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ANOTACIJA

Livas Gobas-Mednes promocijas darbs “Skolotaju profesionalo darbibu
transform&josa macisanas pieredze Covid-19 pandémijas situacija” izstradats
izglitibas zinatn&s visparigas pedagogijas apak$nozaré Latvijas Universitates
Pedagogijas, psihologijas un makslas fakultates Izglitibas zinatpu un
pedagogisko inovaciju nodala profesores Dr. paed. Zandas Rubenes vadiba laika
posma no 2014. gada Iidz 2023. gadam.

Promocijas darba mérkis ir izpétit skolotaju maciSanas pieredzi, kas
veidojusies Iidz ar transformacijam vinu profesionalaja darbiba Covid-19
pand€mijas situacija.

Kvalitativa dizaina p&tjjuma analizétas narativas intervijas ar 23 Latvijas
visparizglitojoso skolu skolotajiem. Izveidota skolotaju macisanas pieredzes
tematiska struktiira raksturo izaicinajumu un gritibu spektru, ar kadu
profesionalaja darbiba sastapas skolotaji. Izveidota skolotaju transformativas
macisanas pieredzu tipologija, kas raksturo skolotdju piedzivotas maciSanas
transformacijas Covid-19 pandémijas inici€taja krizes situacija.

Promocijas darba 1.nodala izveidots skolotaju profesionalo darbibu
transform&joSas macisanas pieredzes izpetes teorctiskais ietvars. 2.nodala
raksturotas skolotaju profesionalas darbibas transformacijas Covid-19
pand€mijas situacija Latvija ka izp&tes konteksts. 3. nodala aprakstita p&tijuma
metodologija, pétijuma norise un rezultati, bet diskusijas dala analiz&tas atbildes
uz pétfjuma jautajumiem, ka arT iezZiméti nakotnes pétijumu virzieni skolotaju
maciSanas pieredzes pilnveides joma. Nobeiguma atspogulota promocijas darba
izvirzito pétijjuma uzdevumu seciga izpilde un apkopoti galvenie rezultati un
secinajumi.

Promocijas darba apjoms ir 234 lappuses, pievienoti 7 pielikumi.

Atslegvardi: Covid-19 pandémija, maciSanas pieredze, skolotaju

macisanas pieredze, skolotaju profesionala pilnveide, skolotaju profesionala
darbiba, transformativa macisanas.
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VISPARIGAIS DARBA RAKSTUROJUMS

Promocijas darbs “Skolotaju profesionalo darbibu transformgjosa
maciSanas pieredze Covid-19 pand@mijas situacija” atspogulo pétijumu par
skolotaju subjektivo maciSanas pieredzi. Darba analizeti skolotaju izaicinajumi,
profesionali pilnveidojoties situacija, kuru raksturo globalas pandémijas izraisita
krize, asimetrija starp pieaugo$sam prasibam skolotaju darbam un ierobezotiem
resursiem tas istenot, ka ari izaicinoSs socialkultiras konteksts sabiedriba
kopuma. Covid-19 pandémija mainija gan ierasto macibu norises formu, gan
priekSstatus par izglitibas, Tpasi skolas, nozimi sabiedribas funkcionéSana.
Pasaules Bankas apléses liecina, ka skolu slégSana un klatienes darba
partrauksSana pandémijas dél pasaulé ietekm&jusi vairak neka 1,6 miljardus
skolénu, veicinot socialo nevienlidzibu un pasliktinot ne vien macibu rezultatus,
bet arT potenciali negativi ietekmgjot turpmakas dzives perspektivas visai
paaudzei (The World Bank, UNESCO and UNICEF, 2021). Lai nodroSinatu
izglitibas kontinuitati, vl nebijusa meroga visa pasaulé tika istenotas dazadas
attalinatu macibu formas, liekot uzsvaru uz digitalo tehnologiju izmantojumu.
Vissmagak attalinatas macibas ietekméjusas sociali mazak aizsargatas skolénu
grupas — gan nepiecie$amo digitalo tehnologiju un interneta piesléguma del, gan
pieauguso klatienes atbalsta trikuma dél (UNESCO, 2021). Ipasu izaicindjumu
attalinatas macibas sagadajusas skolotajiem, kuriem jaunas macibu formas bija
jaapgust Tsa laika, lidz ar to stradajot ilgakas darba stundas. P&tijumi rada, ka
vairums pasaules valstu skolotaju nebija pietickami sagatavoti attalinatu macibu
nodros§inasanai (The World Bank, UNESCO and UNICEF, 2021).

Latvija Covid-19 pandémija izmainija skolu darbu lidz ar arkartas
situdcijas izsludinasanu 2020. gada 12. marta. Skolénu brivlaika ned€las laika
skolam un skolotajiem bija japiemérojas attalinatu macibu nodroSinasanai
(Ministru kabineta rikojums Nr. 103, 2020) un, situacijai attistoties, jastrada
attalinati 1idz macibu gada beigam. Mainoties epidemiologiskajai situacijai,
mainijas arT skolu darbu ietekm&joSie normativi un vadlinijas, tostarp iespg&jas
nodro$inat macibu norisi klatieng. Garakais attalinata darba posms valstt kopuma
noritgja 2020./2021. macibu gada un vairuma skolu ilga 5 ménesSus (Ministru
kabineta rikojums Nr. 655, 2020). Izglitibas iestadém bija izaicinoSi nodrosinat
maciSanas nepartrauktibu un produktivas macibas gan mainigo epidemiologisko
prasibu, gan arl papildu funkciju uznemsSanas dél, piem@ram, iesaistiSanas
skolénu testé€Sana un kontaktpersonu apzinasana un apzinosana.

Atbalsts skolotajiem tiek uzskatits par vienu no butiskakajiem
instrumentiem, lai mazinatu pandémijas negativo iespaidu uz izglitibas ieguvi un
socialo jomu (The World Bank, UNESCO and UNICEF, 2021), ka arT uzlabotu
izglitibas kvalitati kopuma (European Commission, 2013; Hargreaves &
O’Connor, 2018), tom&r iesp&jas spriest par atbalsta atbilstibu ir ierobeZotas, jo
Latvija skolotaju profesionalas pilnveides un atbalsta joma veikto p&tijumu un
pieejamo datu klasts par faktisko situaciju ir nepilnigs. Piem&ram, uz ilgtermina
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metodiska darba un pedagogu talakizglitibas plana trikumu valsti, vaji
koordin&tu starpinstitliciju ricibu, ka ar1 citam [idzSingjam parvaldibas
nepilnibam norada Izglitibas kvalitates valsts dienesta (IKVD) izpétes zinojums
par valsts gimnaziju ka metodisko centru darbibu (IKVD, 2021). Atbalsta
strat€giju izstradei nepiecie$ami pilnvertigi dati un p&tijumi ne vien par skolotaju
macisanas vajadzibam un profesionalas pilnveides sist€émiskajiem aspektiem, bet
ar1 par skolotaju faktisko maciSanas pieredzi ar lidz $im pieejamo atbalstu un
specifiskajam prakses problémam.

Gan izglitibas ekspertu vidd, gan starptautiskos izglitibas pé&tfjumos
verojama aizvien lielaka vienpratiba par sadarbibas un komandas darba nozimi
skolotaju profesionalaja pilnveid€ un izglitibas kvalitates uzlaboSana (European
Commission, 2013; Hargreaves & O’Connor, 2018; International Commission
on the Futures of Education, 2021; Lazdina et al., 2021; OECD, 2020; Skola
2030, 2017). Tas aktualizé fokusa mainu profesionalas pilnveides joma no
individuali orientétas skolotaju kompetencu pilnveides un atsevisku
profesionalas kompetences pilnveides programmu izpétes uz skolotaju
profesionalas darbibas pilnveidi ka skolotaju profesionalitates faktisko izpausmi
skolas kopiena (Goba-Medne, 2019). Skolotajcentréts petijums sniedz iesp&ju
analizét skolotaju subjektivo pieredzi, atklajot, ka faktiski subjektivo,
intersubjektivo un kontekstualo faktoru mijiedarbiba nodroSina profesionalas
darbibas pilnveidi. Skolotaju maciSanas pieredzes izpete pandémijas krizes
situacija sniedz unikalu iespgu veidot dzilaku izpratni par skolotaju
profesionalas pilnveides butibu.

Covid-19 pandémijas provocétas globalas tieSsaistes macibas ir tikai
viens no izaicinajumiem skolotaju profesionalas pilnveides joma. Pandeémijas
ietekme sava zina ir paspilgtindjusi kontekstualas pretrunas, kas lidz §im
ietekméjusas skolotaju profesionalo darbibu, un radijusi apstaklus, kuros nav
iesp&jams izvairities no izmainam skolotaju profesionalaja darbiba.

Promocijas darba pétijuma centrala probléma ir asimetrija starp prasibam,
kuras tika noteiktas skolotajam Covid-19 pandémijas un Iidzsingjo kontekstualo
pretrunu apstaklos, un resursiem So prasibu IstenosSanai, tostarp pieejamo un
uztverto atbalstu. Skérslus veido vairaki faktori: 1) skolu pretestiba izmainam un
tradicionalas iekapsuléSanas tendences iepreti sabiedribas straujai mainibai
(Bekerman & Zembylas, 2014; Engestrom, Engestrom, & Suntio, 2002; Fullan
& Quinn, 2016; Labaree, 2012); 2) mainigo epidemiologisko prasibu ietekme uz
sekmigu macibu procesa nodrosinaSanu (Daniela et al., 2021; Kim & Asbury,
2020; Mirke & Tzivian, 2021; Purina-Bieza & Sarva, 2022; Rubene et al., 2021;
Uzun et al., 2021; World Bank, 2020); 3) komercialas kulttiras ietickSanas visas
dzives jomas ar tas izklaid€joSo ievirzi un patér&jamibu iepreti intelektualai
pieptlei un pasdisciplinai, ar ko saistitas macibas skola (Crawford, 2015;
Naughton, 2018; Purdie & Hattie, 2002); 4) pieaugosas prasibas skolotaju
profesionalitatei un kritika skolas institlcijai iepreti nepietickamajam atbalstam
skolotaju profesionalajai pilnveidei un nevienpratibai par izglitibas kvalitates
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nodro$inasanas biutibu (Hargreaves & Fullan, 2012; Murgatroyd & Sahlberg,
2016).

ST problematika veido aktualitati izpéfit skolotaju maciSanas pieredzi
Covid-19 pandémijas situacija sasaist€ ar profesionalas darbibas pilnveidi,
izvirzot priekSplana skolotaju macisanas personisko un autentisko dimensiju un
atklajot pilnveidi pavadosas transformacijas. P&tjjuma veikSanas laika
pandémijas ietekm& macibu darbs skolas piedzivoja globalu masveidigu pareju
uz pilnigi vai dalgji attalinatu, digitalo tehnologiju pastarpinatu maci$anos. Tas
sniedza iesp€ju skolotaju maciSanas pieredzi petit Saja vienojosas pieredzes
telpa.

IepriekSmingtais noteica promocijas darba temata izveli: Skolotaju
profesionalo darbibu transforméjosa macisanas pieredze Covid-19 pandemijas
situacija.

Pétijuma meérkis ir izpétit skolotaju macisanas pieredzi, kas veidojusies
lidz ar transformacijam vinu profesionalaja darbiba Covid-19 pandémijas
situacija.

Izvirziti §adi pétijjuma jautajumi:

Ka Covid-19 pandémijas inicieétas transformacijas skolotaju
profesionalaja darbiba atspogulojas skolotaju maciSanas pieredze? Un otradi: ka
skolotaju maciSanas pieredze Covid-19 pandémijas situacija transformeé vinu
profesionalo darbibu?

P&tfjuma jautajumus detaliz€ $adi precizgjosie apaksjautajumi (Creswell,
2014):

1. Ka skolotaji skaidro Covid-19 pandémijas un attalinato macibu pieredzes
ietekmi uz savu macisanos un profesionalo darbibu?
2. Kadu macisanas pieredzi Covid-19 situacija skolotaji skaidro ka savai

izaugsmei butisku? Kas ir apgritinajis skolotaju profesionalas darbibas

pilnveidi Covid-19 situacija? Ka skolotdju maciSanas pieredze

atspogulojas intersubjektivitate un sadarbiba?

3. Ka skolotaju macisanas pieredz€ atspogulojas transformativa macisanas?
Uz ko ir vérsta skolotagju maciSanas pieredze Covid-19 pandémijas
situacija jeb kadi orientgjosie ietvari ir identificjami skolotaju pieredzes
izklastos?

Pétijuma priekSmets ir skolotdju maciSanas pieredze. Peétljuma
identific@tas maciSanas teorijas, kas skaidro transformativas maciSanas norisi un
tas lomu profesionalas darbibas pilnveide. MaciSanas pieredzes jédziena analizg
atklajas ta intersubjektiva iedaba un sociala konstruktivisma principi. P&tjjuma
dalibnieku subjektivie narativi par maciSanas pieredzi ataino individu
interpretaciju atminas par pieredzeto un pieredz&ta konceptualizaciju, kas ir
interpretivismam raksturiga perspektiva. Individa interpretacija par konkrétu
profesionalas darbibas transformaciju un profesionalas pilnveides iniciativu
efektivitati un vertigumu atklajas ka izteikti subjektiva, tomér skolotdjs savu



turpmako darbibu orienté caur $o subjektivo vert€jumu, un, ka zinams, darbibas
motivacija butiski ietekm& macibu procesu un informacijas interpretaciju.

Pétijuma konteksts, kas nosaka izpStes robezas, ir skolotaju
profesionalas darbibas transformacijas Covid-19 pandémijas situacija Latvija.
Darbibas transformacijas analizétas socialkultliras perspektiva, sintezgjot
darbibas un transformativas maciSanas teorijas, kur darbibas teorija skaidro
macisanas socialo kontekstu, mijattiecibu sisttmu un versumu, savukart
transformativas maciSanas teorétiska tradicija skaidro jégas konstrugSanas
ietvaru parveidojoSu maciSanos individa liment.

Petfjuma priekSmeta un konteksta pakartojums ir neviennozimigs:
profesionala darbiba var biit maciSanas pieredzes veidoSanas konteksts, un
profesionalas darbibas pilnveide var noritét individa vispargjas maciSanas
pieredzes konteksta — darbibas pilnveide un macisanas pieredze ir mijattiecibas.
Petfjuma vajadzibam fokuss tiek vérsts uz maciSanas pieredzi, kas saistita ar
profesionalas darbibas pilnveidi (tatad sasaurinot macisanas pieredzi péc tas
versuma), turklat fokusa ir laika periods no 2020. gada marta, kad Latvija tika
izsludinats arkartas stavoklis Covid-19 dél, lidz 2022. gada septembrim, lidz
kuram tika veiktas intervijas, kas iezZIm& p&tjjuma aptvertas macisanas pieredzes
robezas.

Pétijuma uzdevumi ir $adi:

1) izveidot skolotaju profesionalo darbibu transform&josSas macisanas
pieredzes izpetes teorétisko ietvaru, icklaujot transformativas
macisanas pieredzes izpratni un raksturojot Covid-19 pandémijas
situacijas kontekstualo ietekmi;

2) izveidot metodologisko koncepciju skolotaju maciSanas pieredzes
analizei empiriska petijuma;

3) empiriski analizét skolotaju profesionalo darbibu transformgjosas
maciSanas pieredzi profesionalas darbibas pilnveide Covid-19
pand@mijas situacija, rekonstrugjot skolotaju macisanas pieredzes
tematisko struktiiru un raksturojot maciSanos un profesionalas
darbibas pilnveidi sekm&josus un kavgjosus aspektus;

4) izveidot skolotagju macisanas pieredzes tipologiju, rekonstrugjot
transformativas maciSanas ievirzi un izmainas skolotaju
profesionalaja darbiba Covid-19 pandémijas situacija atbilstosi
dokumentgjosas analizes principiem;

5) apkopot pétijuma rezultatus, piedavat diskusijai atbildes uz p&tijuma
jautajumiem, ka arT iezim&t nakotnes pétjjumu virzienus skolotaju
macisanas pieredzes pilnveides joma.

Pétijuma  veids:  apraksto$s  kvalitativs  petfjums, izveleta

etnometodologijas p&tnieciska pieeja (Bohnsack, 2014; Eberle, 2014).

Pétijuma teorétiskaja perspektiva sintezéta sociala konstruktivisma un
socialkultiiras paradigma. Skolotaja maciSanas pétita vina subjektivas pieredzes
rakursa, nemot veéra, ka etnometodologijas pieeja lauj analizét skolotaju
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pieredzes kopumu, identificgjot taja individualas un kolektivas darbibas
orientacijas, kas transformativas macisanas teorijas konteksta atklajas ka jeégas
konstruésanas ietvars (jeb jégas konstruéSanas perspektivas, paradigmas).
Skolotaju profesionalitates izpratne konstruéta kultirvesturiskas darbibas
teorijas perspektiva, skatot to ka profesionalas darbibas sistemu.

Pétijuma izmantotas metodes: 1) teorStiskas pétiSanas metodes:
zinatniskajas datu baze€s un ar interneta informacijas mekletaju palidzibu
apkopota un padzilinati analizeta zinatniska literatiira, kas aptver gan promocijas
darba pétijumam aktualas teorgtiskas nostadnes, gan empiriskus pétjjumus;
skolotaju profesionalo pilnveidi regul€joSo normativo dokumentu analize;
2) empiriskas pétiSanas metodes: datu ieguvé izmantota narativa intervija; datu
analiz€ un interpretacija izmantota refleksiva tematiska analize un
dokumentgjosa interpretacijas metode (angl. documentary method, vacu
dokumentarische Methode).

Pétijuma robeZas nosaka $adi aspekti: 1) skolotaju maciSanas pieredze
ka izpétes fokuss subjektcentréta pétijuma pieeja; 2) skolotaju profesionalas
darbibas pilnveides sist€émiska izpratne, vienlaikus atklajot to ka individu
subjektivajas koncepcijas balstitu fenomenu; 3) kvalitativa p&tijuma (specifiskak
— etnometodologijas p&tnieciskas pieejas) ierobezojumi, kas nosaka, ka izpé&tei
tiek paklauta petijuma dalibnieku izpratne un veidotas subjektivas koncepcijas,
nevis to pamatotiba; 4) petijuma dalibnieku atlases principi.

Pétijuma empiriska baze: 23 narativas mutvardu intervijas ar
visparizglitojoso skolu skolotajiem, kas veiktas attalinati, izmantojot tieSsaistes
platformu Zoom, ka ar1 klatieng, veicot audioierakstu.

Pétijuma zinatniska novitate: 1) pieauguSo maciSanas teoriju
padzilinata izpé€te, analiz€jot transformativas maciSanas lomu skolotaju
profesionalas darbibas pilnveide; 2) empiriska skolotaju subjektivas macisanas
pieredzes izpete Covid-19 pandémijas situacija Latvija, identificgjot
profesionalas darbibas pilnveidi ietekmg&josus aspektus; 3) skolotaju macisanas
pieredzes Covid-19 pandémijas situacija tipologijas izveide, raksturojot
maciSanas transformaciju versumu atbilsto$i dokumentgjosas interpretacijas
metodes principiem.

Pétijuma praktiska nozimiba: 1) apkopota Latvijas skolotaju macisanas
pieredze profesionalas darbibas pilnveidé Covid-19 pandémijas situacija;
2) aktualizéta diskusija par jegpilnas skolotaju profesionalas pilnveides
aspektiem Latvija un atbalstu skolotaju darba; 3) piedavati nakotnes petijumu
virzieni skolotaju macisanas pieredzes pilnveides joma.

Promocijas darba struktiiru veido ievads, tris nodalas un nobeigums,
pateicibas, izmantotas literatiiras saraksts, normativo dokumentu un informacijas
avotu saraksts, pielikumi. Promocijas darba apjoms ir 234 lappuses. Izmantota
zinatniska literatiira latvieSu, anglu un vacu valoda, 293 zinatniskas literatliras
vienibas un 12 normativie dokumenti un citi informacijas avoti. Darba ietverti
13 attéli un 5 tabulas, kas ir promocijas darba autores veidoti vai adaptéti.
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Aizstavesanai izvirzitas $adas pétijuma formulétas tézes, kas raksturo
skolotaju macisanas pieredzes butibu konteksta ar skolotaju profesionalas
darbibas transformacijam Covid-19 pandémijas situacija:

1. Skolotaju macisanas pieredze Covid-19 pandémijas situacija izpaudas
ka problémorientgta, kontekstuala, intersubjektiva, holistiska un visa Iidzsingja
pieredzg balstita savas profesionalas darbibas rekonstruésana, kas ietekméja to,
ka skolotaji uztver (jeb pieredz), skaidro (jeb konceptualizg) un realiz€ prakse
savu profesionalo darbibu.

2. Skolotaju macisanas pieredze Covid-19 pandemijas situacija atklajas
ka profesionalaja darbiba sastapto izaicinajumu un griittbu parvaréSana, ko
skolotaju maciSanas pieredzes tematiskaja struktiira raksturo t€mas saskarties ar
ierobezojumiem, mdcities darba procesa, meklét kopienas atbalstu un izprast
pieredzeto, bet izaicinajumu un gritibu spektru detalizEti ietver apak§témas un
pakartotie aspekti.

3. Covid-19 pandémija radija skolotaju transformativu macisanos
provocgjosu situaciju, kas ietekmé&ja skolotaju profesionalo darbibu visos tas
aspektos. Skolotaju transformativas maciSanas pieredzi Covid-19 pandémijas
situacija raksturo divdimensionala tipologija, kuras pirma dimensija ietver piecus
skolotaju transformativas maciSanas tipus (digitali metodiskas, attiecibu,
organizatoriskas, pasefektivitates, personisko robezu transformdcijas), kas katrs
ietver scenariju spektru no minimalam izmaindm vai regresijas lidz pat
maksimalam izmainam un transformativas maciSanas rezultatiem. Savukart otra
dimensija raksturo aktivitati, ar kadu skolotajs iesaistijas savas profesionalas
darbibas parveidosana Covid-19 pandémijas krizes situacija; $1 aktivitate var bt
spektra no reaktivas jeb reaggjoSas lidz proaktivai jeb apsteidzoSai, kura
transformativa maciSanas saistama ar proaktivu pieeju jau sakotngji.

Pétijuma metodologijas un iegiito rezultatu zinatniska aprobacija
veikta turpmak minétajas konferences un seminaros:

1. Association for Teacher Education in Europe (ATEE) Annual Conference
“To Be, or Not to Be a Great Educator”, raksta prezentacija “Teachers’
learning experiences of transforming their professional activity during
COVID-19 pandemic” (Riga, 30/08/2022).

2. Latvijas Universitates 80. starptautiskas zinatniskas konferences sekcija
“Perspectives of Cultural Heritage in Educational Sciences”, tieSsaistes
prezentacija “Learning experiences that transform teachers’ professional
activity: The COVID-19 pandemic” (Riga, 17/02/2022).

3. Association for Teacher Education in Europe (ATEE) Annual Conference
2019 “Teacher Education in a Changing Global Context”, raksta prezentacija
kopa ar Tatjanu Bicjutko “Foreign Language Policy in Relation to Educators
in Latvia: An Activity Systems Analysis” (Bata/Lielbritanija 08/2019).

4. Association for Teacher Education in Europe (ATEE) Spring Conference
2019 “Innovations, Technologies and Research in Education”, raksta
prezentacija “Shifting the focus of professional development: From individual
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teachers’ competences to a system of contextual professional activity” (Riga,
7-8/06/2019).

1st International Scientific and 6th VDU, MRU, KU, VU Consortiums of
Doctoral Studies in Education Conference of Doctoral students in Education,
prezentacija “Teachers as Learners: Transformational Learning Experiences
in Developing Teachers’ Professional Activity” (Klaip&da/Lietuva,
14/10/2017).

. Association for Teacher Education in Europe (ATEE) Spring Conference
“Innovations, technologies and research in education”, raksta prezentacija
“Transformational Learning Experiences at the Core of Teacher Continuing
Professional Development” (Riga, 13/05/2017).

. FAU International Winter School for Research in Aesthetic, Arts and Cultural
Education  “Spectra of Transformation”, pétjjuma prezentacija
“Transformative Learning Among Teachers in a Workplace Setting”
(Nirnberga/Vacija, 20-24/02/2017).

. Latvijas Universitates 73. zinatniskas konferences Pedagogijas sekcija
“Aktualitates audzinasana: problémas un risindjumi”, raksta prezentacija

“Skolotaju savstarpéjas macisanas kultira skola” (Riga, 12/02/2015).

Zinatniskas publikacijas recenzétos izdevumos

. Goba-Medne, L. & Rubene, Z. (2023). Teachers’ learning experiences of
transforming their professional activity during COVID-19 pandemic.
In L. Daniela (Ed.), 7o Be, or Not to Be a Great Educator. Proceedings of
ATEE Annual Conference, 2022 (pp. 11-26). Riga: University of Latvia
Press. https://doi.org/10.22364/atee.2022.01

. Goba-Medne, L. (2022). Learning experience that transforms teachers’
professional activity: The COVID-19 pandemic. In L. Daniela (Ed.), Human,
Technologies and Quality of Education. Proceedings of Scientific Papers,
2022  (pp. 475-486). Riga: University of Latvia  Press.
https://doi.org/10.22364/htqe.2022.34

. Bicjutko, T., & Goba-Medne, L. (2020). English language policy in relation
to teachers and teacher educators in Latvia: Insights from activity systems
analysis. Acta Paedagogica Vilnensia, 45, 60-76.
https://doi.org/10.15388/ActPaed.45.4

. Goba-Medne, L. (2019). Shifting the focus of professional development:
From individual teachers’ competences to a system of contextual professional
activity. In L. Daniela (Ed.), Innovations, Technologies and Research in
Education. Proceedings of ATEE Spring Conference (pp. 527-535). Riga:
University of Latvia Press. https://doi.org/10.22364/atee.2019.itre.38

. Goba, L. (2019). Theorizing the concept of transformative learning
experience in the context of teacher professional development. In SOCIETY.
INTEGRATION. EDUCATION. Proceedings of the International Scientific
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Conference (Vol. V, pp. 119-130). Rézekne: Rezekne Academy of
Technologies. http://dx.doi.org/10.17770/sie2019vol5.3754

. Rubene, Z., Stars, 1., & Goba, L. (2015). Health literate child: Transforming
teaching in school health education. In SOCIETY. INTEGRATION.
EDUCATION. Proceedings of the International Scientific Conference (Vol. 1,
pp- 331-340). Rézekne: Rezekne Academy of Technologies.
http://doi.org/10.17770/sie2015vol1.314
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PROMOCIJAS DARBA SATURA IZKLASTS

“Katra atseviska pieredze ir virzoss spéks. Par tas vertibu var spriest tikai pec
ta, kurp ta virza talak.” !
(Dewey, 1938/1997, p. 38)

Promocijas darbs sastav no ievada, tris nodalam, nobeiguma, izmantotas
literatiiras saraksta ar 293 vienibam, normativo dokumentu un informacijas avotu
saraksta ar 12 vienibam, 7 pielikumiem.

1. Skolotaju maciSanas pieredze ka petijjuma
pamatkategorija

Promocijas darba 1.nodala izveidots skolotaju profesionalo darbibu
transform&josas  maciSanas  pieredzes  izpStes  teor€tiskais  ietvars.
1.1. apaks$nodala padzilinati analizéti pieredzes un maciSanas jedzieni,
konstrugjot macisanas pieredzes ka kompleksa, holistiska un konceptuali
ietilpiga jédziena izpratni. Pieredzes jédziena analize balstita Dzona Djuija (John
Dewey) pragmatiskaja izglitibas filozofija (Dewey, 1916/1966, 1934/1980,
1938/1997), attistibas zinatnes un neirozinatnes p&tjjumos (Jones, 2014; Lickliter
& Honeycutt, 2015; Overton, 2015), pieauguso izglitibas teorijas (Jarvis, 2006,
2010; Kolb, 1984), fenomenologijas filozofija (Eberle, 2014; Huserls, 2002).
Pieredzi var definét ka individa nepartraukta mijiedarbiba ar vidi fiziskaja,
kognitivaja un afektivaja dimensija giito iespaidu kopumu, ko individs interpreté
un konceptualizg, balstoties iepriek$¢ja pieredz€ un uzskatu sist€éma, konstrué
pieredz&ta jégu un veido koncepcijas par pieredzéto, ka ari parveido $is
koncepcijas. MaciSanas pieredze pétijuma tiek skatita ka pieredze, no kuras un
caur kuru individs macas vai ir macijies; ta paver iesp&ju pieredzes ka mehanisma
rekonstruésanai. Respektivi, maciSanas no pieredzes sniedz iesp&ju nakotné
atSkirigi konstrugt pieredzeta jegu un lidz ar to ari rikoties atskirigi. Analiz&ts art
dzivespasaules jédziens ka maciSanas pieredzes veidoSanas mijiedarbibas vide
un kulttiras ietvars.

Macisanas jeédziena analize balstita visaptvero$u macisanas teoriju analizé
(Illeris, 2007, 2015; Jarvis, 2006, 2010) un izglitibas psihologija (Schunk, 2012).
Secinats, ka macisanas neizb&gami norit caur pieredzi (primaro vai sekundaro)
un saistama ar relativi pastavigam izmainam individa un vina kapacitate.
Atbilstigi So izmainu norisei un to rezultatiem iesp&ams izdalit vairakus
visparigus macisanas tipus un tos atveidot spektra p&€c macisanas kompleksitates

! Autores tulkojums no anglu valodas.
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(1. attels). Relativi vienkarsakais maciSanas tips ir kumulativa jeb mehaniska
maciSanas, maciSanas kliist kompleksaka asimilativas jeb papildinoSas un
akomodativas jeb psihiskas shémas parveidojoSas macisanas tipos, savukart
kompleksakas izmainas maciSanas cela saistamas ar transformativu macisanos,
kuru raksturo prieksstatu parstrukturésana un izmainas taja, ka individs pieredz
un konceptualizé pasauli un ka ar to mijiedarbojas (Hoggan, 2016). Regresija un
deforméta macisSanas saistita ar negativu ietekmi uz individa kapacitati, savukart
nemaciSanas gadijjuma macisanas nav identificgjama vispar.

regresija un

deformeta QYINFEISIENEN
macisanas

asimilativa akomodativa transformativa

macisanas maciéanas macisanas

1. attels. Literatiiras analizé ietverto macisanas tipu atveidojums péc
kompleksitates

1.2. apaksnodala analizEta transformativas maciSanas teorija, kura skaidro
transformativas maciSanas pieredzi ka fenomenu, kas parveido individa jegas
konstrugsanas ietvaru. Analiz&ti transformativas maciSanas teorijas aizsakumi un
pamatpostulati (Mezirow, 1978, 1991, 2009), transformativas maci$anas norises
skaidrojumi (Cranton, 2002; Mezirow, 1991, 2009; Nohl, 2015), §is teorijas
kritika (Brooks, 2000; Hoggan et al., 2017; Newman, 2012), teorijas robezas un
turpmaka attistiba (Hoggan, 2016; Nohl, 2015; Taylor, 2005).

Pamatojoties uz literatiiras analizi, izdaliti 5 butiskakie transformativas
macisanas norises aspekti:

1) sakotn&ja sastap$anas ar novitati, kas kalpo par aktivacijas notikumu —
potenciali dezorient€josu vai parorientgjosu pieredzi;

2) novitates izpEte un pirmé&ja izpratne, ar to saistitie izméginajumi,
refleksija un iedzilinaSanas savos pien€mumos;

3) jaunas perspektivas jeb jégas konstruéSanas ietvara formésanas,
parvarot sakotngjo neskaidribu;

4) novitates izpratnes sociala test€Sana, jaunas perspektivas papildinasana
un parskatisana;

5) jaunas perspektivas dominante turpmakaja darbiba un subjektivaja
interpretacija, butisku darbibas aspektu pardefinéSana atbilstosi jaunajai
perspektivai.

Izmantojot Cada Hogana (Chad Hoggan) definiciju (Hoggan, 2016),
transformativa maciSanas skolotaju profesionalas darbibas pilnveideé formulcta
ka process, kura rezultata notiek nozimigas un neatgriezeniskas izmainas taja, ka
skolotajs pieredz (uztver) savu profesionalo darbibu, ka to konceptualiz
(skaidro) un ka to realizg (dara).

1.3. apakSnodala konstruéta transformativas maciSanas pieredzes
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dialektiska izpratne, analizgjot citas potenciali papildinosas teorijas, kas skaidro
transformativas maciSanas pieredzei lidzigus fenomenus. Bildung ka
transformativa procesa teorija tiek aplikotas radikalas izmainas attiecibu
strukttiras starp “es” un pasauli (Koller, 2017; Ludwig, 2017); feministiskaja
poststrukturalisma transformacijas tiek identificEtas narativos un socialaja
pozicion&tiba (Brooks, 2000; Johnson-Bailey, 2012); kritiskaja pedagogija tiek
skatits kritiskas apzinas tapSanas process un emancipacija (Freire, 1974/2005);
konceptualo izmainu teorija tiek skaidrotas konceptu izpratnes transformacijas
(Vosniadou, 2012) un sliek$nu jeédzienu apguve (Neve et al., 2017); Gregorija
Beitsona (Gregory Bateson) maciSanas sisteémteorgtiskaja modelt Mdacisanas 111
tips ir Macisands I1 tipa rekonstrukcija (Bateson, 1987); ekspansivas maciSanas
teorija maciSanas tiek skatita ka kopiga darbibas sistémas rekonstrué$ana un
pretrunu risinasana (Engestréom, 2009).

Transformativas maciSanas pieredze $ada plasaka teorctiskaja konteksta
atklajas ka fenomens ar potenciali bitiski atskirigiem rezultatiem. Filozofiska
pétijuma tikusas definétas Cetras transformativas macisanas pieredzes norises
paradigmas (atklajums, iniciacija, parvaréSana un partapSana), kas raksturo
Cetrus konceptualus virzienus zinatniskaja diskursa par perspektivu
transformaciju (Yacek, 2017) un var raksturot ar1 skolotaju maciSanas pieredzi
Covid-19 pandémijas situacija. Kopa ar C.Hogana identificétajiem un
zinatniskajos rakstos kartStajiem transformativas maciSanas rezultatiem
(Hoggan, 2016) tika izveidota transformativas maciSanas pieredzes paradigmu
un potencialo macisanas rezultatu karte (2. att€ls).

i PartapSana

Pasaules uzskats Identitate

Transformativas
macisanas
pieredze

Atklajums Iniciacija

Epistemologija
Ontologija

Ty Parvarésana

Sl L e

2. attels. Transformativas macisands pieredzes norises paradigmas un
mdcisanas rezultati
Piezime. Attels izveidots, apkopojot D. Jaceka un C. Hogana p&tijumus.

1.4. apakSnodala analiz&ti transformativas maciSanas pieredzes
konstrugSanu ietekmé&josi aspekti, nemot ve&ra, ka S§T maciSanas norit
visdazadakajos dzives kontekstos gan pasvirziti, gan organiz&ta macibu procesa
ietvaros; neviennozimigi vert€jami arl tai nepiecieSamie priekSnosacjumi.
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Galvenie analizes rezultati apkopoti 1. tabula.

1. tabula. Transformativas macisanas pieredzes konstruésanu ietekmejosi

aspekti

Transformativu maciSanos
sekmgéjosi aspekti

Transformativu macis§anos
kavéjosi aspekti

* Dzivespasaule ka maciSanas konteksts,
ieklaujot izglitibas formalos, neformalos

» Macisanas kontekstu un situaciju formala
ierobezosana vai fragment&sana,

= un ikdiengjos kontekstus, radoSo nenemot vera individualos un situativos

% pasizzinu aspektus

S« «MacTSanas situacijas var atSkirties pec to  * MaciSanas situdciju trikums ikdienas

< nolika (tiSa, netiSa), norises tempa, rutina, nav aktualiz&uSos parmainu

-g fokusa jeb vérsuma, gaidama rezultata vajadzibu

= e Aktivacijas jeb aktualizacijas notikuma e« Aktivacijas notikuma trikums vai

§ klatbutne, tipiski ieklaujot robezemocijas parlieku destabiliz&josi apstakli

% un situacijas neatliekamibu e Laika trikums jégas konstrugsanai,
«lespgja veltit laiku izzinai un situacijas refleksijai un situacijas risinasanai

risinasanai

.— *Individa ieprieksgja pieredze, kas ietver * Negativa ieprieksgja pieredze, noslégtiba

= daudzveidibu, sekmé atvertibu jaunajam, pret atskirigo un nezinamo, situacijas

g paspalavibu izraisita pretestiba un aizsardzibas

&  *Spgja sakopot icksgjos resursus, atvertiba, mehanismi

@ gataviba apSaubit savus priekSstatus un ¢ Parak liela kognitiva slodze un stress,

= macities papildu privatie izaicinajumi

.g *Spgja un gataviba domat kritiski, ¢ Nepietickami iek$&jie resursi, veselibas

= emocionala inteligence stavoklis

=  Individa socidla pozicija, dzives posms, ¢ Bailes par socialas pozicijas zaudgsanu

= biografiskie izaicinajumi vai tas pasliktinasanos, konformisms

Intersubjektivie aspekti

e Vertibas, parliecibas un attiecibas
kopiena, kas sekmé& atvertibu izzinai,
refleksiju, pienémumu kritisku analizi un
cienpilnas  diskusijas, klidu analizi,
kompromisu

*Sabalansétas ~ varas  attiecibas  un
autentiskums tajas, lidzdalibas iespgjas,
savstarp&ja atziSana un validéSana

*Pieejamie ar€jie resursi un atbalsts,
tostarp dezorientacijas, meklgjumu un
parformulésanas posmos

e SaskarSanas ar dazadibu un viedoklu
daudzveidibu, daudzpusigu informaciju,
fundamentali atSkirigam pozicijam

* Vértibas, parliecibas un attiecibas
kopiena, kas vérstas uz status quo
saglabasanu, dogmatiskumu,
viendimensionalu domasanu, nav
gatavibas kompromisiem, trikst
empatijas

* Destruktivas varas attiecibas, klidu

slépSanas un vainigo sodiSanas kultiira,
aizsargrutinas, konformisms
« Argjo resursu un atbalsta triikums
Noskir§anas informacijas “burbulos”,
noraidfjums vai skepse pret atskirigo un
nepazistamo

Tika secinats, ka transformativas maciSanas pieredzes konstruéSanu ietekme
plass aspektu spektrs, kas raksturo individa dzivespasauli un konkréto macisanas
situdciju; nav iesp&jams formali ierobezot transformativas maciSanas norisi lidz
noteiktam maciSanas kontekstam vai laika ietvaram. Analiztaja zinatniskaja
literatiira noradits, ka transformativas maciSanas norisei IpaSi butiska ir
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aktivacijas notikuma klatblitne, refleksiju un diskursu sekmgjosas vértibas
socialaja konteksta, arjie resursi un atbalsts dezorientacijas, meklgjumu un
parformuléSanas posmos, individa iek$Ejie resursi un ieprieksgja pieredze,
autentiskums un varas attiecibu sabalansétiba.

2. Skolotaju profesionala darbiba Covid-19 pandémijas
situacija

Promocijas darba 2. nodala raksturots izp&tes konteksts, proti, skolotaju
profesionalas darbibas transformacijas Covid-19 pandémijas situacija Latvija,
nemot véra, ka skolotaju profesionalas pilnveides plasaks konteksts ir kultiira,
sabiedriba un procesi, kas to veido. MaciSanas ir pozicionéta kultira ka
sabiedribas organizacijas sisttma un ir atkariga no pieejamajiem kulttiras
resursiem, kas ietekmg to, kadas idejas nonak individa redzesloka un kads ir vina
pieredzes lauks un saskarsmju tiklojums, ko aptver individa dzivespasaule.

2.1. apakSnodala  raksturots profesionalas darbibas  pilnveides
socialkultaras konteksts un pieredzes lauks, balstoties Dzeroma Brunera (Jerome
Bruner) idejas par pieejamo kultiiras rikkopu (Bruner, 1996), Jirgena Habermasa
(Jiirgen Habermas) idejas par dzivespasaules un struktiiras mijattiectbam
sabiedriba (Habermas, 1984), kritika muzizglitibas ka galvenokart ekonomiska
labuma izpratnei (Grace, 2005), kritika kolonialisma idejam un atskirigo
viedoklu marginalizacijai izglitibas diskursa (Johnson-Bailey, 2012) un nemot
vera iesp&jamas pretrunas starp dazadam zinasanu sistémam un parliecibam.

2.2. apaks$nodala raksturoti skolotaju profesionalas darbibas pilnveides
sistémiskie un situativie izaicindjumi, analiz&jot aktualo izpratni par to, ka
organiz&jama skolotaju macisanas, stradajot profesija, ka ari Covid-19
pand€mijas raditos izaicinajumus skolotajiem (Burton, 2021; Kim & Asbury,
2020; Purina-Bieza & Sarva, 2022). Sadarbiba balstitas profesionalitates izpratne
ieguvusi aktualitati starptautiskaja diskursa par skolotaju profesionalo pilnveidi,
un prieksplana izvirzijusies nepiecieSamiba konstrugt profesionalo pilnveidi ka
nepartrauktu, sadarbiba balstitu macibu pilnveides praksi skolas kopiena
(Darling-Hammond et al., 2017; Hargreaves & O’Connor, 2018; OECD, 2020;
Villegas-Reimers, 2003), parvarot skolotaju izolaciju un skolu iekapsuléSanas
tendences, ka ar1 sekmgjot profesionalo autonomiju un ricibsp&ju pilnveidot
profesionalo darbibu un paSnoteikties pilsoniskaja aktivitateé (International
Commission on the Futures of Education, 2021). Analizéts skolotaju
profesionalas pilnveides konteksts Latvija, nemot vera biatiskas transformacijas
izglitibas sisttma péc valstiskas neatkaribas atgliSanas un pedagogu
profesionalas pilnveides sistémas nepilnibas, ka arT skolu kulttra iesaknotus
paradumus.

2.3. apaksnodala konstruéta skolotaju profesionalas darbibas ka
kontekstualas un socialaja mijiedarbiba bazgtas sisteémas izpratne, balstoties Irjes
Engestrema (Yrjo Engestrém) darbibas sistemiskaja modelt (Engestrom, 1987;
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Engestrom & Sannino, 2010) un pretstatot to ar domingjoso, individuali
ievirzito profesionalas kompetences izpratni (Briska et al., 2006; European
Commission, 2013). Darbibas koncepts ietver versumu prioritari uz
profesionalitates praktiskas izpausmes analizi, ne tik daudz zinaSanu un prasmju
potencialu, kas piemit individam. Skolotaju profesionalas darbibas koncepts
sniedz holistisku skatfjumu uz faktisko darba praksi skola un skata skolotaja
darbu ta sist€miskaja ietvara, kur mijiedarbojas septini elementi — skolotajs,
skoléns, rikkopa, noteikumi, skolas kopiena, pienakumu un atbildibas sadale,
rezultati (3. attels).

Rikkopa

g B Rezultati:

4 _ \
Skolotajs ( ?k‘)]em‘l ,»mﬁcjbu procesa jégpilna
\\lzaugsme S norise;
we skolénu macibu rezultati;
darbibas kvalitates
kritériji
Noteikumi: Pienakumu un
formali, neformali un tehniski: SKolas kopiena: atbildibas sadale

resursu sadales principi; skolotaji, skolas vadiba, g2 skolotajiem, skolas

tradicijas un kultiiras normas albal_sta perS_()l?ﬁ]S, personalu, vecakiem, paSiem
skoleni, vecaki, _ ckolenietii
sadarbibas partneri

3. attels. Skolotaju profesionalas darbibas sistemiskais modelis
Piezime. Adaptéts no 1. Engestrema vispariga darbibas sistémas modela (Engestrom,
1987, p. 78).

Promocijas darba uz subjektivo parformuléSanu vérsta Dz. Mezirova
teorija un I. Engestrema kolektivas darbibas ekspansijas modelis darbojas
savstarp&ji papildinosi, kur transformativas maciSanas teorija skaidro aktualos
jeégas konstruesanas un komunikativos aspektus, bet darbibas sistemas
perspektiva ir veérsta uz sadarbibu, kopigas darbibas sist€mas izpratni un
praktisku parveidi, transform&jot profesionalas darbibas praksi.
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3. Skolotaju profesionalo darbibu transforméjosas
maciSanas pieredzes empiriska izpete

3. nodala aprakstita un pamatota pétjjuma metodologija, p&tjjuma norise
un rezultati, bet diskusijas dala iztirzatas atbildes uz pé&tfjuma jautajumiem, ka
ar1 iezimeti nakotnes p&tfjumu virzieni skolotaju maciSanas pieredzes pilnveides
joma.

3.1. Pétijuma metodologija un norise

Nemot vera pétijuma priekSmeta specifiku, ka atbilstosaka tika izveleta
kvalitativa pétnieciska pieeja, kura sniedz iesp&ju izzinat jégu, ko skolotaji
pieskir savai pieredzei. [zmantota teoriju triangulacija, lai vispusigak izzinatu
pétamo fenomenu (Creswell, 2014). Skolotaju maciSanas pieredze $1 p&tijuma
ietvaros tiek pétita retrospektivi, jo, lai konstruétu piedzivota jégu un vertetu ta
ietekmi uz profesionalo darbibu kopuma, ir nepiecieSams laiks.

Tika veikta mérktieciga dalibnieku atlase atbilstoSi maksimalas variacijas
atlases kritérijiem, ieklaujot 23 skolotajus ar pedagogisko stazu no 3 lidz 39
gadiem. Skolotaji parstav visas septinas macibu jomas; aptverta Vidzeme,
Zemgale un Kurzeme, ietverot gan mazas, gan lielas novadu un pilsétu skolas,
dazadus skolu tipus, ka arT izglitibas pakapes. Dalibnieku atlase notika gan ar
ieteikumu metodi, gan mérktiecigi uzrunajot, gan no brivpratigiem dalibas
pieteikumiem. Lémums par pé€tfjumam nepiecieSamo interviju skaitu tika
pienemts pétijuma procesa atbilstoSi petljuma teorétiska piesatinajuma
principam (Nohl, 2010; Strauss & Corbin, 2015). Ar katru p&tijuma dalibnieku
laika perioda no 2022. gada maija lidz 2022. gada septembrim platforma Zoom
vai klatieng tika veikta viena intervija atbilstosi intervijas vadlinijam. Intervijas
ilgums bija no 23 miniit€m lidz 1 stundai un 6 minttém, vid&ji 47 min.

Tika veiktas pilnas, detalizétas interviju transkripcijas, vienlaikus
anonimizgjot un pseidonimizgjot datus. Tika iznemta vai aizstata visa
informacija, kas tie$a veida atklaj personas identitati vai identificé izglitibas
iestadi. Intervétas personas apzimétas ar “Sk” un skaitli. Veikto transkripciju
kopapjoms ir 281 lappuse.

Datu ieguvé promocijas pétijuma izmantota narativa intervija, kas ir
atvérta tipa (open-ended), vaji strukturéta, padzilinata intervija, kuru ievada
preambula (izversts ievadjautajums), turpina interv€jama stastjjums, kas netiek
partraukts, un noslédz intervéjama izteikumos balstitu jautdjumu posms
(Jovchelovitch & Bauer, 2000), ka arT papildjautajumi, lai nodroSinatu
petjumam aktualo t€mu ietverSanu. Narativas intervijas prieksrociba ir iespgja
no skolotaju perspektivas dokument&t noteiktu vinu pieredzes dalu (Nohl, 2010),
izvairoties no parliekas sarunas struktur€Sanas, tad€jadi mazinot intervetaja
subjektivo ietekmi uz intervijas gaitu. Preambula bija $ada: Jau divus gadus més
stradajam un dzivojam pandemijas situdcija. Pastastiet, ka Jiis ka skolotajs/-a
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Sajos apstaklos stradajat, ka jitaties un kas ir mainijies Saja laika? Es piedavaju
izstastit savu pieredzi hronologiski (no briza, kad darba kaut kas pandemijas
ietekme saka mainities).

Lai raksturotu skolotaju maciSanas pieredzes tematisko struktiiru, tika
veikta tematiska analize ar induktivo pieeju, tematisko struktiiru primari bazgjot
datos, nevis teorctiska modeli. Ta veikta reflektéta un rekursiva procesa $ados
posmos: 1) iepaziSanas ar datiem; 2) seciga sakotn&jo kodu pieskirSana teksta
segmentiem visam datu masivam; 3) tému mekl$ana un genéze, grupgjot kodus
potencialajas témas; 4) tému parskatiSana un tematiskas kartes veidosana,
parbaudot té€mu saskanotibu ar kodetajiem teksta segmentiem; 5) t€mu
defingSana; 6) zinojuma sagatavo$ana par analizes rezultatiem, izmantojot
atbilstoSos citatus no attiecigo t€mu segmentiem intervijas (Braun et al., 2019).
Tematiska analize veikta divos posmos: pirmaja, baz&joties 9 intervijas, induktivi
tika izveidota sakotngja tematiska struktiira, kas nakamaja posma, izmantojot to
par kod€$anas pamatstruktiiru, tika precizéta un validéta. Pirmaja posma
izmantota programmatiira 7Taguette un manuals process, bet otraja — NVIVO-13.

Lai raksturotu transformativo maciSanos skolotdaju macisanas pieredzg
Covid-19 pandémijas situacija, izmantota dokumentgjosa datu interpretacijas
metode (Bohnsack, 2014; Nohl, 2015), kas lidziga rakstura izp&te plasi izmantota
Bildung tradicijas ietvaros (Laros et al., 2017). Metode lauj veikt salidzinosu
analizi, ka ari veidot tipologiju, fokusgjoties uz implicito jeb netie$o zinasanu
rekonstrué$anu un darbibu orient&joso ietvaru (Orientierungsrahmen) un to
transformaciju rekonstruéSanu. Tadgjadi iesp&jams analizi fokus€t uz
transformativas maciSanas aspektu identificéSanu un raksturo$anu. Metode
balstas uz $adiem galvenajiem soliem: intervijas pirmreiz&ja noklausiSanas,
identificgjot narativa galvenos tematus; selektiva vai pilna transkripciju
veikSana; formulgjosas interpretacijas posma notiek nozimes dekodeSana un
teksta tematiskas struktiiras formul&Sana (kas liela méra sakrit ar tematiskas
analizes cela paveikto); reflektjosas interpretacijas posma notiek orientgjosa
ietvara rekonstrug$ana, analiz&jot teksta formalo logiku vispirms intervijas
ietvaros, bet péc tam ka salidzinoSo analizi starp intervijam un kontrast€Sanu;
tipologijas veidoSanas posma jégievirzes tipi tiek baze€ti uz identific€to
orient€joso ietvaru (jeb transformaciju dimensiju) daudzveidibu, bet socialas
genézes tipi raksturo vienojo$o pieredzes telpu neatkarigi no jégievirzes tipa
(Nohl, 2010). Dokumentgjosa interpretacija tika uzsakta ar specifiskiem
gadijumiem, kas ietver butiski atskirigus scenarijus, pakapeniski analiz€ ietverot
pargjas intervijas.

3.2. Tematiskas analizes rezultati: skolotaju maciSanas
pieredzes tematiska struktira

Ar tematiskas analizes palidzibu rekonstruétd skolotaju maciSanas
pieredzes tematiska struktiira ietver Cetras centralas t€mas un 14 apakst€mas
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(4. attels), kas raksturo gan skolotaju pieredzes vienojoSos tematiskos blokus,
gan pieredzu kompleksitati un daudzveidibu. Katru apakstemu atsedz vairaki
aspekti jeb kodi (kopuma 84).

Tematiskas struktiiras centrala vadlinija skolotaju pieredzes stastos ir par
dazadu izaicinajumu parvarésanu, lai Tstenotu savu profesionalo darbibu jauna,
nenoteikta un nestabila situacija. MaciSanas, kas saistita ar So pieredzi, drizak
izpauzas ka aktualo darba prakses problému risinasana un reflektéSana par to,
nevis papildindjumu vai jaunu iesp&ju izzinaSana formalas vai neformalas
izglitibas ietvaros (piem&ram, skolotaju profesionalas pilnveides kursos).

Nepietiekams tehniskais un
informativais nodroginajums

7 Jauni noteikumi un vadiinijas
Saskarties ar - . )
. S Zinasanu, prasmju un pieredzes
ierobezojumiem _
trikums

MaciSanas iespéju izmantosana

Stundu gatavosana un darba
organizésana

Mactties darba
—o Stundu vadi$ana un ripes par

PiosoRd skolénu macibu rezultatiem
Saiknes uzturé$ana ar skoléniem
un rdpes par vinu sociali
emocionalo labizjutu

O Pielagosanas un rlpes par sevi
Meklét kopienas o .
atbalstu -0 Saliedéta skolas kopiena
Sadrumstalota skolas kopiena
Kontekstuali izaicinajumi
Novérosana un salidzinasana
Izprast Atziniba par darbu, (ne)atzidana
pieredzéto un gandarijums

leguvumu un seku izvértésana

4. attels. Skolotaju macisanas pieredzes tematiska struktiira

Tema saskarties ar ierobezojumiem raksturo, ka skolotaju profesionalo
darbibu ietekmgja ierobezotais tehniskais un informativais nodro$inajums, jaunie
noteikumi un vadlinijas, ka arT zinasanu, prasmju un pieredzes trikums. Bija
verojama biitiska nodroSinajuma nevienlidziba gan starp skolam, gan kopienam
un gimen&m; §1 nevienlidziba atklajas, analizgjot atskiriga profila skolu skolotaju
teikto. Tapat arT noteikumi un vadlinijas skolas nereti tika interpret€ti un
piemeroti atskirigi.

T&ma macities darba procesa atspogulo skolotaju domingjosas macisanas
formas, kas bija saistitas ar nemitigu piemé&roSanos mainigajiem apstakliem;
darba praksé balstitu problému risinasanu un prioritates noteikSanu tadam
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macisanas iesp&jam, kuras sniedza darba prakse operativi lietojamas prasmes un
risinajumus, ka arT atbalstu krizes vadiba, tostarp pasefektivitates uzlabosanai.
Sis témas detalizétie aspekti atspogulo maciSanas vajadzibas Covid-19
pandémija vai lidzvertiga kriz€ — nepiecieSamibu p&c problémorientétam, darba
praks€ balstitam profesionalas pilnveides programmam un citam aktivitatém, kas
ne vien sniedz iesp€ju praktizEties izmantot jaunus rikus un metodes, analiz&t
darba praksi un dalities pieredzg, bet arT piedava pielagojamas, méerktiecigas
atbalsta iespgjas, ka supervizijas vai metodiska un tehniska atbalsta
konsultacijas.

Meklet kopienas atbalstu tika formul&ta ka caurviju t€ma, kas raksturo
kopienas ietekmi uz skolotaju sp€ju tikt gala ar pandeémijas spriedzi, nestabilitati
un nenoteiktibu. Salied&tu skolas kopienu raksturo atbalsto$a un apnémiga skolas
vadiba, ilgtermina planos$ana, sanemta atziniba un gandarijums par darbu, kolggi
ka uzmundrino$a un atbalsto$a komanda, uztic€Sanas kolégiem, saliedé$anas,
produktiva sadarbiba ar vecakiem. Savukart sadrumstalota skolas kopiena ir §1
visparinata modela pretstats un katra skolotaja pieredze izpauzas atskiriga méera.
Turpreti kontekstualie izaicinajumi, ka atbalsta personala un skolotaju trikkums,
skolas specifika un atraSanas vieta, skolénu skaits klase un vietgjas kopienas
socialekonomiska situacija ietekm&a resursu pieejamibu un lidz ar to arl
iesp&€jamos risinajumus neatkarigi no skolas kultiiras iezimém.

Tema izprast pieredzéto apkopo pieredzeta jégas konstruéSanu, kas
izpaudas skolotaju narativos ka dazadu noverojumu un pieredzu salidzinasana,
savas pieredzes validésana un akceptSana caur savstarp&ju daliSanos pieredze ar
citiem skolotdjiem. AtziSana un atgriezeniska saite par darbu bija bitisks
gandarijuma avots. Saja kategorija ietilpst ne vien skolénu aizrautiba, sasniegumi
un lieliski izdevusies stunda, bet arT skolotaju sanemta atziniba, materialais
novertéjums un uzticéSanas skolotaja profesionalitatei. Vertejot pandémijas laika
pieredzes ieguvumus un sekas, lielaka vienpratiba skolotaju vidi bija par (dazada
mera) uzlabotu digitalo pratibu un metodisko elastibu. Skolotaji saskatija art
ieguvumus no pedagogiskajiem izméginajumiem un reorganiz&tas profesionalas
darbibas, tehnologiju plasakas ienakSanas skolas ikdiena, ka arT uzlabotas laika
parvaldibas un efektivitates. Tika saskatitas arT izmainas sevl, savas rakstura
iezZImé&s un atticksmé, kas tapat ka pandémijas ietekme uz skoléniem tika vertetas
neviennozimigi. Sekas un negativie iznakumi ietvéra skolotdaju izdegSanu,
vilSanas izjiitu, aizieSanas no darba apsveérsanu, nervozitati, veselibas problémas,
sliktakas attiecibas kolektiva.

3.3. Dokumentejosas metodes rezultati: skolotaju macisanas
pieredzes tipologija

Ar dokument&josas metodes palidzibu, fokusgjoties uz macisanas
transformativajiem aspektiem skolotaju narativos, izveidota divdimensionala
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tipologija, kas raksturo skolotaju maciSanas pieredzi Covid-19 pandémijas krizes
situacija Latvija (5. attels).

Digitals
metodiskas
transform Acijas
. ; ' X :

Organizatoriskis | { f | ) AttiecTbu
transformacijas | b _H ﬁ'——-._,_' | transform acijas

b ) F F - ]

~_ P

Personisko = —
robeiu aie fe tivitates
transformacijas transtormactjas

5. attels. Skolotaju transformativas macisands pieredzu tipologija

Tipologijas jégas genézes dimensija pieci transformaciju tipi atklaj, ka §is
pieredzes cela skolotaji ir mainfjusies un kadi macisanas pieredzes aspekti ienesti
turpmakaja skolotdaju profesionalaja darbiba. Socialas genézes dimensija
raksturo aktivitati, ar kadu skolotajs iesaistijas savas profesionalas darbibas
parveido$ana, spektra no reaktivas jeb reag€josas Iidz proaktivai jeb apsteidzosai
(6. attels).

Pm.k?ﬁ-jeh g
apsteldzosa riciba el

transtormacija

l Pielagotas izin ainas
, un adaptdcija

Reaktivajeb [ MinimaElds izm aityas
reaggjofariciba wal regresija

6. attels. Tipa konstruésanas logika
Digitali metodisko transformdciju tips ir versts uz digitali metodisko

risinajumu apguvi un izkopSanu macibu procesa. So transformaciju aizsakumu
raksturo tiessaistes stundu vadisanas sliek$na parvaréSana; macisanas turpinas ka
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piemérosanas tieSsaistes un hibridai macibu norisei, apgiito lietojot arl
turpmakaja klatienes darba, bet biitiskakas transformacijas pavada proaktiva
riciba, pasvaditi macoties un stenojot skoleéniem saistosas tieSsaistes stundas ar
augstu interaktivitati un metodisko daudzveidibu.

Attiecibu transformdciju tipu raksturo izmainas skolotaju saskarsmé ar
citiem cilvékiem —izmainita situacijas uztvere, skaidrojums un/vai riciba.
Bitiskakas izmainas atklajas ka skoléncentrétakas pieejas aktualiz€Sanas darba
praks€ un cilvecisko attiecibu nozimes spilgtaka apzinaSanas kopuma,
saskaroties ar pandémijas izaicinajumiem. Skolotaji no jauna atklaja veidus, ka
sniegt skoléniem motivéjosu atgriezenisko saiti, biezak paraudzijas uz situaciju
no skoléna perspektivas un saskatija savas iesp&jas pozitivi ievirzit stundas gaitu.
Negativu un pat regresivu pieredzi $aja transformaciju asi raksturo neveiksmiga
komunikacija un negacijas saskarsmé ar vecakiem un skoléniem, skolas vadibu
vai sabiedribu kopuma, kas veicinaja profesionalo izdegSanu un sekméja
lémumu aiziet no darba.

Organizatoriskas transformdacijas atklajas tipu veidojosajos gadijumos,
kuros skolotdji demonstréja izaugsmi profesionalas darbibas sistematiskuma un
efektivitates uzlaboSanas joma, parvertgjot prioritates, macoties veiksmigaku
laika parvaldibu un elastibu, ka arT iesaistoties skolas digitalo transformaciju
koordinésana. Izaugsme organizatoriskaja joma bija cieSi saistita ar skolas
kopienu un procesiem taja. Negativu vai regresivu pieredzi veicinaja skolas
vadibas kontrol&josa pieeja un/vai atbalsta trikums, ka arT paSu skolotaju pasiva
vai noraidosa pozicija pret pielagosanos attalinatu un hibridu macibu realitatei.

Pasefektivitates transformdciju tipu raksturo savu iek$€jo resursu
efektivaka parvaldiba un ripes par personigo labizjiitu spriedzes apstaklos,
tiecoties atjaunot lidzsvaru starp darbu un privato dzivi, atpttu. Maksimalas
transformacijas saistamas ar efektivu personiga laika un ieks$€jo resursu
parvaldibu jaunaja situacija, tostarp personigo robezu noteikSanu, savukart
minimalas vai regresivas izmainas raksturo paSsaglabasanas taktikas
pienemsana, samazinata atdeve darbam un potenciali — slodzes samazinasana un
aizieSanas no darba apsvérSana.

Personigo robezu transformaciju tipu raksturo personisko iespgju
paplasinasana un robezu parvaréSana, kas izpauzas ka izmainas skolotaju
redz&juma par vinu personiskajam iesp&am, prata ierobezojumu parvaréSana,
sisttmisko nosacljumu kritiska apSaubiSana, ka ar1 virziba uz profesionalo
autonomiju, pasnoteikSanos un pilsonisko aktivitati. NemaciSanas un regresijas
scenarijam raksturiga robezu neizaicinasana un ieklauSanas noteiktajas robezas
bez pretestibas vai 1idz§ingjo socialo un pilsonisko iniciativu atmesana.
Maksimalo izmainu scenarija vérojama palausanas uz pasvaditu profesionalitati,
kritiski analitisks skatfjums uz izglitibas sist€miskajiem aspektiem, ka arT plass
redzesloks. Neviennozimigu vietu izmainu spektra ienem gadijumi, kur skolotaju
personiskie uzskati nonaca pretruna ar sistémiskajam prasibam, tostarp obligato
vakcinaciju.
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3.4. Diskusija

leglitie pétijuma rezultati sniedza iesp&ju atbildét uz petjjuma
jautajumiem, diskut@t par rezultatu atbilstibu analiz€tajai zinatniskajai literatiirai,
ka arT izdarit secinajumus un iezim&t nakotnes pétijumu virzienus skolotaju
macisanas pieredzes pilnveides joma.

Uz pirmo pétijuma jautdjuma dalu (Ka Covid-19 pandemijas iniciétas
transformdcijas skolotdju profesionalaja darbiba atspogulojas skolotaju
macisanas pieredzé?) atbildes sniedz ar tematiskas analizes palidzibu izveidota
skolotaju macisanas pieredzes tematiska struktiira, kas karté skolotaju Covid-19
pandémijas laika maciSanas pieredzes visdazadakos aspektus, atklajot, ka
pandémija ietekm&jusi vinu darbu un ka skolotdji pielagojusies izaicinoSajai
situacijai.

Atbildi uz otro petijuma jautajuma dalu (Ka skolotdju macisanas pieredze
Covid-19 pandémijas situdcija transformé vinu profesionalo darbibu?) sniedz ar
dokumentgjosas metodes palidzibu izveidota transformativas maciSanas
pieredzu tipologija, kas atklaj, ka $is pieredzes cela skolotdji ir mainijusies un
kadi maciSanas pieredzes aspekti ienesti turpmakaja skolotaju profesionalaja
darbiba. Skolotaju profesionalas darbibas izmainas Covid-19 situacijas ietekmé
analiz€tas arT skolotaju profesionalas darbibas sistémas modeli (7. attéls).

Jauni digitalie riki un metodika,
tie$saistes un attlindts darbs,
Skola2030 pieeja un jaunu micibu
materidlu veidoSana

Rikkopa

Digitali metodiskas, Skoléncentrétikas pieejas, skolénu
oreanizatoriskas. attiecibu labizjiitas un socialemocionalas
pasefektivitates un personisko veselibas lomas aktualizésanas
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robezu transformacijas \ l/ Skolé \ Rezultiti

Skolotajs | DIENE \; dlindta. hibrida
o —— 0, izaugsme ; Atta] 1n.ata‘ ibrida un
i 7 nestabila macibu norise;
S ietekméti skolénu macibu

rezultati un labizjiita,
skolotaju profesionala
ilnveide, profesionalas
deumi 0 ° . _ m + BY
Noteikumi * Pienakumu un | izdegianas risks
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1S RODISOR atbildibas sadale

Audzinataja pienakumu pieaugums,
sadarbibas nozime. veciku loma
miacibu norisg, skoléniem
nepieciesama pasvaditas maciSands
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Epidemiologiskas dro§ibas
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attalinatas macibas un skolas
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pieejamais tehniskais
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atbalsta nozime,

attiecibas un sazina
tiessaisté

7. attels. Covid-19 pandémijas ietekme uz skolotaju profesionalas darbibas
sistemu
Piezime. Adaptets no 1. Engestrema darbibas sistémas modela (Engestrom, 1987, p. 78).
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Modelt atspogulojas tas, ka izmainas noritgjusas visos sisteémas elementos un
daudzgjada zina arT to mijiedarbiba. Respektivi, mainijas gan skolotaju
profesionalas darbibas kontekstualie aspekti (noteikumi, procesi skolas kopiena,
pienakumu un atbildibas sadale), gan mijiedarbiba ar skoléniem, tapat ietekméti
tika arT skolotaju profesionalas darbibas rezultati.

Detalizétak diskutétas atbildes uz trim precizgjoso jautajumu blokiem, kas
palidz atbild&t uz pétijjuma jautajumiem un sasniegt izvirzito mérki, secinot, ka
skolotaji savu Covid-19 pandémijas un attalinato macibu pieredzi skaidro pamata
D. Jaceka parvaréSanas paradigmai atbilstosi (Yacek, 2017), proti, ka
profesionalaja darbiba sastapto izaicinajumu, gritibu un ierobezojoSo aspektu
emancipgjosu parvaréSanu, lai atbilstoS$i savam iesp&jam jegpilni realiz€tu
profesionalo darbibu neordinara situacija un stabiliz&étu jauno darbibas modeli.

Izaugsmei butiskaka pieredze skolotaju narativos bija pasvirzita
maciSanas darba procesa, ikdiengjas un neformalas maciSanas iespgjas,
praktiskais un psihoemocionalais atbalsts gan skolas konteksta, gan arpus ta,
pieredzes apmainas seminari, skolas vadibas, skolas kopienas un personiska
sociala loka praktiskais un psihologiskais atbalsts kopuma. Centraliz&ti
piedavatie kursi lielakoties tika verteti skeptiski. Profesionalas darbibas pilnveidi
apgriitinaja gan sistémiski, gan situativi aspekti. Kopiga bija dazadu
ierobezojumu ietekme, kas gan limit€ja, gan ievirzija izmainas darba,
nodroSinajuma nevienlidziba, jaunajam macibu saturam atbilstoSu macibu
lidzeklu trikums, zinasanu, prasmju, pieredzes un vadliniju sakotngjais trikums
attalinatu macibu nodrosinasanai. Piem&roSanas tieSsaistes un mainigas
modalitates (hibridam) macibam krizes apstaklos no skolotdjiem prasija lielus
iekS€jos un argjos resursus. Atbalsta pieejamiba vert€jama ka nevienlidziga un
biezi vien nepietiekama, ko paspilgtinaja personala trikums, riipju trikums no
tiesas vadibas, sadrumstalotas skolas kopienas iezimes, griitibas saliedéties lielos
skolotaju kolektivos, ka arT izaicinajumi darba ar lielam skolénu klasem.

Intersubjektivitatei un sadarbibai bija nozimiga loma gan attalinato
macibu posmos, gan darba klatiené epidemiologisko ierobeZojumu apstaklos.
Covid-19 pandémijas krizes situacija TpasSi aktualiz€jas skolas kopienas
atbalstosa loma skolotaju profesionalas darbibas rekonstruéSana atbilstosi
tieSsaistes un mainigas modalitates macibu norisei.

Transformativas maciSanas iezimes skolotaju pieredzg tika identificétas
gan atbilstoSi maciSanas norises pieciem aspektiem, gan maciSanas rezultatu
aspektd ka pieci transformativas maciSanas pieredzes tipi. Identific€ts, ka
skolotaji, kuru narativos bija identificjamas butiskakas transformacijas piecu
tipu ietvaros, jau pandémijas sakuma demonstréja proaktivu pieeju, respektivi,
izradija iniciativu darit vairak, neka no viniem formali tika sagaidits. Vienlaikus
Sie skolotaji, izaicinoSos apstaklos stradajot uz speku izsikuma robezas, bija
paklauti biitiskam izdegSanas riskam. Lai sekmigak realizgtu proaktivu skolotaju
potencialu, ir ieteicams stiprinat skolotaju individualo un skolas kopienas
profesionalo autonomiju un kolegialo profesionalitati, ka arT balstit skolotaju
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profesionalas pilnveides parvaldibu uzticéSanas un atbalsta sniegSanas pieeja,
nevis fokusgties uz skérslu likSanu nevélamai ricibai vai normativu un kontroles
pastiprinasanu.

Diskusijas dala ietver ar1 priekSlikumus turpmakiem pétijjumiem
skolotaju macisanas pieredzes pilnveidei.
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NOBEIGUMS

Veikta pétjjuma aktualitate saknojas izpratngé, ka izglitibas diskursa
nepiecieSams pieversties nozimigako kvalitativas izglitibas balstu — skolotaju —
maciSanas pieredzes izpétei, analiz€jot izaicinajumus, ar kadiem skolotaji
sastopas, profesionali pilnveidojoties situacija, kuru raksturo globalas
pandémijas izraisita krize, asimetrija starp pieaugoS$am prasibam skolotaju
darbam un ierobezotiem resursiem tas istenot, ka arT izaicinoSs socialkultiiras
konteksts sabiedriba kopuma.

Petijuma mérkis bija izpétit skolotaju maciSanas pieredzi, kas veidojusies
lidz ar transformacijam vinu profesionalaja darbiba Covid-19 pandémijas
situacija. Ir izpilditi meérka sasniegSanai izvirzitie petijuma uzdevumi.

Pirmkart, ir izveidots skolotaju profesionalo darbibu transformg&josas
maciSanas pieredzes izpétes teorctiskais ietvars, raksturojot Covid-19
pandémijas situacijas kontekstualo ietekmi. MaciSanas pieredzes jédziens
formuléts fenomenologiska perspektiva ka daudzdimensionals (holistisks)
fenomens un ta pieredzes dala, no kuras un caur kuru individs macas vai ir
macijies un kura sniedz iesp&ju nakotné atskirigi konstruét pieredzeta jeégu un
lidz ar to arT rikoties atSkirigi. Pieredze tiek skaidrota ka individa nepartraukta
mijiedarbiba ar vidi fiziskaja, kognitivaja un afektivaja dimensija giito iespaidu
kopums, ko individs interpreté un konceptualizg, balstoties ieprieksgja pieredze
un uzskatu sist€tma, konstru€ pieredzeta jégu un veido koncepcijas par
pieredzgto, ka ar1 parveido §1s koncepcijas. Savukart macisanas jédziena izpratne
konstruéta visaptveroSu macisanas definiciju analizé picauguso izglitibas
konteksta, identificgjot vairakus visparigus macisanas tipus ar picaugoSu
kompleksitati; transformativo macisanos raksturo prieksstatu parstrukturésana
un bitiskas izmainas taja, ka individs pieredz un konceptualizé pasauli un ka ar
to mijiedarbojas. Analizéta transformativas maciSanas teorija un alternativas
teorijas (kas izzina jeégas konstru€Sanas ietvara transformacijam lidzigas norises),
kuram ir potencials interpretét butiskas transformacijas skolotaju profesionalas
darbibas izpratn€ un TstenoSana. Identificti pieci bitiskakie transformativas
maciSanas norises komponenti un analizéta §Ts maciSanas rezultatu potenciala
daudzveidiba. Analizéti transformativas maciSanas konstruésanu ietekméjosi
faktori, kas palidz identificét maciSanos sekmg&josos un kavgjoSos aspektus
skolotaju empiriskaja pieredze. Konstruéta skolotaju transformativas maciSanas
profesionalas darbibas pilnveidé definicija, balstoties C. Hogana p&tTjumos:
intersubjektivs process, kas rezult€jas ar nozimigam un neatgriezeniskam
izmainam taja, ka skolotajs uztver (jeb pieredz) savu profesionalo darbibu, ka
vins to skaidro (jeb konceptualize) un ka to realizeé prakse.

Tapat arl analiz€ts skolotaju maciSanas pieredzes konteksts —
profesionalas darbibas istenosana un tas transformacijas Covid-19 pandémijas
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situacija. Skolotaju darbiba pozicionéta socialkultiiras konteksta, aktualizgjot
daudzveidigas pieredzes un individuala pieredzes lauka (dzivespasaules) nozimi,
dazadu sabiedribas procesu ietekmi un specifisko profesionalas darbibas
pilnveides ietvaru Latvija. Konstruéts skolotaju profesionalas darbibas koncepts,
balstoties 1. Engestrema ekspansivas maciSanas teorijas darbibas sisteémas
modeli, kas pretgji individuali ievirzitajam profesionalas kompetences jédzienam
sniedz holistisku skatfjumu uz faktisko darbu skola un raksturo skolotaja darbibu
tas sisteémiskaja ietvara.

Otrkart, ir izveidota metodologiska koncepcija skolotaju maciSanas
pieredzes analizei empiriska pétfjuma. Apkopoti potencialie izaicinajumi un
ierobezojumi maciSanas pieredzes petnieciba un transformativas maciSanas
identificésana, ka ari noteikts kvalitativs pétijuma dizains ka atbilstosakais
retrospektivai skolotaju macisanas pieredzes analizei. Pamatots narativo
interviju datu ieguves veids, maksimalas variacijas un teorctiska piesatinajuma
princips dalibnieku atlasé, tematiskas analizes un dokumentgjosas datu
interpretacijas metodes lietojums iegiito datu analizé. Izveidotas narativo
interviju veikS$anas vadlinijas un transkripciju principi. legiits atbilstosas &tikas
komitejas atzinums par pétjjuma atbilstibu &tikas principiem, izveidota
informé&tas piekriSanas forma un apzinati petijuma dalibnieku datu aizsardzibas
principi. P&tijjuma metodologija un teorétiska perspektiva aprobéta zinatniskajos
rakstos (Goba-Medne, 2019, 2022; Goba, 2019).

Treskart, empiriski analizéta skolotaju  profesionalo darbibu
transformé&josa maciSanas pieredze profesionalas darbibas pilnveidé Covid-19
pandémijas situacija, rekonstrugjot skolotdju maciSanas pieredzes tematisko
struktiiru un raksturojot maciSanos un profesionalas darbibas pilnveidi
sekmgjosos un kav&josos aspektus. Laika posma no 2022. gada maija Iidz
septembrim ierakstitas 23 intervijas ar Latvijas visparizglitojoSo skolu
skolotajiem; tas tika transkrib&tas un anonimizetas, iegiistot empiriskos datus
281 lpp. apjoma. Dati tika kod&ti un analiz&ti divos posmos, izmantojot
tematiskas analizes metodi un datu apstrades programmas Taguette un
NVIVO-13. Tas lava rekonstruét skolotdju maciSanas pieredzes tematisko
strukttiru profesionalas darbibas pilnveide Covid-19 situacija, izveidojot Cetras
ar maci$anas ka izaicinajumu parvarésanas vadmotivu vienotas t€mas (saskarties
ar ierobezojumiem, mdcities darba procesa, meklet kopienas atbalstu un izprast
pieredzéto), kuram pakartotas 14 apaksteémas un 84 aspekti.

Ceturtkart, izveidota skolotdgju maciSanas pieredzu tipologija,
rekonstrugjot transformativas maciSanas ievirzi un izmainas skolotaju
profesionalaja darbiba Covid-19 pandemijas situacija atbilstosi dokumentgjosas
analizes principiem. [zmantojot ieprieks€ja p&tijuma posma iegiitas zinasanas par
datu tematisko struktiru, veikta dokument&josa analize, fokus€joties uz
macisanas transformativajiem aspektiem skolotaju narativos. Izveidotaja
tipologija jeégas genézes dimensija raksturo skolotdgju maciSanos piecas
transformaciju asis jeb tipos (digitali metodiskas, attiectbu, organizatoriskas,
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pasefektivitates, personisko robezu transformdcijas), savukart socialas genézes
dimensija raksturo $o izmainu spektru no reaktivas lidz proaktivai ricibai
profesionalas darbibas pilnveidosana. Konstatéts, ka skolotaji, kuru narativos
tika identificétas liecibas par buitiskakajam maciSanas transformacijam, tipiski
bija tie, kas jau pandémijas krizes sakuma izradija iniciativu darit vairak, neka
no viniem tika formali sagaidits attiecigaja situacija.

Piektkart, apkopoti petijuma rezultati, petjjuma diskusijas dala iztirzatas
atbildes uz pétjjuma jautdjumiem, ka ar1 iezZim&ti nakotnes petijumu virzieni
skolotaju macisanas pieredzes pilnveides joma.

Petfjuma rezultata secinats, ka Covid-19 pandémijas situacija un tas
izraisitas izmainas profesionalaja darbiba skolotajiem bija transformativu
maciSanos provocgjosa pieredze, kas caur dazadu izaicinajumu un gritibu
parvaréSanu veicindja digitali metodiskas, attiecibu, organizatoriskas,
pasefektivitates un personisko robezu transformacijas. MaciSanas pieredzi
formgja daudzveidigi kontekstuali, intersubjektivi un subjektivi aspekti, kas
ietekm&ja to, cik butiskas izmainas skolotdju maciSanas pieredzé ir
identificEjamas un vai tas saistamas ar transformativo maciSanos. Ir vérojamas
sakaribas starp skolotaju proaktivu jeb apsteidzosu pieeju profesionalas darbibas
pilnveide un transformativas maciSanas rezultatiem.

No promocijas darba aktualizéta skatijuma uz skolotaju maciSanas
pieredzi ka sava bitiba problemorientetu, holistisku, intersubjektivu,
kontekstualu un potenciali transformativu izriet nepiecieS$amiba formét tadu
skolotaju maci$anas kontekstu, kas ieklauj elastigu atbalstu gan pasvirzitai, darba
praksg balstitai, gan visas skolas kopienas macisanas un profesionalas darbibas
pilnveides praksei, ka arT iesaista skolotajus lémumu pienemsanas procesa un
sekme vinu profesionalo autonomiju.

Jasaka, ka nenoliedzami Covid-19 pand@mijas situacija izraisija krizi un
parrava skolu darbibas ierasto rit€jumu, radot jaunus izaicindjumus un saasinot
eso8os, tomer ta ar1 veidoja nebijusu macisanas situaciju visas izglitibas sist€émas
méroga, aktualiz&jot maciSanas un atbalsta vajadzibas skolotaju profesionalajai
darbibai. ST krizes parvarésanas pieredze var klit par nenovértéjamu macisanas
pieredzi. Notikusa analize un refleksija var palidzet starp dazadam izglitibas
TstenoSana iesaistitajam pusém veidot dzilaku izpratni un empatiju, kura balstit
uz sadarbibu veérstu komunikaciju, lai parvarétu savstarp&jo norobezotibu.
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ABSTRACT

Liva Goba-Medne’s doctoral thesis “Learning experience that
transforms teachers’ professional activity in the situation of COVID-19
pandemic” was developed in the education sciences in the sub-field of general
pedagogy at the Faculty of Education, Psychology and Art of the University of
Latvia, at the Department of Educational Sciences and Pedagogical Innovations
under the supervision of Dr. paed. Professor Zanda Rubene in the period from
2014 to 2023.

The aim of this thesis is to investigate teachers’ learning experiences
that accompanied the transformations of their professional activity in the
situation of the COVID-19 pandemic.

In this qualitative design study, narrative interviews with 23 Latvian
general education schoolteachers were analysed. The reconstructed thematic
structure of teachers’ learning experiences describes a spectrum of challenges
and difficulties that teachers encountered in their work. A typology of teachers’
transformative learning experiences has been created to describe the learning
transformations experienced by teachers in the crisis situation initiated by the
COVID-19 pandemic.

Chapter 1 of the doctoral thesis encompasses the theoretical framework
for researching the learning experiences that transform teachers’ professional
activity. Chapter 2 describes the research context — the transformations of
teachers’ professional activity in Latvia in the situation of the COVID-19
pandemic. Chapter 3 outlines the research methodology, procedures, and results,
discusses the answers to the research questions, and outlines future research
directions on improving teachers’ learning experiences. The conclusions reflect
on the gradual fulfilment of the research tasks and summarises the main findings
and conclusions.

The thesis comprises 234 pages, with 7 appendices attached.

Keywords: COVID-19 pandemic, learning experience, teachers’
learning experiences, teachers’ professional activity, teachers’ professional
development, transformative learning.
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GENERAL DESCRIPTION OF THE
DOCTORAL THESIS

The doctoral thesis, "Learning experience that transforms teachers’
professional activity in the situation of COVID-19 pandemic" presents a study
of teachers’ subjective learning experiences. This research examines the
challenges faced by teachers as they develop professionally in a situation
characterised by a global pandemic-induced crisis, a disparity between
increasing demands on teachers' work and the limited resources available for
their implementation, as well as a challenging sociocultural context in society at
large. The COVID-19 pandemic brought about significant changes in both the
common modes of learning as well as societal perceptions of the pivotal role of
education, particularly the school, in the overall functioning of society.

Estimates from the World Bank show that the pandemic-induced school
closures and the interruption of in-person learning has affected more than 1.6
billion learners worldwide, exacerbating social inequality and not only impairing
learning outcomes, but also potentially negatively impacting the prospects of an
entire generation (The World Bank, UNESCO and UNICEF, 2021). To ensure
the continuity of education, various forms of remote learning were implemented
on an unprecedented scale across the globe, with an emphasis on the use of digital
technologies. Remote learning has had a disproportionally negative impact on
socially disadvantaged groups of students — both due to the necessity of digital
technologies and internet access, and due to the lack of in-person support from
adults (UNESCO, 2021). Transition to remote learning presented a significant
challenge for teachers, who had to rapidly adapt to new instructional formats,
leading to extended working hours. Research shows that the majority of teachers
in most countries around the world were not sufficiently prepared to provide
effective remote learning (The World Bank, UNESCO and UNICEF, 2021).

In Latvia, the COVID-19 pandemic reshaped the work in schools
following the declaration of a state of emergency on March 12, 2020. Within the
week of school holidays, schools and teachers had to swiftly adapt to providing
remote learning (Cabinet Order No. 103, 2020) and, as the situation evolved, they
had to work remotely until the end of the school year. Changes in the
epidemiological situation correspondingly led to adjustments in the regulatory
framework and guidelines for schools, including opportunities for the learning
process to take place in-person. The longest period of remote learning occurred
during the 2020/2021 school year, lasting five months in most schools (Cabinet
Order No. 655, 2020). Educational institutions faced formidable challenges in
maintaining learning continuity and ensuring the learning process is efficient,
both due to inconsistent epidemiological requirements as well as assumption of
additional duties, such as student testing, contact tracing, and notification.

Support for teachers is regarded one of the most important tools in
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mitigating the pandemic’s adverse impact on education and the social sphere
(The World Bank, UNESCO and UNICEF, 2021), as well as to improve the
quality of education in general (European Commission, 2013; Hargreaves &
O'Connor, 2018), nevertheless, assessing the adequacy of such support is
challenging due to the limited range of research and data available on the current
state of teacher professional development and support for teachers in Latvia.
Issues such as the absence of long-term nationwide planning of methodical work
and teacher continuing education, weakly coordinated inter-institutional action,
as well as other management shortcomings to date are indicated in the research
report produced by the State Education Quality Service (IKVD) concerning the
operation of state gymnasiums as methodical hubs (IKVD, 2021). The
development of effective support strategies requires comprehensive data and
research not only on teachers' learning needs and systemic aspects of professional
development, but also on teachers' actual learning experiences with the support
available to date and the specific problems encountered in practice.

Both among education experts and in international education studies there
is an growing consensus on the importance of collaboration and teamwork in
fostering the professional development of teachers and in improving the overall
quality of education (European Commission, 2013; Hargreaves & O'Connor,
2018; International Commission on the Futures of Education, 2021; Lazdina et
al., 2021; OECD, 2020; Skola 2030, 2017). This brings to the fore the change of
focus in the field of teacher professional development from individually oriented
improvement of teacher competencies and scrutinizing of separate professional
competence improvement programs, towards the improvement of teachers'
professional activity as the tangible expression of teacher professionalism in the
school community (Goba-Medne, 2019). Teacher-centred study provides an
opportunity to delve into the subjective experiences of teachers, revealing how
the interplay of subjective, intersubjective and contextual factors contribute to
the improvement of the actual professional activity. Investigating teachers'
learning experiences within a pandemic crisis situation offers a unique
opportunity to build a deeper understanding of the nature of teachers'
professional development.

The global transition to online learning provoked by the COVID-19
pandemic presents just one of the challenges in the field of teacher professional
development. The impact of the pandemic has, in a sense, accentuated the pre-
existing contextual contradictions that have affected the professional activity of
teachers and has created conditions in which changes in the professional activity
of teachers are inevitable.

The central problem addressed in this dissertation research is the disparity
between the demands placed on teachers in the context of the COVID-19
pandemic along with the pre-existing contextual contradictions, and the
resources to implement these demands, including both the actual and perceived
support. Several factors shape these obstacles: 1) schools' resistance to change
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and traditional encapsulation tendencies contrary to rapid societal change
(Bekerman & Zembylas, 2014; Engestrom, Engestrom, & Suntio, 2002; Fullan
& Quinn, 2016; Labaree, 2012); 2) the impact of inconsistent epidemiological
requirements on the efficiency of the learning process (Daniela et al., 2021; Kim
& Asbury, 2020; Mirke & Tzivian, 2021; Purina-Bieza & Sarva, 2022; Rubene
etal.,2021; Uzun et al. , 2021; World Bank, 2020); 3) the intrusion of commercial
culture into all aspects of life, characterised by its entertainment orientation and
consumability, opposed to the intellectual effort and self-discipline associated
with schooling (Crawford, 2015; Naughton, 2018; Purdie & Hattie, 2002);
4) growing demands for teacher professionalism alongside criticism of the
school institution opposed to insufficient support for teachers' professional
development coupled with disagreement regarding the nature of education
quality assurance (Hargreaves & Fullan, 2012; Murgatroyd & Sahlberg, 2016).

This problem-space underscores the significance of examining teachers’
learning experiences in the situation of the COVID-19 pandemic in relation to
the development of their professional activity, bringing to the forefront the
personal and authentic dimension of teachers' learning and revealing the
transformations accompanying improvement. At the time of the research, under
the influence of the pandemic, teaching in schools globally experienced a mass
transition to fully or partially remote learning mediated by digital technologies.
This provided an opportunity to explore teachers' learning experiences in this
conjunctive space of experience.

The aforementioned considerations determined the selection of the
doctoral thesis topic: Learning experience that transforms teachers’ professional
activity in the situation of COVID-19 pandemic.

The research aim is to investigate teachers’ learning experiences that
have accompanied the transformations of their professional activity during the
COVID-19 pandemic.

The following research questions were set:

How are the COVID-19 pandemic-induced transformations in teachers’
professional activity reflected in the learning experiences of teachers? And vice
versa: how do the learning experiences of teachers in the situation of the
COVID-19 pandemic transform their professional activity?

The research questions further detailed by the following sub-questions
(Creswell 2014):

How do teachers describe the impact of the COVID-19 pandemic and

remote teaching experience on their learning and professional activity?
2. What learning experiences do teachers describe as conductive to their

growth in the COVID-19 situation? What has hindered the development
of teachers’ professional activity in the COVID-19 situation? How are
intersubjectivity and collaboration reflected in teachers' learning
experiences?
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3. How is transformative learning reflected in teachers' Ilearning
experiences? What are teachers' learning experiences directed at in the
situation of the COVID-19 pandemic, or what orientation frames can be
identified in the teachers' experiences?

Research object is the learning experience of teachers. Learning theories
that elaborate the process of transformative learning and its role in professional
development have been identified. Analysis of the concept of learning experience
reveals its intersubjective nature and alignment with the principles of social
constructivism. The subjective narratives provided by research participants
regarding their learning experiences represent their individual interpretations of
memories and conceptualizations of the experienced, which aligns with an
interpretivism perspective. While the individual interpretations of the
effectiveness and value of specific professional transformations and professional
development initiatives are highly subjective, nevertheless, teachers base their
future actions on this subjective evaluation, and, as known, the motivation behind
an activity significantly impacts the learning process and the interpretation of
information.

Research context, which determines the boundaries of the research, is
the transformations of teachers' professional activity in the situation of the
COVID-19 pandemic in Latvia. Activity transformations are analysed from a
sociocultural perspective, synthesizing activity theory and transformative
learning theory. Activity theory elucidates the social context, system of
relationships, and orientedness of learning, while the theoretical tradition of
transformative learning describes learning that transforms the frame of reference
(meaning perspectives) at the individual level.

The relationship between the research object and research context is
ambiguous, as the improvement of professional activity is interdependent with
learning experience: professional activity can serve as the context within which
the learning experiences are formed, while the development of professional
activity can occur within the context of an individual's broader learning
experience. For the purposes of this study, research focus is directed towards the
teachers’ learning experiences related to the development of their professional
activity (hence, narrowing the learning experience according to its scope),
furthermore, the temporal scope of the study spans from March 2020, when the
state of emergency due to COVID-19 was declared in Latvia, to September 2022,
until which the interviews were conducted. This timeframe delineates the
boundaries of the learning experience under investigation.

The research tasks are delineated as follows:

1) To construct a theoretical framework for studying learning
experience that transforms teachers’ professional activity,
incorporating the analysis of transformative learning experience and
characterizing the contextual impact of the COVID-19 pandemic
situation.
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2) To elaborate methodology for analysing teachers' learning
experiences in an empirical study.

3) To empirically analyse the learning experiences that transform
teachers’ professional activity in the situation of the COVID-19
pandemic, reconstructing the thematic structure of teachers' learning
experiences and describing the aspects facilitating and hindering
learning and professional development.

4) To develop a typology of teachers' learning experiences,
reconstructing the orientation frames of transformative learning and
the changes in teachers’ professional activity in the situation of the
COVID-19 pandemic according to the principles of documentary
method.

5) To summarise the research findings, discuss the answers to the
research questions, and outline future research directions on
improving teachers' learning experiences.

Type of research: descriptive qualitative research employing the

ethnomethodological research approach (Bohnsack, 2014; Eberle, 2014).

Theoretical perspective of the study synthesises social constructivism
and sociocultural paradigms. Teachers’ learning gets studied through perspective
of subjective experiences, considering that the ethnomethodological approach
allows for the analysis of the aggregate of the teachers' experiences, identifying
individual and collective orientation frames, which in the context of the
transformative learning theory are revealed as frames of reference (or meaning
perspectives, paradigms). The conception of teachers' professionalism is
constructed from the perspective of cultural historical activity theory (CHAT),
viewing it as a system of professional activity.

Research methods used: 1) theoretical research methods: in-dept
analysis of scientific literature gathered through scientific databases and via
internet search engines, covering both the relevant theory and empirical studies;
analysis of normative documentation regulating the professional development of
teachers; 2) empirical research methods: narrative interview used in data
collection; reflexive thematic analysis along with the documentary method
(dokumentarische Methode in German) were utilised for data analysis and
interpretation.

The boundaries of the research are established by several factors:
1) teachers' learning experience as a research focus in a subject-centred research
approach; 2) systemic understanding of the professional development of
teachers, whilst revealing it as a phenomenon based on individuals’ subjective
conceptions; 3) the limitations of qualitative research (more specifically,
ethnomethodological approach), which investigate research participants
understanding and subjectively formed conceptions rather than strive to
determine their validity; 4) principles for selecting research participants.
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The empirical basis of the research: 23 narrative oral interviews with
general education schoolteachers, conducted remotely using the Zoom online
platform, as well as in-person with audio recordings made.

The scientific novelty of the research lies in: 1) an in-depth study of
adult learning theories, analysing the role of transformative learning in the
development of teachers' professional activity; 2) empirical investigation of
teachers' subjective learning experiences in the situation of the COVID-19
pandemic in Latvia, identifying aspects influencing professional activity
development; 3) construction of a typology of teachers' learning experiences in
the situation of the COVID-19 pandemic, characterising the orientation frame of
learning transformations according to the principles of the documentary method
of interpretation.

The practical significance of the research includes: 1) teachers’ learning
experiences that accompanied the development of their professional activity in
the situation of the COVID-19 pandemic have been collected and examined,
2) the aspects of meaningful professional development for teachers in Latvia and
support for teachers' work has been brought to the forefront of discussion;
3) future research directions on improving teachers' learning experiences have
been offered.

The structure of the doctoral thesis comprises an introduction, three
chapters and conclusions, acknowledgments, reference list, list of regulatory
documents and other information sources, appendices. The volume of the
doctoral thesis is 234 pages. Scientific literature in Latvian, English and German
was used, encompassing 293 entries of scientific literature and 12 regulatory
documents and other sources of information. The work contains 13 figures and 5
tables, which were created or adapted by the author of the thesis.

The following theses, formulated within the research, are put forward
for defence, characterising the nature of teachers' learning experiences that
accompany the transformations of teachers' professional activity in the situation
of the COVID-19 pandemic:

1. Teachers’ learning experiences in the situation of the COVID-19
pandemic manifested as the reconstruction of their professional activity, which
was problem-oriented, contextual, intersubjective, holistic, and based on all
previous experience; it influenced the way teachers perceive (experience),
explain (conceptualise), and implement their professional activity.

2. Teachers’ learning experiences in the situation of the COVID-19
pandemic were revealed as overcoming the challenges and difficulties
encountered in their professional activity, which is characterised in the thematic
structure of the teachers' learning experiences by the themes of Dealing with
Limitations, Learning on the Go, Seeking Community Support and Making Sense
of the Experience, but the spectrum of the challenges and difficulties is detailed
through sub-themes and subordinate aspects.
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3. The COVID-19 pandemic created a situation that provoked
transformative learning among teachers, which affected all aspects of their
professional activity. The experience of teachers' transformative learning in the
situation of the COVID-19 pandemic is characterised by a two-dimensional
typology, the first dimension of which includes five types of teachers'
transformative learning (Digital Methodological, Relational, Organisational,
Self-Efficacy and Personal Boundary Transformations), each encompassing a
spectrum of scenarios from minimal changes or regression to maximum change
and transformative learning outcomes. Whereas the second dimension
characterises the level of activity with which the teachers engaged in
transforming their professional activity during the crisis situation of the
COVID-19 pandemic; this activity can span from reactive to a proactive
approach on a spectrum, where transformative learning is associated with a
proactive approach from the outset.

The research methodology and the scientific validation of the results
have been carried out in the following conferences and seminars:

1. Association for Teacher Education in Europe (ATEE) Annual Conference
"To Be, or Not to Be a Great Educator ", paper presentation "Teachers’
learning experiences of transforming their professional activity during
COVID-19 pandemic" (Riga, 30/08/2022).

2. Section of the 80th international scientific conference of the University of
Latvia "Perspectives of Cultural Heritage in Educational Sciences",
online paper presentation "Learning experiences that transform teachers'
professional activity: The COVID-19 pandemic " (Riga, 17/02/2022).

3. Association for Teacher Education in Europe (ATEE) Annual Conference
2019 “Teacher Education in a Changing Global Context”, paper
presentation in collaboration with Tatjana Bicjutko “Foreign language
policy in relation to educators in Latvia: An activity systems analysis”
(Bath/UK, 08/2019).

4. Association for Teacher Education in Europe (ATEE) Spring Conference
2019 “Innovations, Technologies and Research in Education”, paper
presentation “Shifting the focus of professional development: From
individual teachers’ competences to a system of contextual professional
activity” (Riga, 7-8/06/2019).

5. 1st International Scientific and 6th VDU, MRU, KU, VU Consortiums of
Doctoral Studies in Education Conference of Doctoral students in
Education, presentation “Teachers as learners: Transformational
learning experiences in developing teachers’ professional activity”
(Klaipeda/Lithuania, 14/10/2017).

6. Association for Teacher Education in Europe (ATEE) Spring Conference
“Innovations, technologies and research in education”, paper presentation
“Transformational Learning Experiences at the Core of Teacher
Continuing Professional Development” (Riga, 13/05/2017).
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FAU International Winter School for Research in Aesthetic, Arts and
Cultural Education "Spectra of Transformation", research presentation
"Transformative Learning Among Teachers in a Workplace Setting”
(Nuremberg/ Germany, 20-24/02/2017).

Pedagogy section of the 73rd scientific conference of the University of
Latvia "Aktualitates audzina$ana: problémas un risinajumi", paper
presentation "Skolotaju savstarpéjas macisandas kultira skola [Teachers'
reciprocal learning culture at school]" (Riga, 12/02/2015).

Peer-reviewed scientific publications:

Goba-Medne, L. & Rubene, Z. (2023). Teachers’ learning experiences of
transforming their professional activity during COVID-19 pandemic.
In L. Daniela (Ed.), 7o Be, or Not to Be a Great Educator. Proceedings of
ATEE Annual Conference, 2022 (pp. 11-26). Riga: University of Latvia
Press. https://doi.org/10.22364/atee.2022.01

Goba-Medne, L. (2022). Learning experience that transforms teachers’
professional activity: The COVID-19 pandemic. In L. Daniela (Ed.),
Human, Technologies and Quality of Education. Proceedings of Scientific
Papers, 2022 (pp. 475-486). Riga: University of Latvia Press.
https://doi.org/10.22364/htqe.2022.34

Bicjutko, T., & Goba-Medne, L. (2020). English language policy in
relation to teachers and teacher educators in Latvia: Insights from activity
systems analysis. Acta Paedagogica Vilnensia, 45, 60-76.
https://doi.org/10.15388/ActPaed.45.4

Goba-Medne, L. (2019). Shifting the focus of professional development:
From individual teachers’ competences to a system of contextual
professional activity. In L. Daniela (Ed.), Innovations, Technologies and
Research in Education. Proceedings of ATEE Spring Conference (pp.
527-535). Riga: University of Latvia Press.
https://doi.org/10.22364/atee.2019.itre.38

Goba, L. (2019). Theorizing the concept of transformative learning
experience in the context of teacher professional development.
In SOCIETY. INTEGRATION. EDUCATION. Proceedings of the
International Scientific Conference (Vol. V, pp. 119-130). Ré&zekne:
Rezekne Academy of Technologies.
http://dx.doi.org/10.17770/sie2019vo0l5.3754

Rubene, Z., Stars, 1., & Goba, L. (2015). Health literate child:
Transforming teaching in school health education. In SOCIETY.
INTEGRATION. EDUCATION. Proceedings of the International
Scientific Conference (Vol. 1, pp. 331-340). Rézekne: Rezekne Academy
of Technologies. http://doi.org/10.17770/sie2015vol1.314
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OUTLINE OF THE CONTENT OF THE
DOCTORAL THESIS

“Every experience is a moving force. Its value can be judged only on the
ground of what it moves toward and into."
(Dewey, 1938/1997, p. 38)

The doctoral thesis consists of an introduction, three chapters,
conclusions, reference list containing 293 entries, a list of regulatory documents
and other information sources with 12 entries, 7 appendices.

1. Teachers’ Learning Experience as a Foundational
Research Category

In the first chapter of the doctoral thesis, the theoretical framework for the
study of the transformative learning experiences of teachers' professional activity
is established. In section 1.1, the concepts of experience and learning are
analysed in depth, constructing the understanding of learning experience as a
complex, holistic and conceptually ample concept. The analysis of the concept
of experience is rooted in John Dewey 's pragmatic philosophy of education
(Dewey, 1916/1966, 1934/1980, 1938/1997), developmental science and
neuroscientific research (Jones, 2014; Lickliter & Honeycutt, 2015; Overton,
2015), adult education theories (Jarvis, 2006, 2010; Kolb, 1984), and
phenomenology (Eberle, 2014; Husserl, 2002). Experience can be defined as a
set of impressions gained in the physical, cognitive and affective dimensions of
an individual's continuous interaction with the environment, which the individual
interprets and conceptualises based on previous experiences and belief systems,
making meaning of the experience and forming concepts about it, and
transforming these concepts. Learning experience in this doctoral thesis is
viewed as the experience from which and through which an individual learns or
has learned; it opens up the possibility of reconstructing experience as a
mechanism in a Dewian sense. Thus, learning from experience provides an
opportunity to construct the meaning of the experience differently in the future
and, therefore, to act differently. The concept of the lifeworld (Lebenswelt) is
also analysed as the contextual sphere of interaction and cultural framework for
the formation of learning experience.

The analysis of the concept of learning is based on the analysis of
comprehensive learning theories (Illeris, 2007, 2015; Jarvis, 2006, 2010) and
educational psychology (Schunk, 2012). It is concluded that learning inevitably
occurs through experience (primary or secondary) and is associated with
relatively permanent changes in individuals and their capacity.

According to the progress of these changes and their results, it is possible
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to distinguish several general types of learning and represent them along a
spectrum of learning complexity (Figure 1). The relatively simplest type of
learning is cumulative or mechanical learning, while more complex types include
assimilative (additive) and accommodative (learning that restructures mental
schemes), but the most complex changes through learning are associated with
transformative learning, which is characterised by the restructuring of
preconceptions and changes in the way an individual experiences the world,
conceptualises it and interacts with it (Hoggan, 2016). Regression and distorted
learning are associated with a negative impact on an individual’s capacity, while
non-learning implies that learning is not identified at all.

regression and
distorted non-learning
learning

assimilative accommodative’\ transformative

learning learning learning

Figure 1. Representation of types of learning by complexity included in
literature analysis

In the subsequent section 1.2 the theory of transformative learning is analysed,
revealing the experience of transformative learning as a phenomenon that
transforms the frame of reference (or meaning perspective) of a person. The
origins and basic postulates of transformative learning theory are examined
(Mezirow, 1978, 1991, 2009), as well as explanations of the process of
transformative learning (Cranton, 2002; Mezirow, 1991, 2009; Nohl, 2015),
criticisms of this theory (Brooks, 2000; Hoggan et al., 2017; Newman, 2012), its
boundaries and further developments of the theory (Hoggan, 2016; Nohl, 2015;
Taylor, 2005).

Based on the literature analysis, five essential aspects of transformative
learning are identified:

1) initial encounter with novelty that serves as an activation event —
potentially disorienting or reorienting experience;

2) exploring of novelty and building its initial understanding,
experimenting, reflecting and examining one's assumptions;

3) formation of a new perspective, or a frame of reference and therefore
overcoming the initial uncertainty;

4) social testing of the understanding of the novelty, supplementing and
revising the new perspective;

5) dominance of the new perspective in future actions and subjective
interpretations, redefining essential aspects of activity according to the
new perspective.

Using Chad Hoggan's definition (Hoggan, 2016), transformative learning
in the development of teachers’ professional activity is formulated as a process
that results in significant and irreversible changes in how teachers experience
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(perceive) their professional activity, how they conceptualise (explain) and how
they implement it (do).

In section 1.3, a dialectical understanding of transformative learning
experience is constructed by analysing other potentially complementary theories
that examine phenomena similar to transformative learning experience.
Transformative processes of Bildung are theorised as radical changes in relations
between the self and the world (Koller, 2017; Ludwig, 2017); in feminist
poststructuralism, transformations are identified in narratives and social
positionality (Brooks, 2000; Johnson-Bailey, 2012); in critical pedagogy, the
process critical conscientization and emancipation is considered (Freire,
1974/2005); conceptual change theory explains the transformations of concept
understanding (Vosniadou, 2012) and the learning of threshold concepts (Neve
et al., 2017); Gregory Bateson s system-theoretical model of learning defines
Learning Type Il as a reconstruction of the less complex Learning Type Il
(Bateson, 1987); theory of expansive learning regards learning as the collective
reconstruction of an activity system and the resolution of contradictions
(Engestrom, 2009).

Transformative learning experience in this broader theoretical context
emerges as a phenomenon with potentially diverse outcomes. In a philosophical
study, four paradigms of transformative learning experience (Discovery,
Initiation, Overcoming and Conversion) have been defined, characterising four
conceptual directions in the scientific discourse on perspective transformation
(Yacek, 2017) and potentially characterising the learning experience of teachers
in the situation of the COVID-19 pandemic. Combining Yacek’s paradigms and
Hoggan's identified and mapped transformative learning outcomes (Hoggan,
2016), a map of paradigms and learning outcomes of transformative learning
experience was developed (Figure 2).

e Conversion iy

. m;sformative
e learning
experience

Behaviour Ontology

Epistemology

S Overcoming o

Figure 2. Paradigms and learning outcomes of transformative learning
experience
Note. The figure synthesises the research conducted by Yacek and Hoggan.
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In section 1.4, an analysis is conducted on the aspects influencing the
constitution of transformative learning experience, taking into account that such
learning occurs in a variety of life contexts, both self-directed and within
organised learning processes; the preconditions necessary for such learning are
equivocal. The main findings of the analysis are summarised in Table 1.

Table 1. Aspects influencing the constitution of transformative learning

experience

Aspects facilitating Aspects hindering

transformative learning transformative learning

* Lifeworld as a learning context, ¢ Leaming contexts and situations are

encompassing formal, non formal and formally constrained or fragmented,

@ informal contexts of education, and without consideration of individual and
1 creative self-exploration situational aspects
g - Learning situations may differ in terms of ¢ Lack of learning situations in the daily
; their purpose (intentional, unintentional), routine, no current need for change
= pace, focus, expected outcomes * Lack of an activation event or the
-8 » The presence of a trigger event, typically conditions are excessively
s including edge-emotions and the urgency destabilizing
ﬁ of the situation * Insufficient time for meaning-making,

* Opportunity to devote time to exploration reflection, and problem-solving

and problem-solving

* Individual's previous experiences of ¢ Negative prior experiences, resistance
) including diversity, promoting openness to to otherness and the unfamiliar,
g the new and self-confidence situation-induced  resistance  and
S« The ability to mobilise internal resources, defence mechanisms
= openness, willingness to challenge one's e« Cognitive overload and  stress,
g beliefs and learn additional personal challenges
=t * Ability and willingness to think critically, < Insufficient internal resources, health
-E emotional intelligence issues
= * Individual's social position, life stage, ¢ Fearoflosing or worsening one’s social

biographical challenges position, conformity

Values, beliefs and relationships within the Values, beliefs and relationships within

Accessible external resources and support, Lack of external resources and support
especially in disorientation, exploration, Segregation in information 'bubbles',
and reformulation stages of learning rejection or scepticism toward the
* Encounters with diversity and a variety of different and the unfamiliar
perspectives, varied information, and

fundamentally different positions

community that promote openness to the community focused on maintaining
- inquiry, reflection, critical analysis of the status quo, dogmatism,
§ assumptions and respectful discussion, one-dimensional thinking, lack of
& error analysis, compromise willingness to compromise, lack of
< * Balanced power relations and authenticity empathy
E in  relationships, opportunities for e« Destructive power relations, a culture
§ participation, mutual recognition, and of hiding errors and punishing the
= validation guilty, defensive routines, conformity
2
=
)
N
=
—
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It was concluded that the constitution of a transformative learning experience is
influenced by a wide spectrum of aspects that characterise an individual's
lifeworld and the specific learning situation; it is not possible to formally confine
the occurrence of transformative learning to a specific learning context or
timeframe. The analysed scientific literature indicates several elements that are
particularly important for the development of transformative learning, including
the presence of a activation event, values promoting reflection and discourse in
the social context, external resources and support in the stages of disorientation,
exploration and reformulation, the individual's internal resources and previous
experiences, authenticity and balanced power relations.

2. Teachers' Professional Activity in the Situation of
the COVID-19 Pandemic

In the second chapter of the doctoral thesis the research context is
discussed, namely the transformation of teachers' professional activity in the
situation of the COVID-19 pandemic in Latvia. It is taken into account that the
broader context of teachers' professional development encompasses culture,
society and the processes that shape it. Learning is positioned within culture as a
system of social organisation and depends on the available cultural resources; it
influences the ideas that come into an individual's view and shapes the field of
the experience and the network of interactions within the individual's lifeworld.

Section 2.1 outlines the socio-cultural context and the field of experience
of professional development, based on Jerome Bruner's ideas about the available
cultural tools (Bruner, 1996), Jiirgen Habermas's ideas about the interrelationship
between the lifeworld and structure in society (Habermas, 1984), criticism
towards the view of lifelong learning as primarily an economic gain (Grace,
2005), criticism of colonialist ideas and the marginalization of dissenting
opinions in educational discourse (Johnson-Bailey, 2012), and consideration of
potential contradictions between different knowledge systems and beliefs.

Section 2.2 describes the systemic and situational challenges of teacher
professional development, analysing the current understanding of how teachers'
learning within profession should be organised, as well as the challenges to
teachers posed by the COVID-19 pandemic (Burton, 2021; Kim & Asbury, 2020;
Purina-Bieza & Sarva, 2022). The concept of collaborative professionalism has
gained relevance in the international discourse on teacher professional
development, highlighting the need to construct professional development as a
continuous, collaborative learning improvement practice in the school
community (Darling-Hammond et al., 2017; Hargreaves & O'Connor, 2018;
OECD, 2020; Villegas-Reimers, 2003), therefore overcoming isolation among
teachers and the encapsulation of schools, while also promoting professional
autonomy and agency to improve professional activity and enable
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self-determination in civic engagement (International Commission on the
Futures of Education, 2021). The context of teachers' professional development
in Latvia is analysed, taking into account the significant transformations in the
education system after the regaining of state independence and the shortcomings
of the teacher professional development system, as well as customs rooted in
school culture.

Section 2.3 constructs an understanding of teachers' professional activity
as a contextual and social interaction-based system, based on Yrj6 Engestrom's
systemic model of activity (Engestrom, 1987; Engestrom & Sannino, 2010)
and contrasting it with the dominant, individually oriented understanding of
professional competence (Briska et al., 2006; European Commission, 2013). The
concept of activity shifts a focus primarily to the analysis of the practical
expression of professionalism, rather than the knowledge and skill potential
inherent in an individual. The concept of teachers' professional activity provides
a holistic view of the actual work practice in the school and considers the
teacher's work within its systemic framework, where seven elements interact:
teacher, student, tools, rules, school community, distribution of responsibilities,
outcomes (Figure 3).

Tools

\ o TS.  Outcomes:
/ j .
Teacher " ___ | Student w a meaningful learning

\_ development / process:
N ’ :
\ P4 student learning outcomes;

e the quality indicators of
the activity

Rules: Distribution of
formal, informal and technical;  S¢hool community: responsibilities
principles of resource allocation; teachers, school among teachers. school staff,

traditions and cultural norms ~ Management, support stafl.  parents, students themselves
students, parents.
stakeholders

Figure 3. Systemic model of teachers' professional activity
Note. Adapted from Y. Engestrom's general model of the activity system (Engestrom,
1987, p. 78).

In this doctoral thesis, Mezirow’s theory, focused on subjective reframing,
and Engestrom's model of the expansion of collective activity complement each
other, where transformative learning theory highlights individual meaning
making in the communicative dimension, while the activity system’s perspective
directs towards collaboration, a shared understanding of the activity system and
its transformation-in-action, thereby transforming professional practice.
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3. Empirical Investigation of Learning Experience that
Transforms Teachers’ Professional Activity

Chapter 3 provides a description and rationale for the research
methodology, procedures and results. Additionally, the discussion section delves
into the answers to research questions and outlines potential future research
directions on improving teachers' learning experiences.

3.1. Research Methodology and Procedures

Taking into account the nature of the research object, a qualitative
research approach was chosen as the most appropriate as it provides an
opportunity to explore the meaning teachers attribute to their experiences.
Theory triangulation is employed to comprehensively investigate the
phenomenon at hand (Creswell, 2014). Withing the framework of this study,
teachers’ learning experiences are studied retrospectively since it requires time
to construct the meaning of the experience and weigh its impact on the
professional activity as a whole.

A purposeful selection of participants was conducted according to the
maximum variation sampling criteria, including 23 teachers with teaching
experience ranging from 3 to 39 years. These teachers represent all seven subject
areas of curriculum; various regions (Vidzeme, Zemgale and Kurzeme),
including both small and large urban and rural schools, various types of schools,
and various education levels. Participant selection involved recommendation
chaining, targeted invitations, and voluntary applications for participation. The
decision on the number of interviews required was made in the research process,
according to the principle of theoretical saturation (Nohl, 2010; Strauss &
Corbin, 2015). Each research participant was interviewed once in the period from
May 2022 to September 2022 on the Zoom platform or in person, following
interview guidelines. The duration of the interviews was between 23 minutes and
1 hour and 6 minutes, an average of 47 minutes.

Full and detailed interview transcriptions were conducted, with data
anonymised and pseudonymised simultaneously. Any information that directly
revealed personal identity or identified educational institutions was either
removed or replaced with a generalization. Interviewees were identified as "Sk"
followed by a number. The total volume of the transcriptions amounted to 281
pages.

In this research, the narrative interview method was employed to collect
data. Narrative interview is an open-ended, loosely structured, in-depth
interview, which is introduced by a preamble (a broad introductory question),
continues by an uninterrupted interviewee's narrative, and ends with a stage of
questioning based on the interviewee's statements (Jovchelovitch & Bauer,
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2000), along with optional additional questions to ensure coverage of particularly
relevant topics. The advantage of narrative interviews is the opportunity to
document specific parts of teachers' experiences from their perspective (Nohl,
2010), avoiding excessive structuring of the conversation, and thereby reducing
the interviewer's subjective influence on the course of the interview. The
preamble used was as follows: We have been working and living in a pandemic
situation for two years now. Please share how you, as a teacher, have been
working in these conditions, how do you feel and what has changed during this
time? I suggest telling your experience chronologically (from the moment
something began to change at work due to the pandemic).

To characterise the thematic structure of teachers' learning experiences,
thematic analysis with an inductive approach was conducted. The thematic
structure was primarily based on the data itself rather than on a theoretical model.
The reflective and recursive analysis process involved the following stages:
1) getting familiar with the data; 2) assigning of initial codes to text segments
sequentially throughout he data array; 3) grouping codes in search for potential
themes; 4) reviewing themes and creating a thematic map, checking the thematic
coherence with the coded text segments; 5) defining themes; 6) preparing a report
on the results of the analysis, using relevant quotes from the respective theme
segments in the interviews (Braun et al., 2019). Thematic analysis was conducted
in two stages: in the first stage, an initial thematic structure was created
inductively based on 9 interviews, which was then refined and validated in the
subsequent stage, using it as a coding framework. The first stage involved the
use of Taguette software and a manual process, while the second stage used
NVIVO-13.

To characterise teachers’ transformative learning experiences in the
situation of the COVID-19 pandemic, documentary method of data interpretation
(Bohnsack, 2014; Nohl, 2015) was employed. This method is widely used in
research of a similar nature within the Bildung tradition (Laros et al., 2017). The
method allows for a comparative analysis, as well as creating a typology,
focusing on the reconstruction of implicit knowledge and the reconstruction of
orientation frames (Orientierungsrahmen) and their transformations. Thus, it is
possible to focus the analysis on identifying and characterizing aspects of
transformative learning. The method relies on the following key steps: a first-
time listening to the interview, identifying the main topics of the narrative;
selective or full transcriptions of interviews; formulating interpretation stage
focuses on the decoding of meaning and formulating the thematic structure of the
text (which largely coincides with what was achieved through thematic analysis);
at the reflecting interpretation stage, reconstruction of orientation frame takes
place by analysing the formal logic of the text, first within interviews and then
as comparative analysis and contrasting between interviews; at the type
formation stage, the sense-genetic types are based on the diversity of the
identified orientation frames (or transformation dimensions), while the
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socio-genetic types reveal the unifying space of experience, regardless of the
sense-genetic type (Nohl, 2010). The documentary interpretation began with
specific cases involving significantly different scenarios, gradually incorporating
the rest of the interviews.

3.2. Results of Thematic Analysis: Thematic Structure of
Teachers' Learning Experiences

The thematic structure of teachers' learning experiences, reconstructed
through thematic analysis, comprises four central themes and 14 sub-themes
(Figure 4), which delineate both the unifying thematic blocks within teachers'
experiences and the complexity and diversity of these experiences. Each
sub-theme is expanded by several aspects or codes (84 in total).

The overarching theme of the thematic structure throughout teachers'
narratives is the overcoming of various challenges to carry out their professional
activity in a new, uncertain and unstable situation. Learning associated with this
experience primarily involves addressing and reflecting upon current work-based
problems, rather than seeking additions or new opportunities within formal or
non-formal education (e.g., professional development courses for teachers).

Insufficient technical and
informational resources

Deali ith New rules and guidelines
o Iien:i'::r;gi:,r'ls ) Lack of knowledge, skills, and
experience

Taking learning opportunities

Lesson preparation and work
organization

Learning on the

go Teaching and caring for

students' learning outcomes

Maintaining relationships with
students and caring for their
socioemotional well-being

Adaptation and self-care

Seeking community

support ——O Connected school community

Fragmented school community
Context-specific challenges

Observing and comparing

Making sense of Recognition of work,
the experience (mis)recognition, and satisfaction

Assessing gains and
consequences

Figure 4. Thematic structure of teachers' learning experiences
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The theme Dealing with Limitations portrays how limited technical and
informational resources, new rules and guidelines, as well as a deficiency in
knowledge, skills, and experience, affected teachers' professional activity.
Significant disparities in provision were evident both among schools, families
and within communities with these inequalities becoming apparent when
analysing the utterances of teachers from schools of different profiles. Similarly,
rules and guidelines in schools were often interpreted and applied in diverse
ways.

The theme Learning on the Go reflects teachers' dominant ways of
learning, which were linked to constant adaptation to changing conditions. This
included practice-based problem-solving and prioritizing such learning
opportunities that offered immediately applicable skills and solutions, as well as
support for crisis management, including self-efficacy improvement. The
detailed aspects of this theme reflect the learning needs during the COVID-19
pandemic or similar crisis — the demand for problem-oriented, practice-based
professional development programs and other activities that not only provide
opportunities for practicing the use of new tools and methods, analysing work
practices, and sharing experiences but also offers flexible, targeted support
options such as supervision or methodological and technical support
consultations.

The theme Seeking Community Support emerged as an underlying theme,
depicting the influence of the community on teachers' ability to cope with
pandemic-related stress, instability, and uncertainty. Cohesive school community
was characterised by supportive and dedicated school management, long-term
planning, recognition and job satisfaction, colleagues as an encouraging and
supportive team, trust among colleagues, unity, and productive cooperation with
parents. In contrast, Fragmented school community served as a counterpoint to
this generalised model, manifesting itself to a different degree in the experience
of each teacher. Thirdly, Context-specific challenges, such as the shortage of
support staff and teachers, location and characteristics of the school, class size,
and the socioeconomic situation of the local community, influenced resource
availability and, consequently, potential solutions, regardless of school culture
characteristics.

The theme Making Sense of the Experience captures the construction of
the meaning of the experience, which was expressed in teachers' narratives as a
comparison of various observations and experiences, validation and acceptance
of one's own experience through sharing experiences with other teachers.
Recognition and feedback about their work were significant sources of
satisfaction. This includes not only the encountered students' enthusiasm, their
achievements, and great lessons, but also recognition for teachers' work, financial
appreciation and trust in the teacher's professionalism. When evaluating the gains
and consequences of the pandemic-era experiences, there was a greater

54



consensus among teachers regarding (to varying degrees) improved digital
literacy and methodological flexibility. Teachers also saw the benefits of
pedagogical experiments and reorganised professional activity, the broader
integration of technology into daily school life, as well as improved time
management and efficiency. Changes in one’s Self, personality traits, and attitude
were also noted, albeit rated controversially, similar to the pandemic’s impact on
students. The consequences and negative outcomes included teacher burnout,
feeling of disillusionment, considering leaving the job, nervousness, health
issues, deteriorating relationships among school staff.

3.3. Results of Documentary Method: Typology of Teachers'
Learning Experiences

With the help of documentary method, focusing on the transformative
aspects of learning in teachers' narratives, a two-dimensional typology has been
constructed to describe learning experiences of teachers in the situation of the
COVID-19 pandemic in Latvia (Figure 5).

Digital
methodological
transformations

Organizational Relational
transforamtions transforamtions
5:5:132?1 Self-efficacy
Y transforamtions

transforamtions

Figure 5. Typology of teachers' transformative learning experiences

In the sense-genetic dimension of the typology, five types of
transformation reveal how teachers have changed through this experience and
which aspects of their learning experiences have been incorporated into their
further professional activity. The socio-genetic dimension describes the level of
activity with which a teacher engaged in the transformation of their professional
activity, ranging in spectrum from reactive to proactive (Figure 6).
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Reactive 4
Figure 6. Logic of type construction

The type of Digital Methodological Transformations is centred on
acquiring and improving digital solutions and methods for their application in
the teaching-learning process. These transformations initiate through
overcoming the threshold of online lesson delivery; learning progresses through
adaptation to online and hybrid learning scenarios, with the knowledge gained
being applied in future face-to-face lessons. The most significant transformations
are accompanied by proactive behaviour in self-directed learning and the
implementation of engaging online lessons with a high degree interactivity and
methodological diversity.

The type of Relational Transformations is characterised by changes in
teachers' interactions with others — altered perception of the situation, its
explanation and/or behaviour. The most significant changes revealed as the
increased emphasis on a more student-centred approach in work practices and a
greater overall awareness of the importance of human relationships in general in
the face of pandemic challenges. Teachers rediscovered ways to give students
motivational feedback, more frequently viewed situations from the student's
perspective and identified opportunities to positively shape the course of lessons.
Negative and even regressive experiences in this transformation axis are
characterised by unsuccessful communication and negativity in interactions with
parents and students, school management or society in general, which
contributed to professional burnout and consideration of leaving the job.

The type of Organisational Transformations was formed through the
cases where teachers demonstrated growth in the field of systematic and efficient
improvement of their professional activity, which involved reassessing priorities,
learning more effective time management and flexibility, as well as engaging in
coordinating the school’s digital transformation. Growth in the organisational
domain was closely linked to the school community and processes within it.
Negative or regressive experiences were promoted by the controlling approach
of the school management and/or lack of support, as well as the passive or

56



dismissive stance of the teachers themselves towards adapting to remote and
hybrid learning realities.

Self-Efficacy Transformations are characterised by more effective
management of one's internal resources and care for personal well-being in
stressful conditions, striving to restore the balance between work and private life,
and rest. Maximum transformations are associated with the effective
management of personal time and internal resources in the new situation,
including setting personal boundaries. Minimal or regressive changes are
characterised by the adoption of self-preservation tactics, reduced commitment
to work, and potential consideration of reducing workload or leaving the job.

Personal Boundary Transformations are characterised by the expansion
and overcoming of personal boundaries, reflected in changes in teachers'
perceptions of their potential, overcoming mental limitations, critically
questioning systemic conditions, and moving towards professional autonomy,
self-determination, and civic engagement. The scenario of non-learning and
regression is characterised by not challenging the boundaries and conforming to
predetermined limits without resistance or rejecting previous social and civic
initiatives. In the maximum change scenario, teachers rely on self-directed
professionalism, critically view the systemic aspects of education, and have a
broadened outlook. However, cases where teachers' personal beliefs conflicted
with systemic requirements, including mandatory vaccination, occupy an
ambivalent position on the spectrum.

3.4. Discussion

The obtained research results have provided an opportunity to address the
research questions, discuss the congruence of the results with the analysed
scientific literature, as well as draw conclusions and outline future research
directions in the field of teachers’ learning experience improvement.

To the first part of the research question (How are the COVID-19
pandemic-induced transformations in teachers’ professional activity reflected in
the learning experiences of teachers?) answers are provided with the help of
thematic analysis, reconstructing the thematic structure of teachers' learning
experiences, which maps the various aspects of teachers' learning experiences
during the COVID-19 pandemic, revealing how the pandemic has affected their
work and how teachers have adapted to the challenging situation.

Answers to the second part of the research question (How do the learning
experiences of teachers in the situation of the COVID-19 pandemic transform
their professional activity?) are provided through the use of documentary
method, establishing a typology of transformative learning experiences, which
reveals how teachers have changed through these experiences and which aspects
of learning experiences have been integrated in their future professional activity.
Changes in teachers' professional activity under the influence of the COVID-19
situation are also analysed in the systemic model of teachers' professional activity
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(Figure 7). The analysis reflects that changes have occurred in all elements of the
system and, to large extent, their interactions. Respectively, the contextual
aspects of teachers' professional activity (rules, processes in the school
community, distribution of responsibilities) and interactions with students
changed, and the outcomes of teachers' professional activity were also affected.

Novel digital tools and methods, online
and remote work, the Skola2030
approach, and the development of new
learning materials

Tools
Digital Methodological, Emphasis on a more student-centred
Organisational, Relational, approach, student wellbeing, and
Self-Efficacy, and Personal socioemotional health
Boundary Transformations 7 i AN Qutcomes
¢ Student Y

» Remote, hybrid and
unstable learning processes;

- student learning outcomes

| and wellbeing affected:

teachers” professional

| development affected: the

Rules » ° R L Distribution of | Tisk of professional burnout
School community

Teacher - ,
e . development

responsibilities
Closer communication ; |
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with parents, the role of - s
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community support, i : N
2 ! of parents in the learning process: the need
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ot : for students to develop self-directed learning
communication online

The influence of
| epidemiological safety
| measures, remote learning and
| (re)organisation of school
| functioning, availability of
| technical provision

Figure 7. Impact of COVID-19 pandemic on the professional activity system of
teachers
Note. Adapted from Y. Engestrom's model of activity system (Engestrom, 1987, p. 78).

The three blocks of clarifying sub-questions are discussed in more detail,
which aid in answering the research questions and achieve the research aim,
concluding that teachers conceptualise their experience of the COVID-19
pandemic and remote learning based on Yacek's paradigm of Overcoming
(Yacek, 2017), namely the emancipatory overcoming of the challenges,
difficulties and limiting aspects encountered in the professional activity in order
to meaningfully realise the professional activity in an extraordinary situation
according to one's capabilities and to stabilise the new model of activity.

The most important experiences for growth in the teachers' narratives
were self-directed learning within their working practice, informal and
non-formal learning opportunities, practical and psycho-emotional support both
within and outside the school context, experience-sharing seminars, practical and
psychological support of the school management, school community and the
personal social circle in general. Centralised course offering was largely met with
scepticism. Improvement of professional activity was hampered by both
systemic and situational aspects. Common were the effects of various
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restrictions, which both limited and directed changes in work; inequality of
provision; a lack of teaching aids corresponding to the new curriculum; initial
lack of knowledge, skills, experience, and guidelines for facilitating remote
learning. Adaptation to online and varying (hybrid) modalities of learning under
crisis conditions demanded substantial internal and external resources from
teachers. The availability of support can be viewed as unequal and often
insufficient, which was exacerbated by staff shortages, lack of care from the
direct management, the fragmented features of school communities, difficulties
of bonding in large teacher collectives, and challenges of working with large
student classes.

Intersubjectivity and collaboration played a significant role in both remote
learning periods and in face-to-face work under epidemiological restrictions. The
supporting role of the school community in reconstructing the professional
activity of teachers in accordance with the course of online and hybrid modality
of learning became especially relevant during the COVID-19 pandemic crisis.

The characteristics of transformative learning were identified in teachers'
experiences both in alignment with the five predefined aspects of the learning
process and in terms of learning oufcomes as the five types of teachers’ learning
experiences. It was observed that teachers, whose narratives contained the most
significant transformations according to the five-type framework, demonstrated
a proactive approach already at the beginning of the pandemic, that is, they
exhibited the initiative to go beyond what was formally expected of them.
However, these teachers, while working in challenging conditions on the verge
of exhaustion, faced a significant risk of burnout. To realise the potential of
proactive teachers more successfully, it is recommended to strengthen the
professional autonomy and collaborative professionalism of individual teachers
and school communities, as well as to manage teachers' professional
development based on trust and support, rather than focusing on placing
obstacles to undesirable actions or strengthening normative and control
measures.

The discussion section also includes suggestions for further research to
improve teachers' learning experiences.
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CONCLUSIONS

The relevance of this study stems from the understanding that, within the
discourse of education, it is necessary to focus on the examination of the learning
experiences of the most important pillars of quality education — teachers — and
analyse the challenges that they encounter when professionally developing in a
situation characterised by a global pandemic-induced crisis, the asymmetry
between increasing demands on teachers' work and the limited resources
available for its implementation, as well as the challenging socio-cultural context
in society as a whole.

The aim of this research was to investigate teachers’ learning experiences
that have accompanied the transformations of their professional activity during
the COVID-19 pandemic. The research tasks set for achieving this aim have been
fulfilled.

Firstly, a theoretical framework for the study of transformative learning
experience within teachers' professional activity has been created, characterizing
the contextual impact of the situation of the COVID-19 pandemic. The concept
of learning experience has been formulated from a phenomenological
perspective as a multidimensional (holistic) phenomenon and the part of
experience from which and through which an individual learns or has learned
and which provides the possibility to construct the meaning of the experience
differently in the future and, therefore, to act differently. Experience is defined
as a set of impressions gained in the physical, cognitive, and affective dimensions
of an individual's continuous interaction with the environment, which the
individual interprets and conceptualises based on previous experiences and belief
systems, making meaning of the experience and forming concepts about it, as
well as transforming these concepts. Furthermore, the understanding of the
concept of learning is constructed by analysing comprehensive definitions of
learning in the context of adult education, identifying several general types of
learning with increasing complexity; transformative learning is characterised by
the restructuring of one’s perceptions and significant changes in how an
individual experiences and conceptualises the world and interacts with it. The
theory of transformative learning and alternative theories (which explore
processes similar to the transformation of the frame of reference) have been
analysed, noting their potential to interpret significant transformations in the
conceptualisation and implementation of teachers' professional activity. The five
essential components of the transformative learning process have been identified
and the potential diversity of learning outcomes has been analysed. Factors
influencing the construction of transformative learning have been analysed,
forming the basis to identify aspects facilitating and inhibiting teachers’ learning.
A definition of teachers' transformative learning in the development of teachers’
professional activity has been developed based on Hoggan's research: an
intersubjective process that results in significant and irreversible changes in how
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a teachers perceive (or experience) their professional activity, how they explain
(or conceptualise) it and how they implement it in practice.

Additionally, the context of teachers' learning experience is analysed — the
transformations of teachers' professional activity in the situation of the
COVID-19 pandemic in Latvia. The teachers’ activity has been positioned in a
socio-cultural context, highlighting the significance of diverse experiences and
the individual field of experience (lifeworld), the influence of various societal
processes, and the specific framework of professional development in Latvia.
The concept of teachers' professional activity was constructed based on
Engestrom's expansive learning theory’ activity systems model, which, in
contrast to the individually oriented concept of professional competence,
provides a holistic perspective on the actual work within schools and
characterises the teacher's activity within its systemic background.

Secondly, methodology for analysing teachers' learning experiences in an
empirical study has been developed. Potential challenges and limitations in
researching learning experiences and identifying transformative learning have
been summarised, and a qualitative research design has been selected as the most
suitable for retrospective analysis of teachers' learning experiences. The use of
narrative interviews has been justified for data collection, adhering to the
principles of maximum variation and theoretical saturation in participant
selection, while the utilisation of thematic analysis and documentary method in
the analysis of the obtained data have been justified. Guidelines for conducting
narrative interviews and transcription principles have been established. Ethical
approval has been obtained for adherence to ethical principles in research
process, informed consent forms have been developed, and the data protection
principles for research participants have been considered. The research
methodology and theoretical perspective have been validated in scientific articles
(Goba-Medne, 2019, 2022; Goba, 2019).

Thirdly, the learning experiences that transform teachers’ professional
activity in the situation of the COVID-19 pandemic have been empirically
analysed by reconstructing the thematic structure of teachers' learning
experiences and characterizing the aspects facilitating and hindering learning and
professional development. Between May and September 2022, 23 interviews
with teachers from Latvia’s general education schools were recorded; they were
transcribed and anonymised, resulting in 281 pages of empirical data. The data
was then coded and analysed in two stages, using the thematic analysis method
and the Taguette and NVIVO-13 data analysis software. This allowed for the
reconstruction of the thematic structure of the teachers' learning experiences in
development of their professional activity in the COVID-19 situation, creating
four themes unified under the overarching theme of learning as overcoming
challenges (Dealing with Limitations, Learning on the Go, Seeking Community
Support and Making Sense of the Experience), which are further expanded upon
by 14 sub-themes and 84 aspects.
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Fourthly, a typology of teachers' learning experiences was developed,
reconstructing the orientation frames of transformative learning and the changes
in teachers' professional activity in the situation of the COVID-19 pandemic
according to the principles of documentary method. Building on the knowledge
obtained during the previous research stage regarding the thematic structure of
the data, a documentary analysis has been performed, focusing on the
transformative aspects of learning in teachers' narratives. In the developed
typology, the sense-genetic dimension characterises teachers' learning along five
axes or types of transformation (Digital Methodological, Relational,
Organisational, Self-Efficacy and Personal Boundary Transformations), while
the social-genesis dimension characterises the spectrum of these changes from
reactive to proactive level of activity in improving professional activity. It has
been observed that the teachers whose narratives included evidence of the most
significant learning transformations were typically those who, right from the
beginning of the pandemic crisis, demonstrated an initiative to exceed formal
expectations in the given situation.

Fifthly, the research findings have been summarised, and in the discussion
section, responses to the research questions have been elaborated upon, as well
as future research directions aimed at improving the learning experiences of
teachers have been outlined.

As a result of the study, it has been concluded that the COVID-19
pandemic situation and the resulting changes in professional activity were an
experience that provoked transformative learning for teachers, promoting digital
methodological, relational, organisational, self-efficacy and personal boundary
transformations through the overcoming of various challenges and difficulties.
Learning experiences were shaped by a variety of contextual, intersubjective, and
subjective aspects, influencing the extent of significant changes identifiable in
teachers' learning experiences and their association with transformative learning.
A connection has been observed between teachers' proactive approach to
professional development and the outcomes of transformative learning.

From the perspective highlighted in this doctoral thesis, viewing the
teachers’ learning experience as inherently problem-oriented, holistic,
intersubjective, contextual, and potentially transformative, the need emerges to
establish a context for teachers' learning that includes flexible support for both
self-directed, practice-based learning and professional development of the entire
school community, and involves teachers in the decision-making process and
promotes their professional autonomy.

It should be noted that the situation of the COVID-19 pandemic
undeniably caused a crisis and disrupted the usual functioning of schools,
creating new challenges while exacerbating the existing ones; however, it also
generated an unprecedented learning situation on the scale of the entire education
system, highlighting the learning and support needs for teachers’ professional
activity. This experience of overcoming this crisis can become an invaluable
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learning experience. The analysis and reflection of what happened can help to
build a deeper understanding and empathy between the various stakeholders
involved in the implementation of education, on which to base collaborative
communication to overcome mutual isolation.

63



ACKNOWLEDGEMENTS

First, I would like to express my heartfelt gratitude to all the participants
in the study for their openness, selflessness, and trust in providing interviews for
the study. I also extend my thanks to everyone who recommended potential
research participants and shared information about the study. Thanks to you, this
research was possible.

Sincere and admiring thanks to the academic supervisor, Professor
Dr. paed. Zanda Rubene, for her support over the course of 9 years, starting from
inspiring me to pursue doctoral studies, maintaining unwavering academic rigor,
providing encouraging words and practical advice, trust, and inspiration to
continually explore new horizons in research and motivation to complete the
research.

I’m grateful to the University of Latvia for the opportunity to study, work
and receive support within the framework of the ESF project No. 8.2.2.0/18/1/004
"Motivated, modern, and competitive academic staff in the study direction
"Education, Pedagogy and Sports" at the University of Latvia " in 2019 and 2020.

I sincerely thank all the teaching staff of the Doctoral Programme of
Pedagogy and the community of the Faculty of Education, Psychology and Art.
I would like to thank Professor Iveta Kestere, Associate Professor Sanita
Baranova, Professor Dita Nimante and Professor Linda Daniela for their valuable
reviews and constructive recommendations during the discussion of the progress
of the doctoral thesis. Special thanks to the doctoral students and degree
candidates for sharing this journey with exciting discussions, encouragement,
valuable suggestions, practical advice, and critical input during the process.
Thanks for the long-standing support of friends Inese Stars, Tatjana Bicjutko,
Meldra Sevele and Laura Buzinska.

Thanks to my former colleagues in the RSU Department of Public Health
and Epidemiology and its Head Professor Girts Brigis, for the sincere
collegiality, trust, and the opportunity to combine work with studies. Thank you
to the sincere and constructive colleagues in office 215 of the FEPA for journey
we’ve shared. Thanks for the opportunity to contribute to the ATEE conferences
in 2017 and 2022 as part of the organizing team and for the valuable experience
gained.

Thanks Assoc. Prof. Baiba Kalke and Ita Marija Ankorina for their
assistance with language matters.

Immense thanks to my family — husband Gatis and son Gints — for
allowing me the time and energy to work on this dissertation. Thank you for your
support, encouragement, laughter, and love! Gints, thank you for the delightful
car drawings in my dissertation notes! Thanks to relatives and friends for your
understanding, support, and presence.

Heartfelt thanks to everyone who made this journey possible.

64



PROMOCIJAS DARBA KOPSAVILKUMA
IZMANTOTA LITERATURA
REFERENCES USED IN THE SUMMARY OF
THE DOCTORAL THESIS

Normativie dokumenti un citi informacijas avoti / Regulatory

documents and other information sources
IKVD. (2021). Izpétes “Valsts gimnazija ka metodiska darba centrs” zinojums.
[Research report “State gymnasium as a Centre for methodical work™]. Riga.
Pieejams: https://www.ikvd.gov.lv/lv/zinojumi

Ministru kabineta 2020. gada 12. marta rikojums Nr. 103 “Par arkartgjas situacijas
izsludinasanu”. [Cabinet Order No. 103. Regarding Declaration of the Emergency
Situation. Adopted on 12" March 2020.]. Latvijas Véstnesis, 51A, 12.03.2020.
Pieejams: https://likumi.lv/ta/id/313191/redakcijas-datums/2020/06/03

Ministru kabineta 2020. gada 6. novembra rikojums Nr. 655 “Par arkartgjas situacijas
izsludinasanu”. [Cabinet Order No. 655. Regarding Declaration of the Emergency
Situation. Adopted on 6" November 2020]. Latvijas Véstnesis, 216A, 06.11.2020.
Pieejams: https://likumi.lv/ta/id/318517/redakcijas-datums/2021/03/24

Zinatniska literatiira / Scientific literature

1.

2.

o

Bateson, G. (1987). Steps to an ecology of mind. Collected essays in anthropology,
psychiatry, evolution and epistemology. Northvale, London: Jason Aronson Inc.
Bekerman, Z., & Zembylas, M. (2014). Some reflections on the links between teacher
education and peace education: Interrogating the ontology of normative
epistemological premises. Teaching and Teacher Education, 41, 52-59.

Bohnsack, R. (2014). Documentary method. In U. Flick (Ed.), The SAGE handbook
of qualitative data analysis (pp. 217-233). Los Angeles: SAGE.
https://doi.org/10.4135/9781446282243.n15

Briska, 1., Klisane, J., Brante, 1., Helmane, 1., TuruSeva, L., Rubene, Z., Tilla, L.,
Hahele, R., Maslo, 1. (2006). Plaisa kompetences izpratné teorija un prakse.
Macisanas antropologiskie, &tiskie un socialkritiskie aspekti. No I. Maslo (Red.), No
zinasanam uz kompetentu darbibu (pp. 45-56). Riga: LU Akadémiskais apgads.
Brooks, A. K. (2000). Cultures of transformation. In L. A. Wilson & E. Hayes (Eds.),
Handbook of adult and continuing education (pp. 161-170). San Francisco: Jossey-
Bass.

Bruner, J. S. (1996). The culture of education. Cambridge: Harvard University Press.
Burton, J. M. (2021). Teachers’ professional learning experiences during the COVID-
19 pandemic in Texas: A phenomenological study. Doctoral dissertation. Lamar
University.
https://www.proquest.com/openview/df36834470d4509164e3605af044c506/1?pg-
origsite=gscholar&cbl=18750&diss=y

Cranton, P. (2002). Teaching for transformation. New Directions for Adult and
Continuing Education, 2002(93), 63-72.

Crawford, M. B. (2015). The world beyond your head: On becoming an individual in

65



https://www.ikvd.gov.lv/lv/zinojumi
https://likumi.lv/ta/id/313191/redakcijas-datums/2020/06/03
https://likumi.lv/ta/id/318517/redakcijas-datums/2021/03/24
https://doi.org/10.4135/9781446282243.n15
https://www.proquest.com/openview/df36834470d4509164e3605af044c506/1?pq-origsite=gscholar&cbl=18750&diss=y
https://www.proquest.com/openview/df36834470d4509164e3605af044c506/1?pq-origsite=gscholar&cbl=18750&diss=y

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

an age of distraction. New York: Farrar, Straus and Giroux.

Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed
methods approaches (4th ed.). Los Angeles: SAGE Publications.

Daniela, L., Rubene, Z., & Rudolfa, A. (2021). Parents’ perspectives on remote
learning in  the pandemic  context.  Sustainability, 13(7), 3640.
https://doi.org/10.3390/su13073640

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher
professional development. Palo Alto, CA. https://doi.org/10.54300/122.311

Dewey, J. (1966). Democracy and education: An introduction to the philosophy of
education. New York: Free Press. (Original work published in 1916.)

Dewey, J. (1980). Having an experience. In A7t as experience (pp. 36—59). New York:
Perigee Books. (Original work published in 1934.)

Dewey, J. (1997). Experience and education. New York: Simon & Schuster. (Original
work published in 1938.)

Eberle, T. S. (2014). Phenomenology as a research method. In U. Flick (Ed.), The
SAGE handbook of qualitative data analysis (pp. 184-202). Los Angeles: SAGE.
https://doi.org/10.4135/9781446282243.n13

Engestrom, Y. (1987). Learning by expanding: An activity-theoretical approach to
developmental research. Helsinki: Orienta-Konsultit.

Engestrom, Y. (2009). Expansive learning: Toward an activity-theoretical
reconceptualization. In K. Illeris (Ed.), Contemporary theories of learning: Learning
theorists in their own words (pp. 53—73). New York: Routledge.

Engestrom, Y., Engestrom, R., & Suntio, A. (2002). Can a school community learn to
master its own future? An activity-theoretical study of expansive learning among
middle school teachers. In G. Wells & G. Claxton (Eds.), Learning for life in the 21st
century: Sociocultural perspectives on the future of education (pp. 211-224). London:
Blackwell. https://doi.org/10.1002/9780470753545.ch16

Engestrom, Y., & Sannino, A. (2010). Studies of expansive learning: Foundations,
findings and future challenges. Educational Research Review, 5(1), 1-24.
https://doi.org/10.1016/j.edurev.2009.12.002

European Commission. (2013). Supporting teacher competence development for
better learning outcomes. Results of the Thematic Working Group on Teacher
Professional Development. https://ec.europa.eu/assets/eac/education/experts-
groups/2011-2013/teacher/teachercomp_en.pdf

Freire, P. (2005). Education for critical consciousness. New York and London:
Continuum. (Original work published in 1974.)

Fullan, M., & Quinn, J. (2016). Coherence: The right drivers in action for schools,
districts, and systems (1st ed.). Thousand Oaks, CA: Corwin.

Goba-Medne, L. (2019). Shifting the focus of professional development: From
individual teachers’ competences to a system of contextual professional activity. In
L. Daniela (Ed.), Innovations, Technologies and Research in Education. Proceedings
of ATEE Spring Conference (pp. 527-535). Riga: University of Latvia Press.
https://doi.org/10.22364/atee.2019.itre.38

Grace, A. P. (2005). Lifelong learning chic in the modern practice of adult education:
Historical and contemporary perspectives. Journal of Adult and Continuing
Education, 11(1), 62-79. https://doi.org/10.7227/JACE.11.1.6

Habermas, J. (1984). The theory of communicative action (Vol. 1). Boston: Beacon
Press. https://doi.org/10.1086/228287

66



https://doi.org/10.3390/su13073640
https://doi.org/10.54300/122.311
https://doi.org/10.4135/9781446282243.n13
https://doi.org/10.1002/9780470753545.ch16
https://doi.org/10.1016/j.edurev.2009.12.002
https://ec.europa.eu/assets/eac/education/experts-groups/2011-2013/teacher/teachercomp_en.pdf
https://ec.europa.eu/assets/eac/education/experts-groups/2011-2013/teacher/teachercomp_en.pdf
https://doi.org/10.22364/atee.2019.itre.38
https://doi.org/10.7227/JACE.11.1.6
https://doi.org/10.1086/228287

27.

28.

29.

30.

31.

32

33.

34.

35.

36.

37.

38.

39.

40.

41.

42.

43.

44.

Hargreaves, A., & Fullan, M. (2012). Professional capital: Transforming teaching in
every school. new York; London: Teachers College Press.

Hargreaves, A., & O’Connor, M. T. (2018). Collaborative professionalism: When
teaching together means learning for all. Thousand Oaks, CA: Corwin.

Hoggan, C. (2016). A typology of transformation: Reviewing the transformative
learning literature. Studies in the Education of Adults, 48(1), 65-82.
https://doi.org/10.1080/02660830.2016.1155849

Hoggan, C., Milkki, K., & Finnegan, F. (2017). Developing the theory of perspective
transformation: Continuity, intersubjectivity, and emancipatory praxis. Adult
Education Quarterly, 67(1), 48—64. https://doi.org/10.1177/0741713616674076
Huserls, E. (2002). Fenomenologija. Riga: FSI.

. Ileris, K. (2007). How we learn: Learning and non-learning in school and beyond.

New York: Routledge.

Illeris, K. (2015). The development of a comprehensive and coherent theory of
learning. European Journal of Education, 50(1), 29-40.
https://doi.org/10.1111/ejed.12103

International Commission on the Futures of Education. (2021). Reimagining our
futures together: A new social contract for education. Paris: UNESCO. Retrieved
from https://unesdoc.unesco.org/ark:/48223/pf0000379707

Jarvis, P. (2006). Towards a comprehensive theory of human learning : lifelong
learning and the learning society. New York: Routledge.

Jarvis, P. (2010). Adult education and lifelong learning : Theory and practice (4th
ed.). London: Routledge.

Johnson-Bailey, J. (2012). Positionality and transformative learning: A tale of
inclusion and exclusion. In E. W. Taylor & P. Cranton (Eds.), The handbook of
transformative learning: Theory, research, and practice (pp. 260-273). San
Francisco: Jossey-Bass.

Jones, A. (2014). Emotional development. In D. Mareschal, B. Butterworth, & A.
Tolmie (Eds.), Educational neuroscience (pp. 297-324). Chichester: Wiley-Blacwell.
Jovchelovitch, S., & Bauer, M. W. (2000). Narrative interviewing. In M. W. Bauer &
G. Gaskell (Eds.), Qualitative researching with text, image and sound (pp. 57-74).
London: SAGE Publications.

Kim, L. E., & Asbury, K. (2020). ‘Like a rug had been pulled from under you’: The
impact of COVID-19 on teachers in England duringthe first six weeks of the UK
lockdown. British Journal of Educational Psychology, 90, 1062-1083.
https://doi.org/10.1111/bjep.12381

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and
development. Englewood Cliffs: Prentice-Hall.

Koller, H.-C. (2017). Bildung as a transformative process. In A. Laros, T. Fuhr, & E.
W. Taylor (Eds.), Transformative learning meets Bildung: An international exchange
(pp- 33-42). Rotterdam: Sense Publishers.

Labaree, D. F. (2012). School syndrome: Understanding the USA’s magical belief
that schooling can somehow improve society, promote access, and preserve
advantage. Journal of Curriculum Studies, 44(2), 143-163.
https://doi.org/10.1080/00220272.2012.675358

Laros, A., Fuhr, T., & Taylor, E. W. (2017). Transformative learning meets Bildung:
Introduction. In A. Laros, T. Fuhr, & E. W. Taylor (Eds.), Transformative learning
meets Bildung: An international exchange (pp. ix—xvi). Rotterdam: Sense Publishers.

67



https://doi.org/10.1080/02660830.2016.1155849
https://doi.org/10.1177/0741713616674076
https://doi.org/10.1111/ejed.12103
https://unesdoc.unesco.org/ark:/48223/pf0000379707
https://doi.org/10.1111/bjep.12381
https://doi.org/10.1080/00220272.2012.675358

45.

46.

47.

48.

49.

50.

51.

52.

53.

54.

55.

56.

57.

58.

59.

60.

Lazdina, S., Pavula, 1., Vilcina, 1., & Us¢a, L. (2021). Macibu procesa pilnveides
atbalsts Metodiskie ieteikumi parmainu vaditajiem un istenotdjiem skola. Riga: Valsts
izglitibas satura centrs. https://mape.gov.lv/catalog/materials/217152D0-7CEC-
4671-9A3A-786C86E29499/view

Lickliter, R., & Honeycutt, H. (2015). Biology, development, and human systems. In
R. M. Lerner (Ed.), Handbook of child psychology and developmental science.
Volume 1. Theory and method (7th ed., pp. 162-207). New Jersey: Wiley.

Ludwig, J. (2017). A subject-theoretical perspective on transformative learning and
transformative Bildung: Transformative Bildung as research strategy on the processes
of Bildung. In A. Laros, T. Fuhr, & E. W. Taylor (Eds.), Transformative learning
meets Bildung: An international exchange (pp. 43—-56). Rotterdam: Sense Publishers.
Mezirow, J. (1978). Education for perspective transformation: Women'’s re-entry
programs in community colleges. New York: Center for Adult Education, Teachers
College, Columbia University.

Mezirow, J. (1991). Transformative dimensions of adult learning. San Francisco:
Jossey-Bass.

Mezirow, J. (2009). An overview on transformative learning. In K. Illeris (Ed.),
Contemporary theories of learning: Learning theorists in their own words (pp. 90—
105). New York: Routledge. https://doi.org/10.1037/h0039426

Mirke, E., & Tzivian, L. (2021). Factors of successful work in school during COVID-
19 pandemic in Latvia. In L. Daniela & A. Visvizi (Eds.), Remote learning in times
of pandemic: Issues, implications and best practice (pp. 211-225). London:
Routledge. https://doi.org/10.4324/9781003167594-12

Murgatroyd, S., & Sahlberg, P. (2016). The two solitudes of educational policy and
the challenge of development. Journal of Learning for Development, 3(3), 9-21.
Naughton, J. (2018). Platform power and responsibility in the attention economy. In
M. Moore & D. Tambini (Eds.), Digital dominance: The power of Google, Amazon,
Facebook, and Apple (pp. 371-395). New York: Oxford University Press.

Neve, H., Lloyd, H., & Collett, T. (2017). Understanding students’ experiences of
professionalism learning: a ‘threshold’ approach. Teaching in Higher Education,
22(1), 92—-108. https://doi.org/10.1080/13562517.2016.1221810

Newman, M. (2012). Calling transformative learning into question: Some mutinous
thoughts. Adult Education Quarterly, 62(1), 36-55.
https://doi.org/10.1177/0741713610392768

Nohl, A.-M. (2010). Narrative interview and documentary interpretation. In R.
Bohnsack, N. Pfaff, & W. Weller (Eds.), Qualitative analysis and documentary
method in international educational research (pp. 195-217). Leverkusen: Barbara
Budrich Publishers.

Nohl, A.-M. (2015). Typical phases of transformative learning: A practice-based
model. Adult Education Quarterly, 65(1), 35-49.
https://doi.org/10.1177/0741713614558582

OECD. (2020). TALIS 2018 results (Volume II): Teachers and school leaders as
valued professionals. Paris: TALIS, OECD Publishing.
https://doi.org/10.1787/19¢f08df-en

Overton, W. F. (2015). Processes, relations, and relational-developmental-systems. In
R. M. Lerner (Ed.), Handbook of child psychology and developmental science.
Volume 1. Theory and method (7th ed., pp. 9-62). New Jersey: Wiley.

Purdie, N., & Hattie, J. (2002). Assessing students’ conceptions of learning.

68



https://mape.gov.lv/catalog/materials/217152D0-7CEC-4671-9A3A-786C86E29499/view
https://mape.gov.lv/catalog/materials/217152D0-7CEC-4671-9A3A-786C86E29499/view
https://doi.org/10.1037/h0039426
https://doi.org/10.4324/9781003167594-12
https://doi.org/10.1080/13562517.2016.1221810
https://doi.org/10.1177/0741713610392768
https://doi.org/10.1177/0741713614558582
https://doi.org/10.1787/19cf08df-en

61.

62.

63.

64.

65.

66.

67.

68.

69.

70.

71.

72.

73.

74.

Australian Journal of Educational & Developmental Psychology, 2, 17-32.
Purina-Bieza, K. E., & Sarva, E. (2022). Types of digital learning solutions most used
by educators in Latvia. In L. Daniela (Ed.), Human, Technologies and Quality of
Education, 2022 [Cilvéks, tehnologijas un izglitibas kvalitate] (pp. 211-226). Riga:
University of Latvia Press. https://doi.org/10.22364/htqe.2022.15

Rubene, Z., Daniela, L., Sarva, E., & Rudolfa, A. (2021). Digital transformation of
education: Envisioning post-COVID education in Latvia. In L. Daniela (Ed.), Human,
Technologies and Quality of Education, 2021 [Cilveks, tehnologijas un izglitibas
kvalitate] (pp- 180-196). Riga: University of Latvia.
https://doi.org/10.22364/htqe.2021.13

Schunk, D. H. (2012). Learning theories: An educational perspective (6th ed.).
Boston: Pearson. https://doi.org/10.1017/CB0O9781107415324.004

Skola 2030. (2017). Izglitiba miisdienigai lietpratibai: mdcibu satura un pieejas
apraksts. Riga.
https://skola2030.lv/admin/filemanager/files/2/prezentacija_izgl musdienigai.pdf
Stetsenko, A. (2008). From relational ontology to transformative activist stance on
development and learning: expanding Vygotsky’s (CHAT) project. Cultural Studies
of Science Education, 3(2), 471-491. https://doi.org/10.1007/s11422-008-9111-3
Strauss, A. C., & Corbin, J. (2015). Basics of qualitative research: Techniques and
procedures for developing grounded theory (4th ed.). Thousand Oaks, CA: SAGE
Publications.

Taylor, E. W. (2005). Making meaning of the varied and contested perspectives of
transformative learning theory. In D. Vlosak, G. Kielbaso, & J. Radford (Eds.),
Proceedings of the 6th International Conference on Transformative Learning (pp.
459-464). East Lansing: Michigan State University.

The World Bank, UNESCO and UNICEEF. (2021). The state of the global education
crisis: A path to recovery (English). Washington, D.C., Paris, New York: The World
Bank, UNESCO and UNICEF.
http://documents.worldbank.org/curated/en/416991638768297704/The-State-of-the-
Global-Education-Crisis-A-Path-to-Recovery

UNESCO. (2021). Global Education Monitoring Report 2021 — Central and Eastern
Europe, the Caucasus and Central Asia — Inclusion and education: All means all.
Paris: UNESCO. https://en.unesco.org/gem-report/Eurasia2021inclusion

Uzun, E. M., Kar, E. B., & Ozdemir, Y. (2021). Examining first-grade teachers’
experiences and approaches regarding the impact of the COVID-19 pandemic on
teaching and learning. Educational Process: International Journal, 10(3), 13-38.
https://doi.org/10.22521/EDUP1J.2021.103.2

Villegas-Reimers, E. (2003). Teacher professional development: An international
review of the literature. Paris: UNESCO International Institute for Educational
Planning. https://unesdoc.unesco.org/ark:/48223/pf0000133010

Vosniadou, S. (2012). Conceptual change research: An Introduction. In S. Vosniadou
(Ed.), International handbook of research on conceptual change (2nd ed., pp. 1-7).
New York and London: Routledge.

World Bank. (2020). The COVID-19 pandemic.: Shocks to education and policy
responses. Washington, DC.
https://openknowledge.worldbank.org/handle/10986/33696

Yacek, D. W. (2017). Transformative education: A philosophical inquiry. Ohio State
University. https://etd.ohiolink.edu/

69


https://doi.org/10.22364/htqe.2022.15
https://doi.org/10.22364/htqe.2021.13
https://doi.org/10.1017/CBO9781107415324.004
https://skola2030.lv/admin/filemanager/files/2/prezentacija_izgl_musdienigai.pdf
https://doi.org/10.1007/s11422-008-9111-3
http://documents.worldbank.org/curated/en/416991638768297704/The-State-of-the-Global-Education-Crisis-A-Path-to-Recovery
http://documents.worldbank.org/curated/en/416991638768297704/The-State-of-the-Global-Education-Crisis-A-Path-to-Recovery
https://en.unesco.org/gem-report/Eurasia2021inclusion
https://doi.org/10.22521/EDUPIJ.2021.103.2
https://unesdoc.unesco.org/ark:/48223/pf0000133010
https://openknowledge.worldbank.org/handle/10986/33696
https://etd.ohiolink.edu/

	Vispārīgais darba raksturojums
	Promocijas darba satura izklāsts
	1. Skolotāju mācīšanās pieredze kā pētījuma pamatkategorija
	2. Skolotāju profesionālā darbība Covid-19 pandēmijas situācijā
	3. Skolotāju profesionālo darbību transformējošas mācīšanās pieredzes empīriskā izpēte
	3.1. Pētījuma metodoloģija un norise
	3.2. Tematiskās analīzes rezultāti: skolotāju mācīšanās pieredzes tematiskā struktūra
	3.3. Dokumentējošās metodes rezultāti: skolotāju mācīšanās pieredzes tipoloģija
	3.4. Diskusija


	Nobeigums
	Pateicības
	General Description of the Doctoral Thesis
	Outline of the Content of the Doctoral Thesis
	1. Teachers’ Learning Experience as a Foundational Research Category
	2. Teachers' Professional Activity in the Situation of the COVID-19 Pandemic
	3. Empirical Investigation of Learning Experience that Transforms Teachers’ Professional Activity
	3.1. Research Methodology and Procedures
	3.2. Results of Thematic Analysis: Thematic Structure of Teachers' Learning Experiences
	3.3. Results of Documentary Method: Typology of Teachers' Learning Experiences
	3.4. Discussion


	Conclusions
	Acknowledgements
	Promocijas darba kopsavilkumā izmantotā literatūra
	REFERENCES USED IN THE SUMMARY OF THE DOCTORAL THESIS



