in instruction.

Competence generally is defined as an integrated set of knowledge, skills,
beliefs and other constituents that manifest in work situations (Kunter et al.,
2013; Mulder, 2001, p. 82; Namsone et al.,, 2018; Sandberg, 2000), including
teacher instruction (Kaiser et al., 2017). What is important in the context of
formative assessment linked to professional development is that competence
is viewed as learnable, and helps explain differences in teachers’ performance
(Kunter et al., 2013).

1.3. Overview of the Selected Education Systems

This section takes a closer look at each country’s educational system
characteristics regarding several topical categories, including qualification
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requirements for teachers or the selection requirements for granting entry
into the profession. Next, professional standards of the teaching profession are
reviewed. Types of, and requirements for, professional development, teacher
assessment and teacher self-assessment are reviewed. This section also looks at
the qualification requirements and professional development of school leaders
as this may also provide a deeper understanding of each education system’s
context regarding teacher assessment and its possible links to professional
development as school leaders are responsible for facilitating such processes.
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2. METHODOLOGY

In order to obtain answers to the research questions, fieldwork was done
in three education systems, namely Latvia, Finland and California, US (San
Diego area), through semi-structured in-depth interviews with education
practitioners representing different levels of the education system: teachers
(school micro level and the classroom level); school-based leaders (school
organizational level); local education boards (school district level); and experts
(the broader educational context of each education system).

The logic of including different involved groups of people in the study was
to collect data on the studied phenomenon many observable implications in
order to construct richer information on the phenomena (King et al., 1994,
p- 24). To increase the validity of the research data, the interviews were con-
ducted with informants representing multiple groups of involved practition-
ers, thus using one data-gathering method (interviews) but multiple kinds of
informants (Creswell & Poth, 2018). Such data triangulation helped to increase
the validity of the evidence and was useful in uncovering the complexity of
the studied phenomena. Semi-structured in-depth interviews are the main
method for gathering empirical data. Phenomenological research depends
almost exclusively on lengthy interviews (perhaps one to two hours in length)
(Leedy & Ormrod, 2016).

Interviewees were selected according to a commonly used qualitative
research sampling approach, namely theoretical sampling, with a combination
of other sampling methods depending on each country case. A qualitative
researcher employing theoretical sampling is focused on the representativeness
of concepts in the research, and on being able to access the social processes
in which she or he is interested. In that regard, theoretical sampling leads to
the selection of respondents where the phenomena in which the researcher is
interested are most likely to occur (Henn et al.,, 2005, p. 157). Schools were
selected based on convenience sampling, which is a non-probability sampling
approach (Kothari, 2004, p. 59). Interviewee selection was based on their vol-
untariness and availability to participate in the research, and on the fact that
they had experienced the phenomena studied (Creswell & Poth, 2018) - teacher
professional development and teacher assessment.

Phenomenology as an analytical approach is used to interpret and under-
stand teachers’ experiences, perceived meaning, actions, knowledge, intentions
and sense of organizational processes in their schools related to their own
assessment and their professional development, and especially whether and
how they experience that these phenomena are linked in their everyday work
lives at the school level. In phenomenological studies, qualitative methods are
usually used to obtain a description of individuals’ experience and meaning
(Langdridge, 2007). Phenomenologists focus on describing what all participants
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have in common as they experience a phenomenon (Creswell & Poth, 2018).
The analysis may look at “what” phenomena participants have experienced and
“how” they experienced it. Phenomenology gives an agency-focused perspec-
tive on how teachers themselves experience different existing practices of their
assessment but experts’ and school leaders’ perspectives.

In phenomenological research, a typical sample size for interviews is from
five to 25 interviewees, all of whom have had direct experience with the phe-
nomenon being studied (Leedy & Ormrod, 2013, p. 255). To sum up the num-
ber of interviews by country: 25 teachers and teacher-leaders were interviewed
(8 in Latvia, 9 in Finland, 8 in California), along with 25 principals and
other school-based leaders (8 in Latvia, 9 in Finland, 8 in California) and 20
experts (6 in Latvia, 7 in Finland, 7 in California). Unfortunately, one recorded
interview file was broken and could not be fixed even with professional help.
In total, 70 interviews were conducted - 22 in Latvia, 25 in Finland and 23
in California. Fieldwork started in the school year 2016-2017 and ended in
the school year 2018-2019.

The interview text was coded and structured into topical codes and their
subcodes that initially emerged from the theoretical knowledge base compiled
about organizational development, teacher assessment and professional devel-
opment (Leedy & Ormrod, 2016). The theory informed what initial central
topics to include in the interview questions and those were also used as initial
groups of common themes when coding: 1) teacher assessment practices;
2) practices of teacher professional development; 3) goal-setting practices in
the school and traces of how these practices have been experienced by teachers.

Each of these broader themes (codes) include subthemes (subcodes) and
their dimensions. Coding was done manually by the author. A codebook was
developed in Excel. During the coding process with deductively defined origi-
nal themes and codes, emergent subcodes that were common for the different
groups of interviewees were inductively included in the list of initial themes.
This is in line with doing explorative data analysis (Flick, 2018) and thematic
analysis widely used in phenomenology. Being open to detecting new mean-
ingful concepts during the coding process makes it possible to show the vari-
ous experiences and their meanings that interviewees might hold and can help
describe the typical experience of the phenomena (Leedy & Ormrod, 2016,
p- 258). Overall, the goal of coding is to gain a description of how the phe-
nomenon of teacher assessment is experienced commonly among teachers and
how the process is described by school leaders and experts.

Taking into account the theoretical frameworks of organizational develop-
ment and formative assessment, a positive experience of assessment linked to
professional development should be as follows: experiences of both formal and
informal social structures should be taken into account; assessment should
be experienced as development and therefore needs to be organized as part
of professional development activities; formative assessment should be clearly
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separated from summative assessment, otherwise there is a risk that formative
assessment may be perceived as summative and may be experienced as not
being related to development initiatives; at the beginning of formative assess-
ment everything should be clear in terms of the intention and goal of formative
assessment; teachers’ experience should reflect some ownership of the process
according to self-governing ideas introduced by Mary Follet; formative assess-
ment should be experienced as a collective activity that is done with peers and
not alone according to the best practices of professional learning communities;
school leaders hold the responsibility for positive teachers’ experience of form-
ative assessment.
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3. RESULTS

Results of the analysis of 70 semi-structured in-depth interviews with
three groups of interviewees, namely teachers, school leaders and educational
experts, representing three selected education systems, i. e. Latvia, California
and Finland, are presented. The content of this section is structured according
to the topical aspects of teacher assessment in the school.

The first part of the results section aims to answer the research question:
What kinds of teacher assessment practices are used in schools in Latvia,
Finland and California according to teachers, school leaders and educa-
tion experts? Teacher assessment can be informed by observing teachers in
the classroom and/or student learning in the classroom, reviewing feedback
from students and parents, using student learning results, and yearly discus-
sions between the principal and teacher. The schools where interviewees work
use multiple sources of evidence, which is needed to make assessment compre-
hensive if it aims to inform needed development. Assessment might be done
by school-based leaders who are formally responsible for doing it in all three
education systems, teachers themselves or an outside assessor, but primarily it
is somebody from within the school. In Latvia, schools rely more on outside
sources that provide either centralized student exam or diagnostic test results
provided by the National Centre of Education or survey data provided by
Edurio. Finnish interviewees reported that they had developed their own assess-
ment tools or had used tools that have been developed by schools in the area.

Pre-service teacher assessment may be based on investigating their
practice by including different evaluative elements. In California, formally
teachers experience assessment before entering the profession, which includes
performance-based measures such as video-recorded classroom instruction
and pre-service teachers’ reflection on the instruction, therefore this evidence
reflects both practice and teacher candidates’ reflection on the practice. Skilled
teachers may be identified more easily thanks to a voluntary national board
certification procedure that also involves an assessment process that is based
on several evaluative elements. In Finland, the process of selecting in-service
teacher candidates would require a competence model that defines the evi-
dence used for assessing competence to ensure even more precise selection
of prospective students. Schools might also use feedback from students and
parents to inform teacher assessment indirectly.

One conclusion is that summative assessment might also be done in a way
that it includes elements of assessment oriented towards linking the assessment
results to development as it involves looking directly at teachers’ performance.
However, the performance component of teacher assessment for making
decisions about their suitability for the profession is missing in the Latvian
education system.
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All three education systems conduct lesson observations, and according
to interviewees, in the observation, the focus is on teachers’ instruction — one
of the main components if assessment seeks to inform development. In some
cases it is on student learning, and in Finland, lesson observation is often done
as co-teaching that serves as assessment and mutual reflection and learning
about instruction in a collegial way. Interviewees in Latvia and California
share the same attitude that lesson observation, overall, is gaining in impor-
tance. Yearly lesson observation to monitor teacher practice is institutionalized
through the work contract of teachers in California. The frequency of the for-
mal lesson observations depends on the years of experience that a teacher
has, with early-career teachers experiencing assessment more frequently than
tenured (permanently hired) teachers.

Contrary to this approach, in Finland there are no formally imposed
systems for how teacher assessment should be done according to Finnish
interviewees. A centralized system of formal assessment, as portrayed by
Finnish interviewees, would contrast with teachers’ professional freedom and
autonomy. Accountability in Finnish education is shared horizontally among
members and is driven by professional norms of control and reflects the idea
of organizational management based on self-government.

In California, student test scores are often used to assess teachers formally
in combination with other evidence to inform what teaching and learning
areas should be improved, but this approach to teacher assessment also faces
criticism as it can’t always be determined what the student standardized tests
are measuring, therefore they might give misleading information.

One interesting difference is that in California, teacher contracts deter-
mine that teachers save lesson observation plans and reflection notes whereas
in Finland such saving on notes and other documents for assessment is not
systematically done and is up to each individual. Being obliged to compile
and submit documentation for teacher practice is regarded as an unnecessary
bureaucratic burden for Finnish teachers. Therefore the formal structures are
perceived as being a threat to teachers’ professional freedom.

Even though all interviewees shared the assessment approaches and differ-
ent sources of evidence, overall, in terms of data use in schools, it is regarded
as not systematic and it greatly depends on each principal’s approach to using
data for informing teacher assessment.

The education systems in Finland and California have approaches for how
schools can guide their teacher assessment and development. In California it
is the California Standards for the Teaching Profession (CSTP) that are used
in all steps of teacher assessment and development, including development
planning at the organizational level of the school. What is important to
emphasize here is that such guidelines are used both by teachers and school
leaders, therefore they can form a common understanding of what is regarded
as quality teaching and what improvements may be required to develop teacher
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classroom instruction. In Finland, instead of using professional teaching stand-
ards, the common core curriculum is used as a framework to inform teacher
development and assessment. To seek further improvements in the education
system regarding teacher preparation, inclusive and open public discussions
have been carried out to gather input on what should be important in teacher
education in respect of their classroom instruction. In Latvia, the areas for
what is important to measure when assessing teachers are defined within
the framework of assigning grades of quality, and schools have the autonomy
to decide how the assessment process will be done; however, several drawbacks
of this system were openly expressed by the Latvian interviewees.

Formative assessment practices and other ways in which assessment is
linked to teacher development are described in the second part of the results
section, which seeks to answer the research question: How do teacher
assessment practices and experiences of them reflect the linking between
assessment and teacher professional development? The identified existing
teacher assessment practices used in the three selected education systems are
interpreted by using the knowledge synthesized in Chapters 1 and 2 of this
dissertation to find out what aspects of existing teacher assessment practices
indicate that they successfully lead to informed professional development.
Lastly, a phenomenological description of experience is given.

Assessment that results in providing feedback to teachers in Finland is
not experienced as assessment but as a development process, which repre-
sents the idea of an instructional culture within the school. Yearly develop-
ment discussions are the central approach to teacher assessment, with each
school having the autonomy to decide how it is done and the assessment is
based on teachers’ self-assessment which is then discussed with the prin-
cipal. Assessment is experienced more like a dialogue and not assessment.
Development discussions are yearly and therefore experienced as continuous
and long-term. The outcome of the discussion is teacher development plan-
ning, identifying needs of teachers and overviewing individual goals. They
are mostly held individually or with a group of teachers and the principal and
therefore experienced collectively.

In California, assistance plans are included in the formal assessment
and are used as an approach for teachers who have not reached a predefined
minimum requirement level. They are intended for planning teachers’ needed
development for improving practice together with a mentor. Collegial support
might be experienced by the teacher as more accomplished teachers tend to be
involved in organizing these assistance plans. Also in California, the reflec-
tion process of the teacher is an important part of the assessment, therefore
the teacher is more actively involved in the assessment process, thus to some
extent ownership is experienced. Formal lesson observation is accompanied by
a post-observation meeting and analysis where the teacher receives feedback and
possible improvements are discussed; therefore a continuity of the assessment
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and a dialogue are also experienced. Pre-service teacher assessment involves
assessment that uses performance-based evidence.

Assessment that is linked to development might be experienced infor-
mally or, as it may be called, “on the fly”, based on topical needs and specific
problems, therefore it can provide on-demand assistance. Teacher involvement
is higher if assessment addresses problems that the teacher is facing. What
stands out among the practices is teacher peer work, whether it is to do lesson
observation, peer assessment or planning together development activities in
teams. Two aspects emerge that are important for organizational development:
teachers are building mutual understanding of the problems they are facing
and they are having ownership of their professional development, which is
shared horizontally among colleagues.

Finland stands out with its strong professional culture of teacher self-as-
sessment as Finnish teachers are well prepared throughout their education to
reflect on their practice, therefore self-assessment is the main trusted approach
to assessing teachers and may be conducted individually or at group level.
Assessment in Finland is not linked to high-stakes decision-making such as
pay or employment security. In California, teacher self-assessment and goal
setting at individual level are done by using the CSTP accompanied by a rubric
that provides goals and transparency of the assessment process.

In both California and Finland notes from lesson observations, yearly
discussions or other activities might be used for following up on teacher devel-
opment progress between study years or may be used for tracking the linking
of teacher assessment to their own goals and the notes might be reviewed in
post-observation discussion, except the difference is that in California teachers’
work contract determines that they save notes and other documentation about
their practice whereas in Finland there are no such formal obligations either at
the teacher level or at the school level.

In Latvia, self-assessment might be linked to assigning grades of quality
to teachers or be used in yearly assessment meetings, but assessment is not
experienced as being linked to professional development. Education experts in
Latvia describe the assessment process as driven by imitation, where the teacher
demonstrates a lesson that does not reflect the everyday practice and the assess-
ment is driven by informal processes and decisions to boost a school’s prestige
and the attached differentiating of pay depending on the acquired grade of
quality does not motivate teachers. There might be a risk that when teachers
do experience formative (not summative) assessments they might bring in past
experiences and assumptions that this new formative assessment is also “just
a bureaucratic burden” or an “empty obligation” with no links to their actual
problems or professional development needs.

To summarize the management of formative assessment: at the mezzo level
(the organization’s level) it should be the principal’s responsibility to clearly
communicate the goal of assessment, provide transparency and minimize
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unnecessary paperwork for the teacher as well as helping to identify problems
that the assessment will be seeking to fix, thereby increasing teacher owner-
ship, provide feedback right after the assessment in the form of a dialogue,
and lastly, the involvement of other teachers might be included to provide
support and collegiality. It should also be principals’ responsibility to oversee
both formal and informal processes of assessment and organize summative
assessments as clearly separate from formative assessments. At the ecological
(system) level, it should be policymakers’ responsibility to provide guidelines
and tools that show education system goals, how they are related to the curric-
ulum and what teacher instructional quality looks like at different development
levels such as a rubric. Such tools can also be developed and disseminated at
the level of a municipality.
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4. MAIN CONCLUSIONS

41. Theoretical Conclusions

Organizational studies offered several valuable concepts and their combi-
nations that are important for organizational development in schools, and they
are included in the theoretical model (see Figure 1) for analysing the linking of
teacher assessment and professional development.

Schools are viewed at three analytical levels: the individual level (the
socio-psychological level or the micro level), the organizational level (the
mezzo level) and the whole system of organizations (the ecological level or
the macro level that explains the context of the organization). The school is
viewed as an open system, therefore it is influenced by the macro level where
it is embedded. It is taken into account that in schools, formal and informal
social structures coexist. Leadership is important at the organizational level for
ensuring that all members of the organization are actively involved in develop-
ment as it can’t be fully realized if members are forced to follow changes that
they don’t agree with or feel alienated from in any way. Goals and goal setting
are also emphasized as they can guide the planning process of needed changes
both at the individual and organizational level and schools may also have goals
set for them by an outside institution (the ecological level of the school). Lastly,
learning at individual, group/team and organizational levels also influences
organizational development, but for learning to happen meaningfully it should
be informed by members’ own needs and problems regarding learning and
development. This summarizes the answer to the research question: Which
organizational development elements are necessary for schools that aim to
implement teaching of 21st-century skills? A visual summary of the answer
to this research question is given in Figure 1.

Next, educational science literature was analyzed to find out how teacher
assessment and professional development and learning may be linked together
in order to ensure both organizational and individual development in schools,
which related to the second research question posed in this dissertation. First,
several important aspects of the concept of teacher assessment were overviewed
in Chapter 2. For assessment to be linked to development, firstly there should
be a common understanding of what quality and effective teaching is and what
it looks like, which might be defined in professional standards or might be
determined by topical school goals.

The purpose of formative assessment of teaching performance is to promote
teachers’ professional development leading to the improvement of instruction
and learning (Gordon & McGhee, 2019) and is characterized as low-stakes
intervention, that is, it won’t influence teachers’ work security in any way.
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Formative assessment more often resembles the informal social structures of
a school but may also be formalized in order to ensure clarity and transparency
of the assessment procedures. Assessment that is done in a formative way is
interpreted as being more suitable for linking it to following professional devel-
opment and learning as it is oriented towards providing actionable feedback
to the teacher. As schools conduct both summative and formative assessment,
these should be clearly separated from each other to avoid misunderstanding
about the goal of assessment and minimize the risk that formative assessment
is misleadingly perceived as not helping their professional development.

Performance assessment that is done in a formative way is also useful
for linking assessment to the needed development solutions as it gives direct
evidence of teacher instruction, therefore it is better suited to inform needed
developments of it. Performance represents teachers’ competence that is actively
used to perform their instruction in the classroom. To assess performance and/
or competence, tools such as rubrics (also called “performance descriptions”
depending on levels) may be used to ensure transparency of the assessment
goals between the teacher and the assessor.

One of the most effective ways in which performance may be assessed is
by doing lesson observations. Self-assessment is also a way to make the teacher
a more active and engaged agent in his/her own assessment; however, in Latvia,
research has shown that teachers are not equipped with the necessary skills
such as reflection to adequately assess their instruction.

4.2. Empirical Conclusions

Existing teacher assessment practices used in Latvia, Finland and
California.

Summative assessment practices used in three education systems are
reviewed. In the Latvian context, a summative assessment system has several
drawbacks as expressed by interviewees: the preparation phase is customized
so that necessary criteria are fulfilled in the lesson observation, but it does
not always reflect everyday classroom practice, and in this way it is more
like an imitation, thus proving to be more driven by informal organizational
structures, or this assessment is experienced as a formal obligation and does
not motivate teachers to undertake further professional development that
would be based on specific identified problems. Although these results are
based on qualitative descriptive data that are not representable, two research
assumptions are proven to be true. First research assumption: The way in
which teacher assessment is formally structured (in Latvia) leads to weak
links between teacher assessment and professional development. The current
assessment system for assigning grades of quality as a formal structure imposed
at the system level at the school organizational level has elements that do not
link it to needed professional development. Second research assumption: Both
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formal and informal social structures of the school should be designed and
implemented in a way that they provide a positive and meaningful experi-
ence of assessment for it to be more effectively linked to needed professional
development.

As one Latvian expert pointed out, such an assessment approach serves
as a double bureaucracy, that is, the teachers know socially desired answers
and mark them, even though they don’t reflect their actual teaching practice.
Literature has pointed out that such an assessment based on self-report has
a measurement problem for determining teacher instructional quality as such
reports frequently reflect responses that the teachers consider socially desirable
(Little et al., 2009; van de Vijver & He, 2014). If the goal of assessment is to
obtain information useful for informing needed professional development,
then such an aspect of self-reported tests or questionnaires should be taken
into account. In the example of assigning grades of quality and other examples
provided by the interviewees it can be seen that both formal and informal
social structures play an important role in how assessment is perceived and
conducted. To compare California to Finland and Latvia, in California there
are the CSTP as a formal social structure that guides the assessment and
professional development process, and in Finland and Latvia, assessment
processes tend to be experienced as informal social structures, e. g. “how it is
agreed to be done”.

California stands out as having teacher assessment procedures that are reg-
ulated by the formal structures of the school such as the work contract, doing
regular classroom observations, assisting teachers with the help of a mentor if
assessment results are below requirements and differentiating the frequency of
assessment depending on their work experience. In contrast to this, Finnish
teacher assessment is less formally structured, and the quality of assessment
is ensured through trust among school employees to take responsibility for
the quality of teaching. Also, following obligations like compiling and sub-
mitting documentation for teaching practice is regarded as an unnecessary
bureaucratic burden for Finnish teachers. The formal structures are perceived
as being a threat to teachers” professional freedom. In this regard, Finland is
an example of accountability that is exercised horizontally among members of
a school or wider community or education system. Latvian interviewees openly
shared the critical aspects in the formal assessment the most; that is, the actual
practices don’t always reflect the formally described procedures of assessment.

Overall, in the three cases, interviewees stated that they do not system-
atically gather data for teacher assessment. This kind of approach is either in
a development stage, or it depends on each school leader, or there is no specific
need to gather systematic data on teacher work.

Assessment is mostly done by a principal or assistant principal, and
it is also their formal role to do it. In California, the assessment process is
guided by the CSTP, but the next step of what is being done with the results

27



of assessment varies, as this part of the assessment practice is not regulated
at the school level. Also, in Latvia and Finland, as interviewees expressed,
the ways in which principals do assessment vary, as they have substantial
autonomy over how to do it. Teachers as colleagues may also be involved in
assessment, and less frequently it is done by somebody outside the school. To
conclude, the empirical research proves the important role of the principal in
leading teacher assessment. Research assumption no. 3 is proven to be partly
true: School-based leadership and involvement of other teacher colleagues
is central to ensuring links between teacher assessment and professional
development. Although it is the formal role of the principal to organize and
oversee different assessment processes, involvement of other teachers may
occur in the form of peer assessment where other teachers observe a lesson
and then discuss it together, or assessment can happen at a group level and
therefore be experienced collectively and can provide collegial support and
mutual understanding of professional development needs. More accomplished
teachers can also be involved in assessment and feedback provision.

According to interviewees, lesson observation is the most popularly used
teacher assessment practice and its importance is growing; it is especially
widespread in California. Assessing teachers based on directly observing their
instruction is one of the central conditions for linking assessment to profes-
sional development and learning. In Finland, lesson observation is often done
as co-teaching that serves as assessment and mutual reflection and learning
about instruction in a collegial way. Gathering evidence for teacher assessment
through observing practice can have several benefits for organizational devel-
opment as well, such as regularly monitoring whether there is a link between
the school-level goals and the everyday practice of teachers and if the practice
is changing and evolving according to goals. A rubric may be used to ensure
transparency of the observation process and goals between the teacher and
the evaluator, which is also important for building a common understanding
of what is important to assess, what results are obtained and what next steps
for development should be planned.

Experience of Linking Teacher Assessment and Professional
Development. All interviewees shared their experiences of conducting or
receiving assessment that is formative in nature; that is, it helps to inform con-
tinuous and long-term development in the form of giving feedback, reflecting
or planning further development, unstructured and informal everyday assess-
ment, and teacher peer assessment.

Feedback is largely based on lesson observations and given by the principal
or assistant principal. Assessment that results in providing feedback to teachers
in Finland is not experienced as assessment but as a development process, which
represents the idea of an instructional culture within the school. In California,
formal lesson observation is accompanied by a post-observation meeting and
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analysis where the teacher receives feedback and possible improvements are
discussed.

Yearly development discussions are another central approach to teacher
assessment and are based on teachers’ self-assessment, which is then discussed
with the principal, as is the case in Finland. Yearly development discussions
or similar forms of yearly review between a teacher and a principal are also
experienced in a way that it gathers formative assessment evidence of teachers’
work. The outcome of the discussion is teacher development planning, identi-
fying professional development and other needs of teachers, and overviewing
individual goals. Yearly development discussions are most prevalent and
institutionalized in Finnish schools, and the experiences of these discussions,
as expressed by Finnish interviewees, are less about assessment and are expe-
rienced more as a conversation and relationship building.

What stands out among the practices is teacher peer work, whether it is
to do lesson observation, peer assessment or planning together development
activities in teams. Co-teaching practice in Finland is a form of collaboration
where each informal assessment happens with collegial feedback and learning is
experienced as oriented towards development. In Latvia, the teamwork element
of lesson observation is pointed out as having a positive influence on teacher
development and introduces new teaching approaches. Two aspects emerge
that are important for organizational development: teachers build mutual
understanding of the problems they are facing, and they have ownership of
their professional development and learning, which is shared horizontally
among colleagues.

Finland stands out with its strong professional culture of teacher self-as-
sessment as Finnish teachers are well prepared throughout their education to
reflect on their practice, therefore self-assessment is the main trusted approach
to assessing teachers and may be done individually or at group level. In Finland,
self-assessment is regarded as a safe assessment practice; that is, teachers know
it will not make any impact on their salary or have any other effects on their
employability and it is done honestly. Also, in California, the reflection process
of the teacher is an important part of the assessment, therefore the teacher
is more actively involved in the assessment process. In California, teacher
self-assessment and goal setting at individual level are done by using the CSTP.

Interviewed California educators tend to repeatedly refer to goals being
linked to the assessment process: for example, lesson observations serve as
a way to monitor whether necessary changes needed to reach school goals are
reflected in the classroom instruction or if they reflect school goals, thereby
linking development planning with follow-ups on the development progress
through gathering evidence in the lessons.

It is concluded that phenomenologically speaking, assessment must be
experienced intrinsically as valuable, positive and focused towards identifying
needed development and learning solutions. At the individual level (the micro
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level of the organization), teachers’ and school-based leaders’ experiences of
teacher assessment might influence its perceived meaning and if it is mean-
ingfully helping inform what next steps a teacher should take for improving
instruction on learning new classroom instruction techniques.
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RECOMMENDATIONS AND FURTHER RESEARCH

This section provides several practical recommendations for different

stakeholders in Latvia for how to improve the linking of teacher formative
assessment and professional development. Recommendations are based on
positive existing practices of teacher assessment and development that were
shared by interviewees in Finland and California, thereby answering the fifth
research question. The recommendations are intended to give empirically based
advice on how to implement formative assessment in the everyday practices of
teachers and school leaders in Latvia. As regards the micro level of the school
as an organization, several recommendations can be given:

1.

In California and in Finland, teacher self-assessment and reflection
on their practice are important elements of any assessment activities.
Interviewees in Latvia share how self-assessment is important in their
schools but also how this skill needs improvements both at individual
(teacher) and organizational (whole school) levels. In Finland, a great deal
of any teacher assessment is based on teachers’ self-assessment, and when
Finnish teachers enter the profession they already have a rich experience
in assessment of their own instruction as it is an important part of their
formal education. This problem can be compensated for on the individ-
ual level. Educational policy could tackle this problem by developing
a system-wide change where in-service teacher professional development
targeting self-assessment skills is the goal. Pre-service teacher education
and preparation should seek ways to integrate self-assessment in the study
processes so teachers can independently self-assess their instruction with-
out assessing themselves based on socially desirable information. Further
research could be focused on teacher awareness of their self-assessment
skills and how these skills could be taught and disseminated.

Continuing the first recommendation, it is teachers’ responsibility to
be able to identify problems and drawbacks in their instruction. If they
are aware of their problems, teachers can more confidently demand help
from school leaders and other colleagues to assist in assessing their
performance. Further research could tackle school organizational culture
in regard to how trusting the culture is for teachers to openly commu-
nicate about problems. For trusting new formative assessment practices,
tools and guidelines are required. Education experts and researchers
are responsible for providing formative assessment instruments such as
rubrics, guidelines for planning professional development for teachers
with different performance levels and similar tools that can provide
transparency of the assessment process.

With regard to the mezzo (school organizational) level, there are several

recommendations for school-based leaders:
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School leaders are recommended to organize the learning of how to do
formative assessment. Group work can provide the opportunity to build
a common understanding of what formative assessment is and how to
implement it in daily practice.

It is recommended for principals to clearly communicate what the goal of
formative assessment is when implementing it in school practice. Further
research can look into the necessary competence constructs for principals
needed to organize and set goals of formative assessment and how organ-
izational development goals are communicated to teachers and are linked
to teacher professional development.

If summative and formative assessments are done, then these assessments
should be clearly separated from each other. The recommendation is to
plan separate times for each assessment. The risk is that, if a school mem-
ber mimics one assessment activity, then other assessments that are more
focused on identifying development and learning needs might also be
treated with a similar “double bureaucracy” attitude and not give the nec-
essary evidence to plan development, thereby hindering both individual
and organizational development in the school.

For formative assessment to be experienced more as a development activity
the school leader should provide a context of an ongoing dialogue with
the teacher through organizing, for example, post-observation discussions
where feedback is provided.

It is school leaders’ responsibility to minimize excessive documentation
and bureaucratic burdens during the assessment.

School leaders could provide occasional outside assessment done by an
expert who can provide the function of a formative intervention for school
development (Engestrom & Sannino, 2010). Capable teachers are recom-
mended to hold new roles such as a learning consultant or teacher-leader.
Further research could look into ways in which in Latvia, the teaching
profession could be complemented by teachers having new roles such as
formative assessment mentors and teacher-leaders.

Since feedback is necessary in learning new behaviour and can also be
a motivating measure, it is recommended that principals should be sup-
ported in how to provide constructive feedback.

32



LATVIJAS
UNIVERSITATE

SOCIALO ZINATNU FAKULTATE

Anete Butkévica

SALIDZINOSAIS PETIJUMS PAR SKOLOTAJU
FORMATIVAS VERTESANAS SASAISTI
AR PROFESIONALO PILNVEIDI LATVIJA,
SOMIJA UN KALIFORNIJA

PROMOCIJAS DARBA KOPSAVILKUMS

Zinatniska doktora grada zinatnes doktors (Ph. D.)
sociologija un socialaja darba iegiSanai

Riga 2022



Promocijas darbs izstradats Latvijas Universitates Socialo zinatnu fakultaté, Sociologijas
nodala, laika posma no 2016. gada lidz 2022. gadam.

Darbs sastav no ievada, 6 nodalam, nobeiguma, literatiiras saraksta, 8 pielikumiem.

Darba forma: disertacija zinatniska doktora grada zinatnes doktors (Ph. D.) sociologija
un socialaja darba iegti$anai organizaciju un sabiedriskas parvaldes apaks$nozare.

Darba zinatniska vaditaja: Dr. sc. soc., profesore Aija Zobena.

Darba recenzenti:
1) Liga Rasnaca (Dr. sc. soc.), vadosa pétniece, Latvijas Universitates Socialo
zinatnu fakultates Socialo un politisko pétijjumu institats;
2) Lolita Vilka (Dr. phil.), vadosa pétniece, Rigas Stradina universitate;
3) Dina Bite (Dr. sc. soc.), vados$a pétniece, Latvijas Lauksaimniecibas universitate.

Promocijas darba aizstavé$ana notiks 2022. gada 17. junija, plkst. 14.00 Latvijas
Universitates Sociologijas un sociala darba, politikas zinatnes un plassazinas lidzeklu un
komunikacijas zinatnes promocijas padomes atklata sédé Latvijas Universitates Socialo
zinatnu fakultaté (210. telpa) Riga, Lauvas iela 4.

Ar promocijas darbu un ta kopsavilkumu var iepazities Latvijas Universitates Biblioteka
Riga, Kalpaka bulvari 4.
Latvijas Universitates Sociologijas un sociala darba, politikas zinatnes un plassazinas

lidzek]u un komunikacijas zinatnes

padomes priekssédétaja /prof. Iveta Reinholde/

promocijas padomes sekretare /Velta Skolmeistere/

© Latvijas Universitate, 2022
© Anete Butkeévica, 2022

ISBN 978-9934-18-833-6
ISBN 978-9934-18-834-3 (PDF)



ANOTACIJA

Promocijas darba veikta skolotdju formativas vértésanas pieredzes un
prakses, ka ari tas iespéjamas saistibas ar nepiecieSamo profesionalo pilnveidi
fenomenologiska analize skolas limeni tris izglitibas sistémas: Latvija, Somija
un Kalifornija, ASV. Sis pieredzes un prakses fenomenologiska analize ir
balstita uz starpnozaru atzinam, kas giitas no organizaciju attistibas un izgli-
tibas zinatnes teorétiskas perspektivas, lai noskaidrotu, kada veida atzinas,
kas gatas no pieredzes, varétu informét to, ka nodrosinat labaku saikni starp
skolotaju darba formativo vérté$anu un nepiecieamo profesionalo pilnveidi.
Promocijas darba tiek nemti véra ar skolu darbibu saistitie parmainu faktori,
proti, valsts limena macibu satura izmainas, kuru gaita tiek ieviesta 21. gad-
simta prasibam atbilstoSo prasmju maci$ana, tiesi ietekméjot jaunus skolu
attistibas mérkus, un kuru ietvaros skolotajiem japielago macibu darbs klaseé.
Tiek piedavati teorétiski modeli, lai analizétu pastavoso skolu organizaciju
attistibas praksi, nemot véra nepiecieSamibu sasaistit skolotaju vérté$anu
ar profesionalo pilnveidi. Empiriskaja pétijuma tiek pielietots kvalitativais
pétijjuma dizains. Tiek intervétas tris informantu grupas - skolotaji, skolas
vadiba un izglitibas eksperti (N = 70) tris izglitibas sistémas, lai no $o limenu
perspektivas kartétu eso$o praksi skolotaju formativas vértésanas sasaistei ar
profesionalo pilnveidi - skolas mikro, vidéja un sistémas limeni. Tiek sniegtas
rekomendacijas tam, ka labak sasaisté ar profesionalo pilnveidi ieviest skolo-
taju formativo vértésanu skolas Latvija.

Atslegvardi: skolotaju formativa vérté$ana, profesionala pilnveide, organi-
zaciju attistiba, fenomenologija, starptautiskais salidzinosais pétjjums, 21. gs.
prasmes.
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IEVADS

Témas aktualitate

Latvijas visparéjas obligatas izglitibas sistéma ir sakusi celu uz jauna
macibu satura izstradi un ievie$anu, kas atbilstu 21. gadsimta prasmju apguvei
(Skola 2030, 2017; Namsone, 2018). No anglu valodas jédziens 2I* century skills
$aja darba tiek lietots ka 21. gadsimta prasmes’, kas ir svarigas izglitibas un
darba tirgus aktualajam §i laikmeta vajadzibam. So prasmju galvena iezime ir
ta, ka tas ir saistitas ar nepiecieSamibu apgut un stradat ar informaciju. Speciali
izveidota darba grupa (angliski - ATC21S%), kas koncentréjas uz 21. gadsimta
prasmju definiciju, norada, ka $is prasmes ir balstitas uz zinasanu, prasmju,
attieksmju, vértibu un étikas kopumu. Si 21. gadsimta prasmju koncepcija
kluva pazistama ka KSAVE® modelis (Griffin & Care, 2015).

Iepriekséjos pétijumos ir noradits, ka $o prasmju maciSana un apguve sko-
las ienak 1éni un nepilnigi, jo skolotajiem trakst nepiecieS$amas kompetences to
pietiekama snieguma limeni (Namsone & Cakane 2015; France, Namsone &
Cakane 2015; Namsone, 2018). Tas, savukart, nozimé izmainas taja, ka janotiek
skolotaju profesionalajai pilnveidei (Saavedra & Opfer 2012), kas vélreiz apstip-
rina Latvija uzsaktas visparéjas izglitibas satura reformas nepiecieSamibu un
jaunu skolotaju formativas vértésanas pieejas nepiecieS$amibu, kas palidzétu
identificét skolotaju profesionalas pilnveides vajadzibas (Butkévica et al., 2019a,
2019b; Namsone, & Cakane, 2015).

Jaunakie uz pétijjumiem balstitie pieradijumi, kas liecina, ka skolotajiem
batu nepiecieSamas kompetences un atbilsto$s atbalsts $o macibu satura
izmainu konteksta, ir ierobezoti. Jaunu izglitibas izmainu, pieméram, 21. gad-
simta prasmju maciSanas un apguves konteksta, péc autores izpratnes, Latvija
nav veikti empiriski pétijumi par jaunam pieejam, kas informétu to, ka uzlabot
skolotaju formativo vértésanu, profesionalo pilnveidi un, visbeidzot, macibu
darbu klasé, kas balstitos uz realitati, ar ko saskaras skolotaji un skolu vaditaji
savas skolas. Dazadu izglitibas sistému darbibas uzraudziba un analize liecina,
ka bez skaidras saiknes ar skolotaju profesionalas pilnveides iespéjam skolotaju
vértésanas ietekme ir salidzino$i ierobezota. Rezultata skolotaji vértésanas
procesu var neuztvert nopietni vai uztvert ar neuzticéSanos vai/un apatiju
(Kimball & Milanowski, 2009), tadéjadi ierobezojot skolu iespéjas attistities ka
organizacijam un nenodrosinot kvalitativu izglitibu laika gaita, neskatoties uz
dazadam uz attistibu vérstam intervencém.

! LatvieSu valoda izglitibas zinatniskaja literatira tiek lietots arl jédziens 21. gadsimta
kompeten¢u modeli (autores piezime).

> Angliski — assessment and teaching of 21st century skills.

* No anglu valodas - knowledge, skills, attitudes, values, ethics.
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Promocijas darba izmantota starptautiskd salidzino$a pieeja, ieklaujot
Latviju, Somiju un Kalifornijas $tatu (Amerikas Savienotas Valstis - ASV), lai
izpétitu skolotaju un skolu vaditaju pieredzi saistiba ar skolotaju vértéSanas un
profesionalas pilnveides praksém skolas limeni. Autoresprat, $ajos tris gadi-
jumos izglitibas satura reformas un citas izglitibas izmainas nav identiskas.
Loti at$kiras institucionalie un citi kontekstualie faktori, pieméram, skolotaja
profesijas statuss, skolotaju sagatavotiba, atbalsta sistémas skolotdjiem un
skolu vaditajiem (direktoriem un direktoru vietniekiem) skolas limeni, macibu
satura standartu veids, skolotaju profesijas standarti, atalgojuma sistémas u. c.

Si pétnieciska disertacija sniedz ieguldijumu fenomenologiskas pétniecibas
joma, papildinot atzinas, kas raksturo tris loti dazadas izglitibas sistémas un
parstav dazadus iesaistitos agentus — skolotajus, skolu vaditajus, ekspertus un
vinu pieredzi un tas nozimi saistiba ar formativo un citam vérté$anas pieejam
un to iespéjamam sasaistém ar profesionalo pilnveidi. Sis atzinas ir balstitas
organizaciju attistibas literattra, tadéjadi ir ari starpdisciplinaras.

Skolotaja profesijas standarts akcenté vairakus jaunus skolotaja pienakumu
aspektus, kas saistiti ar promocijas darba tému. Skolotajiem ir jasadarbojas ar
citiem skolotajiem, lai novértétu vinu pedagogisko kompetenci un uzlabotu
macibu darbu; novértétu savu macibu darbu profesionalas pilnveides plano-
$anai, pamatojoties uz skolénu macibu rezultatiem; piedalities skolas attistibas
plano$ana un meérku sasniegSana (MES, 2020). Ar $o promocijas darbu $ie
minétie skolotaja pienakumi tiks sasaistiti tada veida, ka formativa vértésana
ir balstita gan uz skolotaja pasvértéjumu (Danielson & McGreal, 2000), gan
kolégu savstarpéjo vértésanu (Gordon & McGhee, 2019) un tiek vadita saistiba
ar skolas attistibas mérkiem. Skolas limena prakses analizé tiek izstradats
un pielietots konceptuals skolu organizacijas attistibas modelis, kas akcenté
skaidru saikni starp skolotaju vérté$anu, profesionalo pilnveidi un skolas
mérkiem. Lai analizétu eso$o skolotdju vértésanas un profesionalas pilnveides
praksi, tiek izmantota interpretativa fenomenologiska pieeja. Tiek izvirzits
fenomenologisks pienémums, ka vértésanas un attistibas pieredzes var ievéro-
jami atskirties, tapéc butu lietderigi noskaidrot, kuras prakses tiek pieredzétas
ka vértigas un vérstas uz vértésanas sasaisti ar profesionalo pilnveidi.

Péttjuma meérkis
Promocijas darba mérkis ir fenomenologiski izpétit un analizét skolotaju

vérté$anas sasaisti ar profesionalo pilnveidi skolu organizacijas attistibai izgli-
tibas sistémas parmainu konteksta.

Pétnieciskie jautajumi

1. Kadi organizaciju attistibas elementi ir nepiecie§ami skolam, kuru mérkis
ir istenot 21. gadsimta prasmju macisanu?
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Ka skolotaju formativo vérté$anu var saistit ar nepiecieSamo profesionalo
pilnveidi skolas limeni?

Kada veida skolotaju vértésanas prakses tiek istenotas Latvijas, Somijas
un Kalifornijas skolas péc skolotdju, skolu vaditaju un izglitibas ekspertu
sniegtas informacijas?

Ka skolotaju vértésanas prakse un pieredze ietekmé vértésanas un profe-
sionalas pilnveides sasaisti?

Kadas jaunas socialas strukttiras un prakses atbilstosi fenomenologiska-
jam atzinam butu rekomendéjamas, lai atbalstitu skolotaju formativas
vérté$anas sasaisti ar profesionalo pilnveidi un pilnveidotu 21. gadsimta
prasmju apguvei nepiecieS$amos skolu organizacijas attistibas procesus?

Pétnieciskie pienémumi

1.

Veids, kada skolotaju vértéSana ir formali strukturéta Latvija, noved pie
vajas sasaistes starp skolotaju vértésanu un profesionalo pilnveidi, kas nelauj
nodrosinat nepiecieSamo profesionalo pilnveidi, lai apzinatu un istenotu
dazadas skolotaju profesionalas pilnveides vajadzibas, apdraudot uzsaktas
macibu satura reformas veiksmigu ievieSanu klases un skolas limeni.
Gan formalas, gan neformalas skolas socialas struktiiras javeido un
jaisteno ta, lai tas sniegtu pozitivu un jégpilnu vértésanas pieredzi, lai to
efektivak saistitu ar nepiecieS$amo profesionalo pilnveidi.

Skolasvaditaji (direktoriun direktoruvietnieki) ir galvenaisagents,lainodro-
$inatu saikni starp skolotaju formativo vértésanu un profesionalo pilnveidi.

Pétijuma uzdevumi

1.

4

Identificét un analizét organizacijas attistibas centralos elementus un
izstradat skolu organizacijas attistibas procesu analizes teorétisko modeli,
kas saistits ar skolotaju formativo vértésanu.

Analizét skolotaju vértéSanas jédzienu, tas dazados pielietojumus un
iespéjamos veidus, ka vértésanu saistit ar skolotaju profesionalo pilnveidi,
lai iegatu informaciju par Latvija, Somija un Kalifornija izmantotajam
vértésanas praksém un to pieredzém.

Veikt lauka darbu, lai apkopotu informaciju par skolotaju vértésanas praksi
unfenomenologiskianalizétveidus,kadair$o prak§uizmantosanas pieredze,
veértéjot skolotaju profesionalo pilnveidi skolas ka organizacijas attistibai.
Sagatavot ieteikumus skolotaju* vérté$anas efektivitates paaugstinasanai,
lai skolotaji vértésanas rezultata tiktu informéti par viniem nepieciesamo

Skolotaju vértésana nozimé plasa spektra skolotaju darbibu izvértésanu, pieméram,

profesionalas kvalifikacijas, macibu prakses (snieguma), zinasanu (dala no profesionalas
kompetences) un citu skolotaju darba izpausmju vértésanu.
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profesionalo pilnveidi, lai skola ka organizacija spétu ieviest jauno macibu
saturu un sasniegtu citus aktualus organizacijas mérkus.

Rezultatu aprobacija
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Projekti

Pétjjuma sakotnéjas idejas tika izstradatas Eiropas Regionalas attistibas
fonda pétniecibas projekta ietvaros “Informacijas sistému modelésanas prin-
cipu piemérosana strukturétai un meérktiecigai kompetenc¢u parvaldibai”,
liguma Nr. 1.1.1.1/16/A/252. Promocijas darbs tapis ar Latvijas Zinatnes pado-
mes projekta atbalstu “Inovativas pieejas skolotaju kompetencéu vértéSanai
personalizétam profesionalas macisanas risindjumam” Nr. 1zp-2019/1-0269.

Promocijas darba struktiira un apjoms

Promocijas darbs ir strukturéts ievada, divas teorétiskajas nodalas, izvéléto
izglitibas sistému apskata nodala, rezultatu nodala, secindjumos un rekomen-
dacijas, literataras saraksta, kura ieklauti 342 avoti un 8 pielikumi. Ievada tiek
prezentéta pétjjuma téma, novitate un nozime, iepazistinats ar starptautisko
salidzino$o pétljumu pamatojumu, pétijuma jautdjumiem, meérki, pienému-
miem un uzdevumiem. Teorijas pirmaja nodala ir apskatits organizacijas
attistibas jédziens un ar to saistitie jedzieni, kas ir svarigi skolotaju vértésanas
sasaistei ar profesionalo pilnveidi. Otraja teorijas nodala ir aplakota skolotaju
formativa vértésana un citi vértéSanas veidi. Teorijas nodalu idejas ir apko-
potas divos attélos jeb teorétiskas shémas. Tiek apskatitas izglitibas sistémas,
izmantojot vairakas salidzinosas kategorijas. Rezultati ir strukturéti divas
apaksnodalas - skolotaju vértésanas prakses parskats un formativas vértésa-
nas sasaiste ar profesionalo pilnveidi. Secinajumi ir strukturéti teorétiskos un
empiriskos secindjumos un ieteikumos un turpmakajos pétijumos. Promocijas
darba pamatteksta ir 132 lappuses. Promocijas darba ir astonas tabulas.
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1. TEORIJAS IZKLASTS

1.2. Organizaciju attistiba

Pirmaja teorétiskaja nodala ir aplakota organizacijas attistiba ar meérki
identificét un apkopot to organizacijas attistibas dimensiju veidus, kas ir node-
rigi skolam saistiba ar aktualo macibu satura ievieanu un citam izmainam.
Dimensijas un elementi ir apkopoti 1. attéla, un veido skolas organizacijas
attistibas analizes un informé$anas teorétisko modeli, pamatojoties uz sko-
lotaju formativo vértéSanu, kas saistita ar skolotaju profesionalo pilnveidi un
tas pieredzi skolas, kuru mérkis ir istenot 21. gadsimta prasmju macisanu.
Organizacijas var analizét, aplakojot tris dazadus analizes limenus, ka to
identificgjis Piters M. Blaus (1957). Analizes limeni nosaka atkariba no atka-
riga mainiga rakstura - individu uzvedibas (sociali psihologiskais limenis vai
mikrolimenis), organizacijas (organizacijas limenis vai mezo limenis) un visu
organizaciju sistémas (ekologiskais vai makro limenis). Galvenais uzsvars $aja
promocijas darba tiek likts uz socialpsihologisko limeni - skolotdju un direk-
toru ikdienas vértésanas praksi savas skolas.

Organizacijas attistibu var definétka “planotas izmainas, kuru meérkis ir uzla-
bot organizacijas visparéjo efektivitati, pilnveidojot tadas galvenas organizacijas
dimensijas ka aréja vide, misija, stratégija, vadiba, kulttra, struktira, informa-
cijas un atalgojuma sistémas, ka ari darba politika un procediiras saskanotiba”
(Bradford & Burke, 2005, p. 12). Attistiba ka tada ir ciesi saistita ar planotajam
izmainam unvienmer ir bijusi organizacijas attistibas sastavdala (Marshak, 2006).

Formalas socialas struktiiras sastav no skaidri definétiem procesiem un
strukt@iram, darba definicijas, metrikas, fiziska izkartojuma un vides un citiem
oficiali noteiktiem darba aspektiem. Neformalas socialas struktaras ir mazak
skaidri definétas vai latenti izteiktas izpratnes, procesi, metodes un normas,
kas ietver to, ka faktiski tiek veikts darbs (Nadler & Tushman, 1983; citéts
Anderson, 2017, p. 122). Si strukturala dihotomija tiek nemta véra, analizéjot
organizacijas attistibu.

Teorijas nodala aplukota tris elementu nozime: lideriba, mérki un mérku
izvirziSana un maciSanas. Latvijas izglitibas satura reformas vadlinijas
(Skola 2030, 2017) ir uzsvérta efektivas skolas vadibas loma jauna macibu satura
ievie$ana skolas un klases limeni. Skolu vaditaji var dot iespé&ju pilnveidot vai
ierobezot skolotaju profesionalitati, pieméram, nodrosinot skolotajiem jégpil-
nas iespéjas profesionalajai pilnveidei (Talbert, & McLaughlin, 1994, p. 146),
un skolu vadibai ir svariga loma, sniedzot skolotajiem praktisku atgriezenisko
saiti, veidojot profesionalas kopienas, kuras skolotaji sadala meérkus, darbu
un atbildibu sava starpa par skolénu macibu rezultatiem un veido sistémas,
kuras skolotajiem ir iespéja nepartraukti macities un pilnveidoties profesionali
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(Hallinger, Heck & Murphy, 2014). Skola uznemas macisanas misiju, un skolas
vaditajs saskano macibu un macisanas aktivitates ar noteikto meérki (Hallinger,
2005), un tas ietver skolas attistibas uzraudzibas un novértésanas aktivitates
(Nettles, & Herrington, 2007; Brauckmann, & Pashiardis , 2011, 14).

Macisanas var notikt organizacijas limeni, grupas limeni un individualaja
limeni. Profesionalas macisanas kopienas (Stoll, et al., 2006; DuFour & DuFour,
2013) ir viens no veidiem, ka konceptualizét, cik efektiva macisanas var notikt
skola. Ja profesionalo maci$anos apvieno ar vértéSanu un atgriezenisko saiti,
tad maciSanas var notikt organizacijas limeni (Scheerens, 2016).

Dati par skolotaju darbu var kalpot ka vértésanas informacija, lai pardo-
matu, ka skolotaju macisanas un attistiba notiek organizacijas limeni, un mérki
darbojas ka atskaites punkts, lai noteiktu, vai macibu un attistibas darbibas un
citi ieguldijumi dod vélamos rezultatus (Scheerens, 2000, p. 86).

Tas, ka un vai skolas tiek identificétas skolotaju profesionalas pilnveides
vajadzibas, ir svarigs analizéjams elements, jo tas nosaka, vai tiek veiktas
nepiecieSamas profesionalas pilnveides darbibas. Attistibas vajadzibas ir
noteikti skolotaju profesionalas pilnveides vajadzibu apraksti, lai uzlabotu vinu
apmacibu. Attistibas vajadzibas tiek iegatas, apkopojot tadu datu kombinaciju
ka novérojumu piezimes par macibu aktivitatém un intervijas (Zein, 2017).

Meérku noteik$ana ir viena no galvenajam dimensijam un praksém, kad
runa ir par skolas vadibas ietekmi uz skolénu macisanos (Hallinger, 2005).
Meérki var darboties ka novértéjuma informacijas interpretacijas standarti
(Cummings & Worley, 2015). Macibu literatara, kas apliko skolas efektivitati,
uzsver skaidru misiju un skaidri definétus mérkus (Hallinger & Heck, 2002,
p. 19). Mérku skaidriba tiek uzsvérta, jo konkréti mérki mazina neskaidribas
par gaidam un mérka sasnieg$anas progresa mérisanu, tapéc meérki batu jade-
finé, tos operacionalizéjot (Cummings & Worley, 2015). Cilvékresursu vadiba
ir dala no ietekmes cikla mérku sasnieganai skola (Cakane & Butkévica, 2018).

Skolas ka organizacijas individualais jeb mikro limenis atspogulo skolo-
taju un skolas vaditaju pieredzi un vinu prakses nozimi. Organizacijas limeni
jeb mezo limeni svarigi ir tris elementi - individualo un organizacijas mérku
saskano$ana, macisanas (ari organizacijas un individualaja limeni) un lideriba,
kas ietekmé maci$anas un mérku izvirzisanas norisi. Sajos limenos prakses var
tikt veiktas formalas vai neformalas organizacijas socialajas struktaras un var
ietvert dazadus procesus - $aja gadijuma formativo vérté$anu un profesionalo
pilnveidi un macisanos. Tresais limenis ir sistémas limenis, kas raksturo skolas
kontekstualo vidi un ietekmé tas darbibu, pieméram, profesiju standarti vai
skolotaju talakizglitiba.

1.3 Skolotaju formativa vértesSana

Saja nodala ir apskatiti dazadi skolotdju vértésanas aspekti, formativa
vértésana un tas, ka to var organizét ta, lai sniegtu informaciju par skolotaju
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1. att. Skolu organizacijas attistibas teorétiskais modelis, kas balstits uz formativo
vértéSanu, sasaistitu ar profesionalo attistibu

nepiecie$amo profesionalo pilnveidi. Ar skolotaju profesionalo pilnveidi sais-
titas formativas vértésanas solu un elementu teorétiskais modelis ir paradits
2. attéla un tas precizé skolas organizacijas attistibas teorétisko modeli, pama-
tojoties uz formativo vértéSanu saistiba ar profesionalo pilnveidi (sk. 1. attélu).

Lai formativo vértéSanu saistitu ar profesionalo pilnveidi, pirmkart, ir
jabat vienotai izpratnei par to, kas ir macibu kvalitate un ka ta izpauzas klases
darba. Kvalitati definé profesionalajos standartos, lai varétu noteikt aktualos
skolas meérkus (Scheerens, 2000, p. 86). Skolas var izmantot profesionalos
standartus (sistémas limenis, sk. 1. att.) vai dazadus apstiprinatus teorétiskos
modelus, kas definé kvalitati snieguma limena aprakstos (Namsone et al.,
2018). Veértésanu izskir starp formativo un summativo vértésanu (Gordon &
McGhee, 2019), un tiek ierosinats, ka formativa vértésana ir efektivaka, ja ta ir
skaidri nodalita no summativas vértésanas (Smagorinsky, 2014).

Summativas vérté$anas meérkis ir atbildigas (accountable) izglitibas sisté-
mas veido$anas riks, kuras mérkis nav saistits ar atgriezeniskas saites snieg$anu
skolotajiem, bet gan praktiskaka un tehniskaka rakstura vérté$ana, kuras mér-
kis ir pienemt lémumus saistiba ar skolotaja profesionalo kvalifikaciju (atbilst
vai neatbilst standartam). Summativo vértésanu parasti veic kads no skolas
vadibas komandas (Huber & Skedsmo, 2016), lai noteiktu skolotaja atbilstibu
profesijai. Summativas vértésanas rezultatus var izmantot, lai noteiktu skolo-
taju karjeras izaugsmi, algu palielindgjumu un atalgojumu par rezultatiem, vai
ari lai noteiktu sankcijas skolotajiem, kas nesekmigi strada (OECD, 2013).

46



Skolu vadiba

Argjais eksperts

o
Vertédanas
veiceéjs

Profesiju standarti

Nepartraukts formals
un neformals

Atgriezeniska saite
identificéto profesionalo

Individuali profesionalas

. P R, s e — ilnveides plani un
un/vai skolas mérki formativas vértésanas pilnveides vajadzibu P €s P
d = aktivitates
process forma
< l |
Skaidri nodalits Piera_dgumu Saistits ar
vieds

v v

Kompetence
izteikta snieguma

Summativa

vértédana

2. att. Formativas veértésanas solu un elementu teorétiskais modelis, kas saistits ar
skolotaju profesionalo pilnveidi

Formativas vértésanas meérkis ir veicinat skolotaja profesionalo izaugsmi,
kas noved pie macisanas un maciSanas pilnveidosanas (Gordon & McGhee,
2019). Formativa vértésana tiek veikta, lai sniegtu informativu atgriezenisko
saiti tiem, kuri tiek vértéti, veicinot uzlabojumus macibu darba.

Kompetence parasti tiek definéta ka integréts zinasanu, prasmju, uzskatu un
citu sastavdalu kopums, kas izpauzas darba situacijas (Namsone, Volkinsteine,
& Lace, 2018; Kunter, et al., 2013; Mulder, 2001, p. 82; Sandberg, 2000), tostarp
skolotaju macibu darba (Kaiser et al., 2017). Ar profesionalo pilnveidi saistitas
formativas vértéSanas konteksta svarigi ir tas, ka kompetence tiek uzskatita par
pakapeniski apglistamu un ka ta palidz skaidrot iespéjamas at$kiribas vairaku
skolotaju snieguma, jeb kadé] skolotaju sniegums atskiras (Kunter et al. 2013).

1.4. Parskats par izglitibas sistemam

Saja nodala tuvak apliikotas katras valsts izglitibas sistémas ipatnibas péc
vairakam aktualam kategorijam: pedagogu kvalifikacijas prasibas un atlases
prasibas, uzsakot darbu profesija. Talak tiek izskatiti skolotaja profesijas
standarti. Tiek apskatiti profesionalas pilnveides veidi un prasibas, skolotaju
vértésana un skolotdju pasvértésana. Saja nodala aplitkotas ari skolu vaditaju
kvalifikacijas prasibas un profesionala pilnveide, jo ta var ari sniegt dzilaku
izpratni par katras izglitibas sistémas kontekstu attieciba uz skolotaju veér-
téSanu un ta jespéjamo saistibu ar profesionalo izaugsmi, jo skolu vaditaji ir
atbildigi par $adu procesu veicinasanu.
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2. METODOLOGIJA

Lai iegttu atbildes uz pétnieciskajiem jautajumiem, tika veikts lauka
darbs trijas izglitibas sistémas: Latvija, Somija un Kalifornija, ASV (Sandjego
apgabala), veicot dalgji strukturétas padzilinatas intervijas ar dazadu izglitibas
sistémas limenu specialistiem: skolotajiem, (skolas mikrolimenis un klases
limenis); skolas vadibu (skolas organizacijas limeni); vietéjas izglitibas pado-
mém (viena apgabala limeni); ekspertiem (katras izglitibas sistémas plasaka
konteksta).

Dazadu iesaistito cilvéku grupu ieklausana pétijjuma nodro$ina to, ka
tiek iegtiti dati par pétamas paradibas daudzajam novérojamajam izpausmém
(King, Keohane un Verba, 1994, p. 24). Lai palielinatu pétjjuma datu ticamibu,
intervijas tiek veiktas ar informantiem, kas parstav vairakas iesaistito praktiku
grupas, tadéjadi izmantojot vienu datu vaksanas metodi (intervijas), bet vairakus
informantu veidus (Creswell, & Poth, 2018). Sada datu triangulacija palidzéja
palielinat pieradijumu derigumu un bija noderiga, lai atklatu pétamo paradibu
sarezgitibu. Dalgji strukturétas padzilinatas intervijas ir galvena empirisko
datu vaksanas metode. Fenomenologiskos pétijumos pielieto salidzinosi garas
intervijas (varbut vienas lidz divu stundu garuma) (Leedy & Ormrod, 2016).

Intervétie tika atlasiti péc plasi izmantotas kvalitativas pétniecibas izla-
ses pieejas — teorétiskas izlases, kombingjot citas izlases metodes atkariba no
katras valsts gadjjuma. Pétnieks, kur§ izmanto teorétisko izlasi, ir vérsts uz
jédzienu reprezentativitati pétjjuma un spéju pieklat socialajiem procesiem,
kas vinu interesé. Teorétiskas izlases rezultata tika atlasiti respondenti, kuri,
visticamak, saskarusies ar pétnieku intereséjoso paradibu (Henn, Weinstein,
& Foard, 2005, p. 157). Skolas tika atlasitas, pamatojoties uz pieejas izlasi, kas
ir bezvarbutibas izlases pieeja (Kothari, 2004, p. 59). Intervéjamo atlase tika
veikta, pamatojoties uz vinu brivpratigo piekrianu un pieejamibu piedalities
pétijuma un uz to, ka vini ir piedzivojusi pétitas paradibas (Creswell & Poth,
2018) - skolotaju profesionalo izaugsmi un skolotaju vértésanu.

Fenomenologija ka analitiska pieeja tika izmantota, lai interpretétu un
izprastu skolotaju pieredzi, uztverto nozimi, darbibas, zinaganas, nodomus un
organizatorisko procesu izjatu savas skolas, kas saistiti ar vinu pasu vértésanu
un profesionalo pilnveidi, un jo ipasi, ka vini piedzivo $o paradibu sasaisti
vinu ikdienas darba dzivé skolas limeni. Fenomenologiskajos pétijumos parasti
tiek izmantotas kvalitativas pétniecibas metodes, lai iegiitu individa pieredzes
un nozimes aprakstu (Langdridge, 2007). Fenomenologi koncentréjas uz to,
lai aprakstitu, kas visiem dalibniekiem ir kopigs, kad vini piedzivo fenomenu
(Creswell & Poth, 2018). Analize var aplikot, “ko” dalibnieki ir piedzivojusi un
“ka” vini to piedzivojusi. Fenomenologija sniedz ricibspéjas vérstu skatijumu
uz to, ka skolotaji pasi piedzivo dazadas eso$as vértésanas prakses, ka ari
ekspertu un skolu vaditaju perspektivas.
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Fenomenologiskajos pétijumos tipisks interviju izlases lielums ir no 5-25
intervétajiem, kuriem visiem ir bijusi tie$a pieredze ar pétamo fenomenu
(Leedy & Ormrod, 2013, p. 255). Tika aptaujati 25 skolotaji un skolotaji-lideri
(Latvija - 8, Somija - 9, Kalifornija - 8), 25 direktori un citi skolu vaditaji
(Latvija - 8, Somija - 9, Kalifornija - 8) un 20 eksperti (Latvija - 6, Somija - 7,
Kalifornija - 7). Diemzél viens ierakstitais intervijas fails tika bojats, un to
nevaréja salabot pat ar profesionalu palidziba. Kopuma veiktas 70 intervijas:
Latvija - 22, Somija - 25 un Kalifornija - 23. Lauka darbs sakas 2016./2017.
macibu gada un beidzas 2018./2019. macibu gada.

Interviju teksts tika kodéts un strukturéts aktualos kodos un to apaksko-
dos, kas sakotnéji radas no teorétiskas zinasanu bazes, kas tika apkopota par
organizacijas attistibu, skolotaju vértésanu un profesionalo pilnveidi (Leedy
& Ormrod, 2016). Teorija palidzéja papildinat to, kadas sakotnéjas centralas
témas ieklaut intervijas jautajumos un kuras tika izmantotas ari ka sakotnéjas
kopéjo tému grupas kodésanas laika: 1) skolotaju vértésanas prakses; 2) sko-
lotaju profesionalas pilnveides prakses; 3) mérku noteiksanas prakses skola un
liecibas, ka $is prakses ir piedzivojusi skolotaji.

Katra no $im plagakajam témam (kodiem) ir ieklautas apakstémas (apaks-
kodi) un to dimensijas. Kodésanu autore veica manuali. Programma Excel
tika izstradata kodu gramata. Kodésanas procesa ar deduktivi definétam
sakotnéjam témam un kodiem sakotnéjo tému saraksta induktivi tika ieklauti
toposie apakskodi, kas bija kopigi dazadam intervéto grupam. Tas ir saskana
ar atklajoso (explorative) datu analizi (Flick, 2018) un tematisko analizi, ko
plasi izmanto fenomenologija. Atvértiba jaunu jégpilnu jédzienu atklasanai
kodésanas procesa lauj paradit dazadu pieredzi un to nozimi un var palidzét
aprakstit paradibu tipisko pieredzi (Leedy & Ormrod, 2016, 258. Ipp.). Kopuma
kodésanas meérkis ir iegut aprakstu par to, ka skolotaju vértésanas paradibas
parasti piedzivo skolotaji un ka $o procesu raksturo skolu vaditaji un eksperti.

Nemot véra organizacijas attistibas un formativas vérté$anas teorétiskos
modelus, pozitivai vértésanas pieredzei, kas saistita ar profesionalo pilnveidi, ir
jabat $adai: janem véra gan formalo, gan neformalo socialo struktaru pieredze;
vértésana ir japiedzivo ka pilnveide; ta ir jaorganizé profesionalas pilnveides
pasakumu ietvaros; formativa vértéSana ir skaidri janodala no summativas
vértésanas, pretéja gadijuma pastav risks, ka formativo vérté$anu var uztvert ka
summativo un to var izjust ka nesaistitu ar pilnveides intervencém; formativas
vértésanas sakuma visam jabut skaidram par formativas vértésanas noliku un
meérki; skolotaju pieredzei ir jaatspogulo zinama atbildiba par procesu saskana
ar Marijas Folletas ieviestajam pasparvaldes idejam; formativa vértésana ir
japiedzivo ka kolektiva darbiba, kas tiek veikta kopa ar kolégiem, nevis vien-
atné, un kas ir saskana ar profesionalo maciSanas kopienu labako praksi; skolu
vaditaji ir atbildigi par skolotaju pozitivo pieredzi formativaja vértésana.
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3. REZULTATI

Saja nodala tiek prezentéti 70 daléji strukturétu padzilinito interviju
analizes rezultati ar trim intervéto grupam - skolotajiem, skolu vaditdjiem
un izglitibas ekspertiem, kas parstav tris izvélétas izglitibas sistémas: Latviju,
Kaliforniju un Somiju. Sis nodalas saturs ir strukturéts atbilstosi skolotaju
vértésanas aktualajiem aspektiem skola. Rezultatu sadalas pirmas dalas mér-
kis ir atbildét uz pétijuma jautajumu: kada veida skolotaju vértésanas prakse
tiek istenota Latvijas, Somijas un Kalifornijas skolas, péc skolotaju, skolu
vaditaju un izglitibas ekspertu sniegtas informacijas?

Skolotaju vértésanu var informét, vérojot skolotajus un skolénus klasé,
parskatot skolénu un vecaku atsauksmes, izmantojot skolénu macibu rezul-
tatus, ikgadéjas parrunas starp direktoru un skolotaju. Skolas, kuras strada
intervétie, izmanto vairakus pieradijumu avotus, kas ir nepiecie$ami, lai vér-
téSana bitu visaptverosa, ja tas meérkis ir informét par nepiecieS§amo attistibu.
Veértésanu varétu veikt skolas vaditaji, kuri formali ir atbildigi par tas veik$anu
visas tris izglitibas sistémas, pasi skolotaji vai aréjais vértétajs, bet galvenokart
tas ir kads skolas ieksiené. Latvija skolas vairak palaujas uz aréjiem avotiem,
kas nodrosina vai nu centralizétos skolénu eksamenus, vai diagnostikas testu
rezultatus. Aptaujatie somi zinoja, ka ir izstradajusi savus vértéSanas rikus vai
izmantojusi rikus, ko izstradajusas apgabala skolas.

Toposo skolotaju vérté$ana var but balstita uz vinu prakses izpéti, ieklaujot
dazadus vértésanas elementus. Kalifornija skolotaji formali piedzivo vérté-
$anu pirms staganas profesija, kas ietver uz sniegumu balstitus pasakumus,
pieméram, videoierakstu apmacibu klasé, pirmsskolas skolotaja pardomas par
apmacibu, tapéc $ie pieradijumi atspogulo gan praksi, gan skolotaja kandidata
refleksiju par praksi. Prasmigus skolotajus var vieglak identificét, pateicoties
brivpratigai valsts padomes sertifikacijas procedarai, kas ietver ari vértésanas
procesu, kura pamata ir vairaki vérté$anas elementi. Somija skolotaju talakiz-
glitibas kandidatu atlases procesa butu nepiecieS$ams kompetenc¢u modelis, kas
definé kompetences novérté$anai izmantotos pieradijumus, lai nodros$inatu veél
precizaku toposo studentu atlasi. Skolas var arl izmantot skolénu un vecaku
atsauksmes, lai netie$i informétu skolotaju vértésanu.

Viens no secinajumiem ir tads, ka summativo vérté$anu var veikt ari ta,
lai taja biitu ietverti vértésanas elementi, kas orientéti uz vértésanas rezultatu
sasaisti ar attistibu, jo tas ietver tiesu skolotaju snieguma izvértéSanu. Latvijas
izglitibas sistéma trakst skolotaju vértéSanas snieguma komponentes, kas
nepieciesama lémumu pienemsanai par vinu piemérotibu profesijai.

Visas trijas izglitibas sistémas notiek stundu novérosana, un, péc intervéto
personu domam, taja galvena uzmaniba tiek pievérsta skolotaju macibu dar-
bam - vienai no galvenajam sastavdalam, ja vérté$anas mérkis ir profesionala
pilnveide. Dazos gadijumos tas attiecas uz skolénu macisanos, un Somija
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stundu vérosana biezi tiek veikta modeli, kura stundu vada kopa divi skolotaji,
kas kalpo ka vértésana un savstarpéja refleksija un macisanas kolegiala veida.
Intervétajiem Latvija un Kalifornija ir lidziga attieksme - stundu vérosana
kopuma iegtist savu nozimi. Ikgadéja stundu vérosana, lai uzraudzitu skolotaju
praksi, ir institucionalizéta saskana ar Kalifornijas skolotaju darba ligumu.
Formalo stundu vérojumu biezums ir atkarigs no skolotaja darba pieredzes,
kur agrinas karjeras skolotaji vértésanu piedzivo biezak neka pastavigi nodar-
binatie (tenured) skolotaji.

Atskiriba no Latvija un Kalifornija izmantotas pieejas nav formali noteik-
tas sistémas, ka butu javeic skolotaju vértésana, péc somu intervéto personu
domam. Centralizéta formalas vértésanas sistéma, ka to attélojusi somu inter-
vétie, bitu pretruna skolotaju profesionalajai brivibai un autonomijai. Somijas
izglitibas sistéma atbildiba ir horizontali sadalita starp dalibniekiem, un to
virza profesionalas kontroles normas un atspogulo organizacijas vadibas ideju,
kuras pamata ir pasparvalde.

Kalifornija skolénu parbaudes darbu rezultatus biezi izmanto, lai formali
novertétu skolotajus kopa ar citiem pieradijumiem, lai informétu, kuras macibu
un maci$anas jomas butu jauzlabo, tacu $1 pieeja skolotaju vérté$anai ari tiek
kritizéta, jo ne vienmeér var noteikt, ko skolénu standartizétie testi méra, tapéc
tie var sniegt maldinosu informaciju.

Interesanta atkiriba ir ta, ka Kalifornija skolotaju ligums nosaka, ka
skolotaji saglaba stundu vérosanas planus un refleksijas pierakstus, savukart
Somija $ada pierakstu un citu dokumentu saglabasana vértéSanai netiek
veikta sistematiski un ir katra pasa skolotdja zina. Pienakums apkopot un
iesniegt skolotaju prakses dokumentaciju tiek uzskatits par nevajadzigu
birokratisko slogu Somijas skolotajiem. Tapéc formalas struktaras tiek pret-
statitas ka drauds skolotaju profesionalajai brivibai. Lai gan visi intervétie
dalijas vértésanas pieejas un dazados pieradijumu avotos, kopuma, ja runa-
jam par datu izmanto$anu skolas, tas netiek uzskatits par sistematisku un
liela méra ir atkarigs no katra direktora pieejas datu izmanto$ana skolotaju
vértéSanai.

Somijas un Kalifornijas izglitibas sistémam ir pieejas tam, ka skolas var
vadit savu skolotaju vértésanu un profesionalo pilnveidi. Kalifornija tas ir
Kalifornijas standarts skolotaja profesijai (KSSP), ko izmanto visos skolotaju
vértésanas un attistibas posmos, tostarp attistibas planosana skolas organizaci-
jas liment. Seit ir svarigi uzsvért, ka $adas vadlinijas izmanto gan skolotaji, gan
skolu vaditaji, tadéjadi vini var veidot vienotu izpratni par to, kas tiek uzskatits
par kvalitativu maci$anu un kadi uzlabojumi varétu but nepiecie$ami, lai attis-
titu skolotaju macibu darbu klasé. Somija ta vieta, lai izmantotu profesionalos
maciSanas standartus, kopéja macibu satura programma tiek izmantota ka
ietvars, lai informétu skolotaju profesionalo pilnveidi un vérté$anu. Lai mek-
létu turpmakus uzlabojumus izglitibas sistéma attieciba uz skolotaju sagata-
vosanu, ir notikusas ieklaujosas un atklatas publiskas diskusijas, lai apkopotu
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informaciju par to, kam vajadzétu bat svarigam skolotaju izglitiba attieciba uz
vinu apmacibu klaseé. Latvija kvalitates pakapju pieskirsanas ietvaros ir noteik-
tas jomas, ko svarigi izmérit, vértéjot skolotajus, un skolam ir autonomija lemt,
ka notiks vértésanas process, tomér vairakas $is sistémas nepilnibas tika atklati
paustas intervijas ar Latvijas informantiem

Formativas vértésanas prakses un citi veidi, ka vértésana ir saistita ar sko-
lotaju profesionalo pilnveidi, ir aprakstita rezultatu sadalas otraja dala un atbild
uz pétijuma jautdjumu: ka skolotaju vértésanas prakse un pieredze ietekmé
vértésanas un profesionalas pilnveides sasaisti? Identificétas esosas skolotaju
vérté$anas prakses, kas tiek izmantotas tris izvélétajas izglitibas sistémas, tiek
interpretétas, izmantojot §1 promocijas darba 1. un 2. nodala sintezétas zinasa-
nas, lai noskaidrotu, kadi eso$as skolotaju vérté$anas prakses aspekti liecina,
ka ta veiksmigi ved uz informétu profesionalo pilnveidi. Visbeidzot tiek sniegts
fenomenologiskais pieredzes apraksts.

Vértésana, kuras rezultata tiek sniegta atgriezeniska saite skolotajiem
Somija, netiek uztverta ka vérté$ana, bet gan ka attistibas process, kas atspo-
gulo macisanas kulturas ideju skola. Ikgadéjas attistibas diskusijas ir galvena
pieeja skolotaju vértésanai, un katra skola var patstavigi izlemt, ka tas tiek
darits, un pamata ir skolotaju pasvértéjums, kas péc tam tiek apspriests ar
skolas direktoru. Vértésana vairak tiek piedzivota ka dialogs, nevis ka vér-
téSana. Attistibas diskusijas katru gadu tiek pieredzétas ka nepartrauktas un
ilgtermina. Diskusijas rezultats ir skolotaju attistibas planosana, skolotaju
vajadzibu apzinasana, individualo mérku izvirziSana. Parsvara tas tiek veiktas
individuali vai ari ar skolotaju grupu un direktoru.

Kalifornija palidzibas plani (assistance plans) ir ieklauti oficialaja vér-
téjuma un tiek izmantoti ka pieeja skolotajiem, kuri nav sasniegusi ieprieks
noteiktu minimalo prasibu limeni. Tie paredzéti, lai kopa ar mentoru planotu
skolotaju nepieciesamo attistibu prakses pilnveidei. Skolotajs sanem kolegialu
atbalstu, jo $o palidzibas planu organizés$ana parasti tiek iesaistiti pieredzéju-
saki skolotaji. Ari Kalifornija skolotaja refleksijas process ir svariga vértésanas
sastavdala, tapéc skolotajs aktivak iesaistas vértéSanas procesa, lidz ar to
zinama méra tiek piedzivota lidzdaliba. Stundu formalo novérosanu pavada
pécnovérosanas sanaksme un analize, kura skolotajs sanem atgriezenisko saiti
un tiek apspriesti iespéjamie uzlabojumi, tadéjadi tiek piedzivota ari verteé-
$anas un dialoga nepartrauktiba. Skolotaju sagatavo$ana vérté$ana ietver uz
sniegumu balstitus pieradijumus.

Veértéjums, kas saistits ar attistibu, var tikt pieredzéts neformali, pama-
tojoties uz aktualam vajadzibam un specifiskam problémam, tapéc tas var
sniegt palidzibu péc pieprasijuma. Skolotaju iesaiste ir lielaka, ja vértésana tiek
risinatas problémas, ar kuram saskaras skolotajs. Starp praksém Ipasi izcelas
skolotaju savstarpéjais darbs neatkarigi no ta, vai tas ir stundu vérosana, kolégu
vértéjums vai kopiga attistibas pasakumu planosana komandas. Paradas divi
aspekti, kas ir svarigi organizacijas attistibai — skolotaji veido savstarpéju

52



izpratni par problémam, ar kuram vini saskaras, un viniem ir atbildiba par
savu profesionalo pilnveidi, kas tiek horizontali sadalita starp kolégiem.

Somija izcelas ar spécigu skolotaju pasvértésanas profesionalo kultaru, jo
Somijas skolotaji visa savas izglitibas laika ir labi sagatavoti, lai atspogulotu
savu praksi, tdpéc pasvértéjums ir galvena uzticama pieeja skolotaju vértésa-
nai, un to var veikt individuali vai grupas limeni. Vértésana Somija nav saistita
ar augstu lémumu pienemsanu, pieméram, atalgojumu vai nodarbinatibu.
Kalifornija skolotaju pasvértésana, mérku noteiksana individualaja liment tiek
veikta, izmantojot KSSP, kam pievienota rubrika, kas nodro$ina vértéSanas
procesa mérkus un parredzamibu.

Gan Kalifornija, gan Somija piezimes no stundu vérojumiem, ikgadéjas
diskusijas vai citas aktivitates var tikt izmantotas, lai sekotu lidzi skolotaju
attistibas progresam starp macibu gadiem vai izmantotu, lai izsekotu skolotaju
vértésanas saistibu ar vinu pasu meérkiem, un piezimes var parskatit pécvéro-
$anas diskusija. Atskiriba ir tada, ka Kalifornija skolotaju darba ligums nosaka,
ka vini saglaba piezimes un citus dokumentus par savu praksi, savukart Somija
$adu formalu pienakumu nav ne skolotaju, ne skolas limeni.

Latvija skolotaju pasvérté$ana var but saistita ar kvalitates pakapju pie-
$kirSanu skolotajiem vai tiek izmantota ikgadéjas vértésanas sanaksmes, bet
vértésana netiek pieredzéta ka saistita ar profesionalo pilnveidi. Izglitibas
eksperti Latvija vértésanas procesu raksturo ka atdarinasanas virzitu, kad
skolotajs demonstré stundu, kas neatspogulo ikdienas praksi un vérté$anu
virza neformali procesi un l[émumi, lai celtu skolas prestizu un ar tiem saistita
atalgojuma diferencésana atkariba no iegttas kvalitates pakapes nemotivé
skolotajus. Var pastavét risks, ka tad, kad skolotaji piedzivo formativo (nevis
summativo) vértéSanu, vini var izmantot pagatnes pieredzi un pienémumus,
ka ari $is jaunais formativais vértéjums ir “tikai birokratisks slogs” vai “tukss
pienakums” bez saiknes ar vinu faktiskajam problémam vai profesionalas
pilnveides vajadzibam.

Rezuméjot formativas vértésanas vadibu - mezo limeni (organizacijas
limeni) direktoram jabuat atbildigam par to, lai skaidri komunicétu vértésanas
mérki, nodrosinatu caurskataimibu un lidz minimumam samazinatu skolota-
jam nevajadzigu darbu veiksanu, ka ari japalidz identificét problémas, kuras
vértéSanas procesa butu jarisina, palielinot skolotaju lidzatbildibu, sniegt
atgriezenisko saiti uzreiz péc vértéSanas dialoga veida un, visbeidzot, varétu
tikt ieklauta ari citu skolotaju iesaiste, lai nodrosinatu atbalstu un kolegialitati.
Direktoru atbildibai vajadzétu bat ari gan formalo, gan neformalo vértésanas
procesu parraudziba un summativas vértéSanas organizésana, kas skaidri
noskirti no formativas vértésanas. Sistémas limeni politikas veidotaju piena-
kums ir nodrosinat vadlinijas un rikus, kas parada izglitibas sistémas mérkus,
ka tie ir saistiti ar macibu saturu un ka izskatas skolotaju macibu darba kva-
litate dazados attistibas limenos, pieméram, rubrika. Sadus rikus var izstradat
un izplatit ari pasvaldibas limeni.
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4. GALVENIE SECINAJUMI

4.1. Teorétiskie secinajumi

Organizaciju pétnieciba piedavaja vairakas vértigas koncepcijas un to
kombinacijas, kas ir svarigas organizacijas attistibai skolas, un tas ir ieklautas
teorétiskaja modeli (sk. 1. attélu) skolotaju vértésanas un profesionalas pilnvei-
des sasaistes analizei.

Skolas tiek aplukotas tris analitiskajos limenos: individuala limeni (sociali
psihologiskais vai mikrolimenis), organizacijas limeni (mezo limenis) un visu
organizaciju sistéma (ekologiskais vai makro limenis, kas izskaidro skolas orga-
nizacijas kontekstu). Skola tiek uzskatita par atvértu sistému, tapéc to ietekmé
makro limenis, kura ta atrodas. Tiek nemts véra, ka skolas lidzas pastav forma-
las un neformalas socialas strukttiras. Lideriba ir svariga organizacijas limeni,
lai nodroginatu, ka visi organizacijas biedri aktivi iesaistas attistiba, jo to nevar
pilniba realizét, ja dalibnieki ir spiesti sekot izmainam, kuram vini nepiekrit
vai jitas no tam atsve$inati. Tapat tiek uzsvérti mérki un mérku izvirziana, jo
tie var vadit nepiecie§amo parmainu planosanas procesu gan individuala, gan
organizatoriska limeni, un skolam var bt izvirziti mérki ari no ar&jas insti-
tacijas (skolas ekologiska limena). Visbeidzot, maci$anas individuala, grupas/
komandas un organizacijas limeni ietekmé ari organizacijas attistibu, tacu, lai
macisanas notiktu jégpilni, tai ir jabalstas uz pasu dalibnieku vajadzibam un
macibu un attistibas probléemam. Nodala tika apkopota atbilde uz pétijjuma
jautdjumu: kadi organizaciju attistibas elementi ir nepieciesami skolam,
kuru merkis ir istenot 21. gadsimta prasmju maci$anu? Tas vizualais kopsa-
vilkums ir paradits 1. attéla.

Talak tika analizéta izglitibas pétniecibas literatiira, lai noskaidrotu, ka
skolotaju vértésana un profesionala pilnveide un macisanas var but savstarpéji
saistitas, lai nodro$inatu gan organizatorisko, gan individualo attistibu skolas,
kas bija otrais $aja promocijas darba izvirzitais pétijuma jautajums. Pirmkart,
vairaki svarigi skolotaja vértésanas koncepcijas aspekti apskatiti 2. nodala. Lai
vértésana butu saistita ar attistibu, pirmkart, ir jabut vienotai izpratnei par
to, kas ir kvalitativa un efektiva maci$ana un ka ta izskatas, ko varétu definét
profesionalajos standartos, vai to var noteikt aktualie skolas mérki.

Skolotaju formativas veértéSanas merkis ir veicinat skolotaja profesionalo
attistibu, kas uzlabo macibu un maci$anas procesu (Gordon & McGhee, 2019),
un to raksturo ka zemas likmes iejauksanos, tas ir, tas neietekmés skolotaju
darba drosibu jebkada veida. Formativa vértéSana biezak atgadina skolas
neformalas socialas struktaras, bet var tikt ari formalizéta, lai nodrosinatu
vértésanas procediru skaidribu un caurskatamibu. Vértésana, kas tiek veikta
formativa veida, tiek interpretéta ka piemérotaka, lai to saistitu ar sekosanu
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profesionalajai attistibai un macibam, jo ta ir orientéta uz praktiskas atgrie-
zeniskas saites snieg$anu skolotajam. Ta ka skolas ir gan summativa, gan
veidojosa vérté$ana, tas ir skaidri janodala viena no otras, lai izvairitos no
parpratumiem par vérté$anas mérki un samazinatu risku, ka formativa vér-
tésana tiek maldino$i uztverta ka nepalidzo$a vinu profesionalajai pilnveidei.

Snieguma vértésana, kas tiek veikta formativa veida, ir noderiga ari, lai
sasaistitu vértéSanu ar nepiecie$amajiem attistibas risinajumiem, jo ta sniedz
tiesu liecibu par skolotaju macibu darbu. Sniegums atspogulo skolotaju kom-
petenci, kas tiek aktivi izmantota, lai veiktu macibu darbu klasé. Lai novértétu
sniegumu un/vai kompetenci, var izmantot tadus rikus ka rubrikas (sauktas
ari par snieguma aprakstu limeniem), lai nodro$inatu vértésanas mérku par-
redzamibu starp skolotaju un vértétaju.

Viens no efektivakajiem veidiem, ka novértét sniegumu, ir stundu véro-
jumi. Pagvértésana ir ari veids, ka padarit skolotaju par aktivaku un iesaistitaku
agentu sava vérté$ana, tomér Latvija pétjjumi liecina, ka skolotaji nav apgadati
ar nepiecieSamajam prasmém, pieméram, refleksiju, lai adekvati novértétu
savu macibu darbu

4.2. Empiriskie secinajumi

Latvija, Somija un Kalifornija izmantota eso$a skolotaju vértéSanas prakse.
Apskatitas summativas vértéSanas prakses, ko izmanto tris izglitibas sistémas.
Latvijas konteksta summativas vértéSanas sistémai ir vairakas intervéjamo
paustas nepilnibas: sagatavoSanas posms ir pielagots ta, ka stundu vérosana
tiek izpilditi nepiecieSamie kritériji, bet ne vienmeér atspogulo ikdienas macibu
praksi, un tada veida ir vairak neka imitacija, tadéjadi apliecinot, ka to vai-
rak virza neformalas organizatoriskas struktiiras vai ka $is novértéjums tiek
uztverts ka formals pienakums un nemotivé skolotajus talakai profesionalai
pilnveidei, kas balstitos uz konkrétam identificétam probléemam. Lai gan $ie
rezultati ir balstiti uz kvalitativiem apraksto$iem datiem, kas nav reprezen-
téjami, ir pieradits, ka divi pétijjuma piepémumi ir patiesi. Pirmais pétijuma
pienémums: veids, kada skolotaju vértésana ir formali strukturéta (Latvija),
noved pie vajas sasaistes starp skolotaju vertésanu un profesionalo piln-
veidi. Pasreizéja vértésanas sistéma kvalitates pakapju pieskirSanai ka formalai
struktarai, kas ieviesta sistémas limeni skolas, ir elementi, kas to nesaista ar
nepiecieS$amo profesionalo pilnveidi. 2. pétijuma pienémums tiek apstiprinats:
gan formalas, gan neformalas skolas socialas struktiiras javeido un jaisteno
ta, lai tas sniegtu pozitivu un jégpilnu vértésanas pieredzi, lai to efektivak
saistitu ar nepiecieSamo profesionalo pilnveidi.

Ka noradija Latvijas eksperts, $ada vértéSanas pieeja kalpo ka dubulta
birokratija, proti, skolotaji zina sociali vélamas atbildes, atzimé tas, lai gan tas
neatspogulo realo macibu praksi. Literatara ir noradits, ka $adam uz pasno-
vértéjumu balstitam vértéjumam ir mérisanas probléma, lai noteiktu skolotaju
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snieguma kvalitati, jo sadi zinojumi biezi atspogulo atbildes, kuras skolotaji
uzskata par sociali velamam (Little, Goe & Bell, 2009; van de Vijver & He,
2014). Ja vértésanas mérkis ir iegit informaciju, kas ir noderiga, lai informétu
nepieciesamo profesionalo izaugsmi, tad janem véra $is pasvértéjuma testu vai
anketu aspekts. Kvalitates pakapju pieSkir§anas pieméra un citos intervéjamo
sniegtajos pieméros redzams, ka gan formalajam, gan neformalajam sociala-
jam struktaram ir liela nozime vérté$anas uztveré un veiksana. Salidzinot
Kaliforniju ar Somiju un Latviju, Kalifornija ir KSSP ki formala sociala
struktara, kas virza vérté$anas un profesionalas pilnveides procesu, savukart
Somija un Latvija vértésanas procesus médz piedzivot ka neformalas socialas
struktaras, pieméram "ka tas ir norunats darit".

Kalifornija izcelas ar skolotdju vértéSanas procediram, kuras regulé
skolas formalas socialas struktaras, pieméram, darba ligums, regulara klases
vérojumu veiksana, palidziba skolotajiem ar mentora palidzibu, ja vértésanas
rezultati ir zemaki par prasibam; vértésanas biezuma diferencésana atkariba
no darba pieredzes. Pretéji tam Somijas skolotdju vértésana ir mazak formali
strukturéta un vértésanas kvalitati nodrosina skolas darbinieku uzticésanas
uznemties atbildibu par macibu kvalitati. Ari pienakumu izpilde, pieméram,
macibu prakses dokumentacijas sastadisana un iesnieg$ana, tiek uzskatita par
nevajadzigu birokratisku slogu Somijas skolotajiem. Formalas socialas struk-
tiras tiek pretstatitas ka drauds skolotaju profesionalajai brivibai. Saja zina
Somija ir piemeérs atbildibai, kas tiek istenota horizontali starp skolas vai pla-
$akas kopienas vai izglitibas sistémas locekliem. Latvijas intervétie visvairak
atklati dalijas formalas vértésanas kritiskajos aspektos, proti, faktiska prakse
ne vienmér atspogulo formali aprakstitas vértésanas proceduras.

Kopuma trijos gadijumos intervétie pauda, ka vini sistematiski neapkopo
datus skolotaju vértésanai. Sada pieeja ir vai nu izstrades stadija, vai ari ir atka-
riga no katra skolas vaditaja, vai arl nav Ipasas vajadzibas vakt sistematiskus
datus par skolotaju darbu.

Veértésanu parsvara veic direktors vai direktora vietnieks, un ta ir ari vigu
formala loma. Kalifornija vérté$anas procesu nosaka KSSP, bet nakamie soli,
kas tiek darits ar vértésanas rezultatiem, atskiras, jo §1 vértéSanas prakses dala
nav reglamentéta skolas Iimeni. Tapat Latvija un Somija, ka pauda intervétie,
atskiras veidi, ka direktori veic vérté$anu, viniem ir batiska autonomija, ka to
veikt. Vérté$ana var iesaistities arl skolotaji ka kolégi, un retak to veic kads
arpus skolas. Nosléguma jaatzist, ka empiriskais pétijjums pierada direktora
svarigo lomu skolotaju vérté$anas vadisana.

Pétjjuma treSais pienémums ir pieradits ka dalgji patiess: skola balstita
vadiba un citu skolotaju kolégu iesaistiSana ir butiska, lai nodros$inatu saikni
starp skolotdju vértésanu un profesionalo pilnveidi. Lai gan direktora for-
mala loma ir organizét un parraudzit dazadus vérté$anas procesus, citu skolo-
taju iesaistiSana var notikt kolegiala vértésanas veida, kur citi skolotaji novéro
stundu un péc tam parruna to kopa, vai ari vérté$ana var notikt grupas limeni,
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kur skolotaji pieredzéjusi vértésanu kolektivi un var sniegt kolegialu atbalstu
un savstarpéju izpratni par profesionalas pilnveides vajadzibam. Veértésana
un atgriezeniskas saites nodro$inasana var iesaistit arl skolotajus ar lielaku
pieredzi. Péc intervéto personu domam, stundu vérosana ir vispopularaka sko-
lotaju vértésanas prakse un tas nozime pieaug, ipasi izplatita ta ir Kalifornija.
Skolotaju vértésana, pamatojoties uz tie$u vinu noradijumu ievérosanu, ir viens
no galvenajiem nosacjjumiem, lai vértésanu saistitu ar profesionalo pilnveidi
un maci$anos. Somija stundu véro$ana biezi tiek veikta ka kopigs klases darbs
(co-teaching) kas kalpo ka vérté$ana un savstarpéja refleksija un macisanas
kolegiala veida. Pieradijumu vaksana skolotaju vértésanai, novérojot praksi,
var dot vairakas prieksrocibas ari organizacijas attistibai, pieméram, regulari
uzraudzit, vai pastav saikne starp skolas limena mérki un skolotdju ikdienas
praksi un vai prakse mainas un attistas atbilsto$i mérkiem. Rubriku var izman-
tot, lai nodro$inatu véro$anas procesa un mérku caurskatamibu starp skolotaju
un vertétaju, kas ari ir svarigi, lai veidotu vienotu izpratni par to, ko ir svarigi
novértét, kadi rezultati tiek iegati, kadi turpmakie attistibas soli japlano.

Skolotaju vertésanas un profesionalas pilnveides sasaistes pieredze. Visi
intervéjamie dalijas pieredzé par vértésanas veikSanu vai sanemsanu, kam ir
formativs raksturs, tas ir, tas palidz informét nepartrauktu un ilgtermina piln-
veidi atgriezeniskas saites veida, atspogulojot vai planojot turpmako attistibu,
nestrukturétu un neformalu ikdienas vértéjumu, skolotaju kolegialu vértéjumu.

Atgriezeniska saite liela méra balstas uz stundu vérojumiem, un to sniedz
direktors vai direktora vietnieks. Vérté$ana, kuras rezultata tiek sniegta
atgriezeniska saite skolotajiem Somija, netiek uztverta ka vértéSana, bet gan
ka attistibas process, kas atspogulo macibu kultaras ideju skola. Kalifornija
oficialo stundu véro$anu pavada pécvéro$anas sanaksme un analize, kura
skolotajs sanem atgriezenisko saiti un tiek apspriesti iespéjamie uzlabojumi.

Ikgadéjas attistibas diskusijas ir vél viena galvena pieeja skolotaju vérte-
$anai, un tas pamata ir skolotaju pasvértéjums, kas péc tam tiek apspriests ar
direktoru, ka tas ir Somijas gadijjuma. Tkgadéjas attistibas parrunas vai lidzigas
ikgadéjas parskatisanas formas starp skolotaju un direktoru tiek piedzivotas ari
tada veida, ka tiek savakti skolotaju darba formativas vérté$anas pieradijumi.
Diskusijas rezultats ir skolotaju attistibas planosana, skolotaju profesionalas
pilnveides un citu vajadzibu apzinasana, individualo meérku apskate. Ikgadéjas
attistibas diskusijas ir visizplatitakas un institucionalizétas Somijas skolas, un
$o diskusiju pieredze, ka izteica somu intervétie, ir mazak saistita ar vérté$anu,
bet gan vairak tiek piedzivota ka saruna un attiecibu veidosana.

Starp praksém ipasi izcelas skolotaju kopigais darbs neatkarigi no ta, vai
tas ir stundu véro$ana, kolégu novértéjums vai kopiga attistibas pasakumu pla-
no$ana komandas. Kopmacibas prakse Somija ka sadarbibas veids, kura notiek
gan neformala vérté$ana ar kolegialu atgriezenisko saiti, gan macisanas tiek
pieredzéta ka uz attistibu orientéta. Latvija tiek noradits, ka stundu véro$anas
komandas darba elements pozitivi ietekmé skolotaju profesionalo pilnveidi un
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ievie$ jaunas macibu pieejas. Paradas divi aspekti, kas ir svarigi organizacijas
attistibai — skolotaji veido savstarpéju izpratni par problémam, ar kuram vini
saskaras, un vini ir atbildigi par savu profesionalo pilnveidi un macisanos, kas
tiek horizontali sadalita starp kolégiem.

Somija izcelas ar spécigu skolotaju pasvértésanas profesionalo kulttru,
jo Somijas skolotaji visa profesionalas sagatavosanas laika ir labi sagatavoti,
lai atspogulotu savu praksi, tapéc pasvértéjums ir galvena uzticama pieeja
skolotaju vértésanai, un to var veikt individuali vai grupas limeni. Somija
pasveértésana tiek uzskatita par dro$u vértésanas praksi, proti, skolotaji zina,
ka tas neietekmés vinu algu vai kadus citus nosacijjumus, un tas tiek darits
konsekventi. Ari Kalifornija skolotaja refleksijas process ir svariga vértésanas
sastavdala, tapéc skolotajs aktivak iesaistas vértéSanas procesa. Kalifornija
skolotaju pasvértéjums, mérku noteik$ana individuala limeni tiek veikta,
izmantojot KSSP.

Aptaujatie Kalifornijas skolotaji médz atkartoti atsaukties uz meérkiem,
kas saistiti ar vértéSanas procesu, pieméram, stundu vérojumi kalpo ka veids,
ka parraudzit, vai nepiecieS$amas izmainas, lai sasniegtu skolas meérkus, tiek
atspogulotas macibu stundas vai ari tas atspogulo skolas mérkus, sasaistot
attistibas plano$anu ar attistibas progresa parraudzibu, vacot pieradijumus
stundas.

Tiek secinats, ka fenomenologiski vértéSana péc butibas ir jaizjut ka
vértiga, pozitiva un vérsta uz nepiecie§amo attistibas un macibu risinajumu
noteik$anu. Individualaja limeni (organizacijas mikrolimeni) skolotaju un
skolu vaditaju pieredze skolotaju vérté$ana var ietekmét tas uztverto nozimi
un, ja ta jégpilni palidz informét, kadi nakamie soli butu javeic skolotajam, lai
uzlabotu macibas jaunu zinaganu apguve.
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5. REKOMENDACIJAS UN TURPMAKA PETNIECIBA

Saja nodala ir sniegti vairaki praktiski ieteikumi dazadam ieinteresétajam

pusém Latvija, ka uzlabot skolotaju formativas vérté$anas un profesionalas
pilnveides sasaisti. Ieteikumi ir balstiti uz pozitivam eso$ajam skolotaju vér-
téSanas un attistibas praksém, ar kuram daljjas intervétie, tadéjadi atbildot uz
5. pétniecisko jautajumu. Ieteikumi paredzéti, lai sniegtu empiriski pamatotus
padomus, ka ieviest formativo vértésanu skolotaju un skolu vaditaju ikdienas
praksé Latvija. Attieciba uz skolas ka organizacijas mikrolimeni var sniegt
vairakus ieteikumus:

1.

Kalifornija un Somija skolotaju pasvértéjums un refleksija par savu praksi
ir svarigi jebkuras vértésanas darbibas elementi. Aptaujatie Latvija dalas ar
to, ka pagveértéjums ir svarigs vinu skolas, ka ari par to, ka $is prasmes ir
jauzlabo gan individuala (skolotaja), gan organizacijas (visas skolas) limeni.
Somija liela dala skolotaju vértésanas ir balstita uz skolotaju pasvértéjumu,
un, kad somu skolotaji sak stradat profesija, viniem jau ir bagata pieredze
savas prakses izvértésana, jo ta ir svariga vinu formalas izglitibas sastavdala.
So problému var kompensét individuala limeni. Izglitibas politika varétu
risinat $o problému, izstradajot sistémas meéroga izmainas, kur mérkis ir
skolotaju profesionala pilnveide, kas vérsta uz pasnovértéjuma prasmeém.
Skolotaju izglitiba un sagatavo$ana jameklé veidi, ka integrét pasverte-
jumu studiju procesos, lai jaunie skolotaji varétu patstavigi pasvértét savu
macibu darbu, nevértéjot sevi, pamatojoties uz sociali vélamo informaciju.
Turpmakie pétijumi varétu bat vérsti uz skolotaju informétibu par savam
pasvértésanas prasmém un to, ka §is prasmes varétu apgat un izplatit.
Turpinot 1. ieteikumu, skolotaju pienakums ir spét identificét problémas
un $kérslus sava macibu darba. Apzinoties savas problémas, skolotaji var
drosak pieprasit palidzibu no skolu vaditdjiem un citiem kolégiem, lai
palidzétu novértét vinu sniegumu. Turpmakie pétijumi varétu pieveér-
sties skolu organizacijas kulttirai attieciba uz to, cik liela méra skola ir
uzticé$anas kultira, lai skolotaji atklati komunicétu par probléemam. Lai
uzticétos jaunam formativas vérté$anas praksém, ir nepiecieSami instru-
menti un vadlinijas. Izglitibas eksperti un pétnieki ir atbildigi par tadu
formativas vérté$anas instrumentu nodrosinasanu ka rubrikas, vadlinijas
profesionalas pilnveides plano$anai skolotdjiem ar dazadiem snieguma
limeniem un lidzigi instrumenti, kas var nodrosinat vértésanas procesa
parredzamibu.

Attieciba uz mezo (skolas organizacijas) limeni ir vairaki ieteikumi skolu

vaditajiem:

1.

Skolu vaditajiem ieteicams organizét formativas vérté$anas apguvi. Grupu
darbs var nodrosinat vienotas izpratnes veido$anu par to, kas ir formativa
vértésana un ka to ieviest ikdienas prakse.
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Direktoriem, ievieSot to skolas praksé, ieteicams skaidri pazinot, kads ir
formativas vértéSanas mérkis. Turpmakajos pétljumos var izpétit nepie-
cieS$amas direktoru kompetences, kas nepieciesamas, lai organizétu un
izvirzitu formativas vértéSanas meérkus, un to, ka organizacijas attistibas
merki tiek nodoti skolotajiem un ka tie ir saistiti ar skolotaju profesionalo
pilnveidi.

Ja tiek veikts summativais un formativais vértéjums, tad Sie vértéjumi
ir skaidri janodala viens no otra. Ieteikums katram vérté¢jumam planot
atseviSkus laikus. Pastav risks, ka, ja skolas loceklis atdarina vienu vér-
téSanas darbibu, tad ari cita vérté$ana, kas vairak vérsta uz pilnveides un
maci$anas vajadzibu noteik$anu, var tikt traktéta ar lidzigu “dubultbiro-
kratijas” attieksmi un nesniegs nepiecieSamos pieradijumus, lai planotu
profesionalo pilnveidi, kavéjot gan individualo, gan organizacijas attistibu
skola.

Lai formativo vértésanu vairak piedzivotu ka attistibas aktivitati, skolas
vaditdgjam ir janodro$ina konteksts pastavigam dialogam ar skolotaju,
organizéjot, pieméram, pécvérosanas diskusijas, kuras tiek sniegta atgrie-
zeniska saite.

Skolu vaditaju pienakums ir péc iespéjas samazinat parmérigu dokumen-
taciju un birokratisko slogu vértésanas laika.

Skolu vaditaji varétu nodrosinat neregularu aréju novértéjumu, ko veic
eksperts, kas var nodrosinat formativas intervences funkciju skolas attis-
tiba (Engestrom & Sannino, 2010). Spéjigiem skolotajiem ieteicams ienemt
jaunus amatus, pieméram, macibu konsultanta vai skolotaja-lidera amatus.
Turpmakajos pétjjumos varétu noskaidrot, ka Latvija skolotaja profesiju
varétu papildinat ar jaunam lomam skolotajiem, pieméram, formativas
vértésanas mentoriem un skolotajiem-lideriem.

Ta ka atgriezeniska saite ir nepiecieSama jaunas uzvedibas apgti$ana un
var bt ari motivéjoss pasakums, ir ieteicams atbalstit direktorus kons-
truktivas atgriezeniskas saites snieg$ana.
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