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The research extends the knowledge on relationships between the teachers' beliefs and perfor

mance for a sample of in-service primary teachers and engaged learning as a context relevant 

for the primary school setting. 

The aim was to discover the relationships between the teachers' beliefs expressed as a rating 

of significance for indicators of engaged learning (EL) and performance-related self-perceptions 

regarding these indicators. 

The survey was constructed and administered for 30 primary teachers of Latvia. The content , 

of survey is based on variab/es of EL developed by Jones, Valdez, Nowakowski, and Rasmussen: 

vision of learning, tasks, assessment, instructional model, learning context, grouping, teacher 

roles, student roles. 

Medium strength positive relationships were found between the beliefs and performance

related self-perceptions of teachers. The findings suggest that beliefs regarding variable student 

role and assessment were more strongly linked to performance than other variables; the wea

kest links were found for variable tasks. 
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Introduction 

Currently an urgent task for Latvian educa

tors is to develop a sustainable educational pa

radigm complimentary with European and glo

bai contcxts. 
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Political changes and unremitting educatio

nal reforms keep all the participants of educa

tional affair always in a state of alertness and 

make the situation of teacher vcry unstable. 

Tcachcrs in Latvia currcntly strive for cohe-



rence and ask for support to help them deal 

with huge amount of controversies both in the 

personai and professional field (Piperc, 2004). 

Though, thc humanistic paradigm is claimed 

as a leading slogan in educational documcnts 

of Latvia, in its essence humanism relates mo

re to the field of relationships and attitudes 

than to the praxis of teaching/learning process 

occurring in classroom on everyday basis. 

Therefore, there is a need to define the bac

kground for primary teachers approach to the 

teaching/learning, to find out their attitudc to

ward the different elements of engaged lear

ning as the elaboration of constructivist para

digm, and to ascertain the agreement between 

the beliefs and performance in relation to en

gaged learning. These broad questions served 

as a frame for this study, which is conceived as 

a cross-disciplinary inquiry combining the the

ories and methodology from cducational psy

chology, cognitive psychology, and educational 

studies. 

Constructivist paradigm: 

Both to students and teachers 

Constructivist learning is organized attempts 

to bring some kind of meaning to our lives. 

Education can be an enriching experience, as 

long as the meanings that emerge are personai 

and significant in some part of the person's li

fe. Meanings should also be viable, that is, they 

should prove useful in mediating one's tran

sactions -with stored knowledge and the world 

around (Thomas & harri-Augstcin, 1995). 

Constructivist teaching cmphasizes learning 

and not teaching, encourages and accepts lc

arner autonomy and initiative, sees learners as 

creatures of will and purpose, thinks of lear

ning as a process, encourages learner inquiry, 

acknowledges the critical role of experience in 

\earning, nurtures learners natural curiosity, ta-

kes the learner's mental model into account, 

emphasizcs performancc and understanding 

when assessing leaming, makes extensive use 

of cognitive terminology such as prcdict, crca

te and analyse, considers how the student le

ams, encourages leamers to engage in dialo

gue with other students and the teacher, sup

ports cooperative learning, involves leamers 

in real world situations, emphasizes the con

text in which learning takes place, considers 

the beliefs and attitudes of the learner, provi

des \eamers the opportunity to construct new 

knowledge and understanding from authcntic 

experience (What is Constructivism? No datc). 

Brooks and Brooks ( 1999) defines a social

constructivist classroom as one in which stu

dents are viewed as partners in the leaming 

process. Leaming is a filter by which each stu

dent creates personai meaning through peer 

negotiation of the sensory cxpcricnces that are 

providcd. The tcacher's role in this type of clas

sroom changes from someone who typically 

provides information on a certain topic to so

meone who orchestrates the environment and 

provides opportunities for students to create 

meaning through active and relevant experien

ces. In a constructivist classroom, student qu

estions and input are highly valued and encou

raged, as opposed to a more traditional clas

sroom where the existing curriculum dictates 

student leaming. 

All above mentioned shows us that const

ructivist paradigm is equally important both 

for learners and teachers who can fulfil their 

mission only establishing and sustaining intcr

rclated, synergistic and complementary rcla

tionships. 

Engaged Learning in primary school 

The Engaged Leaming (EL) movement is an 

attempt to turn constructivist theory and what 
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we know about good teaching and learning in

to practice. 

EL is a strategy which supports studcnts in 

constructing knowledge in meaningful ways by 

allowing them to establish their own learning 

goals, explore apprapriate resources and work 

together in groups to research real life issues 

which are meaningful to them, multidiscipli

nary in nature, and in which teachers serve as 

guides, coaches, facilitators and co-learners. 

Recommendations for active, engaged le

arning expericnces are coming from many di

rections. Jones, Valdez, Nowakowski, and Ras

mussen ( 1994) summarized research and de

veloped indicators of EL to use as a compass 

in planning and evaluating educational reform 

(see Appendix l). They described the indica

tors of EL: 

"In engaged learning settings, students 

are responsible for their own leaming; they 

take charge and are self-regulated. They de

fine learning goals and problems that are 

meaningful to them; have a big picture of 

how specific activities relate to those go

als; develop standards of excellence; and 

evaluate how well they have achieved their 

goals. They have alternative routes or stra

tegies for attaining goals - and some stra

tegies for correcting errors and redirecting 

themsclves when their plans do not work. 

They know their own strengths and weak

nesses and know how to deal with them pro

ductively and constructively. Engaged le

arners are also able to shape and manage 

change" ( 1995: 8). 

The concise formulation and pcrformance 

oriented form of these indicators permit to use 

them as a basis for the construction of rese

arch measures to explore the attitudes of te

achers and learners toward the constructivist 

paradigm in education. 

For primary school, EL was used first of all 
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in respect to the IT as a tool for teaching!lear

ning and as a background for the designing the 

projects for primary school environment. 

Though, there is a view that in primary school 

the integrated curriculum is more in Vogue 

than multidisciplinary curriculum and while ag

reeing that at times teachers should be facili

tators, guides, and co-leamers, there are also ti

mes when they are lecturers, disciplinarians, 

and managers of the teaching and learning en

vironmcnt (Romeo, 2000). The same thing is 

true for elementary students: before they can 

become the skilful and responsible learners as 

it is presented in the model of EL, they need 

to receive training and help in this mutual pro

cess of teaching/learning. There is also rese

arch evidence that primary teachers are mare 

oriented toward teacher-directed activities, tra

ditional teaching approaches, terms like "met

hods" and "lessons", than preschool teachers 

(File & Gullo, 2000). Still there is a need for 

further exploration of introduction of EL in 

primary classroom and issues connected with 

this non-traditional approach, because it could 

be too Iate to advance with constructivist te

aching!learning in middle or secondary school. 

Beliefs of teachers on constructivism 

Since beliefs are thought to be action agendas 

(Ajzen, 1985; Pajares, 1992) and the teacher is 

a key figure of educational reforms (Bybee, 

1993), identifying and understanding the be

liefs of teachers regarding any educational re

form idea becomes critical (Bybee, 1993; Cu

ban, 1990; Fullan & Miles, 1993). 

Studies examining the constructivist beliefs 

of teachers are necessary to understand a te

acher's journey as they attempt to implement 

constructivist teaching and learning practices 

(Haney & McArthur, 2002). 

Nespor (1987) helped define the construct 



of beliefs by asserting that beliefs are deeply 

personai, stable, Jie beyond individual control 

or knowledge, and are usually unaffected by 

persuasion. They create an ideal or alternati

ve situation that may differ from reality and 

are stronger affective and evaluative compo

nents than knowledge. 

A hierarchy of beliefs envisages the exis

tence of core and peripheral beliefs. Core be

liefs are defined as those beliefs that are both 

stated and enacted. Peripheral beliefs are sta

tcd, but not enacted. The periphcral beliefs are 

filtered by core beliefs. The morc a belief is 

connected with other beliefs within the belief 

system, the more centrai it is and the more im

pervious to change (Bem, 1970; Nisbett & 

Ross, 1980; Pajares, 1992; Rokeach, 1968). 

Researchers (Hampton, 1994; Golombek, 

1998; Richards, Galio & Renandya, 2001) af

firm the notion that changes in tcachers' be

liefs precede changes in their teaching practi

ces. For example, Edwards ( 1996) posited that 

a teacher with a strong static view of mathema

tics would need to have her beliefs about the 

subject challenged before her teaching practi

ce would be affected in spite of being involved 

in an innovative constructivist experience. 

Though, the rclationship bctwccn belicfs 

and practice is not a simple onc-way relations

hip from bclief to practice, but a dynamic two

way relationship in which bcliefs are influcn

ccd by practical experience (Thompson, 1992). 

More recently, Raymond's ( 1997) study of an 

elementary school teacher's beliefs revealcd 

that her beliefs about mathematics were influ

enced by hcr own experiences as a student, but 

her beliefs about mathcmatics teaching were 

primarily influenced by her tcaching practice. 

Beliefs of teachers may be quite general or 

very specific. For example, Harste, Woodward, 

and Burke (1984, cit. in Richards, Gailo & Re

nandya, 2001) identified nineteen separate be-

liefs about teaching and learning that were built 

into a simple primary-one level activity. Te

achers' belicfs strongly affect the materials and 

activities they choose for the classroom. Hamp

ton ( 1994) suggests that some of these core be

liefs are changeable, but others are "imperme

able and difficult or impossible to change" (p. 129). 

The results of study exploring the beliefs 

of language teachers (Richards, Gailo & Re

nandya, 2001) show that the most commonly 

rcported core beliefs focus on tasks and in

structional methods, sccond largest catcgory 

of belicfs was about independent, self-direc

ted and responsible learners, third most com

mon key beliefs related to importance of lan

guage skills, and next beliefs were about the 

characteristics of a good teacher. 

Fung (2004) indicates that a group of un

trained primary school teachers held "mixcd" 

beliefs about tcaching. On the onc hand, thcy 

agreed that tcaching should aim at helping chil

dren to construct knowledge through a variety 

of experiences, with a particular emphasis on 

problem solving; but on the other hand, they 

admitted that exposition is an effective way of 

teaching. 

Inconsistency between beliefs 

and performance 

Over the past several years, the relationship 

between teachers' beliefs and their instructio

nal behavior has become a focus of research 

endeavors, especially for pre-service or novi

cc tcachers in the field of mathematics educa

tion. Thompson ( 1992) points to a rcpcated 

finding that mathematics teachers' actions fre

quently bore no relation to their professed be

liefs about mathematics and mathematics te

aching. 

Anderson & Piazza ( 1996) described pro

spective elementary teachers' beliefs about 
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mathematics and mathematics teaching and le

arning while enrolled in the mathematics con

tent sequence of a teacher education program. 

In spite of almost one-half of the 48 pre-servi

ce teachers indicating lessened anxiety about 

mathematics and teaching mathematics, there 

were participants who remained antagonistic 

toward the constructivist approach of the pro

ject. In another case, Frykholm ( 1995) studied 

pre-service teachers' beliefs and practices, and 

found an overwhelming majority of the obser

ved pre-service teachcrs' lessons bore little or 

no resemblance to the views they held. 

The research by Foss and Kleinsasser 

(2001) using both quantitative and qualitative 

methodology also found the inconsistency bet

ween the pre-service elementary teachers' be

liefs about mathematics and mathematics te

aching: quantitative data obtained from sur

vcys, grades, teaching evaluations, rating sca

les were inconsistent with their instructional 

behaviour explored qualitatively. 

The current research extends the knowled

ge in the field focusing on a sample of in-servi

ce primary teachers and EL as the context re

levant to the primary school setting. The ob

ject of the study is an attitude of primary te

achers to the non-traditional approach to te

aching/learning, the transformation of the te

achers' beliefs in thcir classroom practice and 

consistency among these beliefs and practice. 

Therefore, the main aim was to discover the 

relationships between the teachers' beliefs ex

pressed as a rating of significance for indica

tors of EL and performance-related self-per

ceptions regarding these indicators. 
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The research questions were stated: 
• What is the comparative rating of be

liefs and performance-related self-per

ception in relevance to variables of EL? 
• What is the comparative rating of be

liefs and performance-related self-per-

ception in relevance to indicators of 

EL? 
• ls there a consistency between the pri

mary teachers' beliefs and performan

ce-related self-perceptions regarding 

the variables and indicators of EL? 

The method applied to find the answers on 

these questions is a correlation analysis of re

sults obtained through the survey. 

Sample 

The participants were 30 primary teachers 

from different regions of Latvia with a wide 

range of work experience from one to 36 years 

(SD=9.63) (see Table l) who volunteered to 

fulfil the survey during a one-day national con

ference on assessment in primary school. All 

participants were female. 

Table l. Years of teaching experience of the respon

dents (N=30) 

Years of teaching Frequency Percent 
experience 

1-5 5 16.7 

6-11 7 23.3 

12-17 9 30 

18-23 4 13.3 

24-29 2 6.7 

30-36 3 10 

The research shows (Handal, 2002), that 

teachers' beliefs, in general, are insensitive to 

traditional differential variables in education 

such as variables of gender, faculty position and 

teaching socio-economic area. Such variables 

as academic qualifications and teaching quali

fications had little impact on teachers' espou

sed beliefs. 



Instrument and procedures 

The content of survey is based on 25 indica

tors of EL developed by Jones, Valdez, Nowa

kowski, and Rasmussen ( see Appendix l). The 

survey was divided into two sections. In sec

tion l, teachers rated the significance of indi

cators on a scale of l= mos t important indica

tor to 4=least important indicator for this va

riable. The 5-point Likert scale was used in sec

tion 11 of the survey with l= indicator is not 

relevant in my classroom practice, 5 = indica

tor is highly relevant to my classroom practice. 

Results 

Analyzing the data one should be aware that 

self-report measures have to be treated with 

certain degree of discretion and caution. Ho

wever, some researchers make the point re

garding the responses of teachcrs that "te

achers' perceptions constituted reality as far 

as their work lives were concerned" ( Churchill 

et al., 1997: 142). Furthermore, in line with 

postmodernist attitude toward thc truth in edu

cational research if a teacher believes that their 

own particular knowledge, skill or personality 

characteristic is at a certain stage of develop

ment, and rates it accordingly, then that rating 

needs to be accepted as being 'true' for that 

teacher (Curtis & Cheng, 2001). 

Comparative rating of b eliefs and 

performance-related self-perception 

in relevance to variables of EL 

Rating of significance of EL variables as be

licfs shows that three most important variab

les of EL for in-service teachers were student 

roles, assessment and vision of learning. Variab

lc grouping receivcd the fourth placc in this ra

ting. The fifth and sixth placcs were shared by 

learning context and tasks, but thc Iast two pla-

ces were assigned to teacher roles and instruc

tional model. 

Rating of significance of EL variables as 

performance-related self-perceptions shows 

that three most important variables of EL for 

in-service teachers were tasks, learning context 

and grouping, followed by teacher roles and in

structional model. The sixth and seventh places 

were shared by assessment and vision of lear

ning. Variable student roles appeared at the last 

place in this rating. 

Comparative rating  of b eliefs and 

performance-related self-perceptions 

in relation to indicators of EL 

Table 2 shows both the comparative ratings of 

EL indicators evaluated as beliefs and compa

rative ratings of EL indicators evaluated as per

formance-related self-perceptions. 

Rating of significance of EL indicators as 

beliefs shows that three most important indi

cators were responsible for leaming (vision of 

learning), seamless and ongoing (assessment) 

and generative (assessment) (see Table 2). The 

last three places were assigned to producer (stu

dent roles), equitable (assessment) and facilita

tor (teacher roles). 

Rating of significance of EL indicators as 

performance-related self-perceptions shows 

that three most important indicators were gui

de (teacher roles), tasks (authentic) and seam 

less and ongoing (assessment). The last three 

places were assigned to perfomzance based (as

sessment), energized by leaming (vision of lear

ning) and equitable (assessment). 

Consistency b etween the b eliefs and 

performance-related self-perceptions in 

relation to variables and indicators of EL 

The correlation analysis helped to prove the 

consistency between the in-service primary te-
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Table 2. Ratings of EL indicators as beliefs and performance-related self-perceptions 

N Variable Indicator Rankoj Rank of indicator as 
indicator as performance-related 

betie{ self-perception 

l Vision of Responsible for leaming l 19 
Learnine: 

2 Assessment Seamless and ongoing 2 3 
3 Assessment Generative 3 7 

4 Student Roles Explorer 4 17.5 
5 Groupine: Flexible 5 6 
6 Teacher Roles Guide 6 l 

7 Student Roles Cognitive apprentice 7.5 11 

8 Student Roles Teacher 7.5 13 
9 Tasks Authentic 9 2 
10 Learnine: Context Knowledge - building 10 16 
11 Groupine: Equitable 11 15 
12 Instructional Interactive 12 9.5 

M odei 
13 Learning Context Empathetic 13 4.5 
14 Vision of Strategic 14 17.5 

Learning 

15 Tasks Challenging 15 8 
16 Vision of Energized by leaming 16 24 

Learnin2 
17 Vision of Collaborative 17.5 4.5 

Learning 

18 Assessment Performance based 17.5 23 

19 Tasks Multidisciplinarv 
20 Learnine: Context Collaborative 
21 Grouping Heterogeneous 
22 Instructional Generative 

Models 

23 Student roles Producer 
24 Assessment Equitable 
25 Teacher Roles Facilitator 

achcrs' bcliefs and performance-related self

perceptions regarding the variablcs and indi

cators of EL in the rcsearch sample. 

The null hypothcsis (Ho) was stated that 

there is no correlation betwccn the rating of 

EL variables as beliefs and pcrformance-rela

ted sclf-perceptions. It was found that r8 (6) = 

-.58, p> .05. Thcreforc, thc null hypothesis was 

accepted and thcre was not found statistical 

significant corrclation bctwecn the rating of 

EL variables as bclicfs and pcrformance-rcla

tcd self-perceptions. 
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19 20 
20 9.5 
21 13 
22 13 

23 21.5 
24 25 
25 21.5 

The nuli hypothesis (Ho) was statcd that 

there is no correlation between the rating of 

EL indicators as beliefs and performance-rc

lated self-perceptions. It was found that r8 (23) = 

.48, p< .025. Thereforc, the null hypothcsis was 

rejccted and thcrc was found a statistical sig

nificant mcdium strcngth positivc correlation 

bctwecn thc rating of EL indicators as beliefs 

and performance-relatcd self-perceptions. 

Tablc 3 reflccts thc correlations between the 

ratings of beliefs and scores of performance 

for each of 25 indicators of EL. 



Table 3. Correlations between beliefs and perf ormance-related self-perceptions in relation to indicators of EL 

Variable 

Vision of Learning 

Tasks 

lnstructional Model 

Learning Context 

Grouping 

Teacher Roles 

Student Roles 

Assessment 

*p< .05 

lndicator 

Responsible for learning 
Strategic 
Energized by learning 
Collaborative 
Authentic 
Challenging 
Multidiscivlinarv 
lnteractive 
Generative 
Collaborative 
Knowledge-building 
Emvathetic 
Heterogeneous 
Equitable 
F/exible 
F acilitator 
G ui d e 
Explorer 
Cognitive apprentice 
Teacher 
Producer 
Performance-based 
Generative 
Seam/ess and ongoing 
Eauitable 

As the Table 3 shows, the highest statisti

cally significant correlations were found for the 

indicators producer and cognitive apprentice 

(student role), re:,ponsible for leaming (vision of 

learning), collaborative (learning context), gene

rative (instructional model), and flexible (grou

ping). 

The lowest, though statistically not signifi

cant correlations were found for the indicators 

interactive (instructional model), authentic 

(tasks), strategic (vision of learning). 

Considering averages of correlations for va

riables, the highest average value was found 

for variable student roles, the lowest - for va

riable tasks. Table 3 reflects the significant dif

ferences between the coefficients obtained for 

each variable. The only variable, which shows 

r Mean r 

.48* 
.01 .22 
.19 
.21 

-.01 
.13 .12 
.23 

-.10 .18 
.45* 

.46* 
.15 .23 
.09 

.06 

.15 .20 

.40* 

.18 .25 

.32 

.30 
.62* .42 
.07 

.67* 

.39 

.34 .36 

.32 

.37 

the relatively compatible values of coefficients, 

are assessment. 

Discussion 

Analysis of comparative rating of in-service pri

mary teachers' beliefs about EL shows that in 

case of variables the most significant belicfs 

are connected with the characteristics of lear

ner, but the least significant beliefs of EL re

flcct the characteristics and tasks of teacher. 

Comparing these findings with comparati

ve rating of in-service primary teachers' per

formance-relatcd self-perceptions, we can see 

the almost opposite picture where the activi

ties most relevant to classroom practice are 

those connected with charactcristics and tasks 
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of teacher, while the least relevant activities 

referred to Iearner. In general, these findings 

coincide with the findings of Richards, Gailo 

and Renandya (2001) and Fung (2004). 

Evaluation of indicators of EL shows that 

the most important beliefs were connected 

with a learner responsible for its learning, 

which is a very tempting goal for many te

achers, as well as with assessment, which per

haps is answer biased by environment of sur

vey administration (Conference on Asses

sment). The last two places could be cxplai

ned with a rather homogeneous cultural con

text of Latvia (equitable assessment) and tra

ditional view of primary teacher as a director 

and controller not the facilitator. 

Analysis of indicators of EL as primary te

achers' performance-related self-perceptions 

shows that the most relevant classroom prac

tice is connected with the teacher as a guide, 

authentic tasks and seamless and ongoing as

sessment. The least relevant activities were as

sessment based on performance, learner ener

gized by learning and equitable assessment. 

As we can see, the beliefs of teachers can 

be very constructivist oriented, but, evidently, 

the reality of classroom does not allow imple

mentation of these views in teaching/learning 

process. Perhaps, the causes for it can be found 

both in teachers and learners: teachers are not 

ready to give up the traditional model (Ander

son & Piazza, 1996), they lack training how to 

support primary children to become active le

arners, or they are not sure that constructivist 

paradigm is developmentally apprapriate for 

primary classroom (File & Gullo, 2000). 

Lcarners, in their turn, are socialized in so

ciety oriented toward external rewards and their 

self-reflection skills and self-dependence and 

responsibility still need to be developed. 

Interpreting correlation between the rating 

of beliefs and performance-related self-per-
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ceptions obtained in case of indicators of EL, 

we can see that this finding somehow differs 

from the general tendency demonstrated in re

search literaturc. Perhaps such correlation was 

obtained because of specific sample, which 

consisted mostly of the motivated and skillful 

in-service teachers. Perhaps the correlation 

between the beliefs and qualitative data about 

the real instructional behavior in this sample 

would be different. 

The constructivist core beliefs about stu

dent roles have the highcst correlation bctwe

cn beliefs and self-perceived performance. 

This variable also is the most important variab

le of EL as a belief and least important variab

le in classrooms. We can assume that if the te

acher has implemented this highly valuable but 

challenging variable in the classroom than bis/ 

her beliefs regarding this variable is quite po

sitive and vice versa (Thompson, 1992). The 

lowest correlation in regard to the peripheral 

beliefs about tasks could be caused by the spe

cific understanding of the tasks for elementa

ry pupils and their skills and knowledge at the 

primary stage. Even if the teacher has the po

sitive constructivist beliefs towards the tasks, 

trying thcm out with elementary children could 

happcn to be unsuccessful, which could Iet 

them evaluate the application of such tasks in 

their classroom as not relevant and important. 

In general, primary teachers have different 

level of compatibility between the coefficients 

for several indicators of each variable, which 

perhaps is caused by the peculiarities of cultu

ral and educational background of tcachcrs, a 

various rate of acknowledgemcnt of these in

dicators, as well as with the awareness of de

velopmental peculiarities of primary children. 

The environment of study could be the biasing 

factor why the highest compatibility between 

the "consistency" coefficients was found for the 

variable assessment. Conference was oriented 



toward the change of teachers' beliefs about 

assessment. We can assume that this factor le

velled the values of corrclation coefficients in

side this variable. 

The study raises many questions, for ins

tance, what results could be obtained from "re

gular" teachers in "regular" classrooms, not in 

Conference situation? What are the reasons 

of such consistency between the beliefs and 

performance in relation to EL for primary 

school teachers? What would be the rcsults ob

tained from middle school or secondary school 

tcachers? What kind of teacher in-service trai

ning could provide the larger consistency bet

ween the beliefs and instructional behaviour? 

There are some limitations of this study: 

First, the respondents were all attending 

Conference on Assessment at the time of the 

study, which may have biased the responscs. 

In general, for the studies like this situational 
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Appendix l 

lndicators of Engaged Learning (Jones, Valdez, Nowakowski & Rasmussen, 1995) 

Variable 

Vision of 
Learning 

Tasks 

Assess
ment 

lnstructio 
nal Model 

Learning 
Context 

Grouping 

Teacher 
Roles 

Student 
Roles 

lndicator of 
En2a2ed Learnin2 
Responsible for 
learning 

Strategic 

Energized by 
learning 
Collaborative 
Authentic 
Challenging 

Multidisciplinarv 
Performance-based 
Generative 

Seamless and 
ongoing 
Equitable 

Interactive 

Generative 

Collaborative 

Knowledge-building 

Empathetic 

Heterogeneous 

Equitable 

Flexible 

Facilitator 

Guide 

Explorer 

Cognitive Apprentice 

Teacher 

Producer 

lndicator Definition 

Learner involved in setting goals, choosing tasks, developing 
assessments and standards for the tasks; has big picture of learning 
and next steps in mind. 
Learner actively develops repertoire of thinking/learning strategies. 
Learner is not dependent on rewards from others; has a passion for 
learning. 
Learner develops new ideas and understanding in conversations and 
work with others 
Pertains to real world, may be addressed to personai interest. 
Difficult enough to be interesting but not totally frustrating, usually 
sustained. 
Involves integrating disciplines to solve problems and address issues 
Involving a performance or demonstration, usually for a real audience 
and useful purpose. 
Assessments having meaning for learner; may be produce 
information, product, service. 
Assessment is part of instruction and vice versa; students learn during 
assessment. 
Assessment is culture fair 
Teacher or technology program responsive to student needs, requests 
( e.g„ menu driven). 
lnstruction oriented to constructing meaning; providing meaningful 
activities/experiences 
lnstruction conceptualizes students as part of learning community; 
activities are collaborative. 
Learning experiences set up to bring multiple perspectives to solve 
problems such that each perspective contributes to shared 
understanding for all; goes beyond brainstorming. 
Learning environment and experiences set up for valuing diversity,  
multiole perspectives, strengths 
Small groups with persons from different ability levels and 
backgrounds. 
Small groups organized so that over time all students have challenging 
learning tasks/experiences. 
Different groups organized for different instructional purposes so each 
person is a member of different groups; works with different people 
Engages m negotiation, stimulates and monitors discussion and 
project work but does not control. 
Helps students to construct their own meaning by modeling, 
mediating, explaining when needed, redirecting focus, providing 
options 
Students have opportunity to explore new ideas/tools; push the 
envelope in ideas and research. 
Learning is situated in relationship with mentor who coaches students 
to develop ideas and skills that stimulate the role of practicing 
professionals (i.e„ engaged in real research). 
Students encouraged to teach others in formai and informal contexts. 
Students develop products ofreal use to themselves and others 
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ĮTRAUKIAMASIS MOKYMASIS: PRADINIŲ KLASIŲ MOKITOJŲ NUOSTATOS 

IR MOKOMOSIOS VEIKLOS SAVIVOKA 

Anita Pipere 

S a n trauk a 

Straipsnyje aptariama konstruktyvistinė įtraukiamojo 
mokymosi (angl. Engaged leaming) teorija ir patei
kiama koreliacinio tyrimo ataskaita, kurios tikslas, re
miantis konstruktyvizmo paradigmos nuostatomis bei 
Jones, Valdez, Nowakovski ir Rasmussen išskirtais 
indikatoriais l kintamaisiais (mokymosi vizija, uždavi
niai, įvertinimas, instrukcinis modelis, mokymosi kon
tekstas, grupavimas, mokytojo vaidmenys, moksleivio 
vaidmenys), nustatyti, ar egzistuoja statistiškai reikš
mingas mokytojų mokomosios veiklos, besiremiančios 
įtraukiamojo mokymosi nuostatomis bei paties įtrau
kiamojo mokymosi konteksto ryšys. 
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Įsitraukimo i mokymąsi ugdymas, pasak konstruk
tyvistų, yra tinkamiausias mokant pradinių klasių 
moksleivius mokytis. Tyrime dalyvavo 30 pradinių kla
sių mokytojų iš įvairių Latvijos mokyklų. 

Koreliacinis tyrimas parodė, kad yra vidutinio stip
rumo teigiamas mokytojų nuostatų ir jų mokomosios 
veiklos savivokos ryšys. 'fyrimo rezultatai parodė, kad 
mokytojų įsitikinimu kintamųjų moksleivio vaidmenys 

ir įvertinimas ryšys su jų mokomąja veikla yra stipres
nis nei kitų; silpniausias nustatytas ryšys su kinta
muoju uždaviniai. 
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