TRAINEE
TO
TRAINED
TEACHER

MOKYMUY MODULIAI

E ra S m u S + Sis projektas yra finansuotas Europos Komisijos. Si medziaga

2015-1-UKO1-KA201-013515 atspinditik autoriaus nuomone, todél Komisija negali bati laikoma
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T2TT — Mokymy moduliai

Jvadas

Sis vadovas yra rinkinys mokymy moduliy, skirty mokykloms, kurios ruo$iasi pasitikti
pradedanciuosius (angl. newly qualified teachers (NQT)). Jie padeda mokyklos administracijai ir
mokytojy mentoriams supazindinti ir pagelbéti tiek pradedantiesiems mokytojams, tiek ir
mokytojams, kuriems reikalinga papildoma pagalba.

Sie mokymy moduliai yra vienas i§ Erasmus+ projekto, finansuojamo Europos sajungos,
rezultaty. Juos sukidré SeSi partneriai i$ penkiy Europos sagjungos valstybiy. Visi projekto
partneriai turi ilgamete patirtj pedagogy kvalifikacijos tobulinime ir teikiant jvairialype profesine
pagalba. Daugiau apie projektg rasite projekto svetainéje http://t2tt.weebly.com/

Pateikiame $eSis modulius, kurie papildyti visa moduliy vedimui reikalinga medziaga ir
uzsiémimames skirtais priedais.

Norédami pasiekti pasirinktg modulj paslauskite ant Zemiau pateikty nuorody:

M1: Pradedanciojo mokytojo paruosimui skirto jvadinio paketo kiirimas

M2: Mokymas ir mokymasis

M3: Mokytis padedantis elgesys ir specialieji ugdymosi poreikiai

M4: Mokiniu pasiekimai ir pazangos matavimas

M5: Koucingas ir mentorysté

M6: Besimokanciuju biti mokytojais ir pradedanciuju mokytoju vertinimas ir akreditacija

Kiekvienas modulio pabaigoje rasite modulio vertinimo ir jsivertinimo lapa, kurie lektoriams
padeés geriau stebéti besimokanciy daroma pazanga.

Tolesniuose puslapiuose rasite kiekvieng modul;j ir jj papildan€ius dokumentus, kurie pateikti
nuo pirmo iki penkto modulio.

Priminimas: Visus modulius ir papildomg su jais susijusig informacija galite rasti ir
parsisiysti iS projekto svetainés: http://t2tt.weebly.com/resources.html



http://t2tt.weebly.com/resources.html

1 MODULIS

Pradedanciojo mokytojo
paruosimui skirto jvadinio
paketo klrimas

TURINYS:

e M1 Mokymy programa — Pradedanciojo mokytojo paruoSimui skirtas
jvadinis paketas

M1 Mokymo ir mokymosi standarto gairés

M1 Pradedanciojo mokytojo paruoSimui skirta prezentacija

M1 Pamokos stebejimo lapas

M1 Korteliy pratimas

M1 Vertinimo lapas



M1 Mokymy programa — Pradedanciojo mokytojo paruoSimui skirtas jvadinis paketas

Mokymy Mokymy modulio Veiklos ir iStekliai IStekliai Rezultatai
modulis tikslai
Modulis Nr. 1 Dalyviai: Uzduoties pries$ Sig sesijg — dalyviai Jungtinés Susipazinta su
e Susipazins su | perskaitys Jungtinés Karalystés Karalystés Jungtinés Karalystés
Pradedanciojo Jungtinés Mokytojo standartg Mokytojo Mokytojo standartu ir
mokytojo Karalystés standartas patirtimi kaip
paruoSimui skirto Mokytojo Vedantysis pristato Jungtinés Karalystés organizuojami mokytojy
jvadinio paketo standartu Svietimo kontekstg ir kaip Mokytojo Power point mokymai bei testiné
kdrimas e Sukurs standartas yra naudojamas palaikant prezentacijoje profesiné pagalba
pagrindg, kaip | testinj profesinj tobuléjimg pradedant surasyti tikslai mokytojams.
standartai / blsimuoju mokytoju-studentu iki jau
tikslai gali bati | pazengusio mokytojo. Supratimas kaip
naudingi kiekvienas
mokytojy Dalyviai suraso visus klausimus, kurie standartas/tikslas
rengimui ir kyla, ir jie bus atsakyti einant mokymuy reikalingas mokytojo
profesiniam dienai tobuléjimui ir mokiniy
tobuléjimui pazangai.
e Plétos Dalyviai porose | vieng sakinj sudeda
supratimg apie visg konkretaus standarto punkto Mokytojo ir mokinio
tai, kaip prasme. KeiCiamés poromis ir naujose tobuléjimo jrodymai.
mokytojy porose dalyviai diskutuoja ir dalinasi
kompetencija | savo sudéliotais sakiniais. Tada
veikia mokiniy | Sudélioja visg sakinio prasme j vieng
pazanga ir zodj. Tada pora pasisuka j kitg porg ir
pasiekimus pasidaline savo Zodziais ir diskutuoja
e Sukurs apie standartg, kuris jiems buvo

supratimg apie
galimus tiksly /
standarty
jrodymus, kad
baty galima
suvokti
profesinio
tobuléjimo

paskirtas. Visoje grupéje pasidalinama
tais Vieninteliais Raktiniais ZodZiais ir
vedantysis juos uzra$o ant flip-charto

lapo.

Dalyviai galvoja klausimus ir, uzrase
juos ant lipniy lapeliy, priklijuocja juos prie
tinkamiausio raktinio Zodzio. Klausimai,

Lipnas lapeliai,
raSikliai




poveikj
mokiniy
pazangai

kurie netinka né vienam raktiniam
Zzodziui dedami atskirai — prie klausimu,
kurie buvo iSkelti sesijos pradzioje, kad
jie buty atsakyti dienos eigoje.

Dalyviai po 4 gauna Svary flip-charto
lapg ir vieng i$ standarto punkty ir
diskutuoja — Kodél $is standartas/tikslas
yra svarbus mokymui ir mokymuisi?
Uzra$ai ant lapo sudaromi i$ 2 kolony:
vienoje — tai, kas svarbu mokymui ir
mokytojams, antroje — tai, kas svarbu
mokymuisi ir mokiniams.

UzraSais pasidalinama ir vyksta diskusija
— visi atsirandantys klausimai yra
prideda prie esamy klausimy ir atsakyti
klausimai iSbraukiami.

Flip-charto lapuose esantys uzraSai
pakabinami taip, kad visi patalpoje
esantys dalyviai galétu su kiekvienu jy
susipazinti - Galerija. Dalyviai
susipazjsta su kiekvienu i$ lapy tarsi
galerijoje ir gali pridéti savo kylanciy
minciy.

Dalyviai kvie€iami pasirinkti vieng i$
standarto punkty, su kuriuo dirbs toliau —
idealiu atveju, kitg standarto punkta,
negu dirbo pries tai.

Kartu gave naujg flip-charto lapg dalyviai
kvieCiami tyrinéti: Kaip mokytojai gali
iSpildyti §j standartal/tiksla ir su kokiais
iSSUkiais galima susidurti siekiant jj

Guma prilipinti
lapus
Flip-charto
popieriai ir
raSikliai




jgyvendinti?

Kolegos teikia grjiztamajj rysj ir vyksta
diskusija. Sidlomi sprendimaiiSkilusiems
i8S0kiams. Vedantysis parodo pamokos
video. Dalyviai pildydami stebéjimo lapg
uzraso kaip iSpildomas mokytojo
standartas.

Po tris dalyviai dalinasi stebéjimo
jzvalgomis ir kur buvo iSpildomas
mokytojo standartas bei jrodymus tai
pagristi.

Vedantysis kalba apie pamokos kokybe
ir kaip kokybiSkai kiekvienas standarto
punktas buvo iSpildytas.

Korteliy pratimas

Dalyviai atskiria ir priskiria korteles su
apraSymais j 4 kategorijas: puiku/ gerai/
reikia tobulinimo/ neadekvatu. Vyksta
diskusija apie mokymo bei mokymosi
nuosekluma ir kokybe, siekiant uztikrinti

tikrai Zymy mokytojy ir mokiniy progresa.

Pamokos planavimo pratimas

Dalyviai porose dalinasi pamokos planu.
Planai yra analizuojami ieSkant
standarto ir mokiniy pazangos jrodymu.
Dalyviai dalinasi savo jzvalgomis ir
idéjomis kaip galima §j plang tobulinti.

Dalyviai dalinasi tuo, kg iSmoko per Sig
dieng ir ja jvertina.

Pamokos video
(nuoroda)
Pamokos
stebejimo lapas

Korteliy pratimas

Dalyviams
iSdalinami
pamoky planai
dalintis,
diskutuoti ir
analizuoti.



https://www.youtube.com/watch?v=wJPzrIRODxQ

Po mokymy dalyviai kvieCiami pasidalinti
savo jZvalgomis apie savo vestas
pamokas ir pavyzdziais kaip pavyko
padidinti mokiniy pazangg bei iSmokima,
remiantis Sios dienos mokymy
medziaga.




M1 Mokymo ir mokymosi standarto gairés

Mokytojo standarto lentele

Nuo 2012 m. Rugséjo mén. Jungtiné Karalysté dirbo pagal mokymo profesijai taikomus standartus.

Standartai buvo sukurti siekiant nustatyti pagrindine sistemg, pagal kurig visi mokytojai turéty dirbti pradinés kvalifikacijos
lygmeniu. Tinkamas saves vertinimas, refleksija ir profesinio tobuléjimo veikla yra labai svarbis mokytojy praktikos
tobulinimui visais karjeros etapais. Standartuose aiskiai iSdéstytos pagrindinés sritys, kuriose mokytojas turéty galéti
jvertinti savo praktikg ir gauti kolegy atsiliepimus. Atsizvelgiant j jy karjeros pazanga, tikimasi, kad mokytojai iSplés Ziniy,
jgudziy ir supratimo, kuriuos jie demonstruoja vykdydami standartus, gilumg ir plitimg, kaip manoma, kad jie atitikty jy
vaidmenj, kurj jie atlieka, ir kontekste, kuriame jie dirba.

Mokytojy standartai sudaro Sio bendro darbo "Erasmus +" struktlirg, nes jie yra jstatymy numatyti staZzuotojams /
mokytojams Jungtinéje Karalystéje ir taip pat sudaro tvirtg mokytojy rengimo tarptautiniu mastu struktdrg.

Si sistema remia kolegas visose karjeros vietose. rodymai apie mokymo praktikg sitlo turtingg patirties, kompetencijos ir
tolesnio vystymosi sri€iy vaizdg. Si sistema yra naudinga diagnostikos priemoné profesiniam tobuléjimui, saves jvertinimui
ir refleksinei praktikai.

Siame projekte nustatéme 8 standartus, pateiktus toliau kaip "Tikslai", ir nustatéme logika, metoda ir reikiamus isteklius /
priemones kiekvienoje srityje. Mes taip pat sgmoningai remiame Siy jgtdziy ar praktikos pripazinimg ir aptaréme kai
kuriuos galimus rezultatus / poveikj arba kiekvienos krypties jrodymus.



Kas: Kodel: Kaip: Per: Jrodymas: (ZiGréti priedg)
Nustatyti aukstus * Nustatyti tikslus, | * Rodo nuosekliai * Saugi ir * Mokiniai jsitrauke j mokymasi ir yra
lUkescius, kurie kurie kelia iSSukj | teigiamg pozilrj j skatinanti aplinka | ambicingi savo pozidriu | mokymasi.
jkvepia, motyvuoja | mokiniams, kad elgesj ir mokymasi | mokiniams
ir kelia i$SUkius jie galéty parodyt
mokiniams savo potencialg

* Bati atsakingu * Zino apie * Padeda * Mokiniy rezultatai yra teigiami ir
Skatinti moksleiviy | uz mokiniy iSankstines zinias ir | mokiniams, kad mokiniai daro pazangag
pazangq ir pasiekimy galimybes jie apmastyty * Mokiniai rodo labai atsakingg
rezultatus pazangg ir * Supranta savo pazangg ir pozilrj | savo darbg ir mokymasi

rezultatus. pedagogika ir kaip | kylanCius

mokiniai mokosi poreikius
* Mokytojai turi * Parodo kritinj * Jdomus bei * Studenty balsas reiskia dalyko

Parodyti puiky
dalyko iSmanymag

iSsamia ir
adekvacCias
dalykines Zinias ir
gali ugdyti dalyko
meile bei spresti
iSkilusias
problemas

dalyko ir mokymo
programos srities
pokycCiy supratimg
* Akcentuoja
stipendijos verte

* Skatina
skaic¢iavimus ir
rastingumag

jtraukiantis dalyko
darbo planas,
kuris atitinka
regioninius ar
nacionalinius
vertinimus

vertinimg ir duomenis, rodancius,
kad dalykas yra perimamas uz
daugiau negu nustatytas lygis — tai
parodo dinamiskas ugdymo turinys,
kuriuo dZiaugiasi besimokantieji




Planuoti ir vesti
gerai struktdruotas
pamokas

* Laikas pamokoje
naudojamas
produktyviai

* Atspindéti ir kurti
pamokas, kurios
nuolat yra
tikslingas
mokymasis

* Skatina meile
mokytis

* Naudoja tikslingg
veiklg, kurti stiprig
mokymosi patirtj

* PoZiuris j klase ir
namy darbus yra
tikslingas

* Mokiniai yra intelektualiai
susidomeéje uzduotimi

* Mokiniai demonstruoja mokymosi
meile

Pritaikyti mokyma,
kad reaguotuméte |
visy mokiniy
stiprybes ir reikmes

* UZtikrinkite, kad
visi besimokantys
daryty pazangg ir
kad pamoka buty
prieinama visiems

* Yra jtraukusis

* Pripazjsta
mokymosi Klidtis ir
naudoja strategijas,
kaip kuo labiau
pasalinti mokymosi
sunkumus

* Gerai Zino
studentus

* Diferencijuotos
uzduotys /veiklo /
pradiniai taskai.

* Pasitelkiami
mokytojo
padéjéjy, siekiant
padéti tiems,
kuriems sunkiau
sekasi

* Panaudojamos
mokiniy Zinios,
siekiant suteikti
jiems daugiau
galimybiy mokytis

* Jvairiy gebéjimuy mokiniai daro
pazanga

* ltraukti gabds ir specialiyjy
ugdymosi poreikiy turintys mokiniai




* Uztikrina, kad

* Zino ir supranta,

* Suminis ir

* Studentai jauciasi patogiaiir

bendrauja su tévais ir
globéjais

Konstruoti tiksly ir vertinimas ir kaip vertinti dalykg ir | formuojamasis | sveikai priima grjZtamajj rysj, kaip
produktyvy mokymasis bty mokymo sritis vertinimas pagerinti savo darbg
jvertinimg naudojami Ziniy ir * Pateikia reguliary * Aktualds * Studentai gali pasiekti savo
supratimo plétrai ir griztamajj rysj duomenys potencialg ir daryti pazangg, kaip
gebéjimui suvokti parodé vertinimo duomenys
pagrindinius dalykus
* Uztikrina mokiniy
pasirengimg
vertinimams
* Turi aiSkias * Nustato disciplinos | * Mokyklos * Mokiniai yra labai atskaitingi uz
Veiksmingai valdyti | mokymosi elgesio sistema elgesio savo elges;j
elgesj taisykles ir didelius * Naudoja pagirimus | politika * Mokiniai aktyviai dalyvauja
lOkesCius mokiniy ir pasekmes * mokymosi procese ir atlikdami
mokimuisi nuosekliai bei Apdovanojimy | uzduotis
* Turi abipusiskai sgziningai ir pasekmiy
pagarbius santykius | * Motyvuoja mokinius | sistema
su mokiniais
Visiskai jsitraukti * |deda teigiamg * Jsitraukes | * Atitinkama * Patyre mokytojai, kurie yra visiSkai
mokyklg ir jos indelj j platesnj profesinj tobuléjima, testinio jsitrauke | testinj profesinj tobuléjimg
bendruomene mokyklos ir kad gerinty mokymo | profesinio ir norintys prisitaikyti prie mokymo
bendruomenés jgudZius tobuléjimo programy pokyciy.
gyvenimg * Reaguoja | programa
* Parama mokyklos | patarimus ir
etosui ir misijai atsiliepimus
* Veiksmingai




Priedas

Mokytojo standarto punktu jrodymuy situlymai

Sie pavyzdziai yra jrodymy sidlymai ir tai néra i$samus sarasas

1. Nustatyti aukstus likesc€ius, kurie jkvepia, motyvuoija ir kelia iSSukius mokiniams

Jrodymy pavyzdziai:

Prie$ pradedant praktikos pamokas / mokyklines keliones mokiniams pateikiami sveikatos ir saugos instruktazai.
Tinkamos aprangos uztikrinimas, pvz.: apranga fizinio lavinimo pamokoms, avalyné, prijuostés.

Mokiniai dirba aplinkoje, kuri skatina abipuse pagarbg ir pagalbg vieni kitiems. rodymai galéty biti klasés taisyklés
/ elgesio politika, kurios sékmingg veikimg patvirtino kolegos.

Skatinamoji aplinka — jrodymai g.b. demonstruojami plakatai ar kiti iStekliai; IStekliy naudojimas jtraukiamas |
mokiniy uzduotis, pvz., pristatymy pateikimas.

Klaséje mokiniai jsitrauke | mokymasi, rodo smalsumg, uzduoda klausimus, yra entuziastingi atlikti uzduotis.
Jrodymai galéty bati mokiniy refleksijos ir klausimai.

Pamoky planai rodo diferencijavima.

Pamokos tikslai aiskiai pristatomi mokiniams ir kaip ir mokymosi uzduotys. Jrodymai gali biti iS pamoky stebéjimuy.
Pamokos vedimas ir rezultatai atspindi pamokos plang — pamokos stebéjimas tai patvirtinty.

BUsimasis mokytojas demonstruoja gebeéjimg patobulinti pamokos plang pamokos metu, kad uztikrinty geresnius
mokymosi rezultatus - jrodymai atspindi refleksijos sgsiuvinyje ir pamoky stebéjimo apraSymuose.

Mokiniams pateikiamos tinkamos uzduotys. Jrodymai galimi iS pamoky stebéjimo, refleksijos sasiuvinyje ir mokiniy
pazangos duomenis.

Blsimasis mokytojas/ mokytojas demonstruoja norg mokytis — matoma i§ pamoky stebéijimo.

Mentoriaus atsiliepimai i$ pamoky stebéjimo, individualiy pokalbiy ir elgesio kituose susitikimuose.



2. Skatinti moksleiviy pazanga ir rezultatus

Jrodymy pavyzdziai:

Progreso jrodymas per metus matomas i$ duomeny / iStekliy / planavimo, susidedancio i§ mokymo dokumenty.
Pradiniy jvertinimy ir mokiniy tiksly naudojami, norint parodyti mokinio pazangg.

BUsimasis mokytojas/ Mokytojas zino mokyklos duomeny kaupimo sistemg ir jg veiksmingai naudoja. Jrodymai

rodo veiksmingg duomeny naudojimg, kaip pamokose yra diferencijuojama pagal mokiniy skirtingus pradinius
taskus ir kaip mokiniai dél to tobuléja.

Kaip busimasis mokytojas / mokytojas perteikia savo dalykg ir pedagogines Zinias, kad mokiniai galéty pasiekti
tikslus. Jrodymai gali apimti papildomas pamoky stebéjimus, kuriuos mokytojas veda ar dalyvauja, papildomas
mokymosi grupes, kur skatinamas mokymasis.

Kaip busimasis mokytojas / mokytojas prisiima atsakomybe, jei mokiniy pazanga nepakankama, iesko kity
mokytojy patarimy ar pagalbos. Jrodymai gali bati - diskusijos su specialiomis institucijomis, kad bty uZtikrintas
vaiky, turin€iy SUP, jtraukimas ir pazanga.

lvadas j pamokas, ankstesniy darby tobulinimas ir mokymasis i$ ankstesniy patirCiu.

Kolegy ir saves vertinimo naudojimas klaséje su aiSkiais mokiniams kriterijais, pagal kuriuos mokiniai galéty
jvertinti savo darbg ir pazanga. Jrodymai galéty apimti pamoky stebéjimas, efektyvaus mokiniy grjztamojo rysio ir
pazangos kopijas.

Fizinis mokiniy judéjimas klaséje. Jrodymai gali bati nuotraukos, atsiliepimai iS pamoky stebéjimo arba bUsimojo
mokytojo / mokytojo refleksijos zurnale.

Rodo norg imtis tinkamos rizikos ir iSbandyti naujus badus ir veiklg, kad tobuléty mokymosi patirtis, pvz.: ieSko
galimybiy uz klasés riby, sitlo susitikimus.

Sutarti terminai yra jvykdyti, pvz.: namy darby uzbaigimas.

Mokiniy atsiliepimai apie jy mokymosi dziaugsmag ir pazangos vertinimg.

Jgalinti mokinius kurti savo sékmés kriterijus, pvz.: bdsimasis mokytojas / mokytojas jgalina mokinius padéti vienas
kitam mokymosi procese, taigi "klasé tampa mokytoju".

Mokiniy darby pristatymai.

Mokiniai ateina j klase turédami reikiamas priemones pamokai ar uzduotims.

Kuriami geri santykiai su mokiniais.



3. Parodyti puiky dalyko iSmanyma

Jrodymy pavyzdziai:

llgalaikis ir trumpalaikis planavimas rodo mokymo turinj ir dalykines Zinias. Jrodymai - mokymo, mokymosi ir
dalykiniy Ziniy dokumnetai.

Jrodymai apie esamus dalyko pokyCius, paskaity ar akredituoty kursy lankymg, priklausymg asociacijoms ar
tinklams. Blsimasis mokytojai / mokytojai gali parodyti savo dalyko mokymo programas ir mokymosi turinio
programas amziaus grupéms, kurioms jie mokomi mokyti.

Mokiniai patiriam mokymosi sékme ir dziaugsmg pamokoje ar veikloje. Mokiniy refleksija ar atsiliepimai ir pazangos
jrodymai.

Auksty ldkescCiy jrodymus galima rasti studenty darby kopijose, duomenyse, kurie rodo tikéting ar labiau tikéting
pazangg, taip pat mentoriy komentarus.

Jrodymai, kaip besimokantis asmuo iSlaiko savo Zinias ir meile dalykui nuolat domédamasis, lankymasis kitose
mokyklose ir iSnaudodamas testinio profesinio tobuléjimo galimybes.

Jrodymai, kaip skatinama mokiniy darbo etika, gali bdti jrodyta jy pastangomis ir pasiekimais. Tai gali parodyti
lankomumo, elgesio ir akademinés pazangos duomenys.

Atlygio sistemy naudojimas mokymuisi skatinti. Jrodymai, kaip blsimasis mokytojas veiksmingai naudoja mokyklos
elgesio valdymo sistemg ir skatinimo politikg. Jrodymai, kaip blsimasis mokytojas / mokytojas parodé jvairiy
mokymosi strategijy iSmanymo jgudZius.

Pripazjstama sékme visais lygiais ir dydziu, mokiniai giriami ir daliamasi s€kme su kitais, jskaitant tevus. Jrodymai
gali bdti laiSkas tévui arba pazyméjimas, kurj busimas mokytojas sukdres ir veiksmingai naudoja.

Pradiniame ugdyme, mokydamas ankstyvojo skaitymo ir matematikos bUsimasis mokytojas duoda aiskias
intrukcijas vaikams, praktiniuose uzsiémimuose tinkamai naudojama jranga ir iStekliai. rodymai galéty apimti
pamoky stebéjimg, mokiniy pazangos ir dalyko Ziniy plétros auditai.

Tiriamojo dalyko Zodyno, raktinius ZzodZiy, rastingumo Zzymeéjimo, sistemingos sintetinés fonikos mokymo, vie$ojo
kalbéjimo ar diskusijy jrodymai.



4. Planuoti ir vesti gerai struktliruotas pamokas

Jrodymy pavyzdziai:

Pamokos rodo tempa, tai uzfiksuota pamoky planuose iri§ pamoky stebéjimo.

Plenariniai posédziai yra veiksmingi; pamoky planai nustato pazangos patikras, skirtas sustiprinti mokymasi.
BUsimasis mokytojas / mokytojas suteikia mokiniams galimybe kalbétis ir iSsakyti grjiztamajj ry$j. Jrodymai galéty
bati mokiniy atsiliepimai, pamoky planai, pastabos ir mentoriaus komentarai.

Siekia didinti mokiniy galimybes mokytis uz klasés riby. Jrodymai galéty bati namy darby uzduotys, nuorodos j
susijusig veiklg, mokiniai gali tyrinéti savo vietinése bibliotekose arba internetu bei keliones, kurios sustiprinty
mokiniy mokymasi.

Namy darbai — kaip jrodymai diferencijavimo ir kirybiSkumo siekiant jtraukti mokinius j mokymosi procesa.
Pavyzdziui, kai kurie b9simieji mokytojai gali jtraukti mokymasi Seimoje kaip namy darby uzduot;.

Namy darby jvertinimo jrodymai ir tai, kaip mokiniai reaguoja j pazanga.

Skatina mokiniy intelektinj smalsuma. Jrodymai galéty apimti pamoky planus, stebéjimg ir mokiniy pastabas ar
diskusijas su mentoriumi.

Kuria mokytis padedancia atmosferg. Jrodymai gali bati pamokos stebétojo pastabose ir bet kokiame mokinio
atsiliepime, kurj bity galima uzfiksuoti.



5. Pritaikyti mokyma, kad reaguotumeéte j visy mokiniy stiprybes ir reikmes

Jrodymy pavyzdziai:

BlUsimas mokytojas / mokytojas puikiai zino mokinius. Jrodymai gali badti: pamoky stebéjimai, kurie atpaZzjsta labai
veiksmingai naudojamus mokinio vardus, busimojo mokytojo / mokytojo gebéjimas nukreipti svarbesnius tvarkos
klausimus jvairioms mokiniy grupéms ir gebéjimas planuoti laipsniskg pamoka.

Naudoja sédimyjy viety planus ar mokiniy grupes, kad galéty pasidlyti papildomg pagalbg arba pasitlyti papildomg
grieZtuma.

Pamoky planuose atsispindi uzduoties diferenciacija. Jrodymai turéty aisSkiai parodyti, kaip stazuotojas panaudojo
mokiniiy pasiekimy duomenis, kad visi mokiniai pasiekty pazanga.

Apklausos naudojimas siekiant padidinti mokymasi. Jrodymus, kaip apklausy naudojimas turéjo jtakos mokymui,
galima rasti refleksijos zurnale arba diskusijy su mentoriumi pastabose.

Naudoja savo Zinias apie mokinius mokymosi kliG¢iy nustatymui. Jrodymai gali apimti jvairios veiklos su tam
tikromis pamokomis pagrinda, taip pat puikaus medZiagos diferencijavimo prieinamumas, kuris uztikrina mokymasi.
Jrodymai, kad bisimasis mokytojas / mokytojas gali gerai dirbti su jvairaus amziumiaus ir gebéjimy mokiniais (pagal
dalykg ir amZiaus grupes, kuriose jie mokosi). Pamoky stebéjimai apima yra jvairiy klasiy ir gebeéjimy mokiniy
klases.

Duomenys apie jvairiy mokiniy grupiy pazangg.

BUsimasis mokytojas / mokytojas rodo mokykly sistemy ir politikos supratimg, naudoja juos, jei reikia, padéti
mokiniams. Jrodymai galéty bati kai busimasis mokytojas, naudojantis mokyklos skatinimo sistemg arba elgesio
valdymo politikg.

Jrodymai papildomy pareigy galimi, jei staZuotojas dirba su mentoriy grupe.

Busimieji mokytojai / mokytojai gali pateikti pavyzdZiy, kaip jie dirba ir reaguoja j skirtingy poreikiy mokinius. Tai
gali apimti akademinius, fizinius, socialinius ir kultdrinius poreikius. PavyzdZiui, vaiko su negalia fizinio lavinimo
pamokos. Basimieji mokytojai naudojasi testinio profesinio tobuléjimo programos galimybémis jgyjant ir atnaujant
Zinias apie konkrecCias problemas, turinCias jtakos mokiniams ir kaip jie mokosi. Jrodymai gali bdti iS mokykloje
vykstan€iy ar bendry mokymy, o mokymy poveikis praktikai.

BUsimieji mokytojai / mokytojai Zino, kur ieSkoti paramos ir ekspertiniy Ziniy, ir prireikus tai atlika. Mentoriai tai gali
jrodyti.



6. Konstruoti tiksly ir produktyvy jvertinima
Jrodymy pavyzdziai:

« Busimasis mokytojas / mokytojas parodo, kad jie tinkamai vertina darbg, siekia moderavimo ir reaguoja j
vadovavimg ir diskusijas. Moderavimo jrodymai, jstatymy numatytos gairés ir kolegos atsiliepimai.

« Biulsimasis mokytojas / mokytojas naudoja formuojamajj ir apibendrinamajj jvertinimg pamoky metu. Tai gali bdti
jrodoma per pamoky stebéjimg, pamoky planus ir mokiniy balsa.

« Bulsimasis mokytojas / mokytojas tinkamai naudoja jvertinimo dokumentus arba pazymi knygas, kad bity galima
parodyti pazangg. Jrodymai bus mokiniy knygos ir pazymiy knygelés.

o Griztamasis rySys yra reguliarus ir konstruktyvus. Tai patvirtinama stebétojo komentarais, mokiniy darbuose ir
mokiniy balsu.



7. Veiksmingai valdyti elgesj siekiant uztikrinti gera ir saugia mokymosi aplinka

Jrodymy pavyzdziai:

Blsimasis mokytojas / mokytojas prisideda kuriant mokyklos strategijg. Jrodymai bus pateikiami mentoriaus
uzrasuose ir pamoky stebéjimo protokoluose, kai mokyklos strategija bus jgyvendinta.

BUsimasis mokytojas / mokytojas tinkamai teikia paskatinimus mokiniams uz mokymasi. Jrodymai bus pateikti
paskatinimo lentelése, pazangos susirinkimuose, klausiant mokiniy nuomoneés ir pamoky stebéjimuose.
Pamokose, uzduotys yra jvairios ir skirtingos pagal mokiniy mokymosi stilius. Jrodymai galimi pamoky planuose ir
stebéjimo protokoluose, parodanciose, kad mokymosi uzduotys yra tinkamos ir veiksmingos. Mentoriai taip pat
pateiks pastabas apie busimojo mokytojo pedagoginj supratimg apie pamoky kidrimg, kad visi mokiniai mokytysi.
BUsimasis mokytojas / mokytojas galés jrodyti, kaip jis tinkamai naudoja iSteklius. BUsimieji mokytojai / mokytojai
naudoja visus savo isteklius ir dalintis jais su departamentu.

Kaip blsimasis mokytojas / mokytojas organizuoja mokymasi teikia puikiy Sio standarto jrodymy. Mokiniy duomeny
(akademiniy) naudojimas mokiniy grupiy kdrimui ir uzduoties diferencijavimui yra geras jrodymas, kaip mokiniai yra
motyvuoti ir jsitrauke dalyvauja.

BUsimieji mokytojai / mokytojai gerai valdo laikg atliekant uzduotis ir pamokos yra gerai valdomos ir geros tempo.
BUsimasis mokytojas / mokytojas reaguoja veiksmingai ir ryztingai, kai to reikia. Jie gali veikti autoritetingai.
Jrodymai bty randami pamoky refleksijose, pamoky stebéjimo protokoluose ir mentoriaus uzrasuose.

Jrodymus galima rasti pamoky planuose, mokiniy atsiliepimuose ir pamoky stebéjimo protokoluose.

BUsimieji mokytojai / mokytojai modeliuoja gerg ir mandagy elgesj mokykloje. Jie turi sgziningg ir nuosekly pozidrj.
Tai bus jrodyta santykiuose su mokiniais, kurie yra uZfiksuoti pamoky stebéjimuose ir mentoriy puzrasuose.



8. Visiskai jsitraukti j mokyklg ir jos bendruomene
Jrodymy pavyzdziai:

« Busimieji mokytojai / mokytojai organizuoja veiklg po pamoky. Jrodymai galéty bati nuotraukos, iStekliai, mokiniy
atsiliepimai ir darbuotojy vertinimas dél papildomo mokymosi poveikio.

« Busimieji mokytojai / mokytojai dalyvauja personalo susitikimuose. Jrodymai gali bdti susitikimy protokolai ir
mentoriy komentarai.

« Buasimieji mokytojai/ mokytojai prisideda prie neformalaus ugdymo programy galimybiy, pvz.: kelionés, mokyklos
vizitai. Jrodymai galéty buti rizikos vertinimo dokumentas, kelionés nuotraukos, iStekliai ir mokiniy atsiliepimai.

« Busimieji mokytojai / mokytojai ieSko pagalbos ar patarimy ir yra pasirenge veikti.

« Kaip bUsimasis mokytojas / mokytojas pamokoje panaudoje mokytojo padéjéjus, studenty asociacijas ir kitus
suaugusiuosius klaséje. Jrodymai gali bati tai, kaip su mentoriumi aptaria ir jam parodo pamokos plang dar prie$
pamoka, pateikia diferencijuotus isteklius / uzduotis ir yra pasiruoses kitam padedan¢iam suaugusiajam klaséje.
Pvz.: jrodymas, kad bidsimasis mokytojaspuikiai tvarkosi klaseéje — mokytojo padéjéjas gerai supranta jy abiejy
vaidmenj ir tai, ko i$ jo tikimasi i§ anksto pries pamoka, ir visi iStekliai yra parengti ir i§ anksto jais pasidalyta.

« Busimieji mokytojai / mokytojai dalyvauja testinéje profesinio tobuléjimo programoje ir prisiima atsakomybe uz savo
mokymasi. Jrodymai gali apimti akredituotus arba sertifikuotus kursus ir mokymus, kuriuos teikia mokyklos ar
akredituotos jstaigos.

« Busimieji mokytojai / mokytojai teigiamai bendrauja su tévais / globéjais nuo mokslo mety pradzios iki pabaigos
(pradinéje mokykloje). Jrodymai gali apimti diskusijas su tévais asmeniskai, telefonu arba rastu. Rasytiniai
pranesimai ir tévy vakarai bty geri Sio standarto jrodymai.



Asmeninis ir profesinis elgesys (galimi pavyzdziai)

Mokytojai palaiko visuomenés pasitikéjimg profesija ir palaiko aukstus etikos ir elgesio standartus mokykloje ir uz jos riby

Profesionalumo jrodymai: bdsimojo mokytojo/mokytojo pasitikéjimas ruoSimasis, dalyvavimas mokyklos gyvenime,
taip pat kaip jie kuria galimybés mokiniams ar organizuoja iSvykas. Kaip mokytojai informuoja mokinius apie savo
aukstus lokescius sau ir jiems, kad paskatinty mokymasi ir mokiniy ambicijas. Kaip mokytojai sukuria darbingus ir
abipusiai pagarbius santykius, kad skatinty mokymosi ir ugdymo aplinka.

Jrodymus galima rasti dokumentuose, mokymy metu ir mokytojo praktikoje. Tai gali apimti saugumo mokymus /
SUP mokymg / elgesio vadybos mokymus, o supratimo jrodymus galima rasti studijy grupelése ir diskusijose su
mentoriais ar déstytojais.

Jrodymus galima rasti mokytojo mokymo metu. Jei mokytojas dalyvavo jvairiuose mokymuose, kur mokymy
dalykas apima vertypémis pagrjsty sgvoky ar temy, pvz.. demokratijos, Zmogaus teisiy ar lygiy galimybiy,
aspektus. Bisimieji mokytojai/ mokytojai gali dalyvauti mokyklos grupése, kurios skatina socialinj teisingumg ir
taikg. Mokytojai galéty naudoti surinkimy iSteklius, labdaros ar socialinés ripybos medZiagg, kad buty iSpildytas Sis
standartas.

Geras pavyzdys yra saugumo ir geroves mokymai.

Mentoriai ir déstytojai gali patikrinti, ar bisimasis mokytojas/ mokytojas neteikia asmeniniy jsitikinimy badais, kurie
iSnaudoja mokinius arba skatina individualius politinius jsitikinimus.

BUsimasis mokytojas / mokytojas gali parodyti savo jsipareigojimg profesiniam mokymuisi, jei jie yra mokyklos
besimokanciyjy grupés dalis, dalyvauja mokymo susitikimuose ar kituose kursuose.

Jvairi neformali veikla yra geras Sio standarto jrodymas.

Mokiniy atsiliepoimy apzvalga ir refleksijos zurnalo prieZidra parodo mokytojoo polinkj reflektuoti ir kad jis gali
kritiSkai vertinti praktika.

Teigiami santykiai su mokiniais pamoky stebéjimy metu gali badti jtvirtinti mentoriy uzraSuose ir oficialiuose
stebéjimy lapuose.

Blsimasis mokytojas / mokytojas dalijasi sékme su mokiniais ir pabrézia gerajg praktikg (elgesio ir akademiniy
pasiekimy) bei teikdamas vertinimus ir griztamajj rysj.

Blsimasis mokytojas / mokytojas teigiamai elgiasi su tévais tévy vakaruose ir profesionaliai nagrinéja tévy skundus
ir problemas.

BUsimasis mokytojas / mokytojas turi labai gerg saugumo, sveikatos ir saugos supratimg. Jskaitant savo saugy
interneto naudojimg, pvz.: Facebook / socialiniai tinklai. Mokytojai turéjo jvairius mokymus, kurie suteikty Ziniy apie
saugy socialiniy tinkly naudojima.



Mokytojo standartas

1. Nustatyti aukstus lUkescCius, kurie jkvepia, motyvuoja ir kelia iSSUkius mokiniams

a) sukurti saugig ir skatinanCig aplinkg mokiniams, besiremiant abipuse pagarba
b) nustatyti tikslus, kurie kelia iSSUKj ir atveria galimybes visy amziaus grupiy, gebéjimy mokiniams
c) nuosekliai parodyti teigiamg poZilrj, vertybes ir elgseng, kurio tikimasi i$ mokiniy.

2. Skatinti moksleiviy pazangg ir rezultatus

a) bdti atsakingu uz mokiniy pasiekimus, pazangg ir rezultatus

b) suplanuoti mokymag, pagrjsta mokiniy gebéjimais ir jy turimomis Ziniomis

) igalinti mokinius reflektuoti jy padarytg pazangg ir kylanCius poreikius

) parodyti Zinias ir supratimg apie tai, kaip mokiniai mokosi, ir suprasti kokj tai daro poveikj mokymui
) paskatinti mokinius priimti atsakingg ir sgziningg poZzidrj j savo darbg ir mokymasi.
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3. Parodyti puiky dalyko iSmanymag

a) turéti atitinkamas zinias apie mokoma dalykg (-us) ir mokymo programas, ugdyti ir iSlaikyti mokiniy susidoméjima Sia
tema ir spresti nesusipratimus

b) parodyti kritinj supratimg apie dalyko ir mokymo programy sriCiy pokyc€ius ir skatinti mokymosi verte

c) parodyti supratimg apie atsakomybe uz aukS$tus mokiniy rastingumo standartus, nepriklausomai nuo mokomo dalyko

d) jei moko ankstyvojo skaitymo, aiSkiai supranta sistemine fonetikg

e) jei moko ankstyvosios matematikos, parodo aisSky supratimg apie tinkamiausias mokymo strategijas.

4. Planuoti ir vesti gerai struktiruotas pamokas

a) perduoti Zinias ir ugdyti supratimg, veiksmingai panaudojant pamoky laikg
b) skatinti meile mokytis ir vaiky intelektualy smalsumg
c) nustato namy darbus ir planuoti kitas neformalias veiklas, skirtas jtvirtinti ir iSplésti Zinias bei supratimg, kuriuos mokiniai




jgis
d) sistemingai reflektuoti pamoky ir metody veiksminguma
e) prisidéti rengiant ir teikiant jJdomias pamokas perteikiant programoje numatytg turinj.

5. Pritaikyti mokyma, kad reaguotumeéte | visy mokiniy stiprybes ir reikmes

a) zinoti, kada ir kaip tinkamai diferencijuoti, naudojant metodus, leidzianCius mokiniams kuo efektyviau mokytis

b) turéti aiSky supratima, kaip jvairds veiksniai gali slopinti mokiniy gebéjimg mokytis ir kaip geriausiai juos jveikti

C) parodyti supratimg apie fizing, socialing ir intelektualine vaiky raidg ir Zinoti, kaip pritaikyti mokymg siekiant tobultinti
mokiniy ugdymg skirtinguose vystymosi etapuose

d) turi aiSkiai suprasti visy mokiniy, jskaitant specialiyjy ugdymosi poreikiy turinCius, poreikius: auksty gebéjimy, nejgaliyjy ir
t.t. Ir sugebéti naudoti ir vertinti jvairius metodus, susijusius su mokiniy jkvépimu ir palaikymu.

6. Konstruoti tiksly ir produktyvy jvertinimg

zinoti ir suprasti, kaip vertinti savo dalykg ir mokymo programas, jskaitant teisés aktais nustatytus vertinimo reikalavimus
naudoti formuojamaijj ir apibendrinamajj vertinimg siekiant uztikrinti mokiniy pazanga

naudoti svarbius duomenis, skirtus stebéti pazangg, nustatyti tikslus ir planuoti tolesnes pamokas

suteikti mokiniams reguliary griztamajj rysj tiek ZzodZiu, tiek rastu, ir paskatinti moksleivius reaguoti j jj.
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7 Veiksmingai valdyti elgesj siekiant uztikrinti gerg ir saugig mokymosiaplinkg

a) turéti aisSkias taisykles ir tvarkg elgesiui klaséje ir skatinti gerg bei mandagy elges;j tiek klaséje, tiek mokykloje pagal
mokyklos elgesio politikg

b) turéti dideliy lkes€iy mokiniy elgesiui ir nustatyti drausmés sistema su jvairiomis strategijomis, nuolatos ir teisingai
taikant pagyrimus, pasekmes ir apdovanojimus

c) efektyviai valdyti klase, taikant mokiniy poreikius atitinkan€ius metodus, kad juos jtraukty ir motyvuoty

d) palaikyti gerus santykius su mokiniais, elgits autoritetingai ir prireikus imtis ryztingy veiksmu.

8. VisiSkai jsitraukti ] mokyklg ir jos bendruomene




a
b
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teigiamai prisidéti prie mokyklos gyvenimo ir etoso

plétoti veiksmingus profesinius santykius su kolegomis, zinant, kaip ir kada pasinaudoti patarimais bei specialisty pagalba
veiksmingai naudoti mokyklos pagalbos specialisty pagalbg

prisiimti atsakomybe uz mokymo tobulinimg siekiant profesinio tobuléjimo atsakydamas j kolegy patarimus ir grjztamajj
rys)

e) veiksmingai bendrauti su tévais, atsizvelgiant j mokiniy pasiekimus ir gerove

Asmeninis ir profesinis elgesys

Tikimasi, kad mokytojas parodys nuoseklius ir auk$tus asmeninio ir profesinio elgesio standartus. Sie teiginiai apibréZia elges;j ir
pozilrj, kurie nustato reikalaujama elgesio standarta mokytojy karjeroje.

» Mokytojai palaiko visuomenés pasitikéjimg profesija ir palaiko auk$tus etikos ir elgesio standartus mokykloje ir uz jos ribu:

o

bendraujama su mokiniais atidziai, santykiai grindZiami abipusia pagarba ir bet kuriuo metu laikomasi tinkamy mokytojo
profesinés pozicijos riby

atsizvelgiant j poreikj, mokiniy gerové saugoma pagal jstatymy nuostatas

rodoma tolerancija ir pagarba kity teisems

nemenkinamos esmines vertypéms, jskaitant demokratijg, asmenine laisve ir abipuse pagarba, tolerancijg tiems, kurie turi
uztikrinama, kad asmeniniai jsitikinimai nebuty iSreiksti tokiais budais, kurie galéty jZeisti mokinius ar paskatinti juos
pazeisti jstatymus

» Mokytojai turi tinkamai ir profesionaliai atsizvelgti | mokyklos etosg, politikg ir praktika, kurioje jie moko, ir iSlaikyti aukstus
standartus savo lankomumo ir punktualumo.

» Mokytojai privalo suprasti ir visuomet veikti jstatymy nustatytose ribose, kuriose nurodomi jy profesiniai jsipareigojimai ir
atsakomybés.




M1 Pradedanciojo mokytojo paruoSimui skirta prezentacija

Erasmui

3

Trainee to Trained Teacher
2 modulis — Pradedanciojo mokytojo
paruosSimui skirto jvadinio paketo
kurimas
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Modulio Nr. 1 Tikslal

» Susipazinti su Mokytojo standartu

* Sukurti pagrinda, kaip standartai / tikslai gali bati
naudingi mokytojy rengimui ir profesiniam
tobuléjimui

* Plétoti supratima apie tai, kaip mokytojy
kompetencija veikia mokiniy pazangg ir
pasiekimus

* Sukurti supratimg apie galimus tiksly / standarty
jrodymus, kad baty galima suvokti profesinio
tobuléjimo poveikj mokiniy pazangai
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Standartai
Nustatyti aukstus lukescius, kurie jkvepia, motyvuoja
ir kelia isstkius mokiniams
Skatinti moksleiviy pazanga ir rezultatus
Parodyti puiky dalyko ismanyma
Planuoti ir vesti gerai struktiruotas pamokas

Pritaikyti mokymg, kad reaguotumete j visy mokiniy
stiprybes ir reikmes

Konstruoti tiksly ir produktyvy jvertinima

Veiksmingai valdyti elgesj siekiant uztikrinti gerg ir
saugig mokymosi aplinka

* Visiskai jsitraukti ] mokykl3 ir jos bendruomene__
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Kaip atrodo kiekvienas standarto punktas?

* Kaip mes jj suprantame?

* A uZduotis

Porose sukurti sakin, kuris apibudina vieng is
standarto punkty

* B uZduotis

Sudeékite visg sakinio prasme ir parinkite tik
vieng zodj
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Kodél Sis standarto punktas svarbus?

* Cuzduotis

Ant flip-charto lapo grupése po 4 uzrasykite,
kodél Sis standarto punktas svarbus mokymui
ir mokymuisi
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Galerijos uzduotis

* D uzduotis: ISkabinkite savo uzrasus ir
perziurekite vieni kity sudarytus uzrasus.
Pridékite savo minciy ir reakcijy

* E uzduotis: Pasirinkite standarto punktg, ties
kuriuo noresite dirbti. Komandose pridékite
savo uzrasus, kurie reaguoty j Siuos klausimus:
— Kaip mokytojai gali iSpildyti Sj standarto punktg?
— Kokie issukiai Cia slypi?
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Diskusija

* Fuzduotis: Dviejy minuciy trukmes
pristatymai kiekvieno standarto punkto
iISskiriant:

* Kas tai yra?

* Kaip mokytojai gali jj pasiekti?

* Kaip tai veikia mokinius?

* Kokie issukiai Cia slypi?
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Atpazjstant gerajg praktika

* https://www.youtube.com/watch?v=wJPzrIRO

DxQ

* G uzduotis: Pateikite mokytojo standarto
jrodymus, kuriuos atpazinote video.

* H uZduotis: Kaip tinkamai Sis standarto
punktas buvo iSpildytas?

- Erasmus+ L




Pedagoginés kalbos kurimas

* | uzduotis: Porose sudeéeliokite standarto
taksonomija.

Kaip turéety bati apibréztas standarto punktas,
jei jis apibudinamas:

— Puikus

— Geras

— Reikia tobulinimo

— Neadekvatu

- Erasmus+ L




Kaip padeti tobuléjimuli

* JuZduotis: Apsvarstykite ir padiskutuokite

* Pasidalinkite ir sutarkite deél Siy reikSmiy — Puikus/
Geras/ t.t.

» Kokios strategijas pasiulytumeéte vystyti puikia
praktikg kiekvienam standarto punktui?

* Perzvelkite pamoky plang ir pazymekite vietas,
kurias reikéety tobulinti pagal standarta

» Kaip jus koucintumeéte mokytojg, kuris renge §j
pamokos plang?

m Erasmus+
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Jvertinimas

* Susipazinti su Mokytojo standartu

* Sukurti pagrinda, kaip standartai / tikslai gali buti
naudingi mokytojy rengimui ir profesiniam
tobuléjimui

* Plétoti supratima apie tai, kaip mokytojy
kompetencija veikia mokiniy pazanga ir
pasiekimus

* Sukurti supratima apie galimus tiksly / standarty
jrodymus, kad bty galima suvokti profesinio
tobuléjimo poveikj mokiniy pazangai

Lol
- Erasmus+ iy Lo




M1 Pamokos stebéjimo lapas

Pamokos stebéjimo planas

Pamokos tikslai

Stebejimo fokusas (mokytojas)

Stebejimo fokusas (mokiniai)

Naudojami elementai (mokytojas)

Naudojami elementai (mokiniai)

Taikinys (statistikos analizé)

Refleksija ir pagrindiniai komentarai




M1 Korteliy pratimas

PUIKU

GERAI

REIKIA PATOBULINIMO

NEADEKVATU

Mokytojai skatina mokinius
dalyvauti ir prisidéti kuriant
mokymosiatmosferg

Mokytojai prisideda prie mokyklos
gyvenimo. Remi air vysto mokyklos
etosa.

Mokytojai sgmoningai ieSko galimybiy
ugdyti savo profesinjmokymasiir
teigiamai reaguoti j visus atsiliepimus,
kuriuos jie gauna.

Mokytojai gali kurti santykius su
studentais.

Yra auksto lygio abipusé pagarba.

Planavimas ir mokymas parodo, kad
mokytojas supranta, kg mokiniai Zino ir
ka moka.

Mokytojai prisiima atsakomybe
uz mokiniy pazanga.

Mokytojai sukuria aukStg entuziazmo
lygj mokymuisi.

Mokytojai prisiima didele atsakomybe uz
mokiniy pazanga.

Mokytojai zino besimokanCiujy
poreikius ir aktyviai
diferencijuoja.

Mokytojai reguliariai kuria savarankiSko
mokymosigalimybes.

Mokytojai aktyviai planuoja ir veda
patrauklias pamokas

Mokytojai zino, kaip mokiniai
mokosiir kaip matuoti pazanga.

Mokytojai sugeba nustatyti tinkamas
uzduotis, remdamiesipagrjstu Zinojimu
apie mokiniy ankstesnius pasiekimus.

Mokytojai planuoja pamokas, kurios yra
diferencijuojamos, kad visi mokiniai

daryty progresa.




Mokytojai taiko daugybe mokymo
strategijy ir istekliy.

Mokytojai demonstruojalabai gerai

iSvystytas pedagogines dalykines zinias.

Mokytojai gali patikimai ir tiksliai jvertinti
mokiniy pasiekimus

Mokytojai visada turi dideliy
l0kesCiy ir supranta jvairias
pozityvios elgsenos skatinimo
strategijas.

Mokytojai tvarko tikslius mokiniy
pazangos apskaitos duomenis ir
naudoja juos, kad kylanCius iSSUKkius.

Mokytojai naudoja jvairias vertinimo
strategijas, kurios jtraukiamos pamoky
planavimuo metu.

Mokytojai stiprina profesinius
santykius ir parodo, kad jie gali
reguliariai bendradarbiauti su
kolegomis.

Mokytojai profesionaliai valdo mokiniy
elges;.

Mokytojai reguliariai vertina
besimokancCiyjy pazangag ir dirba su jais,
siekdami tolesnio tobuléjimo bei greitos

pazangos uztikrinimo

Visi studentai daro didele
pazanga.

Visi mokiniai yra savimi pasitikintys ir
gebantys mokytis.

Mokytojai modeluoja puiky mokymosi
elges,;.




M1 Vertinimo lapas

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti j toliau pateiktus klausimus jvertinant modulio “Pradedanciojo mokytojo
paruoSimui skirto jvadinio paketo karimas” mokymus. NuoS8irdUs jusy atsakymai padés mums
tobulinti Sio modulio mokymus ir medziaga. Labai dékojame uz skirtg laikg!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra Zemiausias, o 6
auksciausias jvertinimas. Jusy nuomone atspindintj atsakyma pazymeékite kryzeliu (x).

Jusy pareigos

Praktikantas/ pedagoginiy studijy studentas L]

Jasy lytis Pradedantysis mokytojas L]

Vyras | L] | Moteris | [] Patyres mokytojas L]
Kita — jrasykite

[]

Komentaras

Kaip jvertintumete mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i savo profesinés veiklos perspektyvos?

Ar mokymai pateisino jasy lokescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




1 dalis — Mokytojo standartas
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS suprantu mokytojo standarto OlOololololno
sritis/ kompetencijas

AS suprantu, kodél Siestandartai | 3 | | OO O
mokytojui yra naudingi.

AS taikau §j standartg savo OO |0 |g|g|O
praktikoje

Jauciuosi gebantis tobulinti savo
profesine veiklg pagal standarte | L1 | L1 | OO [ OO | OO | O
jvardintas_kompetencijas

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

2 dalis — Mokymo gebéjimy taikymas
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS galiu pamokose atpazinti
mokymo standartg ir oo |gd|d|d

kompetencijas

AS suprantu, kaip kiekvienas
gebéjimas pasireiskia praktikoje oo |gd|d|d
skirtingu efektyvumo lygiu.

Tobulindamas savo praktikg, a$ OlololololO
jauciuosi labiau pasitikintis savimi

AS gebu aiSkiai jvardinti savo
profesinés praktikos stiprigsiasir | (1 | O | O (O | O | O
tobulintinas sritis

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

Dékojame uz Jusy atsakymus ir skirtg laikg!




2 MODULIS

Mokymas ir
mokymasis

TURINYS - PASIRINKIMAS 1 (Pamokos planavimas):

e M2P1 Mokymy programa (1) — Pamokos planavimas
e M2P1 Prezentacija (1) - Pamokos planavimas

e M2P1 Bloom’o taksonomija

e M2P1 Pamokos planas_1 pavyzdys

e M2P1 Pamokos planas_2 pavyzdys

e M2P1 5 Zingsneliy pamokos plano forma

TURINYS - PASIRINKIMAS 2 (Diferenciavimas):

e M2P2 Mokymy programa (2)- Diferencijavimas

e M2P2 Prezentacija (2) — Diferencijavimas

e M2P2 Padalomoji medziaga — Musy smegenys

o M2P2 Padalomoji medziaga — Daugialypis intelektas
e M2P2 Padalomoji medziaga — Mokymosi technikos
e M2 Vertinimo lapas



M2P1 Mokymy programa (1) — Pamokos planavimas

Modulis Modulio tikslas Veiklos ir priemonés Priemonés Rezultatas

2 modulis Supazindinti dalyvius su nuo Jvardinti kg, kodél ir kaip Dideli popieriaus lapai ir | Dalyviai

pabaigos planuojamos pamokos mokysimeés Sioje sesijos. stovas supazindinami su
Mokymas ir principais, mokymosi tiksly ir sesijos tikslais
mokymasis uzdaviniy formulavimu. Padéti Min¢iy lietus: vardinkite gero

susikurti j rezultatg orientuotg mokymo bruozus.
1 dalis pamokos plang. 1. Kodél yra svarbu planuoti

mokymosi procesg?

Pamokos 2. Kokig naudg tai duoda
planavimas mokytojui, mokiniui, mokyklai? Ir

kokiy turi minusy?

Planavimas nuo pabaigos
(llgalaikis ir trumpalaikis)

1. Nusistatykite ambicingus tikslus
(Gerai suformuluotas tikslas
(SMART): Specific - konkretus,
Measurable - iSmatuojamas,
Alttractive - patrauklus, Realistic —
realls, Time framed — apibrézti
laike.

2. |dentifikuokite savo mokymo
tikslus;

3. Logiskai juos sugrupuokite ir
sureitinguokite;

4. 13déliokite juos laike (mokymosi
kalendoriuje) taip, kad jie padéty
lengviau iSmokti.

Sukurkite j rezultatg orientuota
pamokos plana

Prezentacija
(Powerpoint)

Dalyviai
supazindinami su
pagrindiniais
planavimo nuo
pabaigos ir j rezultatg
orientuotos pamokos
planavimo principais




1. Jvertinkite savo mokymosi
uzdavinius trumpuoju
laikotarpiu (trumpalaikio plano
rémuose) (Pristatykite Bloom’o
Taksonomijg)

2. Apgalvokite j(si)vertinimag
pamokoje. Kaip norite, jog
mokiniai pademonstruoty savo
iSmokimg?

3. I8siradyk pagrindinius
gebéjimus: didelius tikslus
suskaidyk j mazesnes dalis.

4. Pasirinkite mokymosi metodus
5. Apsispreskite dél pamokos
plano struktdros (pristatykite 5
Zingsneliy pamokos planavimo
modelj).

6. Mokymosi veiklas planuokite
taip, kad jos atitikty siekiamus
rezultatus:

7. AiSkiai komunikuok kg, kodél ir
kaip mokysités;

8. Jtrauk mokinius j naujas temas
aiskiu ir suprantamu bidu

9. Suteik mokiniams pakankamai
galimybiy praktikuotis (palaipsniui
iki savarankiSkos praktikos)

10. Suteik mokiniams galimybiy
savaranki$kai pademonstruoti
savo iSmokimag

11. Apibendrinkite mokymasi ir
patikrinkite iSmokima




1.Darbas grupése —kiekviena

klasés, kurioje mokytojas nusako
ambicingus tikslus. Dalyviy
paprasoma identifikuoti
pagrindinius gebéjimus ir aprasyk,
kas yra pagrindiniai Siy tiksly
elementai. Kaip tai jkvepia
mokinius?

2. Darbas grupése — kiekviena
grupé gauna po 2 — 3 skirtingos
kokybés pamoky planus.
Perziareéje kiekvieng plang
dalyviai turi jvardinti stiprigsias ir
tobulintinas jy vietas. Kiekviena
grupé turi pateikti minciy, kaip
Siuos planus patobulinti. Kokiy
pastebite klaidy nustatant
pamokos uzdavinius? Kaip
sidlytumeéte juos tobulinti, jog jie
atitikty skirtingus Bloom‘o
taksonomijos lygius.

Dviejy skirtingy pamoky
planai

Dalyviai pradeda
dirbti su tiksly,
uzdaviniy ir pamokos
planavimu,
orentuotais j bloom’o
taksonomijg




1.Darbas grupése — kiekviena
grupé gauna trumpg informacijg
su pagrindinémis klasés
charakteristikomis (mokiniy
socialiné padétis, pomégiai,
pasiekimai ir kt.). Kiekviena grupé
turi sukurti mokymosi tikslus, kurie
jkvépty mokinius ir jtraukty juos
mokytis.

2.Kiekvienas mokytojas,
pasinaudodamas padalomojoje
medziagoje jvardintais 5
elementais, turi sukurti pamokos
plang. Norintys savo darbus
pristato kitiems.

Trumpos 4 — 6 klasiy
charakteristikos

(Padalomoji medziaga

1)
5 Zingsneliy pamokos
planavimo modelis.

(Padalomoji medziaga

?)

Dalyviai jsivardina
mokymosi tiksla,
pamokos uzdavin;j ir
pamokos plang.

Si uzduotis skirta jvertinti Sios
sesijos rezultatus:

1) Dalyviai turi trumpg mokiniy
grupés charakteristika, jvardina jy
mokymosi tikslus.

2) Dalyviai turi duotai pamokos
temai sugalvoti pamokos uzdavin;.
Jie turi trumpai aprasyti, kokios
veiklos padéty jiems geriau
iSmokii.

Uzsiémimo lektoriai
iSsiaiskins, kaip
dalyviai suprato Sios
sesijos medziaga.

Pazitrékite keletg video apie
mokiniy mokymasi klasése, kurios
remiasi anksCiau aptartais
principais ir modeliais.

v' 1 pavyzdys

Video

Dalyviai
supazindinami su
geraisiais Sios temos
pavyzdZiais




v' 2 pavyzdys
v' 3 pavyzdys

Galimos alternatyvos

Dalyviai sukuria savo pamokos
plang, kurj véliau galéty
panaudoti.




M2P1 Prezentacija (1) - Pamokos planavimas

Trainee to Trained Teacher
2 modulis — Mokymas ir mokymasis

Pamokos planavimas

- Erasmus+



Pamokos planavimas. KAM?
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Planavimas nuo pabaigos

* Nustatykite ambicingus tikslus
Gerai suformuluotas tikslas (SMART):
v'Specific - konkretus,
v'Measurable - iSmatuoja
v'Attractive - patrauklds,
v'Realistic — reals, |
v'Time framed — apibrézti

BT .
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Planavimas nuo pabaigos

* |dentifikuokite savo mokymo tikslus;
* Logiskai juos sugrupuokite ir sureitinguokite;

 |Sdeliokite juos laike (mokymosi kalendoriuje)
taip, kad jie padéty lengviau iSmokti.

2\ 3aegHoBYaC g ot Frev—
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Sukurkite j rezultatg orientuotg
pamokos plang

1. Jvertinkite savo mokymosi uzdavinius
trumpuoju laikotarpiu

EVALUATING ANALYZING

CRATCALLF LAk AL 18RO R




Sukurkite j rezultata orientuota
pamokos plang

2. Apgalvokite j(si)vertinimg pamokoje

T & GOAL MEAsqu
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EVALUATION PROCESS

RESULT




Sukurkite j rezultata orientuota

pamokos plang
3. ISsirasyk pagrindinius gebéjimus: didelius
tikslus suskaidyk j mazesnes dalis

2

-IErasmus+i!
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Sukurkite j rezultata orientuota

pamokos plang
4. Pasirinkite mokymosi metodus

R 2
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Sukurkite j rezultata orientuota
pamokos plang

5. Apsispresk del pamokos plano strukturos

\V/,
N\
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Sukurkite j rezultata orientuota
pamokos plang

5. Veiklas pamokoje planuok taip, kad tos
atitikty pagrindinius tikslus:
— Aiskiai komunikuok kg, kodél ir kaip mokysités

— Jtrauk mokinius j naujas temas aiskiu ir
suprantamu budu

— Suteik mokiniams pakankamai galimybiy
praktikuotis (palaipsniui pereiti nuo mokytojo
prizirimos iki savarankiskos praktikos)

— Suteik mokiniams galimybiy savarankiskai
pademonstruoti savo.iSmokima

T SR 2
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Darbas grupése (1 dalis)

 |dentifikuok pagrindinius gebéjimus ir aprasyk,
kas yra pagrindiniai Siy tiksly elementai. Kaip
tai jkvepia mokinius?

* Video

2\ 3ae4HOBYAC
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Laikas kurybai #1

* Nustatyk didelius tikslus, kurie galéty jkvépti
mokinius ir jtraukty juos j mokymasi

g 3deaHOoB4acC
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Darbas grupése (2 dalis)

* Perziurékite pamoky planus ir aptarkite
stiprigsias ir tobulintinas jy vietas
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Laikas kurybai #2

e Pasinaudodami padalomojoje medziagoje
jvardintais 5 elementais sukurkite pamokos

plang
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Pasitikrinimas!
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Keletas jkvepiancCiy pavyzdziy...

 Video 1
 Video 2
e Video 3
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ACiUu uz démes;j!
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M2P1 Bloom'’o taksonomija

Zin ios Pasakyti; pakartoti; isvardyti; atpazinti; rasiuoti; atkartoti;
E—— informuoti; apraSyfti...
Supratimas Paaiskinti; pateikti argumentus; nustatyti prieZastis; iliustruoti...
Taikymas Naudoti; taikyti; konstruoti; spresti; rasiuoti...
Analizé Suskaidytij dalis; iSvardinti komponentus; palyginti ir
—_— priespriesinti; suskirstyti pagal skirtumus...
Sinteze Susumuoti, apibendrinti, argumentuoti; organizuoti; projektuoti;
E— sukurti; paaiskinti prieZastis...
Vertinimas Priimti sprendima; vertinti; pateikti argumentus uz ir pries;

kritikuoti...




M2P1 Pamokos planas — 1 pavyzdys

5 Zingsneliy pamokos planas 5 klasé — angly kalba — A2

Data:2016-10-14

Tikslai ir uzdaviniai

UZDAVINYS

- Moksleiviai odziu atsakys po 3-4
atvirus klausimus;

- I8 klausyto teksto moksleiviai pasakys
po 3-4 pagrindinius ZodZius
(moksleiviams, kurie nepasiekia
patenkinamo lygio)

PAGRINDINES SAVOKOS

- Teksto klausymo strategijos

VERTINIMAS (EXIT TICKET)

Sveiki, brangieji, laikas atlikti baigiamgjj klausymo testg. Klausykite atidZiai, pasinaudokite
iSmoktomis klausymo strategijomis ir viskg puikiai atliksite! NepamirSkite, kad masy tikslas 80 %.

htto.//learnenglishteens.britishcouncil.orq/skills/listening-skills-practice/library-giving-personail-

information

http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/describing-people

|sivertinimo pratimas pridétas zemiau.

RYSYS SU ILGALAIKIAIS TIKSLAIS

Sios pamokos uzdavinys susijes su galutiniu mokymositikslu, susijusiu su klausymo jgiidziais.
Mano siekis, kad klausydami mokiniai gebéty teisingai atlikti nemaziau nei 80%.

Mokytojo veiksmai

Mokiniy veiksmai

PRIEMONES

Metody pasirinkimas

PRADZIA

https ://www.youtube.com/watch?v=2yhrYis509A

Sveiki brangieji,

Sig daing?”

Jjungiama daina - Barbie Girl — pirmos 1:30 min.

Praeitg savaite pamokg uzbaigéme daina, o Siandien jg pradésime su dar viena.

Tai labia gerai jums visiems paZjstama daina, ta¢iau klausykite atidZiai, nes po to
as paprasysiu, kad trumpai pasakytumeéte apie k3 ji.

Sustandzius muzikg atsitiktine tvarka iSsirenkamas mokinys, kuriam uzduodamas
klausimas “Kaip $idaina prasidéjo? Kas pirmiausia atsitiko?”

Kitas klausimas uzduodamas kitam atsitiktinai pasirinktam mokiniui “Kas atlicka



http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/library-giving-personal-information
http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/library-giving-personal-information
http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/describing-people
https://www.youtube.com/watch?v=ZyhrYis509A

Paklausiamas dar vienas mokinys: ,Remiantis Sia daina, gyvenimas yrajasy....?”

Puiku brangieji! Kaip jas tikriausiai jau ir nuspéjate is Sio pratimo, Siandien mes
vvél praktikuosimes suprasti klausoma tekstg. Mes trumpai prisiminsime, kokios
yra klausymo strategijos, kurias jau anksciau apZvelgemeir tada praktikuosimeés
toliau. Pabaigoje atliksime trumpa finalinj klausymo pratima, kurio kiekvienas
turésite teisngai atsakyti 80%.

Lentoje uzraSoma:
Spalio 14, 2016

Pamokos pabaigoje, as sugebésiu atsakyti | klausimus apie trumpg iSgirstg
istorijg ar dialoga.

Pamokos eiga:
1. Pasikartojimas (5 min)
2. Pratimas su Miss Nikol (10 min)
3. SavarankiSkas darbas (10 min)
4. |sivertinimas (10 min)

NAUJOS MEDZIAGOS PRISTATYMAS
Gerai, pasikalbékime apie klausymo strategijas

AS iSraSiau visas strategijas, kurias aptaréme anksciau ant lentos. Koks pirmasis
dalykas, kurj turime padaryti dar prie§ klausant tekstg?

(IS korteliy su visy mokiniy vardais atsitiktinai iStraukiamas viena kortelé su
mokinio vardu, kurio ir papraSoma pasidalinti -— “Perskaityti visus klausimus, j
kuriuos reikés atsakyti”)

Taip, Kodel tai yra svarbu?

(IS renkamas dar vieno vaiko vardas. Laukiams atsakymas - “Kadangi taip mes
Zinosim, ko ieSkoti dar prie$ paleidziant tekstg.)

Puiku! Kiekvieng tekstg paklausysime po du kartus. Kg mes darysime
iSklausysime tekstg pirmg kartg?

(Tai mes jau esame aptare, bet jei mokiniai negali atsakyti, a8 primenu “mes
ieSkome pagrindiniy raktiniy zodziy”)

Taip, kitas dalykas, kurj mes turime padaryti yra klausytiir tiksliai i$girsti tg
informacijg, kurios mums reikia, kad atsakytume j klausimus.

Puiku, Toliau turime dar dvi strategijas! — PapraSoma vieno mokinio jas
perskaityti garsiai, kad visi iSgirsty.

Koks yra treCiasis dalykas, kurj mes turime padaryti, kai klausome teksto antrg
kartg?




(IS renkamas dar vieno vaiko vardas. Laukiams atsakymas - “Mes labai atidZiai
klausome tuos sakinius, kuriuose mes Zinome, kad yra informacija, kurios mums
reikia teisingam atsakymui.)

Mokytojas uzra$o ant lentos:

Geral, taigi apibendrinkime — pirmiausia perskaitome klausimus, tuomet pirmg
kartg klausant mes pabandome issiaiSkinti, kur tiksliai yra ta informacija, kurios
mums reikia. Tuomet klausydami antrg kartg mes labia atidZiai ieSkome teisingo
atsakymo.

Ir prisiminkim, vaikai, Cia kaip ir su skaitymu —mums nereikia suprasti kiekvieno
Zodzio, jums reikia sutelkti demesj tik j raktinius Zodzius ir faktus. Ir dar vienas
paskutinis dalykas, jas galite ant tuS¢ios popieriaus vietos pasizymeti savo mintis,
Jei jauciate, kad tai padéty prisiminti svarbiausig informacijg.

Nagi, pasiziarékim, kas galéty mums iSvardinti visus tris pagrindnius dalykus, kai
kalbame apie klausymo strategijas.

Puiku — Dabar pasipraktikuokime, o per paskutines 10 pamokos minuciy,
pasitikrinsime, kaip sekasi. Tikslas — daugiau nei 80%. Prisimenate?

PAZANGOS JRODYMAI

DIFERENCIJAVIMO |RODYMAI

VADOVAUJAMA PRAKTIKA

Puiku, dabar isklausysime kelis dialogus ir pabandysime praktiSkai pritaikyti
aptartas klausymo strategijas. Neabejoju, kad iki pamokos pabaigos, jos
pasidarys dar aiSkesnes.

Taip, pradekime nuo vaikino, kuris nori rezervuoti staliukg vakarienei. Pirmame
pratime turite klausimus su galimais pasirinkimo variantais, taip bus daug
lengviau.

Turite 30 sekundziy perskaityti klausimus. Taip i§ anksto Zinosite, ko turite ieSkoti
klausydami.

http://esl.about.com/library/media/audio/reservation.mp3

Gerai, paklausykime tekstg pirmag kartg ir pabandykite tiksliai rasti tas vietas,
kuriose yra atsakymai.

Paleidziu dialoga.

Saunu! Ar Zinote, kur yra ta informacija, kurios jums reikia? Gerai, paklausome
dar kartg pries aptardami atsakymus visi kartu.

Paleidziu jradg antrg karta.



http://esl.about.com/library/media/audio/reservation.mp3

ISklausius jraSg du kartus, iSsirenkamas vienas mokinys ir papraSomas atsakyti
klausimus. Kadangi klausimuose duoti pasirinkimo variantai, tikiuosi, kad mokiniai
ji atliks ne didesniy sunkumuy.

Gerai, dabar judékite prie kito dialogo. Sj kartg jis turésite atsakytij atvirus
klausimus, neturédami pasirinkimo variant. Pirmiausia perskaitykite klausimus ir
pagalvokite, kokios informacijos jums reikeés.

http.//www.learning-english-online.net/skills/listening-
comprehension/exercises/inviting-someone/

Klausome! Tai dialogas tarp dviejy draugy, kurie kalbasi apie vakarélj.
Paleidziu jrasa...

Puiku! Ar turite bent kelis atsakymus j klausimus? Klausykim antrg karta.
Paleidziu jraSg antrg kartg.

ISklausius jraSg du kartus, i§sirenkamas vienas mokinys ir papraSomas atsakyti j
klausimus. Jei atrodo, kad kazkas abejoja, kiti mokiniai paskatinami padéti.

Patikrinamas supratimas: Gerai, mokiniai, kas buvo sunkiausia atliekant
uzduotis? — Patikinama, jog klausiama tam, kad galéCiau pagelbéti, kai mokiniai
dirbs savarankiSkai.

SAVARANKISKA PRAKTIKA

Dabar, pries darydami baigiamagjg uzduotj, dar pasipraktikuokite savarankiSkai su
vienu dialogu. Padarykite tai individualiai, o po to mes visi pasitikrinsime.

Turite 30 sekundziy perskaityti klausimus.

http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/interview-
swimmer

PaleidZiu jrasg du kartus ir kvieCiu i$bandyti savo jégas savarankiskai. Gerai,
mokiniai, dabar pasitikrinkime atsakymus.

Ar kas nors gavo atsakymag - numerj 1/2/3/4/5? DZiaugiuosi, jei visitaip atsakéte!
Jei kas nors turite kitokj atsakyma, aptarkime jj ir padekim vieni kitiems surasti
teisingg atsakyma.

APIBENDRINIMAS
Po jsivertinimo uzduoties, trumpai aptarkite:
Kaip jums pasiseke?

Ar dabar labiau pasitikite savimiklausydami? Ar pavyksta taikyti Sias klausymo
strategijas?



http://www.learning-english-online.net/skills/listening-comprehension/exercises/inviting-someone/
http://www.learning-english-online.net/skills/listening-comprehension/exercises/inviting-someone/
http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/interview-swimmer
http://learnenglishteens.britishcouncil.org/skills/listening-skills-practice/interview-swimmer

Kaip mannote, kg dar galétumeéte padaryti, kad patobulintumeéte savo klausimo
gebéjimus? (PavyzdZiui — klausyti daugiau angliSky dainy ir bandyti i$siaiSkinti jy
zZodzius. Arba Zidréti angliSkus filmus su subtitrais ir kt.)




Jsivertinimo lapas KLAUSYMO STRATEGIJOS
Name:

Exercise 1.

Listen to the following conversation between a girl and a librarian.
Then answerthe multiple questions below.

1. Lucy’s surnameis ...
a) More
b) Moor
c) Moore

2. Lucyis inclass
a) 1C
b) 1B
c) 4B

3. How old is Lucy?
a) 13
b) 14
c) 15

4. Thelibrarianasks for Lucy’s ...
a) address
b) photo
c) passport

Exercise 2.
Listen to the following conversation between two friends. Then

answer the following questions.

1. JemisHannah's ........................

2. Who is Lucy and what is her hair?



3. How old are Alexand Jem?



KLAUSYMO STRATEGIJOS — pamokos metu

Exercise 1.

1. What is the name of the restaurant?
A) Apple Tree Restaurant
B) Apple Inn Restaurant
C) Appeal Restaurant

2. What day would he like to make a reservation for?
A) Saturday
B) Friday
C) Thursday

3. What is the date?
A) 12th
B) 2nd
C) 22nd

4. What time would he like to make the reservation for?
A) 6 o'clock
B) 8 o'clock
C) 9o'clock

5. How many people does he make a reservation for?
A) 5
B) 4
C) 3

6. What is his surname?
A) Leavens
B) Liavens
C) Leavins

Exercise 2.

Listen to the dialogue between two friends. Then answer the following questions
in COMPLETE sentence.

1. When is the birthday party going to take place?

2. Is the girl going to go to the party?

3. What time does the party start?



4. Where is the birthday party going to take place?

5. Who is the girl going to go to the party with?

Exercise 3.

1. What does Dan do every day at 5 o’clock in the morning?

2. What does Dan have for breakfast?

3. What does Dan study at university?

4. \What time does Dan have lunch at?

5. What does Dan do before going to bed?



M2P1 Pamokos planas — 2 pavyzdys

5 Zingsneliy pamokos planas 5 klasé — angly kl. Data:2016-11-23

Tikslai ir uzdaviniai

UZDAVINYS PAGRINDINES SAVOKOS

Mokiniy pateikti argumentai Zodziai:

- Argument

- Explain / Explanation
- True

- False

- Answer

- Agree

- Sweating

IZzanginés frazés:
- I think
- In my opinion
- Ibelieve
- From my point of view
- Tagree

Sujungiancios frazés:
- Also
- In addition to that
- Lastly
- I think so because
- I believe soas

Kitos frazés:
- Complete anexercise

Klausimai:
- Do you think
- What do you think
- Isit true or false

VERTINIMAS (EXIT TICKET)

“I am a good student.” (“AS esu geras mokinys™)

PraSau pasakyti, ar §is teiginys yra teisingas ar klaidingas. Pateikite po 3 argumentus, kodél galvojate biitent
taip. Kiekvienas argumentas vertas 1 tasko. Kiekvienas iSbaigtas ir gramatiskai taisyklingas sakinys taip pat
duos dar po 1 taska. Dar vieng taska gausite, jei pradzioje panaudosite jzangine frazg. UzduoCiai atlikti turite

7 minutes.

Maksimalus tasky skaicius: 7 taskai

RYSYS SU ILGALAIKIAIS TIKSLAIS

Sveiki visi! Siandien mes pabandysime i§mokti, kaip ireikiti savo nuomone ir kaip ja argumentuoti. K3 tai
reiSkia?




Mokiniai: tam, kad galétum paaiskinti, kodél taip galvoji.

Puiku! Kitais zodziais sakant — kaip argumentuoti. O ka reiSkia argumentuoti? — Prasau, pasizirékite visus

7odzius paruoStame zodinélyje.

Mokytojo veiksmai Mokiniy veiksmai

PRIEMONES

Metody pasirinkimas

PRADZIA

Sveiki visi! Siandien mes pabandysime i§mokti, kaip i§reikiti savo nuomone ir kaip
ja argumentuoti. Ka tai reiskia?

Mokiniai; tam, kad galétum paaiskinti, kodé¢l taip galvoji.

Puiku! Kitais zodziais sakant — kaip argumentuoti. O ka reiSkia argumentuoti? —
Prasau, pasizirékite visus zodzius paruostame zodinélyje.

NAUJOS MEDZIAGOS PRISTATYMAS

Dabar, kaip mes galime pasidalinti savo nuomone? Mes pradedame su jzanginémis
frazémis. Kas zino, kg reiSkia “jzanginés”? Pavyzdziui, jei kas nors jiisy paklausia
“Tu mania lauke karsta ar Salta?”” Koks biity jusy atsakymas?

Mokiniai: Lauke yra karsta.

Gerai, toks atsakymas sustapto pokalbj. O jis juk norite atrodyti gudresni. © Reikéty
panaudoti jzangines frazes:

e [ think

e In my opinion

o [ believe

e From my point of view

O ka dar jus turétumét pasakyti Salia to, jog pasakote, kad lauke yra karsta? Dar
reikéty pasakyti, kod¢l jiis galvojate, kad yra karsta, tiesa? Nagi, tai koks turéty biiti

jusy atsakymas?

Mokiniai: Inmy opinion it is hot outside (dar kartg, nebijokite pakartoti ty zZodZziy,

kurie buvo paciame klausime) because | am sweating,

O kokius zodzius naudotume, jei norétuméte pateikti dar daugiau argument?
Mokiniai: Also, In addition to that.
Puiku!




PAZANGOS JRODIMAI

DIFERENCIJAVIMO |RODYMAI

VADOVAUJAMA PRAKTIKA
Taigi, miisy atveju, kaip mes raSytume atsakyma?
Exercise 1: ................... (1) (intro phrase) it is

.............................. (3). Also, I believe soas
And lastly, I think ...... because ....................

....(2) outside. I think so because

SAVARANKISKA PRAKTIKA

Kas zZino, kas yra Justine Bieber? Puiku!

Dabar, taip kaip sédite, prasau pasakyti man, ar sutinkate su mano teiginiais ar ne.

Pateikite 3 argumentus, kodél taip.

“Justine Bieber yra nuostabus”.

Siai uzduodiai atlikti turite 5 minutes. Tie, kas pabaigsite, duokite Zinoti. Nagi,
pasizitirékime, kaip sekési? Kas noréty pasidalinti savo nuomone? (3 min)

APIBENDRINIMAS

Gerai, ka Siandien i$mokome? Kodél mums mokeéti naudinga?

Mokiniai: Mes i§mokome, kaip pasidalinti savo nuomone ir pateikti argumentus.

Nuostabu!

Visiems linkiu geros dienos!Siandien buvote nuostabiis.




M2P1 5 zingsneliy pamokos plano forma

5 zingsneliy pamokos planas

Data:

Tikslai ir uzdaviniai

UZDAVINYS PAGRINDINES SAVOKOS

VERTINIMAS
(EXIT TICKET)

RYSYS SU ILGALAIKIAIS TIKSLAIS

Mokytojo veiksmai Mokiniy veiksmai

PRIEMONES

Metody pasirinkimas

PRADZIA

NAUJOS MEDZIAGOS PRISTATYMAS

PAZANGOS JRODIMAI
DIFERENCIJAVIMO JRODYMAI

VADOVAUJAMA PRAKTIKA

SAVARANKISKA PRAKTIKA

APIBENDRINIMAS




M2P2 Mokymy programa (2) — Diferencijavimas

Modulis Modulio tikslas Veiklos ir priemonés Priemonés Rezultatas

2 modulis Supazindinti dalyvius su daugialypio | Jvardinti kg, kodél ir kaip Dideli popieriaus lapai ir | Dalyviai

intekto teorija bei tobulinti jy mokysimeés Sioje sesijos. stovas supazindinami su
Mokymas ir gebéjimus atsizvelgti j mokiniy sesijos tikslais
mokymasis mokymosi stilius planuojant veiklas | Minéiy lietus:

pamokose. 1. Kokius mokymosi stilius Jus
2 dalis Zinote?

2. Kas yra daugialypis intelektas?

Diferencijavimas 3. Kokias patote sgsajas tarp

mokymosi stiliaus ir daugialypio
intelekto teorijos?

Pristatykite Gardnerio
daugialypio intelekto teorija

Visy intelekto tipy aprasymas
pateiktas padalomojoje
medZiagoje.

Prezentacija
(Powerpoint)

Dalyviai
supazindinami su
Gardnerio
daugialypio intelekto
teorija.

Skirtingus mokymosi stilius
atitinkanciy mokymosi
techniky pristatymas

- Mokytojy papraSoma
demonstruojamoje pamokoje
identifikuoti skirtingas mokymosi
technikas.

- Konkreti uzduotis gali bati
parinkta atsiZzvelgiant j konkreCig
besimokandiyjy grupe ir ju

A short video that could
be played or used as an
inspiration to play a
simulated lesson.

Trumpas video

Nuoroda j video

Mokytojai aptars
pamokos su
skirtingais mokymosi
stiliais pavyzdj.



https://www.youtube.com/watch?v=KUtEg8Qxuxk

poreikius. Uzduoties tikslas yra
atskleisti, kaip vienoje pamokoje
gali bati jgyvenginamos skirtingos
mokymosi technikos, skirtos
perprasti naujg medziaga.

4) Pamokos plano su
skirtingomis mokymosi
veiklomis karimas.

Mokytojai turi sukurti pamokos
plana, kuriame turi jtraukti bent 4
skirtingas veiklas, kurios
atspindéty skirtingus mokymosi
stilius.

Mokymosi technikos

Kaip pagalbiné
priemoné mokytojams
gali bati padalomoji
medZiaga

Mokytojai sukurs
pamokos planus su
skirtingomis
veiklomis,
jtraukian€iomis
skirtingus mokymosi
stilius.

IS Sios uzduoties
lektorius ir seminaro
dalyviai galés
suprasti apie
pasiektg supratimo
lygj.




M2P2 Prezentacija (2) - Diferencijavimas



JErasmus+

* N
Trainee to Trained Teacher
2 modulis — Mokymas ir mokymasis

Diferencijavimas

- Erasmus+




Pralauzkime ledus!

e Pasidalinkite j grupes po 5
* Kiekviena grupé gausite po tekstg
e Turite 20 minuciy:
— Garsiai perskaityti tekstg
— Tekste pavaizduotg informacijg pateikti VENNO DIAGRAMA
— Kiek procenty dienoje mes naudojame kairjjj smegeny pusrutulj?
— Naudodamiesi tekste pateikta informacija sukurkite dainele
— Pristatydami teksto medziagg sukurkite figtra isS savo kuny

— Naudodami gamtinius elementus nupieskite paveikslg atspindintj
teksto medziaga

— Kiekvienas grupés narys turi minute nuspresti, kuris smegeny
pusrutulis yra geriau iSvystytas.

Kiekviena grupé turi 3 min. pristatyti savo darbus

2\ 3aeaHOBYAC i —!Erasmus+!i



Kaip geriausiai iSmokstame?




Mokymosi stiliai

FOR A FAIR SELECTION
EVERYBODY HAS TO TAKE
THE SAME EXAM: PLEASE

CLIMB THAT TREE




1. Daugialypis intelektas

Smart
MULTIPLE

INTELLIGENCES




Vaizdinis-erdvinis intelektas

-IlEhasmus!i



Muzikinis-ritminis intelektas

2\ 3aeHoBYac



Kuno-kinestestzinis intelektas

e

-I!hasmus!i




Tarpasmeninis intelektas

2 3aegHoBYaC




Vidinis-asmenybinis intelektas




Verbalinis intelektas

] ol ™
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§\\ 3aeHoBYac r T‘l ?f : Er_asmusi



Loginis-matematinis intelektas

A iG,D.HOB‘-IE]C
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Sveiki atvyke | musy klase

2\ 3aegHOBYAC
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Kaip klaséje susitvarkyti su skirtingais
mokymaosi stiliais?




Individuali veikla

* Pasinaudokite praeitoje sesijoje kurtu
pamokos planu

* Papildykite jj veiklomis, tinkanCiomis bent 3
intelekto tipams (30 min.)

* Tureésite 2 minutes pristatyti suplanuotus
pakeitimus

,",J_fx'xﬂ}n';~ B
2 3aegHoB4ac 5 -!Eralsr'nus!i



AcCil uz démes;!
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M2P2 Padalomoji medziaga — Misy smegenys
KOKS SMEGENUY PUSRUTULIS VALDO JUSY GYVENIMA?

15MIN.LT, 2013 lapkri¢io 16d.

Misy charakterio ypatybés, karjera ir daugybé kity dalyky gali priklausyti nuo to, koks smegeny
pusrutulis dominuoja — deSinysis ar kairysis.

Abudu pusrutuliai uztikrina sklandy organizmo darbg, kontroliuoja kiino pusiausvyrg, taigi,
trumpai tariant, kiekvienas pusrutulis atskirai atlieka savo uzduotis ir turi savo misijg masy
gyvenime. Kokios tos uzduotys?.. Kairioji pusé atsakinga uz loginius sprendimus ir konkrecius
veiksmus, numato pasekmes, o $tai deSinioji — remiasi intuicija, vaizduote, kiryba, emocijomis ir
t.t. Gaudama faktus i$ kairiosios smegeny pusés, desinioji sudélioja vientisg pasaulio paveiksla.

Kairiojo ir desSiniojo smegeny pusrutulio charakteristika:

Kairysis Desinysis
Diskretiskas, analitinis, protinis Suvokimas Jausmingas, emocicnalus, vientisas
Siek tiek l&diau suvokia sgvokas. Bidingas nueseklumas, | Informacijos Greiciau suvokia vaizdus. Intuityvi orientacija
loginis aspektas vertinant gaunama informacija. perdirbimas supanciame pasaulyje, akimirksniu analizugja

gaunamus signalus.

Emocijos isreiskiamos viduje. Emocijos Emocijos idreiskiamos iforiskai.
Pasamaonés ir kentrolés centras, psichiniy procesy Pasgmaoné Vienybés, bendrume jausmas su zmaonémis,
valdymas, saves jsisameninimas, isskyrimas aplinkoje — gamta — ,MES".

,Aé". savo Ego vertinimas.

Lahiau akcentusjarmasi | padius Zodzius, faktus i Kalba Labiau susitelkiama j intonacijg, mimika,
argumentus. gestikuliacija Snekos metu.
Walinga, seka jvykius, situacijas irjoms bidingas detales Atmintis Emocionali, vizuali
irt.t.
Daugiau racionalus, loginis, abstraktus, loginis, valdantis Mastymas Labiau emocionalus, intuityvus, spontaniskas,
skaicius, matematines formules ir kitas Zenkly sistemas. remiasi jausmais, spéjimais, nuojautomis,

gyvenimiskais pavydzdziais,

Verbalinis, leginis, polinkis j tecrijg Intelektas Newverbalinis, intuityvus, polinkis | praktika
Didesnis fizinis aktyvumas, crientacija laike, jaucia king. Weilla Mazesnis fizinis aktyvumas, orientacija
erdvéje, judanciy objekty sekimas, judesiy
valdymas.
Intravertas Charakteris Ekstravertas
Tikslo siekimas — metodas. Tikslo Tikslai — norai, svajonés, vizijos.

siekimas




M2P2 Padalomoji medziaga — Daugialypis intelektas

Vaizdinis - erdvinis — jsivaizduokite aplinkg, kaip architektai ar jareiviai. Atizvelkite |
Jus supanCig aplinkg . Very aware of their environments. PieSkite pieSinius,
galvosukius, Zzemélapius ir pan. Jas galima mokyti pieSiniais, Zodiniais ir fiziniais
vaizdais. Jrankiai yra modeliai, grafika, diagramos, nuotraukos, pieSiniai, 3-D
modeliavimas, vaizdo jraSai, vaizdo konferencijos, televizijos, multimedijos, tekstai su
nuotraukomis / diagramomis / grafikais.

Muzikinis - ritminis - parodo jautrumg ritmui ir garsui. Jie mégsta muzikg, taciau jie taip
pat yra jautris garsams jy aplinkoje. Jie gali geriau mokytis su muzika fone. Jie gali bati
mokomi, pamokas paverCiant Zodziais, ritmingai kalbant, prisiminti laikg. Jrankiai yra
muzikos instrumentai, muzika, radijas, stereo, CD-ROM, multimedija.

Verbalinis- efektyvus ZodZiy naudojimas. Sie besimokantieji turi labai i$plitusius
garsinius jgudZius ir daznai galvoja ZodZais. Jie meégsta skaityti, Zaisti Zodinius
Zaidimus, kurti poezijg ar pasakojimus. Jie gali bati mokomi skatinant juos sakyti ir
pamatyti Zodzius, skaityti knygas kartu. Jrankiai apima kompiuterius, Zzaidimus,
daugialypés terpés priemones, knygas, magnetofonus ir paskaitas.

Kuno - kinestetinis - veiksmingai naudokite kdng, pavyzdziui, Sokéjg ar chirurga.
Kietas kino sgmonés suvokimas. Jie mégsta judéjimg, daryti dalykus, lieCiasi. Jie
puikiai bendrauja kino kalba ir mokomi fizinio aktyvumo, praktinio mokymosi, veikimo,
vaidmeny Zaidimo. Jrankiai apima jrangg ir realius objektus.

Loginis -matematinis- argumentavimas, skaiCiavimas. Pagalvokite konceptualiai,
abstrakCiai ir galésite pamatyti ir istiti modelius ir santykius. Jie megsta
eksperimentuoti, spresti galvosukius, klausti kosminiy klausimy. Jie gali bati mokomi per
logikos Zaidimus, tyrimus, paslaptis. Jiems reikia mokytis ir formuoti koncepcijas, kad jie
galéty iSspresti detales.

Tarpasmeninis - supratimas, bendravimas su kitais. Sie mokiniai mokosi per sgveika.
Jie turi daug draugy, empatija kitiems, gatvés smarts. Jas galima mokyti per grupines



veiklas, seminarus, dialogus. Jrankiai apima telefong, garso konferencijas, instruktoriaus
laikg ir démes;j, vaizdo konferencijos, raSymas, kompiuteriy konferencijos, el. Pastas.

Vidinis - asmenybinis - suprasti savo interesus, tikslus. Sie besimokantieji linke vengti
kity. Jie derinami su savo vidiniais jausmais; Jie turi iSmintj, intuicija ir motyvacija, taip
pat stiprig valig, pasitikéjimg ir nuomone. Jas galima mokyti savarankiSkai ir
savarankiSkai. Jrankiai apima knygas, kidrybines medziagas, dienorascius, privatumg ir
laikg. Jie yra labiausiai nepriklausomi nuo besimokanciyjy.



M2P2 Padalomoji medziaga — Mokymosi technikos

VAIZDINIS - ERDVINIS MOKYMOSI STILIUS. Jei turite vaizdinj — erdvinj mokymosi
stiliy, efektyviam mokymuisi naudokite nuotraukas, paveikslus, spalvas ir kitas vaizdines
priemones. Savo mokymuisi pasitelkite vaizduote ir visualizacijg.

o Jums gali atrodyti, kad vizualizacija mokiniams lengvai suvokiama. Jsitikinkite,
kad pateikiama medZiaga yra lengvai suvokiama iri$siskiria i$ kity vizualiniy
vaizdy, kuriuos naudojate pamokoje. Nesunkiai pastebésite, kad vizualizacija
padeda jsisavinti naujas Zinias. Jsitikinkite, kad nauja medziaga yra: spalvinga,
skatinkite naudoti individualy spalvy iSdéstymg, kurkite savo asociacijas.
Naudokite daug vaizdingy zodZiy ir iSsireiSkimuy.

e Naudokite min€iy Zemélapius. Tekstg iSskirkite skirtingomis spalvomis ir
formomis. Jei nenaudojate kompiuterio, visada po ranka turékite bent keturiy
spalvy raSiklius.

e Vizualizacijai labai gerai padeda jvairios sistemos ir diagramos. Kur galite
ZodZius pakeiskite paveiksléliais arba simboliais. Skirtingomis spalvomis
atskirkite svarbiausius ir maziau svarbius dalykus.

e [sivaizduojamos kelionés ar pasakojimo metodas padeda mokiniams jsiminti
turinj, kurj "lengva pamatyti". Tai puikus pavyzdys, kaip sugretinti vaizdus su
istorijomis.

e Lengvai jsimenami ZzodZiai ir jvykiai mokiniy yra lengviau jsisavinami, taCiau Siam
mokymosi badui jie turi skirti laiko. Mokiniy gebéjimas vizualizuoti vystosi, kai Sis
metodas naudojamas kuo dazniau.

e Poveikio keitimo metodas taip pat tinkamas taikyti darbui su mokiniais, nes jis
remiasi vizualizacija.

MUZIKINIS — RITMINIS MOKYMOSI STILIUS. Jei turite muzikinj — ritminj mokymosi
stiliy, efektyviam mokymuisi naudokite garsus, ritmg ir muzikg. Mokydami naujg
medZiagg naudokite klausymosi gabumus

¢ Naudokite garso jrasus, kad baty galima lengviau jsisavinti fong ir padétuméte
mokiniams lengviau sudaryti atitinkamg vizualizacijg. PavyzdZiui, naudokite
jprastg orlaivio variklio jrasg, kad galétuméte lengviau jsisavinti per ausines
pateikiamg informacijg apie skrydZio saugumo proceddras. Vizualizuojant
buriavimo manevrus, naudokite véjo ir vandens garsg. Jei neturite atitinkamy
jrasy, apsvarstykite galimybe juos susikurti patiems.

e Kurdami mnemonikg ar akrostikus, naudokite ritmg ir rima,

¢ Naudodamiesi inkaravimo technika, prisiminkite jvairias blsenas, kurias jlsy
mokiniai naudoja kurdami muzikg. Jei Zinote, kad jusy mokiniams patinka tam
tikra muzika ar daina, panaudokite jg ir ,uZfiksuokite“ savo mokiniy emocijas ir
bdseng. Jeigu jusy mokiniams reikia pakelti nuotaikg, jie gali lengvai tai padaryti
prisimindami jiems patinkancig daing ar melodijg.

VERBALINIS MOKYMOSI STILIUS. Jei jusy klaséje turite mokiniy, kurie informacijg




lengviau jsisavina ZodZiu, pabandykite jiems taikyti kalbos ir raSymo metodus.
Paieskokite budy, kaip jtraukti daugiau kalbéjimo ir raSymo metody. Pavyzdziui,
pasikartojimui naudokite savo uzrasus.

e Susikurkite kuo daugiau zodziy, tokiy kaip tvirtinimai ir scenarijai Naudokite ritmg
irrimg, o svarbiausia informacijg iStarkite garsiai. Svarbiausius dalykus stenkités
asocijuoti su gerai pazjstama daina.

e Mnemonika padeda prisiminti jsisavintg informacijg. Akronimas mnemonikai
naudoja ZodZius, daugiausia démesio skiriant pirmai Zodzio raidei, kuri
naudojama sudarant pirmg ir paskesnius ZodZius. Sj metoda taip pat galite
naudoti sudarant frazes, kurias norite jsiminti.

e Audio jrasy kdrimas gali bati vertingas mokymosi jrankis. Perklausymas padaryty
jrady gali bdti labai naudingas jrankis mokantis.

o Skaitant tekstg garsiai stenkités jj skaityti raiskiai, keiskite balso tonacijas.
Nesistenkite skaityti vienu monotoniSku balsu, skaitykite tekstg taip lyg
atliktuméte vaidmen; teatre. Tai lavina ne tik Jasy atmintj, bet ir raiSkujj skaityma!

o Sjmetoda galite naudoti ir su kitais atlikdami jvairius vaidmenis ir imituodami
jvairias situacijas.

KUNO - KINESTETINIS MOKYMOSI STILIUS. Jeigu Jisy mokiniams patinka salyio-
lietimo stilius, naudokite metodus, kuriuose mokiniams reikia daiktus paliesti, palaikyti ir
taip mokytis tuos daiktus kuriant, formuojant.

e Vizualizacijos tikslais stenkités jsivaizduoti Jus supancig aplinkg. PavyzdZiui,
jeigu jsivaizduojate save laive , jsivaizduokite supancig aplinka, virves, jlros
supavima, vejg ir pan.

¢ Informacijos jsisavinimui apibddinkite pojucius, kuriuos jauciate atlikdamas Siuos
veiksmus. Pavyzdziui, jsivaizduojant, kad esate pilotas. JauCiate, kaip sunkio
jéga jus spaudzia prie kédés, kai léktuvas kyla j virSy ir pan.

e Naudokite fizinius daiktus taip daznai, kaip galite. Korteliy pratimai gali
mokiniams padéti jsiminti informacijg, nes jas galima fiziSkai paliesti ir perduoti
kitiems.

e Turékite omenyje, kad raSymas ir diagramy sudarinéjimas yra fiziné veikla, todél
nevenkite naudoti Siy metody pamokoje. Naudokite didelius lapus ir spalvingus
markerius diagramoms piesti, skatinkite pacius mokinus piesti diagramas ir jas
spalvinti jiems patinkanCiomis spalvomis.

e ISmokykite mokinus taisyklingos kvépavimo ir atsipalaidavimo technikos, kad
mokymosi procesas bity kuo efektyvesnis. ISmokykite juos likti ramiais,
susikoncentravusiais, budriais, bet tuo paciu ir nejsitempusiais.

e Naudokite Zaidimy vaidmenimis technikg, tiek individualioms, tiek grupinéms
uzduotims, tam kad mokiniai jsisavinty tam tikrus elgesio ir veikimo modelius ir
kartu iSmokty jiems reikiamy dalykuy.




LOGINIS — MATEMATINIS MOKYMOSI STILIUS. Jeigu klaséje yra mokiniy, kurie
mokymosi procesg grindZia logikos désniais, stenkités jiems paaiskinti kiekvienos
mokymosi uzduoties prieZastis, o ne tik turinj. Zinodami ne tik turinj, bet ir konkregias
mokymaosi priezastys jie lengviau jsisavins déstomg dalykg. Nepamirskite jiems
paaiskinti jvairiy tarpusavio sgsajy, kurios jungia vienus mokymosi dalykus su kitais.

Mokykite mokinius kurti sgrasus, kuriuose pazymeti kertiniai mokomosios
medZiagos dalykai. lliustracijai galima panaudoti statistikg ar kitus analitinius
badus tam, kad mokiniai geriau gebéty nustatyti paCias svarbiausias mokymosi
vietas.

Atkreipkite démes;j j fizine mokiniy bukle, kvépavimo daznj ir streso lyg.
Neleiskite jiems save izoliuoti nuo kity mokiniy, paaiskinkite, kad jie tokie pat
svarbus kaip ir kiti, kad jie taip pat yra dalis klasés ekosistemos.

Savo uzraSuose pazymékite logines mintis ir elgesj. Mokykite mokinius lengvai
atpazinti jvairias sistemas ir proceddras, tam jog prireikus jie galéty jas lengvai
atpaZzinti ir pritaikyti savo reikmémes.

Skatinkite mokinius mastyti sistemiskai, jog jie suprasty rySius tarp paskiry
sistemos elementy. Pazymékite, kad sistemos veikimo principy suvokimas
leidZzia pamatyti kaip i$ tiesy vienas ar kitas mechanizmas funkcionuoja.
Pavyzdziui, mokiniai gali matyti léktuva, jo variklj, taiau nesuvokti ir nezinoti, kad
jis neskristy be Zeméje jsiklrusiy oro skrydzio palydowy, rySio operatoriy,
dispeceriy ir pan. Diagramos gali padeéti suvokti sistema.

Mokiniai kartais gali per daug démesio skirti tam tikrai uzdavinio dalies analizei ir
be reikalo ieSkoti to priezasciy, tai gali lemti mokymosi proceso sulétéjimg. Jie
gali bati uzsieme pertekline analize, todél tokiems mokiniams reikia padeti grjti
kelig. Nurodant kg ir kodél jie dabar turi daryti, paaiskinant, kad loginé reiskinio
analizé Siuo konkreciu atveju néra reikalinga. Jeigu pastebite, kad JUsy mokiniai
per daznai patenka | Sias pinkles, klaséje ant lentos didelémis raidémis
uzrasykite, kad uzduotis turi bdti atlikta dabar, kad priezastys Siuo atveju néra
analizuojamos.

TARPASMENINIS MOKYMOSI STILIUS. Jeigu Jasy mokiniai yra linke mokytis
naudojant tarpasmeninj mokymo stiliy, stenkités kuo daugiau juos mokyti grupése ir
dirbti su kitais mokiniais. Formuokite jvairias mokymosi grupes, kurios nebdtinai turi bati
sudarytos i$ tos pacios klasés mokiniy ar net tos pacios mokyklos mokiniy. Svarbiausia,
jog grupé buty formuojama i$ to pacio lygio nariy.

Vaidinimas vaidmenimis yra viena sékmingiausiy mokymo techniky, kurig galima
sékmingai taikyti tiek individualioms, tiek grupinéms uzduotims. Sis metodas gali
bati taikomas ypac karybiSkai. Pavyzdziui, aviacijos mokymuose, jsivaizduojant ir
vaidinant atitinkamus personazus esancius oro uoste. Kaip antai léktuvus ir jy




dispecerius, ar skrydziy instruktoriy ir jo mokinius.

o Pasitelkite kity mokiniy vaizduote ir karyba. Taciau pries tai jsitikinkite, kad jie
supranta pagrindinius reikalavimus keliamus tikslui. Tai veiksmingas metodas,
nes Kkiti turi visai kitokias matymo perspektyvas ir karybinius stilius. Tai gali JUsy
grupei padeéti sukurti unikaly stiliy, jvairesnes spalvingesnes asociacijas.

e Skatinkite mokinius dalintis jy pastebéjimais, uzrasais, gergja praktika su kitais
grupés nariais. Klausydamiesi, kaip vienam nariui pavyko iSspresti uzduotj Kkiti
taip pat gali iSmokti spresti savo uzduotis. Stenkités, jog mokiniai dalintusi
JSobulai atliktos uzduoties® iSsprendimo scenarijais. Skatinkite, kad kiekvienas
mokinys parasyty scenarijy i$ srities, kuri jam yra jdomiausia, o tada tg scenarijy
pristatyty grupei.

e MinCiy Zzemélapiai ir diagramos yra puikis pagalbininkai dirbant klaséje.
Paskirkite klaséje Zzmogu, kuris iSsakomas idéjas galéty iliustruoti. Atminkite, kad
grupé gali turéti daug skirtingy idejy, taciau tai yra pozityvus dalykas. Jeigu
grupéje dél kazko nesutariama prie pateikiamos grupés nuomonés pateikite ir
nepritarianCigjg nuomone. Svarbu suprasti, kad dazniausiai néra vieno teisingo
atsakymo, todél mokinius pratinkite sutikti arba nesutikti su pateikta idéja.

e Darbas grupése padeda perprasti ir pazinti skirtingy Zmoniy elgesio ir veikimo
badus. Pastebint kity daromas klaidas, galima iSmokti patiems jy nedaryti. Kokiu
bddu tai pasiekiama — vaidmeny, situacijos simuliavimo ar pasitelkus kitas
technikas, néra svarbu. BUkite karybingi ir naudokite kad ir paprastas klasés
kédes siekdami pavaizduoti léktuvg.

e Jeigu darbg klasése organizuojate darbo grupése pagrindu, tai kiekvienam
praversty turéti savo mokymosi klausimyng. Tai kiekvienam grupés nariui
padeda suvokti, kodél kiti grupés nariai turi skirtingus poZitrius | tg patj dalyka.
Tai taip pat pravercia paskirstant uzduotis. Prisiminkite, kad klasé yra mokymosi
erdvé, todél Cia néra baudziama uz padarytas klaidas, atvirk&€iai klaséje turéty
bati skatinama eksperimentuoti ir iSbandyti naujus dalykus ir technikas, nes
klaséje daryti klaidg yra daug karty geriu nei realiame gyvenime.

VIDINIS — ASMENYBINIS MOKYMOSI STILIUS. Tai metodas, kuris gali bati taikomas
mokiniams, kurie linke mokytis patys, be didelés kity pagalbos. Jiems gali nepatikti
mokymasis grupése. Siekite, kad JUsy mokiniai nebijoty uzduoti klausymo, o kas man i$
to? Kodél tai svarbu? Kur galiu tai pritaikyti? Bukite atidUs ir siekite perprasti mokiniy
vidines mintis ir pamgstymus apie jvairius mokymo dalykus, nes daznai vidinés jy
mintys apie déstomg dalykg nulemia mokymosi motyvacijg. Todel atkreipkite démes;j |
tai.

e Skirkite daugiau laiko tiksliniam mokymui naudojant Memletic bddg. Siekite, jog
mokiniai patys nusistatyty savo tikslus ir planus. AiSkiai apibrézZkite, kas bus kai
mokiniai pasieks vieng ar kitg uzsibréztg tikslg. Stenkités suvokti, kodél vienas ar




kitas mokinys pasirinko tokius mokymosi tikslus ir leiskite jiems suprasti, kad
esate patenkintas jy pasirinkimais

Siekite, kad Jisy mokiniai mokymosi tikslus siety su savo vidiniais jsitikinimais ir
vertybémis. Jsidémeékite, kad jei mokiniy mokymosi tikslai nesutampa su jy
vidinémis vertybémis ir siekiais, tai sumazina mokinio mokymosi motyvacijg ir
pasitikéjimg. Tai néra lengva pastebeéti, taCiau, jeigu manote, kad mokymosi
tikslai nesutampa su mokinio vertypémis pabandykite panaudoti 'five whys' ir
'seventy by seven' mokymo technikas, kurios turéty padéti iSspresti Sig problema.
Siekite, jog pamokos tema buty susieta su mokinio asmeniniais interesais.
Pavyzdziui, mokiniams, kurie siekia biti pilotais pateikite daugiau informacijos ir
pavyzdZiy, susijusiy su praeities ar dabarties pilotais. Stenkités suprasti, kodél
jilems aviacija yra jdomi, kokia yra doméjimosi Sia sritimi priezastis, kas juos
motyvuoja, kodél jie noréty Sioje srityje dirbti.

Nepamirskite, kad mokiniai mégsta 2vilgtelti j kity padarytus darbus ar uzraSus.
Paklauskite jy, kas jy manymu motyvuoja tuos Zzmones, kodél jie savo uzrasus,
uzduotj atliko vienokiu ar kitokiu budu. Padékite jiems paklausti paties darbo
autoriaus, kodél jis pasirinko tokj darbo ar veiklos model;.

Stenkités, jog jusy mokiniai turéty mokymosi uzrasus. Mokiniai gali turéti keletg
mokymosi uzrasy, pvz., vieng mokymuisi, o kitg savo jausmams ir
pastebéjimams fiksuoti. Patarkite mokiniams uzrasuose pazyméti dalykus,
metodus kuriy pagalbg jiems pavyko iSspresti vieng ar kitg uzduotj, o kuriy
pagalbg to padaryti nepavyko.

Vidiniai mokinio jsitikinimai ir vidinis saves jsivaizdavimas taip pat yra labai
svarbus. Daznai norg mokytis lemia jy saves vidinis jsivaizdavimas. Tuo galima
pasinaudoti nustatant mokymosi dalykus, kurie svarbds mokinio vidinio saves
jsivaizdavimo kontekste. Sj metodg galima naudoti kartu su grafiniu-radymo
metodu, nurodant, kad mokiniai jtrauktu savo vidinius pamastymus, jausmus |
savo uzrasus.

Modeliavimas metodas taip pat gali biti taikomas darbui su mokiniais. Venkite
kurti vien stereotipinius elgesio ar iSvaizdos modelius. Stenkités mokyti taip, jog
mokiniai stengtysi perprasti kiekvieno jiems pateikto modelio jausmus ir elgesj,
aplinkybes, kurios lemia vienokj ar kitokj elgesj. Svarbu pazyméti jiems, kad jie
neturi surasti ir iSskirti vieng tobulg modelj, bet turi siekti sukurti savo iSskirtinj
model;..

Kurkite jvairiaspalvius vaidmenis ir tam tikrai néra batina suskirstyti mokinius |
grupes. Skatinkite mokinius improvizuoti ir patiems kurti vaidmenj pasitelkiant
vizualizacijg. PavyzdZiui, liepkite jiems jsivaizduoti Salia esantj instruktoriy , kuris
juos moko tam tikro dalyko ar naujo jgidZio. Siuo atveju privalumas yra tas, jog
kitaip nei vaidinant patys mokiniai vizualizacijos pagalba sukuria jsivaizduojamo
veikéjo elges;.




M2 Vertinimo lapas

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti j toliau pateiktus klausimus jvertinant modulio “Mokymas ir mokymasis”
mokymus. NuoSirdis jasy atsakymai padés mums tobulinti Sio modulio mokymus ir medziaga.
Labai dékojame uz skirtg laika!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra Zzemiausias, o 6
auksciausias jvertinimas. Jusy nuomone atspindintj atsakyma pazymeékite kryzeliu (x).

Jusy lytis Jiisy pareigos

Vyras | ] | Moteris | [] Praktikantas/ pedagoginiy studijy studentas

Pradedantysis mokytojas

Patyres mokytojas

Kita — jrasykite

.

Komentaras

Kaip jvertintuméte mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i savo profesinés veiklos perspektyvos?

Ar mokymai pateisino jusy lukescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




1 dalis — Pamokos planavimas
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS suprantu skirtuma tarp
planavimo ir planavimo nuo O|o(d|g|o|od

pabaigos

A3 suprantu, kaip atrodo geras 0o gorg|o.
pamokos planas

JaucCiuosi pajégus pamokas OlololololO
planuoti nuo pabaigos

Jauciuosi gebantis pagal Bloomo
taksonomijg nustatyti ilgalaikius O jdjdpd
tikslus ir pamoky uzdavinius

Jauciuosi gebantis planuoti | OlololololO
rezultatg orientuotas pamokas

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

2 dalis — Mokymo gebéjimy taikymas
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai
Jauciuosi pajégus pamokose
atpazinti skirtingus mokymosi O|o(d|g|o|od
stilius
AS suprantu, kodél pamokose
svarbu atsizvelgti j skirtingus O|o(d|g|o|od

mokymosi stilius.

Labiau pasitikiu savimi
naudodamas jvairias mokymo Olololololo
technikas, atitinakancias

skirtingus mokymosi stilius

AS suprantu daugialypio intelekto | 3 | OO O 1O O
svarbg mokymuisi

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

JUsy pasidlymai, kaip Siuos uzsiémimus bty galima patobulinti




Dékojame uz Jusy atsakymus ir skirtg laikg!



3 MODULIS

Mokytis padedantis elgesys
Ir specialieji ugdymosi
poreikial

TURINYS:

M3 Mokymy programa — Mokytis padedantis elgesys ir SUP
M3 Youtube vaizdo jrasai

M3G1 Prezentacija — Mokymosi aplinka

M3G1 Korteliy pratimas — elgesys mokymuisi
M3G1 Scenarijai

M3G1 Pratimas - Mokytojo darbo standartas

M3G2 Prezentacija - Elgesio valdymas

M3G2 Korteliy pratimas - Elgesio kategorijos
M3G2 Pavyzdys - Klasés taisyklés

M3G2 Pavyzdys - Mokymosi kontraktas

M3G3 Prezentacija — Specialieji ugdymosi poreikiai
M3G3 Pavyzdys — Elgesio skatinimo planas

M3G3 Pavyzdys — Individualaus moymosiplanas
M3 Vertinimo lapas



M3 Mokymy programa — Mokytis padedantis elgesys ir SUP

Modulis Mokymosi tiklas UzZsiémimai ir Saltinai Saltiniai

3 Modulis 1. Skirtumo tarp Temos pristatymas (1 skaidré) Powerpoint 1 mokymosi
elgesioir elgesio aplinka

Mokymosi elgesio | padedanc€io UzZsiémimas —modulio tiksly pristatymas (2

modeliai ir mokymuisi skaidre)

specialieji suvokimas Elgesys vs Mokymuisi

ugdymo poreikiai Uzsiémimas —koks skirtumas tarp elgesio ir padedantis elgesys korteliy

elgesio padedancio mokymuis. Korteliy
pratimas (3 skaidre)

Diskusija

You tube vaizdo jraSas — uzsiémimas — identifikuoti
elgesj ir elgesio padedancio mokymuisi priezgstis —
atsakyti j klausimus ir juos aptarti placiau

Efektyvios mokymosi aplinkos kdrimas (5 ir 6
skaidrés) — sudélioti ZodZius — svarankiSkas darbas,
grupinis minciy lietaus arba darbas grupése

Aptarimas ir iSvados
Perzilrékite §j sgrasa: (7 skaidré)

— Poreikis maloniai mokymosi aplinkai

— Poreikis, jog mokytojas zinoty mokiniy
poreikius

— Teigiamy tarpusavio santykiy poreikis

— Poreikis, jog mokiniai pasitikétu savo
mokytoju

— Poreikis, kad mokiniai jaustusi saugus

— Poreikis, jog mokiniai Zinoty kg jie daro

— Poreikis, jog mokiniai jausty, kad daro

pratimas

YouTube klipas
https://youtu.be/Qjex QXZdO8

Dideli lapai popieriaus



https://youtu.be/Qjex_QXZdO8

pazanga
— Poreikis, kad mokiniai aiSkiai zinoty ko is jy
tikimasi

Sig uzduotj galite atlikti poromis arba grupémis
nurodant kurie veiksniai yra svarbiausi, kg jie reiSkia
praktikoje. Palyginkite pateiktus atsakymus

Tarpusavio santykiai: (8 skaidré)

Perziarékite video jraSus, kurie prasideda nuo 1947
m. — nuo 7 minutés, nurodykite problemines temas ir
negatyvius pareiSkimus

Ar galima minétas problemas iSspresti kitaip?

Jeigu norite — perzvelkite paskuting vaizdo jraso dal;j
ir suzinokite kaip Si problema gali bati sprendziama
kitaip.

Scenarijai — Zadimas vaidmenimis — grupése po tris
— mokinys, neigiamai nusistates mokytojas ir
teigiamai nusistates mokytojas.

Mokytojo vaidmuo — didZiosios britanijos mokytojo
dabo standartas (9 — 11 skaidrés)

Perzitrékite Siuos keturis standartus— jeigu tu
stebétum mokytojus, kaip tavo manymu jie Siuos
reikalavimus turéty jgyvendinti praktikoje?

Diskusija

http://youtu.be/G7bGv7LPL4Y
#discipline #classroom

Scenarijai

Mokytojo darbo standartas

2. Strategijy
vystimas klasés
valdymui

Temos pristatymas (1 skaidre)

Powerpoint 2 — Klasés
valdymas



http://youtu.be/G7bGv7LPL4Y
http://youtu.be/G7bGv7LPL4Y
https://www.youtube.com/results?q=
https://www.youtube.com/results?q=

Skirtingi elgesio modeliai — atitinkamai iSdélioti
korteles(2 skaidré)

Aptarkite skirtingas kategorijas ir veiksnius kurie gali
iSSaukti neigiamg elges;.

MaZose grupése, iS savo asmeninés patirties
pateikite pavyzdj kaip Jus elgiatés Zemiau
nurodytose situacijose. Ar darytuméte kg nors
kitaip?

Mokinys pavéluoja j pamoka
Nekreipia démesio j déstoma dalyka
TriukSmauja pamokos metu
Tyciojasi i$ klasés draugy

Garsiai kalbasi su bedraklasiais

Perzitrékite vaizdo jrasa. (3 skaidré) ISanalizuokite
elgesio tipus, elgesj lemiancCius veiksnius ir bldus,
kuriais sprendziama susidariusi situacija. Ar
pastebéjote daugiau problemy?

Sistemos plétojimas (4 skaidré ) — klasés valdymas
— kas tai? Jau aptaréme klasés mokymosi aplinkg —
dabar aptarsime elgesio klaséje taisykles.

Diskusija apie elgesio taisykles ir [UkesCius klaséje
(5 skaidre). Temos pristatymas ir trumpa diskusija
kodél tai svarbu.

Grupése, aptarkite kokias taisykles jus taikote savo
klaséje, sudarykite bendrg elgesio taisykliy klaséje
sgrasa.

Apsvarstykite:

Elgesio modeliai — korty kaladé

https://youtu.be./ug FaEGavC4



https://youtu.be./uq_FaEGavC4

Kiek taisykliy

Kokie yra prioritetai

Taisykliy pateikimo artikuliacija
Kaip jas pristatyti

Perzvelkite pateiktus pavyzdzius — aptarkite juos
grupése ir pateikite savo pastebéjimus. Viena i$ jy —
mokymosi sutartis — kuo ji skiriasi nuo kity?

Elgesio valdymo politika - (6 skaidré)

Daugelis mokykly turi taisykles, kuriy tiklas visus
mokinius vertinti vienodai

Aptarkite bendros elgesio politikos mokykloje
turéjimo batinuma. Pristatykite savo mokyklos
vykdoma elgesio politikg.

Grupés — perzvelkite pateiktg bausmiy ir
paskatinimy sagrasg

Paklauskite kg jie mano apie Sj sgrasg, kokios Sio
sgraso stiprybés ir kg jie pakeisty?

Nurodykite sukurti savo asmeninjbausmiy ir
paskatinimy sgrasa.

Pavyzdinés elgesio klaséje
taisykles

Pavyzdinis pasekmiy ir
paskatinimy sgrasas

3. Mokiniy su SUP
ugdymas

Temos pristatymas — (1 skaidré)

Perziarékite skirtingus SUP budus, aptarkite juos,
taip pat nurodykite kg juose pakeistuméte. ( 2
skaidré)

Jvertinkite darbo su SUP mokiniais strategijas (3

Powerpoint 3 — Specialieji
ugdymosi poreikiai

YouTube vaizdo jraSas




skaidré) — svarbiausia diferencijacija.

Pazilrékite vaizdo jrasg susijusi su diferencijacija (4

skaidré)

Grupése pateikite vieng ar kelis pavyzdzius, kaip
Jus diferencijuotuméte savo veiklg su vienu i$ Siy
SUP turiniu mokiniu?

Regéjmo sutrikimai
Autizmas

Negebéjimas sutelkti démesj
Klausos sutrikimai

Dislekcija

Grjztamasis rySys
Diskusija

Koks pagalbos mechanizmas Siems mokiniams
sukurtas tavo mokykloje?

Kaip SUP turin€iy mokiniy ugdymas susiejes su
elgesiu ir mokymosi vertinimu?

Koks rySys tarp SUP ir klasés valdymo?

Kokias strategijas pasitelktuméte norédami padéti
mokiniams su SUP? Ar galétuméte pateikti savo
pavyzdziy i$ praktikos?

Mokiniai turintis ypatingy SUP gali bati ugdomi
pagal individualy mokymosi plang (5 skaidré) —
tikslas, jog mokytojai suprasty tokiy mokiniy
poreikius ir turéty nuosekly priéjimg prie jy.

Pazvelkite j pateiktus individualaus mokymo ir

https://youtu.be/EOPe cJ67No

Dideli popieriaus lapai

Pavyzdys IMP
Pavyzdys IMP



https://youtu.be/EOPe_cJ67No
https://youtu.be/EOPe_cJ67No

tinkamo elgesio palaikymo plano pavyzdzius (6
skaidré) — jvertinkite juos?

Ar galite pateikti pavyzdinj elgesio model]
individualiai pagalbai, kurig galétumeéte panaudoti
savo aplinkoje - galvokite apie konkrety mokinj, su
kuriuo jums jau teko bendrauti

Grjztamasis rySys

Jvertinimas

Jvertinimo lapas




M3 Youtube vaizdo jraSai

https://youtu.be/G7bGv7LPL4Y - 1947

https://youtu.be/XMhIUo2aliE - neveiksmingas klasés valdymas

https://youtu.be/Qjex QXZd0O8 - bloga mokytoja

https://youtu.be/iW0XsQ4X28s - prasta pamoka (oras )

https://youtu.be/SAGS1IFp-dk - Kaip nesusitvarkyti su klase?

https://youtu.be/R6psMucLhVY - 6 patarimai, kaip suvaldyti klase

https://www.youtube.com/embed/uq FaEGavC4 -Disciplina



https://youtu.be/G7bGv7LPL4Y
https://youtu.be/XMhIUo2a1iE
https://youtu.be/Qjex_QXZdO8
https://youtu.be/iW0XsQ4X28s
https://youtu.be/SAGS1lFp-dk
https://youtu.be/R6psMucLhVY
https://www.youtube.com/embed/uq_FaEGavC4

M3G1 Prezentacija — Mokymosi aplinka

f”‘éi

Trainee to Trained Teacher
3 modulis — Mokymasi skatinantis
elgesysir specialieji ugdymosi poreikiai

Mokymasi skatinanti aplinka

- Erasmus+




Modulio tikslas

Suprasti skirtuma tarp elgesio ir mokymuisi
padedancio elgesio

Tobulinti tinkama mokiniy elgesj klaséje
skatinancias strategijas

Tobulinti gebéjimus dribti su mokiniais
turinciais specialiyjy ugdymosi poreikiy

“Erasmus+ iy o g




Kokj matote skirtuma tarp mokiniy
elgesio ir elgesio padedancio

mokymuisi?

Elg=sy=

* Pasizitrekitej
gautus Zodziusir
frazes

* Kuriam stulpeliui
juos priskirsite?

- Erasmus+
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Kokj matote skirtuma tarp mokiniy
elgesio ir elgesio padedancio
mokymuisi?

* Perzilrékitevideo
 BadTeacher istrauka.

* Kokj mokiniyir
mokytojos elgesj
pastebite?

* Koks elgesys trukdo
https://youtu.be/Qjex QXZdO8 mck\,rmuisi?

-Erasmus+ i o



Kokia aplinka skatina mokymasi?

Reptilian Brain
Si smegeny dalis uZtikrina, jog Zmogus gebéty iElikti jj
supancioje aplinkoje.

Kai mokinia patiria didel] stresg ar jaucig gresme
limbiné smegeny sistemos dalis “iSsijungia” ir
mokiniai fiziologiskai negali jsisavinti naujos

informacijos.

— Stresas sukelia smegeny stagnacija, i55aukia pasipriesinimo arba
abejingumo reakcija

-Erasmus+ r R




Kokia aplinka skatina mokymasi?

— Mokiniailabiau linke mokytis ir jsisavinti naujus dalykus
atpalaiduojanciojeir saugioje aplinkoje

— Kokie yra saugios mokymuisi aplinkos poiymiai?

* Arsugebate sukurti
efektyvaus mokymosi
strategijg ir aplinka,
kokie yra krtiniai Sios
strategijos
elementai?

-Erasmus+ i o




Kokia aplinka skatina mokymasi?

— Poreikis maloniai mokymosi aplinkai

— Poreikis, jog mokytojas paZinty savo mokinius

— Poreikis pozytiviams tarpusavio santykiams

— Poreikis, jog mokytojas turéty mokiniy pasitikéjima
— Poreikis, jog mokymosi aplinka buty saugi

— Poreikis, jog mokiniai zinoty kg ir kodél jie tai daro
— Poreikis, kad mokiniai jausty daroma progresg

— Poreikis, jog mokiniaiisanksto zinoty ko i5 jy bus reikalaujama

- Erasmus+ =



Kokj matote skirtuma tarp mokiniy
elgesio ir elgesio padedancio
mokymuisi?

Paziarékite 5j video
jrasa.
. Santvkiai- 1947 * |svardink visus

neigiamus dalykus,
kuriuos pastebéjai?

* Kokjelgesio medelj
taikytumete
mokymo tikslais?

http://voutu.be/G7bGyv7LPLAY #discipline #classroom

- Erasmus+ =



Profesiniai jgldziai — profesiniai reikalavimai
mokytojams Jungtinéje Karalystéje

* Mokytojo lyderio
savybes

- Erasmus+

Professional attributes
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Koks yra

mokytojo vaidmuo?

Hawalighlexpacta tiansu hich@Mhu p ik

* Profesiniaistandartai
Jungtinés Karalystés
mokytojams

* Tavonuomone, kokia
praktine reikime Siy
reikalavimy?

* Kaipjsitikinti, kad
mokytojas atitinka
minetus
reikalavimus?

includingbammitme= mitalkms uringll
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r=lationship=l
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' Erasm

Trainee to Trained Teacher
3 modulis — Mokymasi skatinantis
elgesysir specialieji ugdymosi poreikiai

Mokymasi skatinanti aplinka

- Erasmus+




M3G1 Korteliy pratimas — Elgesys mokymuisi

Elgesys

Elgesys padedantis
mokymuisi




Pakelti j virsy ranka
Svajojimas
Namuy darby atlikimas
Kity isklausymas
Patycios
Saukimas ant kity
Kalbéjimas su kitais per pamoka
Pagyrimas
Viesas demonstravimas
Organizacija
Dalyky susiejimas
Poreikiyzinojimas
Jsitraukimas

Lukesciai



M3G1 Scenarijai

Pirmas scenarijus

Dvi 12 mety mergaités nuolat Snekasi tarpusavyje pamokose. Mokytoja
mergaitéms pateiké dvi pastabas dél to, taciau jos vis tiek nesiliauja ir toliau
kalba tarpusavyje. Keli mokiniai dél tokio jy elgesio pareiske
nepasitenkinimg. Viena mergaité dél tokio savo elgesio jau yra turéjusi
problemy, o kita iki Siol nebuvo nusizengusi taisykléems ir niekad nebuvo
bausta.

Antras scenarijus

14 mety berniukas nuolat ] matematikos pamokas ateina nepasiruose ir be
vadovélio. Taip dazniausiai nutinka du-tris kartus per savaite. Mokytojas jau
keletg karty mokinj buvo palikes po pamoky, taCiau tai jokios naudos
nedavé. Siandien mokinys j pamoka ir vél atéjo nepasiruoses.



M3G1 Pratimas - Mokytojo darbo standartas

1. Turétididelius lukescius
mokiniy atzvilgiu, jskaitant

isitikinima, jog pilnas jy [rodymal
potencialas bus atskleistas
2. Sukuriantsaziningus, pagarba,
parama ir konstruktyviu :
Jrodymai

bendradarbiavimu grjstus
santykius

3. Turétiaukstas moralines
vertybes ir nuostatas, kurios buty
taikomos ir kasdienéje Jrodymai
profesinéje veikloje

4. Prisidetiprie lygiy galimybiy
visiems mokiniams politikos
vystymo, jgyvendinimo ir
vertinimo bei praktinio jos
igyvendinimo mokykloje

Jrodymai




M3G2 Prezentacija - Elgesio valdymas

Erasm

Trainee to Trained Teacher
3 modulis — Mokymasi skatinantis
elgesysir specialieji ugdymosi poreikiai

Elgesio valdymas

- Erasmus+ iy Lo




Kokie yra blogo elgesio tipai?

* Priskirk vienam is
nurodyty tipy?

* Argalétum pateikti
daugiau pavyzdziy?

*» Kokiosyrahblogo
elgesio priezastys?

- Erasmus+

Nepasitikintis Trukdantis

Nepaklusnus

IIIII



Elgesys ir elgesio valdymas

* Perzitrékitevideo
jrasa.

* Drausmeés problemos « Kokio tipo elgesiui tai
priskirtuméte?

* Argalime
identifikuotitokio
elgesio pozymius

* Arturite papildomy

https://www.youtube.com/embed/ug FaEGavC4 pastebeéjimy?

- Erasmus+ i o



Klasés valdymas
Savoka:

* Klasésvaldymas— metodas, kurio pagalba mokytojas gali
sukurti pozityvig ir produktyvia mokymosiaplinka mokiniams,
kuriuztikrina efektyvius kovos su netinkamu elgesiu badus.

Jrankiai:

* Mokymosiaplinka

*+ Tinkamas klasés veiklos organizavimas
+ Mokyklos elgesio politika

+ Klaséstaisykles

* B{tivisada pasiruosusiu

+ Zinoti savo mokymo stiliy

- Erasmus+ i



Klasés taisyklés

Aiskios klasés taisyklésir visiems Zinomos priimtino
elegesio normos gali padétiisvengtisdrausmés problemuyir
uztikrinti pamokos nepertraukiamuma.

Kaki ' ' nklaséje?
Jeigu kuri klases taisykles apsvarstyk.

*  Taisykliy skaiciy

* |dentifikuok prioritetus

= Aiski taisykliy artikuliacija

= Apsvarstyk jy pristatyma

« pasidairyk geryjy pavyzdiiy kitose mokyklose — aptarkite jas

grupese. Jeigu viena i$ taisykliy yra “mokymosi sutartis” — kuo
ji issiskyria?

“ Erasmus+ T




Elgesio politika
Mokykloselgesio politika

— Turinustatytivienodas mokytojy veikimo gaires

— Batiteisinga mokyniams ir uztikrinti kad visiems ji bGty taikoma
vienodai

— Gebétinustatyti gero elgesio pavyzdzZius ir pasiekimus, taip pat
nustatyti gaires kaip reikia elgtis susidirus su netinkamu elgesiur

Pazvelk | paskatinimy ir bausmiy pavyzdj:
*  Kur slypi stiprybes?
*  Katu pakeistum?

Sukurk savo paskatinimo ir bausmiy modelj.

-Erasmus+ i ]
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Trainee to Trained Teacher
3 modulis — Mokymasi skatinantis
elgesysir specialieji ugdymosi poreikiai

Elgesio valdymas

- Erasmus+ iy Lo




M3G2 Korteliy pratimas - Elgesio kategorijos

Nepasitikintis

Trukdantis

Labai trukdantis




Pratimy atlikimas

Vengimas pradéti
darbg

Lengvas pasidavimas

Neatsargumas

Darbo neuzbaigimas

Netvarkingas darbas

PiesSti pieSinélius

Zaidimas telefonu

Siekti démesio

Plepéjimas

Rékti

Kvailai triukSmauti

Jsiterpimas

TuSinuko junginéjimas

Trukdyti kitiems

Uzgaulioti
bendraklasius

Keiktis

Atsisakymas daryti tai,
kas prasoma

Atsikalbinéjimas

Tyciojimasis



M3G2 Pavyzdys - Klasés taisyklées

Klasés taisyklés

Sioje klaséje yra svarbus kiekvienas mokinys. Joks mokinys néra labiau svarbus nei koks kitas. Misy
blvimo ciatikslas yra pasiekti paciy geriausiy mokymosirezultaty, kokius tik galime.Kad taip atsitikty,
mes vadovaujameés Siomis tiasyklémis.Tai reiskia, kad tu privalai elgtis taip, kad kiekvienas kl aséje galéty
pasinaudoti teise mokytis kaip galima sékmingiau.Cia pateikiamos pagrindinés taisyklés, kuriy visi
pasizadama laikytis. Siy taisyklis nesilaikymas turi pasekmes. Atmink, kad $iy taisykliy laikymasis veda
link kiekvieno is jisy mokymosi sékmés.

1. Uz jasyklaseyra atsakingas mokytojas. Turi biti laikomasi bet kokiy pagrjsty jo nurodymuy.

2. Klaséje nesaukiama - kiekvienas mokinys gali kalbéti tik pakeéles ranka.

3. Jei mokytojas kalba, mokiniaituri klausytis.

4. Jei mokytojas paprasé kg nors kalbéti, like mokiniai turi klausytis.

5. Kiekvienas mokinys turi bti pasiruoses irturétivisas reikiamas priemones visoms pamokoms

6. Pamokos pradZioje mokiniai turéty uZimti jiems paskirtas vietas ir greitai pradéti jiems skirtg darba.
7. Visi namydarbai turi bati jrasyti j jasy dienotvarke; Jie turi bati pateiktilaiku.

8. Visos uzduotys turi bati uzbaigtos taip gerai, kaip tu tik sugebi.

9. Niekam neleidZiama palikti klasés arba vaikscioti pojabe leidimo.

10. Visi moksleiviai turéty biti mandags su kitais klasés draugais, mokytoju ir visais sveciais.

Sutinku laikytis Siy taisykliy ir suprantu, kg turiu padaryti, kad man pavykty.

Mokinio parasas

Tévy/ globéjy parasas

Mokytojo parasas




M3G2 Pavyzdys Mokymosi kontraktas

Inspiration’ ,
Collaboration =

Teesdale mokyklos Celibration,

Mokymosi kontraktas

Visi suinteresuoti asmenys - moksleivis, mokytojai ir administracija sutinka, kad:
Gerbti kitus Zmones ir jy turtq, kad kiekvienas galéty atskleisti savo potencialg.
Siekiant Sio tikslo paziZzadu:

Kalbéti ir dirbti su kitais pagarbiai.
Kalbéti po vienq.
Atvykti laiku ir nusiteikti mokytis ir pasiruosti visas tam reikiamas priemones

Nesinaudoti mobileisiais telefonais ir kitais elektronineis prietaisais, kurie pamoky
metu turi bati iS jungti.

Kiekvienq kartq vykdykite visus mokyklos darbuotojy nurodymus. Jei manote, kad su
Jumis buvo pasielgta nesqzZiningai, kreipkités | savo auklétoja, kuris padés rasti
sprendimaq.

Dél Sios sutarties visos mokyklos vardu sutaré mokiniai, darbuotojai ir administracija.
Ji bus perzilGrima kasmet birZelio mén.



M3G3 Prezentacija — Specialiejiugdymosi poreikiai
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Trainee to Trained Teacher
3 modulis — Mokvtis padedantis elgesvs

ir specialieii ugdvmosi poreikiai
Specialieji ugdymosi poreikiai
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Specialieji poreikiai — kas tai yra?

Terminas “specialiell uedvmosi poreikial” susijes suvaikais, kurie turi mokymosi sunkumy
arnegalig, kuriapsunkina jo mokymasilyginant su dauguma panasaus amziaus vaikuy.

Medicininés prieZastys:

= Specifineés ligos, tokios kaip veiZys, ar salygos, tokios kaip astma
Negalia:

+  Mokiniai nejgaliyjy vezymeliuose, regejimo ar klausos sutrikimai, celebrinis paralyZius
Elgesio sutrikimai:

* Socialinés aremocines priezgstys, ADHD ir kt.

Vystymosi priezastys:

= autizmas, Dauno sindromas ar kitos protines negalios
Mokymosi sutrikimai:

= disleksija, mokymosi sunkumai, Zemas 1Q

Emocinés prieZgstys

*+ nerimas, depresija ir kt.

-Erasmus+ i -l



Strategijos, padedancios susidurus su
SUP?

* Specialios mokymosi programos

* diferencijavimas

* Papildoma mokytojo ar asistento pagalba

* Darbas mazesnése grupése

* Tvarkos palaikymas klaséje ir pertrauky metus

» Aktyviai dalyvauti klases veikloje ir padéti kitiems klaseje

* Padéti fizine ar psichologine negalig turintiems, pvz.
Valgyti, judéti po mokyklos teritorijg, pasinaudoti
tuoletu.

* Mokymasis pagal individualy planag

H Erasmus+ i -



Diferencijavimas

Dirbant su SUP mokiniais svarbiausia diferencijuoti darba
klaséje ir turéti atitinkmai jos valdymo plana.

PaziGrekite sj video: diferencijavimas
https://youtu.be/EQPe cl67No

Pateikite vieng ar Kelis pavyZdZius Kaip Jus diferencljUctumerLe savo velklg KIaseje
ir kaip mokiniai turéty dirbti kartu su SUP mokiniais?

Regos sutrikimai

autizmas

Déemesio sutelkimo problemos
Klausos sutrikimai

Disleksija

Erasmus+ i o



Individualizuotas mokymosi planas

Individualizuotame ugdymo plane galéty buti:

Maokiniy megiami - nemegiami dalykai, nerima mokiniams keliantys veiksniai
Mokiniy vertinimo kriterijai

Informacija apie individualy mokinio mokymosj plana, kaip jis bus
jgyvendinamas

Informacija apie tai kokia papildoma pagalba reikalinga mokiniams
Informacija apie tai kas ir kaip teiks papildoma pagalba mokiniams

Namy darby atlikimo tvarka, mokinio ir tévy pastebéjimai /komentarai dél
namy darby atlikimo

Informacija apie tai kaip bus prizidrima/perziarima kaip laikomasi individualaus
mokinio mokymosi plano

Tikslaiir laikas per kuri mokinys turi pasiekti nustatytus mokymaosi tikslus

IUP nustatytas IMMP turi btti "SMART", tai yra:

Specifinis/apibréztas, jog mokinys tikslai Zinoty kokiu tikslu jis mokosiir ko jis
siekia
Measurable (pamatuojamas), tam jog baty aiSku kada uzsibréitas tikslas

jgyvendintas r—

Lasmus+ T
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Individualus mokymaosi planas

Perziurekite pateiktus individualaus ugdymosi (IUP) ir individualaus
elgesio (IEP) planus:

* Kokias matote stipriasias Siy planuy puses?

* Kglus sitlytumete pakeisti?

Savarankiskai sukurkite IUP ar |EP vienam konkreciam pasirinktam
mokyniui.

“ Erasmus+

—




Erasm

Trainee to Trained Teacher
3 modulis — Mokyvtis padedantis elgesys
ir specialiejii ugdvmosi poreikiai

Specialieji ugdymosi poreikiai

- Erasmus+




M3G3 Pavyzdys — Elgesio skatinimo planas
XXXX mokyklos
ELGESIO SKATINIMO PLANAS

Mokini . Marius Klasé
okiniovardas 8CIB

Posédzio
Data: 15t July XXX L. JS
pirmininkas

Zmonés, dalyvave susitkime sudarant plana: Marius, Mariaus mama, TM (Mariaus klasés auklétoja) ir
mokyklos psichologas

Tikslas: (ilguoju laikotarpiu)

Pataisyti mokinio elgesj, iriSvengti iSmetimo i$s mokyklos

Pagrindinés proglemos yra:-

Marius ir toliau demonstruoja destruktyvy irmokytis trukdantjelgesjbeveik visose pamokose. Jo mokymosi
pasiekimaiyraisties Zemi daugelyje mokomuyjy dalyky. Jis lengvai pasiduoda blogam kity elgesiui, jjlengva
iSvestiis pusiausvyros.

Marius praleido tris dienas atskirtas nuo klasésirsulaukta 19 skundy dél jo elgesio.

Lankomumas: Mariaus lankomumas yra 88.8% mazZesnis, nei vidurkis.

Pagalbos strategija:

Tikslas:

Laikytis mokymosi kontrakto

Pasitelkus visy pagalba tris savaites negautijokiy drausmés pazeidimy.

Veiksmai: (padedantys pasiektitikslus)
Seima:
1. Testi bendradarbiavimasu mokyklgirtoliau palaikyti Mariy siekiant laikytis Sio plano.

2. Namuose priminti mokymosikontraktg ir Mariaus pareigas bei atsakomybes.

3. Viengkartg per savaitesusisiekti su klasés auklétoja.




4. Skirti papildomo laiko namuose padirbétisuangly kalba ir matematika.

Marius:
1. Laikytisteigiamos nuostatos ne tik jpamokas, betirj darbg jose.
2. Laikytis mokymosi kontrakto —laikytis duoty nurodymyis pirmo karto.
3. Paprasytiirpriimti pagalbg, kai jos reikia.

4. Pamokose elgtis pagarbiaisu klasés draugaisiriSvengtitrukdziy.

Mokykla:

1. Stebésirrinksinformacijgapie Mariaus elgesjmokykloje (Klasés auklétojas).

2. Viengkartg per savaite susisieks su Mariaus Seimairinformuos apie esamg padétj. (Klasés
auklétojas).

3. Suteiktigalimybe papildomai pasimokyti dalyky, kuriuose Mariui reikia pasitemptidél presto
lankomumo.

4. Viengkartgper savaite sudarys Mariui galimybevisus su elgesiu susijusius klausimus aptarti su
klasés auklétoju.

Stebésena: nusiZzengimy ataskaitos

pagalbos planas

Kito posédzio data: Penktadienis XXX




M3G3 Pavyzdys - Individualus mokymosi planas

Teiginys

Tikslas

Strategijos ir priemonés reikalingos tikslui pasiekti

Mokytojo atliekami darbai stebintir
fiksuojant mokinio progresa

Sékmes kriterijai

*|Svystyti mastymo

Atlikti uzduoti be

* Duoti vieng uzduotj padaryti savarankiskai kiekvienoje pamokoje ir

X bus pateiktassarasas darby, kuriuos X

75% skirto laiko X

irklausymosi suaugusiojo pagalbos. paaiskintiX, kad jei suaugusieji uzsiéme, ji turiuzduotj pradéti iSbrauksis saraso, kada sékmingaiatliks geba atliktiuzduotis
gabéjimus. savarankiskai. vieng ar kitg uzduotj. savarankiskai
*[Svystyti jos *Pagirti X, jeigu uzduotisbuvo atlikta
socialinius *Paaiskinti X, jog savarankiskas uzduoties atlikimasyra puikus dalykas, Mokytojakasdien fiksuoja X mokymosi
jgadzius. nes mokytojasnegali visiems mokiniams skirtivienodai démesio. progresg jos mokymosiaplanke.

*Atlikite Zaidima vaidmenimis, kurio pagalba X suprasty, jogtamtikras

aktyvus dalyvavimas gali batijam nenaudingas, o nedalyvavimasgalibati

naudingas.
*[Svystyti jos Parasyti trumpa istorijg su | *PateiktiXsarasgsu galimomisrasinio temomisir sakiniais, kurie turi bati | X bus pateiktassarasas darby, kuriuos X Gebés paradyti dvi
skaitymo irragymo, | jvadu, déstimu ir pabaiga. | panaudoti tekste. Siinformacija X turi batilengvai pasiekiama, kaiji radys | isbrauksié sarao, kada sekmingaiatliks istorijas sujvadu,
skaiciavimo rasinj. vieng ar kitg uzduotj. déstymu ir pabaiga
gebéjimus *Padékite Xsukurti rasinélio ribas per jos struktara
*Vystyti jos *Jeigu reikalia, suteikite X papildoma pagalba. Mokytojakasdien fiksuoja X mokymosi
gebéjima *Priminti X, kad rasant rasinélj ji turi naudotis pateiktais sakiniaisir progresa jos mokymosiaplanke.
koncentruotisir pasirinkti vienais pateikty temy.
siekti tikslo.
*Vystyti jos Mokeéti atlikti skaiciavimo | *Didinti Xkravj palaipsniui, nedarantspaudimo. Uzduotis sunkinti Mokytojakasdien fiksuoja X mokymosi Bent desimt karty
bendrinius veiksmus mintinai palaipsniui. progresa josmokymosiaplanke. atliks daugybos
skaitymo, rasymo, | nenaudojantskai¢iuotuvo | *Naudoti praktiSkasir naudingasuzduotis, kurios padéty X pasiekti jos X bus pateikta informacija apie jos veiksmus

ir skaiciavimo
gebéjimus.
*Vystyti jos
gebéjima
koncentruotisir
siekti tikslo

su dvizenkliais ir
trizenkliais skaitmenimis.

tiksly

*pateiktiXsarasa papildomy uzduociy, kuriuos X turi atlikti siekdama
savo tikslo.

* Jeigu reikia, suteikti X papildoma pagalba.

mokymosi progresa:

*be vertinimo

*su jvertinimu

Tai padés Xgeriau jsisavinti jos padaryta
progresa ir identifikuotitobulintinas vietas.

nesinaudodama
skaiciuotuvu.




M3 Vertinimo lapas

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti j toliau pateiktus klausimus jvertinant modulio “Mokytis padedantis

elgesys ir specialieji ugdymosi poreikiai” mokymus. NuoSirdUs jusy atsakymai padés mums

tobulinti Sio modulio mokymus ir medziaga. Labai dékojame uz skirtg laikg!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra zemiausias, o 6

auksciausias jvertinimas. Jusy nuomone atspindintj atsakyma pazymeékite kryzeliu (x).

Jusy pareigos

Kita — jrasykite

Praktikantas/ pedagoginiy studijy studentas L]

Jasy lytis Pradedantysis mokytojas L]
Vyras | L] | Moteris | [] Patyres mokytojas L]
[]

Komentaras

Kaip jvertintuméte mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i savo profesinés veiklos perspektyvos?

Ar mokymai pateisino jlsy likescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




1 dalis — Mokymasi_skatinanti aplinka
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS suprantu skirtuma tarp elgesio Ololololold
ir elgesio padedancio mokymuisi

AS$ suprantu, kaip sukurti OO0 |d|dg|dg|Od

mokymuisi palankig aplinkg

JaucCiuosi pajégus savo klaséje
sukurti mokymuisi palankig (oo |o|o|d
aplinka

Suprantu, kaip mokytojo
standarte apraSytas gaires apie Olololololo
mokymosi aplinkos karima taikyti
praktikoje

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

2 dalis — Klasés valdymas
Remdamiesi mokymais, kaip jvertintuméte savo supratimag Siose srityse:

1 2 3 4 5 6 Komentarai

AS sugebu identifikuoti skitingus | 1 | 0 |l O |l Ol O | O
elgesio tipus

AS suprantu, kodél pamokose
svarbu atsizvelgti j skirtingus O|d|o|(o|d|d
elgesio tipus

Labiau pasitikiu savimi
spresdamas jvairias klasés O jdjdpd
valdymo problemas

AS suprantu lukesciy, taisykliy ir
pastovumo svarbg kuriant O|o(d|g|o|od
mokymuisi palankig aplinkg

Jauciuosi pajégus savo klaséje
taikyti paskatinimais ir

pasekmemis grjstg elgesio Oy i a b
valdymo sistemag

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas




3 dalis — Specialieji ugdymosi poreikiai
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai
AS suprantu, kg reiskia turéti Olololololo
specialiyjy ugdymosi poreikiy
AS suprantu, kg reiSkia Olololololo

diferenciavimas

Labiau pasitikiu savimi , praktikoje
taikydamas dieferenciavima, kai Olololololo

ugdymosi poreikiais

AS suprantu individualaus OlololololO

mokymosi plano prasme

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

Dékojame uz Jusy atsakymus ir skirtg laikg!




4 MODULIS

Mokiniy
Pasiekimai ir pazangos
matavimas

TURINYS:

M4 Mokymy programa — Mokiniy pasiekimai ir pazangos matavimas
M4 Prezentacija - Mokiniy pasiekimai ir pazangos matavimas

M4 Priedas A

M4 Priedas B

M4 Priedas C

M4 Priedas D

M4 Priedas E

M4 Priedas F

M4 Vertinimo lapas



M4 Mokymy programa

Modulis Modulio tikslas Veiklos ir priemonés Priemonés Rezultatas
4 modulis Modulio tikslas — Jzanga Modulio tikslai ir uzdaviniai
parodomi naudojant pateiktj arba
Mokiniy Padéti mokytojams susikurti savo Lektorius pristato modulio tikslus uzraSomilentoje (dideliuose
pasiekimai ir kasdienés veiklos klaséje gaires, ir uzdavinius (10 min.). lapuose).
pazangos kaip paskatinti, fiksuoti ir vertinti
matavimas kiekvieno mokinio mokymosi Praktiné uzduotis Nr. 1 Sukarpytos pratimo kortelés i$

pazangg (atsizvelgiant j Salies ir
konkreCios mokyklos kontekstg).

Modulio uzdaviniai -

1. Identifikuoti veiksnius, kurie
egzistuoja ir yra svarbus
musy Salyje kalbant apie
mokiniy pasiekimy vertinimg
(nacionaliniu ar regiono
lygiu).

2. Apsibrézti mokyklos
bendruomenés tarpusavio
komunikavimo budus ir
formas, kurie padéty
uztikrinti kiekvieno mokinio
mokymosi pazanga.

3. Identifikuoti su mokiniy
vertinimu susijusias savo
stiprigsias ir tobulintinas
profesinés veiklos sritis.

Dirbdami grupése gautus teiginius
sugrupuokite pagal tai, kokj
poveikj (nuo didZiausio iki
maziausio) jie turi mokiniy
pasiekimams (15 min.).

Lektorius pristato poveikio
barometrg ir parodo moksliniy
tyrimy duomenis (pagal J. Hattie).
Lektorius pakvieCia diskusijai:
kuriems veiksniams dalyviai
pritaria, o kuriems ne (20 min.).

Lektorius pristato pirmajj Sio
modulio uzdavin;.

Praktiné uzduotis Nr. 2
Dirbdami grupése pagalvokite
apie pagrindinius instrumentus,
kurie yra naudojami musy Salyje
matuojant ir vertinant mokiniy
mokymosi pazangg (20 min.).

Kiekviena grupé pristato savo
rezultatus, kitos grupés prasomos
papildyti. (25 min.).

Priedo A (vienas komplektas
vienai grupei)

6-8 pateikties skaidrés

IndividualGs lapai i$ Priedo B.
Kiekvienai grupei po didelj lapg
popieriaus rezultatams pristatyti.

11-13 pateikties skaidrés

IndividualUs lapai i$ Priedo C.




Lektorius pristato antrgjj Sio
modulio uzdavinj ir pristato 3A
modelj (10 min.).

Praktiné uzduotis Nr. 3.1
Atsakydami j klausimus
galvokite apie savo mokinius:
A sritis — Kaip kiti mokyklos
bendruomenés nariai (tévai,
mokytojai, socialiniai darbuotojai,
psichologai, mokyklos
administracija ir kt.) jums gali
padéti iSsiaisSkinti kliGtis, su
kuriomis susiduria jusy mokiniai?
B sritis — Kaip siekiant kiekvieno
mokinio pazangos jus galite
padéti savo kolegoms?

C sritis — Kaip siekiant kiekvieno
mokinio mokymosi pazangos gali
bendradarbiauti visa mokyklos
bendruomené? (15 min.)
Praktiné uzduotis Nr. 3.2
Dirbdami grupése aptarkite
konkrecius budus ir metodus, dél
kuriy mokyklos bendruomenei
vertéty susitarti, siekiant didesnes
mokiniy mokymosi pazangos (20
min.).

Kiekviena grupé pristato savo
rezultatus, kitos grupés praSomos
papildyti. (25 min.)

Lektorius pristato tre€gjj Sio
modulio uzdavinj (5 min.).

IndividualGs lapai i$ Priedo D.
Kiekvienai grupei po didelj lapa
popieriaus rezultatams pristatyti.

16-17 pateikties skaidrés
IndividualGs lapai i$ Priedo E.

19-20 pateikties skaidrés

IndividualGs lapai i$ Priedo F.




Praktiné uzduotis Nr. 4

Dalyviai uzpildo klausimyng apie
mokytojo elgesj klaséje, kuris
reikalingas siekiant paspartinti
mokiniy pazanga. Jsivardina sritis,
kuriose jauCiatés stiprus, o kurias
turéty patobulinti? (15 min.)
Lektorius papraso dalyviy
pasidalinti savo stipriosiomis
pusémis. Dalyviai diskutuoja, kaip
baty galima patobulinti
tobulintinas sritis. (15 min.)
Lektorius primena Sio modulio
tikslg (5 min.).

Praktiné uzduotis Nr. 5

Dalyviy praSoma pagalvoti apie
pagrindinius savo kasdienés
veiklos budus, kurie padéty siekti
mokiniy pazangos. Kaip
nacionalinis lygmuo ir susitarimai
vietos bendruomenéje veikia jy
kasdienj darbg klaséje? (25 min.)
Lektorius paskatina pasidalinti
savo rezultatais. Kg naujo
suzinojote apie savo profesine
veiklg? (25 min.)

Dalyviams parodomas video
filmukas apie 8 gero mokytojo
nuostatas.

Lektorius pakvie€ia visus dalyvius
pasidalinti Siandien iSmoktais
dalykais ir §io modulio refleksijai.

22 pateikties skaidré

Video nuoroda

http://visible-
learning.org/2014/08/john-hattie-
mind-frames-teachers/




M4 Prezentacija

Erasmuz
o 44

Trainee to Trained Teacher
4 modulis — Mokiniy pasiekimai ir
pazangos matavimas

RSl Erasmus+



Mokiniy pasiekimai ir pazangos matavimas

MUSUY SALYJE EGZISTUOJANTI SISTEMA

AN

NACIONALINIS LYGMUO

(@),

KASDIENE MOKYTOJO
VEIKLA KLASEJE

MUSU BENDRI SUSITARIMAI



KOKS YRA MANO VAIDMUO?




Mokiniy pasiekimai ir pazangos matavimas

MODULIO TIKSLAS:

Padeéti mokytojams susikurti savo kasdienés veiklos
klaséje gaires, kaip paskatinti, fiksuoti ir vertinti
kiekvieno mokinio mokymosi pazangg (atsizvelgiant
j Salies ir konkreCios mokyklos kontekstg).




Praktine uzduotis Nr. 1 rriceasa)

Dirbdami grupése gautus teiginius
sugrupuokite pagal tai, kokj poveikj (nuo
didziausio iki maziausio) jie turi mokiniy
pasiekimams.



Poveikio barometras (3altinis: J. Hattie, 2009)

d=0.15- 0.4
Tipinis mokytojy
efektas mokiniams,
d =0.0-0.15 kurio galima tikétis
per vienerius
mokslo metus

Tai mokiniai
gali pasiekti ir
be mokyklos

Poveikis




1 DALIS
MOKINIY PASIEKIMAI IR MOKYMOSI PAZANGA

NACIONALINIS LYGMUO

Identifikuoti veiksnius, kurie egzistuoja ir yra
svarbus musy Salyje kalbant apie mokiniy pasiekimy vertinimg
(nacionaliniu ar regiono lygiu).



Praktine uzduotis Nr. 2 rricsss)

Dirbdami grupése pagalvokite apie
pagrindinius instrumentus, kurie yra
naudojami masy salyje matuojant ir
vertinant mokiniy mokymosi pazanga.



2 DALIS
MOKINIY PASIEKIMAI IR PAZANGOS MATAVIMAS

MOKYKLOS
BENDRUOMENES LYGMUO

Apsibrézti mokyklos bendruomenés tarpusavio
komunikavimo bldus ir formas, kurie padéty uztikrinti kiekvieno mokinio
mokymosi pazanga.



Mokiniy pasiekimai ir pazangos
matavimas
3P MODELIS gattinis: s. Blandford)

Paskatos - mokytojali, mokiniai, tevai

Prieinamumas - Su kokiomis mokymosi
kliGtimis susiduria kiekvienas moKinys ir
kaip juos panaikinti?



Mokiniy pasiekimai ir pazangos
matavimas
3P MODEL (sattinis: s. Blandford)

PASIEKIMAI PRIEINAMUMAS
- pasiekimai/ rezultatai, - [sitraukimas,
- sékminga patirtis, - kylantys barjerai,
-pazanga. Sgrasas nera  -galimybes,
PP -da as.
baigtinis:
PASKATOS
- motyvacija,

- pomegiai,
- saves suvokimas,
- self — efficacy.



Praktiné u2du0tis NI'. 3.1 (Priedas C)

Atsakykite | klausimus galvodami apie
savo mokinius:

— Kaip kiti mokyklos bendruomenés nariai

(tévai, mokytojai, socialiniai darbuotojai, psichologai,
mokyklos administracija ir kt.) jums gali padeti issiaiskinti
klititis, su kuriomis susiduria jasy mokiniai?

— Kaip siekiant kiekvieno mokinio pazangos jus
galite padéti savo kolegoms?

— Kaip siekiant kiekvieno mokinio mokymosi

pazangos gali bendradarbiauti visa mokyklos
bendruomené?



Praktine uzduotis Nr. 3.2 riecdas o)

Dirbdami grupése aptarkite konkrecCius
bldus ir metodus, del kuriy mokyklos
bendruomenei vertéty susitarti, siekiant
didesnés mokiniy mokymosi pazangos.



3 DALIS
MOKINIY PASIEKIMAI IR PAZANGOS MATAVIMAS

MOKYTOJO LYGMUO

SI0S DALIES TIKSLAS. Identifikuoti su mokiniy vertinimu susijusias savo
stiprigsias ir tobulintinas profesinés veiklos sritis.



Mokiniy pazanga. Ka turi daryti mokytojas?

,JSivaizduokime, kad mokiniai ir mokytojas
atsiduria tamsiofje oloje, kurioje vienas asmuo
turi zibintuvelj. Tas asmuo yra vedlys, nors ir
laikinal. Jis paSviecia kelia, kol visi randa is€jimg
IS tamsos.”

Saltinis: S. M. Brookhart, 2008



Praktine uzduotis Nr. 4 rrices s

Uzpildykite klausimyng apie mokytojo elges;j
klaséje, kuris reikalingas siekiant
paspartinti mokiniy pazanga.

Kuriose IS sriCiy jauciatés stiprus, o kurias
turétuméte patobulinti?



4 DALIS
MOKINIY PASIEKIMAI IR PAZANGOS MATAVIMAS

KOKS YRA JUSU VAIDMUQ?

APIBENDRINIMAS

SI0S DALIES TIKSLAS. Susikurti gaires, kaip paskatinti, stebéti ir vertinti
kiekvieno mokinio pazangg (atsizvelgiant j Slies ir mokyklos kontekstg).



K3 as zinau apie mokiniy
mokymasi? (Uzduotis nr.1)

K3 as zinau apie Svietimo sistema
savo Salyje? (Uzduotis nr.2)

K3 as zinau apie susitarimus savo
mokyklos bendruomenéje?
(Uzduotis nr.3)

K3 as zinau apie savo veiklg?
(Uzduotis nr.4)

Kaip Sie

aspektai daro
itakg Jusy
kasdienei

veiklai klaséje

?



Praktine uzduotis Nr. 5 rriceas

Pagalvokite apie pagrindinius savo
kasdienés veiklos bldus, kurie padéty
siekti mokiniy pazangos.

Kaip nacionalinis lygmuo ir susitarimai vietos
bendruomenégje veikia jusy kasdienj darbg
klaséje?



© N O O KW

8 gero mokytojo nuostatos

(Sa/tinis: Hattie, J., visible-learning.org)

Pagrindiné mano uzduotis jsivertinti savo indélj mokiniy mokymosi
sekmei ir pasiekimams.

Mano mokiniy mokymosi sekmes ir nesekmes kalba apie tai, kg
darau as. AS esu pokyciy agentas.

Stengiuosi daugiau kalbéti apie mokymasi, nei apie mokyma.
Mokiniy rezultatai — mano veiklos atspindys.

Mokinu remdamasis dialogu — ne monologu.

Megaujuosi iSStkiais ir niekada nesustoju siekti geriausio.

Mano pareiga puoseléti gerus santykius klasé€je ir bendruomenéje.
Su kitais kalbuosi apie mokymasi.
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M4 Priedas A

KAS PADEDA PASIEKTI AUKSTESNIY MOKYMOSI REZULTATY? (Pagal J. Hattie, 2009)

Saves jsivertinimas Elgesys klaséje Grjztamasis rysys

Metakognityvinio mokymosi Aiskinimas sau/saves

Mokytojo — mokini kiai
okytojo —mokinio santykial strategijos klausinéjimas

Problemysprendimu paremtas Mokymasis bendradarbiaujantvs.

mokymas individualiai Tévy dalyvavimas

“Erasmus+ i 5




Lukesciai

Socialiniy jgudziy programos

Mokyklos vadovas/ mokyklos
lyderiai

Grupavimas pagal gebéjimus
gabiems mokiniams

Namuy darbai

Vasaros mokymasis

Klasés dydis

Grupavimas pagal gebéjimus

Lytis

Jungtinés klasés/skirtingo
amziaus vaikai

Atviros vs. tradicines mokymosi
erdves

Televizorius




M4 Priedas B

MOKINIY PASIEKIMU IR PAZANGOS SISTEMOS MUSU SALYJE

-Erasmus+ iy

T &

T

Duomenys

Tikslai

Vertinimas
(formalus/
neformalus)

Grjztamasis rysys
(mokiniams/tévams)

Isivertinimas
(mokytojy/ mokiniy)

NACIONALINIS
LYGMUO




MOKYKLOS BENDRUOMENES BENDRADARBIAVIMAS

K
Y

“Erasmus+ i -

T



M4 Priedas D

“Erasmus+ o

MOKINIY PASIEKIMY IR PAZANGOS SISTEMOS MUSY MOKYKLOS BENDRUOMENEJE

T 8 2

T

Duomenys

Tikslai

Vertinimas
(formalus/
neformalus)

Grjztamasis rysys
(mokiniams/tévams)

|sivertinimas
(mokytojy/ mokiniy)

MOKYKLOS
BENDRUOMENES
LYGMUO




T &

M4 Priedas E -Erasmus-f- ot

MOKYTOJO GEBEJIMAI STIPRINANT MOKINIY MOKYMOSI
PAZANGA

Galvodami apie savo kasdienine veiklg klaséje, jsivertinkite kiekvieng pateiktg teiginj nuo 1 iki 5
baly, kur 1 — niekada, 2 — retai 3 - kartais,4— daZnai, 5 — beveik visada.

. DUOMENYS
1. Skiriu laiko geriau pazinti savo mokinius (jy pomégius,
interesus, hobius ir kt.);
2. Renku informacijg apie kiekvieng mokinj, kuri padéty siekiant jo
pazangos;
3. Tam kad geriau pazin€iau savo mokinius bendradarbiauju su jo
tévais, kolegomis ir jo bendraamziais;
4. RuoSdamasis bisimoms pamokoms iSnagrinéju iki tol turimus
mokiniy mokymosi rezultatus;
5. AS atpazjstu, kai mano mokiniai yra susikrimte ar kas nors juos
neramina;

Bendra tasky suma

Il. TIKSLAS

1. Saw planus koreaguoti atsizvelgdamas jtrumpalaike ir ilgalaike
perspektyvas.
2. Mano mokiniai Zino ir supranta savo mokymosi tikslus ir uzdavinius ;
3. Mano pamoky uzdaviniai yra konkretis ir pasiekiami;
4. Savo pamokose a$ nuolat primenu mokymosi tikslus;
5. AS skatinu savo mokinius nusistatyti asmeninius savo
mokymosi tikslus: “Kg a$ Siandien siekiu imokti?”;
Bendratasky suma

lll. VERTINIMAS

1. Kiekvienai uzduogiai numatau aiskius ir konkregius vertinimo

kriterijus;

2. Mano pamokose mokiniai zino ir supranta vertinimo kriterijus;

3. Pamokos metu a8 daznai primenu vertinimo kriterijus savo

mokiniams;

4. Mano vertinimo kriterijai padeda mokiniams pasiekti iSsikelty

mokymosi tiksly;

5. Savo mokinius mokau vadovautis vertinimo kriterijais;
Bendratasky suma

IV. GRJZTAMASIS RYSYS

1. Siekiu, jog mano griztmasis ry§ys mokiniams baty konstruktyws;
2. Mano suteiktas griztamasis ry3ys leidZia mokiniams identifikuoti sritis,




kuris jiems reikéty patobulinti;

3. Grjztamajj ry§j suteikiu jvairiomis formomis (rastu, ZodZiu ir kt.);

4. AS turiu sistema, kaip kiekvienam vaikui suteikti individualy grjZztamajj
rys;

5. AS turiu efektyvius bldus, kaip informuoti téwus apie jy vaiky
mokymasi;

Bendratasky suma

V. ISIVERTINIMAS

1. A8 skatinu mokinius pateikti pragjstus argumentus saves vertinimui.

2. Mano mokiniai jsivertinimui taiko jvairius metodus;

3. Po pamokos a§ apmgstau misy mokymosi procesg ir kaip
kiekvienam mokiniui sekasi siekti jo mokymosi tiksly;

4. A8 nuolat ieSkau naujy $altiniy ir metody, kurie padéty mano
mokiniams efektyviau iSmokiti;

5. Kirybiskumas ir atkaklumas padeda man jveikti kylan&ius i$§akius;

Bendra tasky suma

NUSIBRAIZYKITE ASMENIN] SAVO GEBEJIMU PROFIL].

DUOMENYS

TIKSLAI

VERTINIMAS

JSIVERTINIMAS

GRJZTAMASIS RYSYS



M4 Priedas E

MOKINIY PASIEKIMU IR PAZANGOS SISTEMOS MANO KLASEJE

T &

-Erasmus-f- o

T

Duomenys

Tikslai

Vertinimas
(formalus/
neformalus)

Grjztamasis rysys
(mokiniams/tévams)

Isivertinimas
(mokytojy/ mokiniy)

MOKYTOJO
LYGMUO
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M4 Vertinimo lapas B

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti j toliau pateiktus klausimus jvertinant modulio “Mokiniy
pasiekimai ir pazangos matavimas” mokymus. NuoSirdis jusy atsakymai padés mums
tobulinti Sio modulio mokymus ir medziagg. Labai dékojame uz skirtg laika!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra zemiausias, o 6

auksciausias jvertinimas. Jusy nuomone atspindintj atsakyma pazymeékite kryzeliu (x).

T

Jusy pareigos

Kita — jrasykite

Praktikantas/ pedagoginiy studijy studentas L]

Jusy lytis Pradedantysis mokytojas L]
Vyras [ ] | Moteris | L] Patyres mokytojas L]
[]

Komentaras

Kaip jvertintuméte mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i$ savo profesines veiklos perspektyvos?

Ar mokymai pateisino jusy lukescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai
AS galiu jvardinti pagrindinius
dalykus, kaip mano Salyje Olololololo
matuojamas mokiniy mokymosi
pazanga

AS Zinau pagrindinius susitarimus
savo mokykloje, kaip stebime ir Olololololo
fiksuojame kiekvieno mokinio
pazanga

AS galiu jvardinti bent kelis
metodus, kiap mes Olololololo

bendradarbiaujame dél kiekvieno
mokinio mokymosi sékmés

AS suprantu formuojamojo

vertinimo svarbg siekiant Olololololo
kiekvieno mokinio mokymosi

sékmeés

AS Zinau daugiau budy, kurie gali

turéti teigiamos jtakos mano O|o(d|g|o|od

mokiniy mokymuisi

AS geriau suprantu savo
stiprigsias ir tobulintinas veiklos OlololololO
klaséje vietas siekiant kiekvieno
mokinio pazangos

AS geriau suprantu, kaip siekiant
kiekvieno mokinio mokymosi
sékmes tobulinti savo veiklg oo |gd|d|d
klaséje atsizvelgiant j Salies ir
misy mokyklos konteksta

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

Dékojame uz Jusy atsakymus ir skirtg laikg!




5 MODULIS

Koucingas ir mentorysté

TURINYS:

M5 Modulio programa — Koucingas ir mentorysté
M5 Prezentacija

M5 PasiruoSimo uzduotis

M5 Koucingo ir mentorystés gairés

M5 Kouc€ingo ir mentorystés apibrézimai

M5 Kouc€ingo scenarijus

M5 Venno diagrama

M5 Vertinimo lapas



M5 Modulio programa — Koucingas ir mentoryste

Mokymy Mokymy modulio tikslai Veiklos ir iStekliai IStekliai
modulis

Modulis Nr.5 | Dalyviai: Uzduotis pries pradedant mokymus — dalyviai

Kouc€ingas ir | - Supras skirtumus tarp koucingo ir perskaitys dokumentg pavadinimu “PasiruoSimo

mentorysté mentorystés uzduotis”

Jvardins jgudzZius ir gebéjimus,
reikalingus kouceriui ir/ar mentoriui
Susipazins su koucingo modeliu,
kurj galés naudoti praktikoje
Vertins kada naudoti kou€ingg, o
kada mentoryste

Jzanga
Mokymy vedantysis paaiSkina Sios sesijos tikslus (5
min)

Mokymy vedantysis pakvieCia dalyvius surasyti
klausimus, j kuriuos nori gauti atsakymus, ir uzklijuoti
juos ant flip-charto lapo. Klausimai sugrupuojami pagal
tipus. Vedantysis vis grjzta prie klausimy einant dienai.

Kas yra koucingas ir mentorysté? Vedantysis jZkvieCia
dalyvius dirbti porose sudéliojant apibtdinimus pagal
prioritetus — Si uZduotis yra 2 lape. Tai turéty pradéti
diskusijg apie kou€ingg ir mentoryste (Tai deimanto 9
pratimas)

Tikslai PowerPoint
prezentacijoje arba
uzrasomi ant flip-charto.

Post-It lapeliai

2 puslapis CUREE
sistemos, apibldinimai
sukarpyti pavieniui.

Dalyviai:

Supras skirtumus tarp koucingo ir
mentorystés

Jvardins jgudZius ir gebéjimus,
reikalingus kouceriui ir/ar mentoriui
Susipazins su koucingo modeliu,
kurj galés naudoti praktikoje
Vertins kada naudoti kou€ingg, o
kada mentoryste

1 dalis
Kokiy gebéjimy reikia koucingui ir mentorystei?

Vedantysis pasidalina jvairiais kou€ingo ir mentorystés
apibréZimais. Dalyviai dirba dvejose grupése. Pirmoji
grupé A stengiasi sudélioti kokiy gebejimy reikia
koucingui, antroji grupé B stengiasi sudélioti kokiy
gebéjimy reikia mentorystei.

Dalyviai pasitikrina savo mintis su 4 puslapyje CUREE
sistemoje pirmomis 2 kolonomis ,Mentoriai® ir

Vedantysis pasitlo
Koug€ingos ir
Mentorystés apibrézimy
lapa.

Vedantysis pasitlo lapus 4




~opecialisty kouceriai“, bei pristato savo jZvalgas vieni
kitiems.

puslapio iS CUREE
sistemos. Flipcharto lapai
ir rasikliai reikalingi darbui

Dalyviai:

- Supras skirtumus tarp koucingo ir
mentorystés

- Jvardins jgudZius ir gebéjimus,
reikalingus kouceriui ir/ar mentoriui

- Susipazins su kouc€ingo modeliu,
kurj galés naudoti praktikoje

- Vertins kada naudoti koucinga, o
kada mentoryste

2 dalis

Vedantysis primena skaitinius, kuriuos dalyviai skaité
prie$ sesijgir pristato GROW modelj, jo 4 dalis.

Parodomas video filmas, parodantis prastos kokybés
koucingo pokalbj. (Geriausia, jei Sis video buty rodomas
dalyviy gimtaja kalba)

Dalyviai dirba visi kartu aptardami koks yra GROW
modelio protokolas. Konfidencialumas, profesionalumas
ir t.t.

Pasiskirste po tris, dalyviai iSrySkina klausimus, kurie
padéty mokymuisi visose 4 GROW modelio dalyse.

Parodomas video filmas, parodantis aukStos kokybes
koucingo pokalbj, kuris buvo atliktas Carmel College,
JK.

Grupése po 3, kiekvienas dalyvis turi galimybe bt
kouceriu, turéti pokalbj su koucCeriu irbati stebinCiuoju
bei pateikti savo jZvalgas Kiekvienam Zmogui reikia
bent 15 minuciy iSbandyti kiekvieng vaidmen;j - ir laikas
taip pat turi bati nustatytas stebétojo grjiztamojo rysio
teikimui. Si dalis gali uZtrukti iki 1 valandos. Mokymy
vadovas gali klausytis grupiy, paskatinti naudingus
klausimus arba tiesiog sekti laikg.

Pakvieskite visus dalyvius pasidalinti mintimis apie tai,
ka jie patyré / iSmoko per Sig veikla.

Jei reikia, papildomos
,Uzduoties prie$ sesijg*
kopijos.

YouTube filmas, interneto
prieiga

Vedantysis uzraso ant flip-
charto lapo.

Vedantysis uzraso ant flip-
charto lapo.

YouTube filmas, interneto
prieiga

Grupéms pasitdloma
naudotis jau sukurtais
scenarijais arba patiems
iSkelti problemg koucingo
pokalbiui. Padalinamos
,Koucingo scenarijy*
kopijos




Dalyviai:

- Supras skirtumus tarp koucingo ir
mentorystés

- Jvardins jgudZzius ir gebéjimus,
reikalingus kouceriui ir/ar mentoriui

- Susipazins su kouc€ingo modeliu,
kurj galés naudoti praktikoje

- Vertins kada naudoti koucinga, o
kada mentoryste

Visi dalyviai kartu

1 veikla

Visoje grupéje padalinamos kortelés su koucingo ar
mentorystés apibldinimais. Dalyviai délioja juos ant
Venn diagramos, vaizduojancios 3 persidengiancius
skritulius ant flip-charto lapo. 3 skrituliai vaizuoja
blsimag mokytojg/pradedant] mokytojg, koucer;j ir
mentoriy — dalyviai délioja korteles atitinkamai ten, kur
jos geriausiai tinka. Taip par dalyviai gali pridéti
apibudinimus, kuriy troksta, uzrase ant tusciy lapeliy.
Dalyviai aiSkinasi, kodél jie sudéjo lapelius batent Siose
vietose.

2 veikla
Visa grupé ziari YouTube filma, kuriame pateikta
kou€ingo GROW modelio santrauka.

3 veikla

|sipareigojimai veikti — paskutinioji sesijos dalis. Visi
dalyviai sutinka praktikuoti GROW modelj su kolegomis
iki paskutinio mokymuy susitikimo.

Venn diagramos kortelés,
(sukarpytos po vieng),
papildomos tuscgios
kortelés, gumos prikllijuoti
lapelius, flip-charto lapas.

NUORODA j video fiimg

Dalyviams paduodamas
visas CUREE sistemos
paketas



https://www.youtube.com/watch?v=xNLRo3jWPcg

M5 Prezentacija

Trainee to Trained Teacher
5 modulis — Koucingas ir Mentorysteé

- Erasmus+



Tikslai

Dalyviai:
* Supras skirtumus tarp koucingo ir mentorystés

* Jvardins jgudzius ir gebéjimus, reikalingus kouceriui
ir/ar mentoriui

* Susipazins su koucingo modeliu, kurj galés naudoti
praktikoje

* Vertins kada naudoti koucingg, o kada mentoryste

r,r;,':"‘; .
- Erasmus+ by, 5



Pratimas , Deimantas 9

* Porose sudéliokite korteles pagal prioritetg j
deimanto formg i$ 9 korteliy.

* Ar visos poros sutinka tarpusavyje? Jei ne, kodél?

o —_— pats
svarbiausias

G MaZiausiai
svarbus

- Erasmus+ T‘l, 3



Koucingas ir Mentoryste —
koks skirtumas?

Viena grupé identifikuoja gebéjimus, reikalingus
koucingui

Kita grupe identifikuoja gebejimus, reikalingus
mentorystei

Palyginkite su aprasymais, pateiktais 4 puslapyje
pagrindinio dokumento ir padiskutuokite grupése

E |
T r? N 2,

-Erasmus+ iy



GROW - koucingo modelis

* Priminkite dalyviams uzduotj, atliktg pries Sig sesija
ir pridekite savo klausimus.

* Apsibrezkime protokolg, kaip mes dirbsime?
* Vaizdo jrasas - prastos kokybés koucingo pokalbis.

* Vaizdo jrasas - aukstos kokybés koucingo pokalbis.

- Erasmus+ i L




Koucingo sesija

* Grupese po 3: kiekvienas dalyvis turi galimybe bati
kouceriu, tureti pokalbj su kouceriu irbati stebinciuoju
bei pateikti savo jzvalgas.

* Kiekvienam zmogui reikia bent 15 minuc":iLt)i§bandyti
kiekvieng vaidmenj - ir laikas taip pat turi bati _
nustatytas stebétojo gg’itamojo rysio teikimui. Si dalis
Eali uztrukti iki 1 valandos. Molemq vadovas gali

lausytis ifUFilﬁ, paskatinti naudingus klausimus arba
tiesiog sekti laikg.

* Pakvieskite visus dalyvius pasidalinti mintimis apie tai,
ka jie patyre / iSmoko per Sig veikla.

- Erasmus+




Visiems dalyviams

* Padalinkite korteles, apibudinancias koucingg ir mentoryste.

Dalyviai korteles sudeda Venn‘o diagramoje, kurioje yra 3
junEiamieji ratai. 3 apskritimai apibrézia: busimas o
mokytojas/naujas mokytojas, kouceris ir mentorius. Dalyviai
deda korteles j vietas, kuriose jos geriausiai tinka. Jie gali
pridéti daugiau apibudinimy, kuriy, jy nuomone tuksta, ir
uZrasyti ant tusciy korteliy.

* PasiaiSkinkite kodeél dalyviai korteles sudéjo butet Siose
vietose

e https://www.youtube.com/watch?v=xNLRo3jWPcg

- Erasmus+ Rl T




M5 PasiruoSimo uzduotis

GROW modelis
Kas tai?

e Pasaulyje labiausiai zinomas kouCingo modelis, sukurtas 1980-aisiais

 Sis modelis remiasi klausimy uzdavimu ir skatinan&iu pozidriu, todél
juos galima naudoti su jvairiomis problemomis

¢ Naudojamas tlkstanciuose jmoniy, jstaigy ir asmeny

e Kouceriams reikia gery tarpasmeniniy jgudziy, kad jie galéty pasitlyti
efektyvig pagalbg

Kouc€ingo pokalbis vyksta pagal Sig seka (pagal GROW trumpinj):
Goals (tikslai), Reality (realybé), Options (galimybés), Will/Wrap
up (atsakomybé/valia veikti).

Tikslai. Si dalis paaiskina pageidaujama sesijos rezultatg ir uztikrina
ilgalaikj tiksly ir siekiy suvokima.

. Katu nori aptarti?

. Kokio tikslo sieki?

. Apie kg nori pasikalbéti?

. Kokio Sio pokalbio rezultato lauki?

. Koks bus geras Sio pokalbio rezultatas?

« Nuo ko norétum pradéti?

« IS kur zinosi, kad Sis pokalbis tau davé naudos?
« Kas turi pasikeisti?

. Kaip suzinosi, kad tai pasikeité?

- Ka nori geriau suprasti?

« IS kur zinosi, kad tai supratai?

« Ka nori patikslinti savo siekiuose?

. Kas yra taskas B, j kurj nori nueiti?

. Kokie yra konkretts klausimai, j kuriuos ieskai atsakymy?

Realybé. Sioje dalyje jvertinama dabartiné situacija ir nustatoma, kas
buvo daroma iki Siol.

« Kuo svarbus Sis klausimas?
. Kokig naudg gautum iSsprendes §j klausimg?
. Kokig situacijg Sis tikslas iSsprendzia?



. Kajau nuveikei, kad pasiektum §j tikslg?
. Kas jau veikia gerai, o kg reikia tobulinti?
. Ko triksta iki norimos situacijos?

. Kokius resursus jau panaudojai?

. Kagisbandei?

- Kaip apie Sig situacijg atsiliepia...?

. Kaip vertini Siuos atsiliepimus...?

Galimybés. Siame etape i$siaiskinamos galimybés ir strategijos, kaip
galima judéti j priek|.

- Kokiy jgudZziy Siai situacijai sprestijau turi?

« Kokios idéjos pirmiausia ateina j galvg?

. Jeitai bty ne tavo problema, kokiy pasitlymy turétum?
« Ka patartum kitam Zmogui? Kg patarty tau reikSmingas zmogus?
. Kokiy idéjy turétum jei taves nevarzyty jokie apribojimai?
. Kokios yra rizikingiausios idéjos Siam klausimui spresti?
. JeivisiSkai pasitikétum savo jégomis, kg darytum?

. Kas baty nejmanoma, taCiau Cia tikty?

« 18 kur gali pasisemtiidéjy?

. Kas galéty pametéti gery idéjy?

. Kaip kiti sprendzia tokius klausimus?

Valia veikti. Siame etape sukuriamas veiksmy planas ir pritariama
jsipareigojimui pasiekti nustatytus tikslus.

. Koks blty pirmas pats maZiausias Zingsnis?

« Nuo ko pirmiausia pradétum?

. Jeitau reikty zengti tik vieng zingsnj, koks ji bGty?
« Kokie paskesni zingsniai?

. Kas gali prisidétiar padeéti tau?

. Kokios pagalbos ar resursy tau reikia?

. Kaip atrodo visas planas bendrai?

. Kas labiausiai iSrysSkéja?

« Kokie veiksmy prioritetai rySkeja?

« Kokie pirmi trys veiksmai?

. Kas tau gali sutrukdyti?

- Kaip tokiu atveju elgsiesi?

. Kas tau suteiks energijosir kaip jg panaudosi?
. Kurie veiksmai tave labiausiai motyvuoja?



Kaip konkreciai paprasysi pagalbos, jei jos prireiks?
Kaip apdovanosisave sékmés atveju?

PATARIMAI:

. Tai néra baigtinis klausimy sarasas, taikykite klausimus priklausomai
nuo kliento déstomo turinio.

. Papildykite modeljsavais klausimais, kurkite naujus, labiausiai
tinkanCius jums ir jasy klientui.

. Vienu metu uzduokite vieng klausima, sulaukite atsakymo.

. Jeireikia, grjzkite | ankstesnius modelio etapus — jie gali bati taikomi
lanksCiai.

. Modelis gali bati realizuotas per vieng sesijg, bet gali testis ir per
kelias sesijas.

. Svarbiausia — Sis modelis yra tik orientyras. Sekite paskui klientg, o
ne paskui model;.

Tolesniam skaitymui:
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146-165.

* lves, Yossi; Cox, Elaine (2012). Goal-focused coaching: theory and
practice. New York: Routledge. ISBN9780415808958.
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Menotrystes ir kouCingo principai

Jungtinés Karalystés Svietimo departamentas pripaZjsta, kad bddai, kuriais naudojama mentorysté ir kougingas, priklauso nuo k onteksto.

Néra ketinimy jvesti vieng apjungiant] modelj. Pateikiami deSimt principy, pagrjsty moksliniais tyrimais ir konsultacijomis, apie kuriuos
rekomenduojama informuoti mentoriy ir kouCeriy programas mokyklose ir padéti didinti nuolatinio profesinio tobuléjimo poveikj mokiniy

mokymuisi.
Efektyvi mentorysté ir koucingas susideda is:

Mokymosi pokalbis

Struktdruotas profesinis dialogas, pagristas besimokanciojo profesinés
patirties jrodymais, kuriuose matomi jo jsitikinimai ir praktika, leidZiantys
juos apmastyti.

Samoningas santykis

Ugdyti pasitikéjima, rupestingai dalyvauti ir jautriai reaguoti j stiprias emocijas,
susijusias su giliu profesiniu mokymusi.

Mokymosi susitarimas
Sukuriamas pasitikéjimas sutariant santykio ribas ir pagrindinius susitarimus, kuriuose
apsisprendziama dél atskaitomybés ir galios galintys Kilti disbalansai.

Pagalbos i$ kolegy besimokanciyjy ir specialisty derinimas

Bendradarbiavimas su kolegomis, iSlaikant jsipareigojimg mokytis ir susieti
naujus pozidrius j kasdiene veiklg; Domintis specialisty patirtimi siekiant plésti
gebéjimus ir Zinias bei gerosios patirties bagaza.

Tikslingas asmeninis augimas

Augantis proceas, kuriame besimokantysis prisiima vis didesne atsakomybe uz
savo profesinj tobuléjima, jgudzius, Zinias ir sgmoninguma.

ISSOkingy asmeniniy tiksly nusistatymas

Nustatyti tikslus, remiantis tuo, kg besimokantysis jau zino ir gali daryti, bet
negaléjo pasiekti vienas, kartu atliepdami tiek mokyklos ir individualius prioritetus.

Supratimas, kodél veikia skirtingi poZitiriai

Tobulinti supratimg apie teorijg, kuri gridziama nauja praktika, kad bdty galima jg
interpretuoti ir pritaikyti kirtingiems kontekstams.

Pripazjstant mentoriy ir kouceriy privalumus

Atpazjstant ir panaudojant profesinj tobuléjimg, kurj mentoriai ir kouCeriai jgyja
mentoriaudami ir kou€indami.

Eksperimentavimas ir stebéjimas

Sukuriant mokymosi erdve, kuri padeda rizikuoti ir imtis naujoviy bei jgalina
besimokantjjj ieSkoti tiesioginiy jrodymy praktikoje.

Efektyvus iSkkliy naudojimas

Naudojant laikg ir kitus iSteklius karybiSkai siekiant apsaugoti ir palaikyti kasdien;
mokymasi, veiklg ir refleksijg

(CUREE).
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KA?

Pagrindinés sgvokos
'Vbntoryste ya struktdruotas ir ilgaaikis procesas, kuriuo

remiami profesionalis besimokantieji per svarbius jy karjeros
peréjim us.

Mentorysté pradzioje ya naudojama padéti besimokandajam,
prisjungiant naujoje mokykloje. Pradedantiems mokytojams tai taip pat
bina kartu irjvedimas &g profesija.

Mentorysté tobuléjant naudojama padéti besimokanciajam atliepti
naujos rolés isSikius, suprasti atsakomybes bei galimybes, kuros
atsiranda.

Mentorysté iSSikiams naudojama jgalinti besimokantjjj spresti
svarbius Kausimus, kuie gali trukdyti paZangai.

Mentorius yra patyreskolega, su reikalingomisziniomisir gebéjimais
Siai rolei. Jispadedaatrasti keliusj efektyvesnio asmeninio tobuléjimo
galimybes, siekdamas paremti besimokantjjj. Mentoriusatrenkamas
remiantisjy reikalingomiszZiniomisbei profesinius besimokanciojo
poreikiusbei darboaplinkg.

Besimokantysis ya asmuo, esantis naujoje ar konkrecioje i8kio
stadijoje savo profesinio tobuléjimo kelyje, kuris pats imasi inicatyvos
ar yra nukreipiamas | mentoryste.

Mentorysté apima veiksmus, kurie skatina veiksminga augima
keiGiant profesines roles, jtraukiant:

1. mokymosi tiksly iSkélimasirtobuléjimorémimas

2. didéjantibesimokanciojo atsakomybé uz savo mokymasi
3. aktyvus Kausymasis
4

modeliavimo, stebéjimo, aiSkinimosi iraptarimo praktikos
siekiant didintisgmoninguma

L

bendra mokymosi patirtis, pvz.: stebéjimasarvideo perzitra

6. rekomendacijy, griztamojo rysio teikimas, o kai reikia iraiskios
krypties nurodymas

7. perzilrairveiksmy planavimas

8. vertinimo irjsivertinimo praktika

9. tarpininkaujant jvairiai pagalbai

Mentorysté dazniausiai vyksta besimokanciojomokykioje, darbo
vietoje irtyliose erdvése, kurgalima konfidencialirefleksija.
Naujiemsmokantiesar bisimiems mokytojamstaip pat galimos
vietoskolegy kalsése, kur buso stebimospamokos.

Mentorysté yra naudinga specialistui, tik pradedan¢iam savo
karjerg, ar rySkiam karjeros pasikeitimui arypatingiems,

Specialisty kou€ingas ya suktiruotas ir igaaikis
procesas, jgainantis konkretaus besimokanciojo specifinio aspekto
tobuléjima.

Specialisty kou¢ingas naudojamas mokytojy ir mokyklose siekiant:

. perziGréti irtobulintijgyta patirtj

. vystyti irpraplésti mokymo irmokymosi repertuarg

3 parodyti iriSbandyti alternatyviasmokymo irmokymosi strategijas
. palengvinti tobuléjimg departamente ar mokykioje, kuriant

atvirumo kultdirg, pvz.: bendra profesinéspraktikos tarpusavio
paramairkritika.

Specialisty kouceriai ya kolegos profesionalai, turintys Zniy ir
patitie s, atitinkancios besimokanéiojo profesinius tiksus. Jie jgalina
besimokantjjj kontroliuoti savo mokymasi per neteisandus Kausimus ir
paramg. Kouceris gali bdti i$ tos pados institucijos ar kitos
organizacijos (pvz.: universiteto). Kouceriai dazniausiai ya pasirenkami
padiy besimokandéiuju.

Besimokantysis ya asmuo, kuis susiduria su spedfiniu mokymo,
mokymosi ar lyderystés iSlkiu, bei imasi inidatyvos ar jam pasiilomas
koudingas.

Specialisty koucingas apima veiksmus, kurie skatina veiksminga
augimg specifinio mokymo, mokymosi ar lyderystés aspekto
besimonadiajame, jtraukiant: support to darify leaming goals

1. sustiprinant besimokanciojo savo mokymosi kontrole

2. aktyvus Kausymasis

3. modeliavimo, stebéjimo, aiSkinimosi iraptarimo praktikos
siekiant didintisgmoninguma

4. bendra mokymosi patirtis, pvz.: stebéjimasarvideo perzitra

5. bendrasmokymosi, mokymo arlydersytés
planavimas, formuojamaspasitelkiant Kausinéjima

6. palaikoma perzidra ir veiksmy planavimas
7. pasidalijamosiospatirtiessvarstymasir refl eksija

Specialisty koucingas dazniausiai vyksta besimokanciojodarbo
vietoje, tylioje erdvéje, kurgalimakonfidenciali refleksija. Taidaroma,
kad baty lengviau stebéti irapmastyti besimokanciojo patirtj ir
eksperimentusnaujaismetodais.

Specialisty kouéingas naudingas spedalistui bet kuioje savo
kajeros stadijoje, taip pat plétojant gilesnj ir sudétingesnj supratimg
apie esamus ir naujus poZdrius.

Bendradarbiaujantis koucingas ya
struktiruotas irilgalaikis procesas tarp dviejy ar daugiau
besimokanciyjy, padedantis jiems jgyvendinti naujas Znias,
jgidzius i$ specialiy &atiniy kadienéje raktikoje.

Bendradarbiaujantis koucingas naudojamas mokytojy ir mokyklose
siekiant remti irpalaikyti savanori$kas stuktiruotas partnerystes,
kuiose kekvienas dalyvis naudoja specialias Znias kasdienéje savo
veikoje.

Tai palengvinatobuléjimgdepartamente armokykoje, kuriant
atvirumo kultdrg, pvz.: bendra profesinéspraktikostarpusavio
paramairkritika. Tai taip pat padeda tobulinti koueriy jgidZus.

Bendradarbiaujantys kouceriai yra besimokantieji, jsiparegoje
abipusiam mokymuisi bei teiki neteisianda pagalba vienas kitam,
remiantis savo patities pavyzdzais. Bendradarbiaujantys koucerai

lesko spedaliy Zniy, kuras jtraukty jsavo koudinima. Tai gali biti pateikta
per kursus, konsultanta, demonstracinéje sesjoje ar dokumente.
Bendradarbiaujantys kouceriai kiekvienas imasi koucerio rolés. Ir §
koudnimo bdda damiausiai asmenys patys pasirenka.

Bendradarbiaujantis koucingas apima veiksmus, kuie skatina
veiksmingg savo patities reflektavima, jtraukiant:

kuriant bendrg supratimg iSsikelty konkreciy tiksly
developing mutual understanding of specific goals

palaikant besimokan€iojosavo mokymosikontrole
aktyvus klausymasis
stebéjimo, aiskinimosi ir aptarimo praktikos siekiant didinti sgmoninguma

bendra mokymosipatirtis, pvz.: stebéjimas ar video perzitra

NP oo e N

bendras mokymosi, mokymoar lydersytés planavimas, formuojamas
pasitelkiant abipusj klausingimag

&

abipusis v eiksmyplanavimas

bendra mokymosipatirties, jrodymy, tyrimy arba alternatyviy praktikos
pav yzdziy analizé

Bendradarbiaujantis koucingas vyksta besimokanciyjy dabo \etoje, ,
tylioje erdvéje, kur galima konfidencialirefleksija. Dazniausiai abu
bendradarbiaujantyskouceriai stebi vienaskito darbg ir reflektuoja
savo irsavo bendradarbiaujanéio koucerioveikia.

Bendradarbiaujantis koucingas naudingas spedalistui bet kurioje
savo karjeros stadijoje, kuis naudoja specialias Znias savo praktikoje
ar bet kada, kai jam reika perZidréti irsustiprinti savo veikia.



Gebejimai, reikalingi menotrystei ir koucingui - mentoriaiand kougeriai moksta:

Mentoriai

@ N

10.

Kurti atidy rySj su besimokanciuoju ir dirba
pagal susitartg eigg, remiantis tikejimu ir
pastikéjimu

Modeliuoti patirtj per praktikg ir pokalbius
Sujungti gaires su jrodymais i$ praktikos ir moksliniy
tyrimy

Parodyti priéjimus pasinaudoti jvairiomis
galimybémis jgyvendinant skirtingus
besimokanciojo tikslus

Stebéti, analizuoti ir reflektuoti profesine patirtj
ir daryti tai aiSkiai

Teikti informacija ir griztamajj rysj, kuris jgalina
mokymasi i$ klaidy ir sekmiy

Auginti be simokanciojo profesinio mokymosi
kontrole

Naudoti atvirus klausimus samoningumui didinti,
tyrinéti jsitikinimus, kurti planus, suprasti pasékmes ir
ieSkoti bei rasti sprendimus

Aktyviai klausytis:

vertinti ir iSlaikyti tyla, kai reikia

susikoncentruoti batent j tai, kas buvo pasakyti

naudoti patvirtinan¢ig kino kalbg parodyti atkreipiant
déemesj

persakyti, kas buvo pasakyta, naudojant tuos pacius
zodzius norint sustiprinti, suteikti verte ir pertvarkyti

mastyma

Susieti patirtj su jvertinimo ir akreditavimo sistemomis

10.

Specialisty kouceriai

Kurti atidy rysjsubesimokan¢iuoju ir dirba
pagal susitartg eigg, remiantis tiké&jimu ir
pastikéjimu

Modeliuoti patirtj per praktikg ir pokalbius

Palengvinti prieiga prie moksliniy tyrimy ir jrodymuy,
skirty pedagoginei praktikai tobulinti

Pritaikyti veiklg pagal besimokantjjj

Stebeéti, analizuoti ir reflektuoti profesine patirtj ir
daryti tai aiSkiai

Teikti informacija, kuri jgalina mokymasi i$

klaidy ir sékmiy

Nuo pat pradziy skatintiasmeninjaugima
profesiniame tobuléjime

Naudoti atvirus klausimus samoningumui didinti, tyrinéti
jsitikinimus, kurti planus, suprasti pasékmes ir ieSkoti bei
rasti sprendimus

Aktyviai klausytis:

vertinti ir iSlaikyti tyla, kai reikia

susikoncentruoti bdtent jtai, kas buvo pasakyti

naudoti patvirtinan€ig kiino kalbg parodyti atkreipiant
déemesj

persakyti, kas buvo pasakyta, naudojant tuos
pacius zodzius norint sustiprinti, suteikti verte ir
pertvarkyti mastymag

Nustatyti ribas tarp koucingo ir kity formaliy santykiy

Besimokantieji ugdo Siuos savo gebéjimus:

Atsakyti proaktyviai j modeliuojamas patirtis siekiant
kuo geriau jgyti ir pritaikyti savo Zinias
Teigiamai atsakyti j klausimus ir pasitlymus i§ savo
mentoriaus

Prisiimti vis augancia aktyvia role sudarant savo
mokymos programg

Stebéti, analizuoti ir reflektuoti savo ir mentoriaus
patirtj ir daryti tai aiSkiai

Mastyti ir veikti saziningai tobulinant savo gebéjimus
ir supratimg

Ats akyti proaktyviai j modeliuojamas patirtis siekiant
kuo geriau jgyti ir pritaikyti savo Zinias
Profesionaliai aptarti patirtj ir pagrindines savokas su
kouceriu
Suprasti savo mokymosi poreikius ir tikslus bei
kurti strategijas, kurios atsiras dialogo metu su
specialisty kouceriu
Stebéti, analizuoti ir reflektuoti savo ir koucerio patirtj
ir daryti tai aiskiai
Mastyti ir veikti saziningai tobulinant savo gebéjimus
ir supratim g

10.

Bendradarbiaujantys kouceriai

Kurti atidy rysjsu besimokanéiuoju ir dirba pagal
susitartg eigg, remiantis tikéjimu ir pastikejimu

Remtis specialiais resursais stiprinant mokymasi
Remtis jrodymais iS praktikos ir moksliniy tyrimy,
padedanciais tobuleéti

Suprasti bendradarbiaujanéio koucinimo tikslus

Stebéti, analizuoti ir reflektuoti profesine patirt] ir
daryti tai aiSkiai ir interpretuoti tai kartu

Teikti informacija, kuri jgalina mokymasi i$

klaidy ir sékmiy

Mokytis abipusiskai su jsipareigojimu ir sgziningumu

Naudoti atvirus klausimus sgmoningumui didinti,
tyrinéti [sitikinimus ir jgalinti besimokantjjj reflektuoti

Aktyviai klausytis:

vertinti ir iSlaikyti tyla, kai reikia

susikoncentruoti batent jtai, kas buvo pasakyti

naudoti patvirtinancig kiino kalbg parodyti atkreipiant
déemesj

persakyti, kas buvo pasakyta, naudojant tuos pacius
zodzius norint sustiprinti, suteikti verte ir pertvarkyti

mastymg

Padéti j Salj egzistuojancius santykius, kurie gali bti
paremti patirtimi, hierarchija, galia ar draugyste

leSkotispecialiy ziniy ir reaguoti proaktyviaij tai
siekiant kuo geriau jgyti ir pritaikyti savo Zinias
Profesionaliai aptarti patirtj ir pagrindines
savokas su bendradarbiaujanciu kouceriu
Suprasti savo mokymosi poreikius ir tikslus bei
kurti strategijas, kurios atsiras dialogo metu su
bendradarbiaujanciu kouceriu
Stebéti, analizuoti ir reflektuoti savo ir koucerio patirtj
ir daryti tai aiSkiai
Mastyti ir veikti saziningai tobulinant savo gebéjimus
ir supratimg

(CUREE) .

in Education
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Mentorysté ir kouéingas: palyg pecialisty koutingas

Mentorysté yra struktiruotas ir
ilgalaikis procesas, kurivo
remiami profesionalds
besimokantieji per svarbius jy
karjeros peréjimus.

Specialisty koucingas yra struktiruotas
alakis procesas, jgalinantis konkretaus
nciojo specifinio aspekto

Mentorysté ir kouéingas turi daug bendro;
Veiklos persidengia viena su kita, siskiria
konkretis aspekiai, atsiZvelgiant | konteksty
ir tiksla. Jis galite tai pastebéti sekdami
temas pradedant nuo ,mokymaosi tiksly Bendradarbiagiant o

i jantis koucingas yra
nustatymas® ir einant ratu. struktdruotas ir ilgalaikis procesas tarp
dviajy ar daugiau besimokangiyjy,
padedantis jiems jgyvendinti naujas
zinias, jpidzius & specialiy Saltiniy
kadiengéje raktikoje.

$idiagrama naudinga kolegoms reflektuojant
savo patirt] ir sprendziant kuria kryptimi vyks
tolestis tobuléjimas. O fai yra laisvai pasirenkama.

Sentis for the Usa of Resesred ond Evigence In E€ecation |CUREE).




M5 Kouc€ingo ir mentorystés apibrézimai

APIBREZIMAI
Kouc€ingas ir Mentorysté

Koucingas yra struktdruotas ir ilgalaikis procesas, kuris jgalina:

A) konkretaus besimokanciojo specifinio aspekto tobuléjimg ir

B) naujy Ziniy ir jgidziy jvedimas i$ specialisty Saltiniy kasdienéje praktikoje.

Kouceriai neturi turéti tiesioginio darbo patirties, susijusios suZzmogaus, kuris turés koucingo
pokalbj.

Padaliniy vadovai gali sékmingai naudoti kou€ingo technikas praktikanty / naujy mokytojy
rengimui ir tobulinimui.

Kouceriai uzduoda "stiprius" klausimus, bet nesilo ir nepateikia patarimy.

Mentoringas yra struktdrizuotas ir ilgalaikis procesas, kuriuo remiami profesionalts

besimokantieji per svarbius karjeros peréjimus.

Mentorysté yra struktlruotas ir ilgalaikis procesas, kuriuo remiami profesionalls besimokantieji
per svarbius jy karjeros peréjimus.

Mentorysté yra suplanuotas kvalifikuoto ar patyrusio asmens (paprastai toje pacioje darbo
srityje) pagalbos procesas maziau patyrusiam asmeniu.

Idealiu atveju mentoriai neturi valdymo santykio su asmeniu, kuriam teikia pagalba.

Mentoriai daznai teikia kryptj ir patarimus ir turéty atverti organizajos duris savo globéjams.
Mentorysté jtraukia pagalba globojantiems plétoti savo karjera, jgudZius ir patirtj, daznai

remdamasis mentoriaus patirtimi Siame procese.

NB: abu vaidmenys suteikia neutraly "plokstelés skambesj", uztikrina visiSkg konfidencialumg ir

neturi kito tikslo, iSskyrus pagalbg savo globéjams tobuléjant ir siekiant savo tiksly.



M5 Kouc€ingo scenarijai

KOUCINGO SCENARIJAI

Blasimas mokytojas A kg tik pradéjo dirbti savo pirmojoje mokykloje ir stengiasi suvaldyti
nedidelés jai pavesty vaiky grupelés elgesj. Ji bandé jvairiy skirtingy budy pasakyti mokiniams,
kaip jie turéty elgtis, bet visa tai nesuveikée.

Busimas mokytojas B yra savo studijy viduryje ir kg tik pradéjo savo antrgjg praktikg
mokykloje. Dauguma vaiky mégsta jo pamokas, bet jis yra susiripines, kad daugybé SUP
mokiniy atrodo nejdomu.

Busimas mokytojas C jau bebaigiantis savo studijas ir nori tapti puikiu mokytoju. Deja, mokiniy
pazanga néra nuosekli. Jis nerimauja, kad tai gali apriboti jo darbo galimybes ir profesinj
tobuléjima.

Mokytoja D kg tik pradéjo dirbti mazoje kaimo mokykloje, kurioje yra misriy amziaus grupiy
klasés. Prie$ tai ji dirbo miesto mokykloje, kurioje buvo nepasiturinCiy tévy vaikais. Ji stengiasi

pateikti i8S0kingas pamokas labiausiai sugebantiems mokiniams.

Mokytoja E visada dirbo mokyklose, kuriose tévai buvo labai jsitrauke ir noréjo padéti savo
vaikams. Savo naujojoje mokykloje ji turi sunkumy su mokiniais, kurie nebaigia savo namy
darby, mato labia mazg iSsilavinimo verte. Jai atrodo, kad tévai ateina j mokyklg tik skystis!

Mokytojas F davar moko jau tre€ioje mokykloje. Jis yra susiripines, kad negali susikurti
santykiy su viena is jo klasiy. MergaiCiy grupé, atrodo, jo nemégsta ir pradéjo skelbti neigiamus
komentarus socialinéje tinkluose.
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Mokymosi tiksly nustatymas

Progreso skatinimas

Teikti rekomendacijas, atsiliepimus ir kryptj

Praktikos stebéjimo ir aiSkinimo modeliavimas

Experimentavimas

Remtis moksliniy tyrimy ir kitais praktikos jrodymais

Suprasti vienas kito mokymosi tikslus

Planavimas paremtas klausimais

Padragsinimai

Teikti parama i8siaidkinti ir pasitikslinti tikslus

Atspindéti ir apibendrinti pasidalytas mintis ir patirt]

Pasidalinto planavimo eksperimentavimas

ISrySkinti moksliniy tyrimy ir kitos praktikos jrodymus

Jtvirtinant pasitikéjimg santykiuose

Uzduoti gerus klausimus

Klausytis

Perziaréti ir suplanuoti veiksmus

Dalintis ir analizuoti kity praktikos jrodymus, pvz., naudojant pamoky stebéjimg arba pamokos

vaizdo jrasag




M5 Vertinimo lapas

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti | toliau pateiktus klausimus jvertinant modulio “Koucdingas ir

mentorysté” mokymus. NuoSirdUs jusy atsakymai padés mums tobulinti $io modulio mokymus

ir medziaga. Labai dékojame uz skirtg laikg!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra zemiausias, o 6

auksc€iausias jvertinimas. Jusy nuomone atspindintj atsakyma pazymekite kryzeliu (x).

Jasy pareigos

Kita — jraSykite

Praktikantas/ pedagoginiy studijy studentas L]

Jusy lytis Pradedantysis mokytojas L]
Vyras | [] | Moteris | [] Patyres mokytojas O
L]

Komentaras

Kaip jvertintuméte mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i8 savo profesinés veiklos perspektyvos?

Ar mokymai pateisino jisy likescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




1 dalis — Kas yra koucingas ir mentorysté?
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS suprantu skirtumus tarp Ololololold
koucingo ir mentorystés

AS suprantu, kodél kyla kouc€ingo Olololololo
ir mentorysteés poreikis

AS gebu jvardinti pagrindinius OlololololO
koucingo ir mentorystés principus

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

2 dalis — Kokiy gebéjimy reikia kou€inqui ir mentorystei?
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai
A3 galiu atpaZinti pagrindinius OO0 (0|00 )|0

kou€ingo gebéjimus

AS galiu atpazinti pagrindinius O g (g (g|ad|d

mentoriaus gebéjimus

Labiau pasitikiu savo koucingo ir
mentorystés gebéjimais arbabent | L1 | LI | OO | O | OO | O
Zinau, kg turéciau tobulinti

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

3 dalis — Koucingo igudziy tobulinimas
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

A$ zinau, kas yra GROW modelis | L1 | OO | O | OO | OO | O




Gebu jvardinti pagrindinius O |o|(o|d|d

GROW modelio etapus

Esant reikalui galéCiau pravesti

kougingo pokalbj maziau O jdjdpd
patyrusiam kolegai

AS gebu jvertinti, kada naudoti OlololololO

kouc€inga, o kada mentoryste

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

Dékojame uz Jusy atsakymus ir skirtg laikg!




6 MODULIS

Besimokanciyjy bt
mokytojais ir pradedanciyjy
mokytojy vertinimas ir
akreditacija

TURINYS:

e M6 Modulio programa

e M6 PasiruoSimo uzduotis Nr. 1

e M6 PasiruoSimo uzduotis Nr. 2

e M6 Prezentacija

e M6 Pratimas ,Deimantas 9°

e M6 2016-2017 Mety planavimas/kalendorius
e M6 Terminai paskutinei sesijai

e M6 Auditorijos iSdéstymas paskutinei sesijai
e M6 Vertinimo lapas



M6 Modulio programa

Mokymy Mokymy modulio | Veiklos ir istekliai IStekliai Rezultatai
modulis tikslai

Modulis Nr.6 | Dalyviai aptars Pasiruosimo uzduotis Nr. 1 — dalyviai perskaito straipsnj, | Vertinimas ir Dalyviai galés
Vertinimas ir | Siuos klausimus kuris vadinasi ,Vertinimas ir akreditavimas: uzduotis pries akreditavimas: atsakyti j Siuos

akreditavimas

Kodél mes
vertiname
basimuosius
mokytojus ir
pradedancéiuosius
mokytojus?

Ka mes
vertiname? Kas
svarbu?

Kaip tai
uzfiksuoti?

Kaip tai
akredituoti?

mokymus*.

Pasiruosimo uzduotis Nr. 2 — dalyviai perzidri jvairius
Saltinius apie vertinimg ir akreditavimg kitose ES Salyse.

Jzanga
Vedantysis paaiSkina $iy mokymy tikslus (5 min)

Vedantysis pakvie€ia dalyvius padiskutuoti apie
»Pasiruosimo uzduotis Nr. 1“ ir blti pasiruoSusiems pateikti
jrodymus 3 kampais: pirmasis — Pozityvus, antras —
Negatyvus, ir treCiasis — kg jie rado |Jdomaus.

Vedantysis pakvieCia dalyvius uzra$yti bet kokius jiems
kylanCius klausimus ant lipniy lapeliy ir suklijuoti juos ant flip-
charto lapo. Klausimai sugrupuojami ir atsakomi dienos
eigoje.

pasiruoS§imo uzduotis
Nr. 1

Vertinimas ir
akreditavimas:
pasiruoSimo uzduotis
Nr. 2

Tikslai PowerPoint
prezentacijoje ar
uzraSomi ant flip-
charto lapo

Vedantysis turi bati
pasiruoses tiems, kurie
nebus perskaite Sios
uzduoties. Neduokite
laiko mokymy metu
skaityti Sio straipsnio —
jie galés jj perskaityti
veliau.

Lipnas lapeliai

klauismus ir kurs
mokyklos metodus,
skirtus basimy
mokytojy ir
pradedanciyjy
mokytojy vertintimui
bei akreditacijai

Kodél mes
vertiname
busimuosius
mokytojus ir
pradedanciuosius
mokytojus?

Ka mes
vertiname? Kas
svarbu?

Kaip tai
uzfiksuoti?

Kaip tai
akredituoti?




Mokymy
modulis

Mokymy modulio
tikslai

Veiklos ir iStekliai

IStekliai

Rezultatai

Kodél mes
vertiname
blusimuosius
mokytojus ir
pradedancéiuosius
mokytojus?

1 dalis

Brainstorm‘o veikla dalyviams grupése po 3-4. Pabaikite
Sig uzduotj be diskusijy — tikslas yra surasyti idéjas ant lapo
ir nesiai$kinti ar nediskutuoti kol kas. Ne daugiau 5 min Siai
uzduociai.

Vedantysis gali pateikti siilymus, jei dalyviai yra uzstrige ties
Siuo klausimu, pvz.: mes vertiname blsimuosius mokytojus
ir pradedanciuosius mokytojus, kad:

* Zinotume jy Zinias, gebéjimus ir supratimg
planuotume ko jiems reikés toliau
pasidlytume pagalba
keltume iSSUkius, skatinanCius juos tobuléti
jsitikintume ar jie atitinka standartus tapti
mokytoju/testi mokytojavima
+ para$yti atsiliepimg
» identifikuoti ateities potencialg

Kiekviena grupé iSkabina savo flip-chartg su atsakymais ant
sienos. Grupé po grupés dalyviai gali uzduoti klausimus
iSrasytiems atsakymamas, pvz.:

+ K3gjus turéjote omenyje uzraSydami tai...

* Kodél jus tai jtraukéte..

* Ar galite daugiau papasakoti apie tai, kg paraséte
Si veikla gali uztrukti iki 5 min. kiekvienam lapui, ir
vedantysis laiko tempa.

Flipcharto lapas ir
raSikliai




Mokymy
modulis

Mokymy modulio
tikslai

Veiklos ir iStekliai

IStekliai

Rezultatai

Ka mes
vertiname? Kas
svarbu?

Kaip tai
uzfiksuoti?

2 dalis

Jei jusy Salyje nera jokiy mokytojo standarty, Si mokymy dalis
turéty prasidéti identifikuojant tai, kg svarbu baty vertinti.

Dirbdami porose, dalyviai atlieka pratimg Deimantas 9 —
reitinguoja teiginius priotiteto tvarka. Tai gali bdti sudétinga ir
i$Saukti diskusijy. UzZtenka, kad dalyviai susiretinguoty
pirmuosius 6, kad galétume testi darbg toliau (10-15 min)

Visiems dalyviams:

Naudodami prie$ tai buvusiosje veikloje sutartus standartus, ar
naudodami egzistuojanCius standartus, dalyviai identifikuoja
geriausius badus kiekvieno standarto iSpildymo jrodymams rinkti.
Si veikla turi biti baigta porose ir vedantysis turi tikétis tokiy
atsakymuy, kaip praS§ymo formos, pamoky stebéjimas, diskusijos,
moksliniai tyrimai ir pan. Taip pat tikétis, jog kai kurie dalyviai
paminés jsivertinima ir jsivertinimg porose. (10 min)

Poros dabar susijungia po keturis ir vedantysis kvie€ia juos
sudaryti vertinimo kalendoriy. Kas kada vyks? Kg dalyviai tikisi
pamatyti i§ basimy mokytojy/ pradedanciyjy mokytojy Siais
momentais? Sudaromas 1 mety planas/kalendorius. (15 min)

Vienas i§ grupés lieka prie plano/kalendoriaus, kol kiti grupés
nariai apzidri kg kitos grupés yra nuveikusios. (15 min)

Dalyviai grjzta j savo grupes ir padaro reikiamus pakeitimus ar
patobulinimus. (5 min)\

Vedantysis parodo nuorodg i§ Erasmus+ VEQ projekto kaip
stebéjimo metu demonstruojamos elektroninés priemoneés.

Deimantas 9
kortelés

Mety
planavimas/kalendo
rius



https://veoeuropa.com/

Mokymy Mokymy modulio | Veiklos ir istekliai IStekliai Rezultatai
modulis tikslai
Kaip tai Visiems dalyviams
akredituoti?
Vedantysis apibendrina pries tai buvusig veiklg ir pristato terminus: Terminai
FORMUOJAMAS ir APIBENDRINAMASIS
Vedantysis primena dalyviams paieSkg antliekant Pasiruosimo | Reikalinga
uzduotis Nr. 2, kurioje perziGrimos jvairiy Saliy Svietimo sistemos. | auditorija
Vedantysis pristato terminus — VIDINIS ir ISORINIS siekiant|tinkama Siai
kategorizuoti jvairiy nacionaliniy sistemy charakteristikas. veiklai visiems
dalyviams

Vedantysis kvieCia dalyvius atsistoti ten, kur jie mano, jog jy Svietimo
sistema yra Siuo metu. Vedantysis toliau klausia ,Kur norétumeéte
stovéti?”. Vedantysis tada kvieCia dalyvius pajudéti ten, kur jie noréty
bati. Tada vedantysis klausia ,Kas turi pasikeisti, kad tai
pasiektuméte?*

Dalyviai kvieCiami sudaryti plang, kuris padéty jgyvendinti Siuos
poky€ius. Vedantysis atkreipia démesj j tokius dalykus, kaip: kalbétis
su universitetais kaip baty galima papildyti universiteto vertinimo ir
akreditavimo sistyemg; blsimuosius mokytojus/ pradedanciuosius
mokytojus skatinti pildyti savo profesinés veiklos portfolio; mokyklos
jteikia  atsiliepima/patvirtinima/sertifikata  bdsimojo = mokytojo
praktikos pabaigoje ar pradedan€iojo mokytojo sutarties pabaigoje;
mokyklos turi metine sistema kaip vertina mokytojy veiklg ir pan.

Uzduotis po mokymy gali bati dalyviams pabaigti veiksmy plana.
Baty puiku, jei dalyviai galéty pasidalinti progreso rezultatais kity
susitikimy metu.
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Summary

SUMMARY

Background

The focus underpinning this systematic review is the assessment of student teachers
on Initial Teacher Training (ITT) courses. The background to the review is complex.
Assessment has been the subject of much scholarly debate in recent years, the
emphasis being on the processes, aims and outcomes of assessment. Comparative
studies have been undertaken and have offered up alternative models for
assessment, creating a new level of awareness and self-consciousness in the United
Kingdom (UK). A number of issues dominate the subject and are central to this
review. They include gender (Moyles and Cavendish, 2002), the emphasis on fair
testing (Martin, 1997), the new idea of multiple assessments (Willis and Davies,
2002), the tension between standardisation and individualisation (Reyes and Isele,
1990), the demands for replicability (Hartsough 1998) and for non-discriminatory
practice (Chambers and Roper, 2000), and so forth. A division, often awkward to
uphold, between formative assessment and summative assessment has been
drawn, the former being championed as a fairer, more personalised form of
assessment than the latter (Adams, 1995).

Aims and review question

The aim of this review is to explore and examine models for formatively assessing
student teachers within the context of school-based experience, focusing on specific
locations within the English-speaking international community and isolating studies
published between 1987 and 2002. One of the aims of the review is to identify
components of effective practice as well as effective models for formatively
assessing student teachers. ‘Effective’ is defined in the review as pertaining to
‘validity’ (assessing the right criteria) and ‘reliability’ (assessing in a transparent,
consistent and replicable way). A number of outcomes were expected: a systematic
review and synthesis of existing research in the topic area; a database of evidence
extracted from existing research; a descriptive map offering an orientation on the
topic area; a small body of trustworthy and relevant studies; and, an indication of the
gaps in research in the topic area.

Review question

e What is known about successful models of formative assessment for trainee
teachers during school experience and what constitutes effective practice?

Results

The portfolio is identified as the most successful and effective formative assessment
tool currently available that has been analysed and evaluated. Having followed the
stages of the EPPI-Centre process, two studies, both focusing on portfolios, were

What is known about successful models of formative assessment for trainee teachers during school
experiences and what constitutes effective practice? 1



Summary

data-extracted and synthesised (Berg and Curry, 1997; Willis and Davies, 2002).
Although the content and trustworthiness of the two studies was generally low, and
indicative of the general lack of good research in this area of assessment, there were
some useful findings. Portfolios were found to increase personal and professional
growth and development, allow teachers to express themselves creatively, provide
an unprecedented insight into the mind of the student teacher, create a strong bond
between the assessed and the assessor, as well as to increase the confidence,
reflective capacity and self-awareness of the trainee.

Whilst the review confirms the need for further investigation of, and experimentation
with, portfolios, a few problem areas were identified. Firstly, excessive use of the
portfolio may cause the education community to lose sight of pedagogical ability and
focus attention overly on cognitive ability and clarity, as well as reflective capacity.
Secondly, there is a tension between the time the portfolio takes to undertake
properly and its ultimate worth (Reis and Villaume, 2002). This time-versus-worth
dynamic may have been best explored using a controlled trial. Neither study,
however, uses one. In conclusion, the review emphasises the general lack of quality
research in the field and highlights the need for more focused research to be
undertaken.

What is known about successful models of formative assessment for trainee teachers during school
experiences and what constitutes effective practice? 2



Chapter 1: Background

1. BACKGROUND

This chapter outlines the theoretical, policy, practice, and research background to the
systematic review, including details of the authors and other users of the review, and
the development and aims of the review question.

The focus underpinning this review is the assessment of initial teacher trainees on
ITT courses. A definition of academic assessment that both reflects the
understanding of the User Review Team (URT) and has been a useful working
definition is ‘the process of identifying collective aims for cumulative learning in terms
of knowledge, skills, abilities, values, and/or attitudes and determining whether those
aims have been met’ (San Francisco State University, retrieved on 13 February
2003). Specifically, the review concentrates on how forms of assessment are
devised and applied to trainee teachers’ in the school-based element of ITT courses.

As a concept, assessment in education has been problematised in the UK. The
excess of United States (US) literature on assessment suggests that this is also the
case across the Atlantic (see section 3.2). Discourse about assessment, its
processes, aims, and outcomes, has become increasingly prevalent (Fairbrother,
2000). Comparative studies of educational models have heightened awareness in
the UK, offered up alternatives, and led to the UK system being brought into
question, why it exists as it does and why it has its own particular characteristics
(Bitner and Kratzner, 1995). A main intention of the review has, therefore, been to
examine different models of assessment as applied to trainee teachers.

Some structuralist theories have also affected the way that assessment in general is
perceived, offering, for example, the understanding of assessment where the female
typically favours the process of instruction whilst the male favours the actual product
of the final assessment (Stobart and Gipps, 1997). Theories such as this have
contributed to a climate in which the fairness and effectiveness of different forms of
assessment have been questioned and fed a growing belief that assessment should
be more personalised, negotiable and adapted to the needs of individual students.
With this process-versus-product/female-versus-male structuralist model in mind, the
URT became interested in assessment models that emphasised both the process
and the product of learning and evaluating. This was one of many interests that led
the URT to its eventual focus on formative assessment.

Not all the theories and beliefs of recent years reflect the reality of assessment within
education. If, as some structuralist theories propose, males do in general favour
summative to formative assessment, one would expect attainment levels to be higher
amongst boys than they are in light of the summative nature of most national
examinations. As it stands, Higher Education Institutions (HEIs) are having problems
with male recruitment and evidence suggests that this is due to under-achievement
and the failure of males to strive (Chambers and Roper, 2000; Moyles and
Cavendish, 2002). This may not necessarily be the result of changes in assessment

1 ‘Trainee teachers’ is the term used by the TTA. However, in many studies, the term
‘student teacher’ is used. In this review, the two terms are used synonymously except where
specific to individual studies.
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models. However, the increase in emphasis placed on coursework and the high
standard of performance of females in recent years may go some way to proving the
validity of the process-versus-product/female-versus-male structuralist model.

Summative assessment has been criticised for its lack of flexibility, its inability to
cover the whole course of instruction and for its standardised nature, potentially
favouring one particular type of trainee teacher (Moyles and Cavendish, 2002).?
Minority pressure, gender equity and political correctness have combined, resulting
in an emphasis on fair testing. Fair testing has tended to be interpreted as opposing
discrimination; of being non-discriminatory. Assessment is, however, by nature a
system devised for the purpose of discriminating between people. Moreover, if
assessment is to treat all candidates fairly and position all candidates at an equal
advantage, it cannot treat everyone as though they were equal, if equal is used
synonymously with ‘the same’ (i.e. from the same cultural, religious and social
background, of one gender and of one age). Different people have different
expectations of assessment.

The National Foundation for Educational Research (NFER) website, for example,
features a definition of ‘fair testing’ that is flawed. The NFER concede that
assessment is designed for the purpose of discriminating. However, the claim is
made that ‘the test should not discriminate between sub-groups on any basis
unrelated to the purpose of the test’ (retrieved on 16 January 2003). This is the
contradiction. Teachers, like all professionals, are not generic. Trainee teachers
from different cultures, religions and backgrounds, of different ages and of different
sexes, are not all the same. A single fixed test cannot fairly assess such a varied
body of participants. The NFER assert that ‘there should be no unfair advantage to
any sub-group based on attributes such as gender or ethnic group,’ but an unfair
advantage is extended to a particular type of candidate because of the failure of
most assessment to distinguish between ages, genders and ethnicities.

Formative assessment promises a more personalised, tailored and negotiated form
of assessment (Adams, 1995). This continual, fashioning form of assessment during
ITT courses, which notes the ability of the candidate to absorb instruction and to
measure vocational and professional suitability, ranks as an area worthy of inquiry.
Summative assessment perceives the trainee teacher as a generic type; formative
assessment, if applied effectively, favours the trainee teacher as an individual,
assessing potential by way of individual merit, albeit currently against set criteria
(TTA Standards for ITT: TTA, 2002). The interest of the URT lay essentially in
formative assessment insofar as this could be isolated from other forms. This
interest, in turn, meant that the focus of the review centred on the school experience
of trainee teachers, for it is during their practice placements that trainee teachers
mainly experience the continual, formative processes of assessment and evaluation,
as opposed to those towards the end of an ITT course.

2 For a systematic review on summative rather than formative assessment, see Harlen W
and Crick RD (2002) A systematic review of the impact of summative assessment and test on
students’ motivation for learning. In: Research Evidence in Education Library. London:
EPPI-Centre, Social Science Research Unit, Institute of Education.
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The main interests of the URT at the start of the review could be qualified as:

e formative assessment as a way of emphasising the process as well as the
product of learning, teaching and evaluating

e the notion of ‘multiple assessments’ and the reality of achieving it

e the notion of ‘fair testing’

1.1 Aims and rationale for current review

1.1.1 Aims

The aim of this review is to explore and examine models for formative assessment of
trainee teachers within the context of school-based experience. It focuses on
specific locations within the English-speaking international community and studies
published between 1987 and 2002. The period of 15 years, whilst not looking back
so far that the studies describe an outdated system, offered a manageable
timeframe. Though it is not a specific aim of the review to recommend models of
assessment, we attempted to identify components and patterns of effective practice.
In preferring evaluative studies to descriptive ones, certain models of assessment
were deemed more ‘effective’ than others. ‘Effective’, in the context of assessment
models, can be understood as double-pronged and defined as (i) the ‘validity’ of that
which is being assessed and (ii) the ‘reliability’ of the assessment model in
measuring the student teacher (Martin, 1997).

The review question was influenced by the concept of reflection (Schén 1983) and
developed in the wake of the Career Entry Profile (CEP), a portfolio-style document
that monitors professional development, identifies competencies, and supports
Newly Qualified Teachers (NQTs) towards Statutory Induction. Unlike the UK, most
of the US education systems depend heavily upon portfolios. The UK Government
has now committed itself to their use, but research is still needed into whether they
have been operationalised effectively.

We expected the following outcomes from our literature review:

e asystematic review of existing research on formative assessment of trainees in
ITT

e adatabase of evidence extracted from existing studies reporting empirical
research

e  adescriptive map offering an orientation on assessment in ITT with specific
reference to trainees’ school-based experiences and formative models

e arange of studies targeted at different audiences, such as practitioners and
policy-makers
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e Anindication of gaps in the literature and research evidence in the areas of
formative assessment of ITT trainees which require further examination.

At the end of the two-and-a-half month, truncated EPPI-Centre review process, the
URT aimed to have an informed and informative literature review, bringing tried and
tested models of assessment to the fore and, in the process, noting areas of inquiry
that have so far eluded research. The studies the URT sought tended, therefore,
towards the evaluative rather than the descriptive. Hence the URT’s interest in
effective practice, how it is defined and what its components are.

1.1.2 Rationale

Before undertaking any new research, policy or practice, it is advisable first to be
informed about the research, policies and practices that already exist in relation to
the topic. Such information may be known by experts in the field or may have
already been summarised within a literature review, but these have not traditionally
been based upon systematic methods to ensure substantial and unbiased searching
and processing of potentially relevant studies. The URT, therefore, was committed
to using a systematic approach. For this reason, this review was allied to the EPPI-
Centre review procedures. Systematic reviews are also in alignment with the
general move in the UK towards evidence-informed policy and practice. In
systematising the review, the URT synthesised the results of primary research and
used explicit and transparent methods. The review presents research that is
accountable, replicable, and updateable, and involves users.

1.2 Definitional and conceptual issues

There are theoretical issues about assessment that informed the conceptual
framework of the in-depth review. A number of studies expounded theories and
ideas that were characteristic of a general move towards ‘authentic assessment’
(Willis and Davies, 2002; p 18). Criteria for assessing trainee teachers are often
expressed as standards or competencies. However, checklists that define good
teaching in behaviourist terms have come under continual criticism (Martin, 1997).
Checklists invariably include high-inference as well as low-inference criteria. High-
inference criteria are often subject to the ‘halo effect’, in which assessors mark
according to personal likes (Reyes and Isele, 1990). To avoid this, competencies
need to be expressed in behaviourist terms. Developing reliable and valid low-
inference criteria for assessing teaching has therefore become something of a
priority, as has the need to discover an assessment procedure that assesses a
‘replicable finding’ (Hartsough et al., 1998).

Implicit within this area of assessment, therefore, is the friction between (i) the
development of low-inference criteria that express competence in behaviourist terms
because they allow an objective and replicable assessment, and (ii) the development
of high-inference items that are liable to make the assessment more subjective and
untraceable, but at the same time do not consign the art of teaching to a few simple
behaviours.
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Two models of assessment come to the fore: the scientific measurement model and
the judgmental model (Martin, 1997). Martin raises a question that the User Review
Team approach implicitly in the review question: should assessment influence as
well as reflect instruction and learning? Formative assessment individualises the
assessment programme to the extent that it offers the opportunity for the different
degrees of help that are necessary in raising all trainee teachers to the same level of
competence to be realised. The intention of the URT was to identify any ‘best’
models for achieving this, whilst at the same time identifying a means of assessing
trainees that is itself more negotiable and personalised.

The ultimate reason for all assessment theorising and development is to ‘minimise
the number of wrong classifications’ (Martin, 1997; p 339). Another issue is again
outlined by Martin: the problem of ‘MacNamara’s Fallacy’. This refers to the common
shortcoming of many assessment models, namely their failure to make the important
measurable rather than the measurable important.

A number of different types of assessment exist. Ipsative assessment is a type of
assessment to some degree borne of the current climate. ‘lpsative’ refers to a way
of assessing in which achievement is measured according to past reference and
performance. Itis cumulative and developmental. It is the academic equivalent of
the ‘personal best’ of an athlete. Ipsative assessment, in the early stages of the
review at least, was an additional interest of the URT.

Assessment has many different functions: selection and grading, diagnosis and
remediation, motivation, and recording and reporting (Mahoney and Knox, 2000). In
this in-depth review, the URT aimed to identify a formative assessment model or
instrument that made all of these functions concurrently possible.

1.3 Policy and practice background

The current backdrop for ITT assessment comprises a number of agents. There are
the Skills Tests that must be passed in order for the DfES to grant Qualified Teacher
Status (QTS) to the trainee. There is the Career Entry Profile (CEP: TTA, 2002),
which has been developed mainly for the purpose of integration and continuous
professional development during Statutory Induction of trainee teachers
(arrangements for which were introduced in 1999 and are now subject to Into
Induction 2002: TTA, 2002). There is Qualifying to Teach (TTA, 2002), a document
that contains standards that are essential to the assessment of trainees. There are
also the recommended, though not compulsory, Professional Development Profiles
(PDPs), which are part of a general move towards portfolio-based assessment.

At APU, for example, the PDP is used ‘as a reflective journal in which [trainees] can
record professional progress and set targets for future development’ (APU, 2003
Undergraduate Prospectus; p.94). This profile contributes to the CEP and, to an
extent, utilises a formative model of assessment. The URT sought to establish
whether other such profiles or portfolios have proven successful, and, if so, identify
successful formats and benefits. The URT also wanted evidence as to whether a
hybrid model that comprised national standards and a portfolio component had been
tried and tested in other countries. In recent years, QTS has been awarded for the
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ability to meet a set of competencies or standards (for example, the DfES Circulars
9/92, 14/93, and 4/98). The URT was curious as to whether there existed within
current research a way that could perhaps, through portfolios, communicate more
creatively the abilities that these checklists assess.

1.4 Research background

The research background to formative assessment is particularly limited in relation to
the review question, hence the poor yield of studies in terms of number and quality.
Chapter 3 describes the field of assessment in ITT.

1.5 Authors, funders and other users of the review

The URT comprised and represented a cross-section of the community involved in
ITT, covering almost all the potential user groups. Some potential users, such as
students, NQTs, Local Education Authority (LEA) representatives, school governors,
and parents, were not included due to the limited time available to assemble the
URT. Ironically, students were unavailable at the time the review began owing to the
pressures of their work placements. Those involved in the review and the nature of
their involvement in ITT are listed below. With this constitution, the ultimate intention
was to create an interface useful to all possible user groups. None was under-
represented in the construction of the question and everyone participated in the
discussions to formulate the review question.

The review was funded by the Teacher Training Agency (TTA).
The User Review Team (URT) comprised the following members:

e Alan Bradwell, Education Librarian and academic liaison between ITT students
and the library at Anglia Polytechnic University (APU)

e Tim Cooper, a Research Administrator at APU

e Alison Feist, a supervising teacher for ITT students at a local maintained
secondary school

e Ann Lahiff, the learning and teaching advisor in the School of Education at APU,
concerned with the professional development of teachers and trainers across the
entire age range, from pre-school and early years to post-compulsory education
and training

e Jenny Lansdell, Deputy Dean of the School of Education at APU, responsible for
both primary and secondary ITT and the assessment of it

e Jill Martin, Deputy Head of a local maintained secondary school, in charge of ITT

partnerships with higher education institutions (HEIs)

What is known about successful models of formative assessment for trainee teachers during school
experiences and what constitutes effective practice? 8



Chapter 1: Background

e Professor Janet Moyles, Director of Research in the School of Education at APU

e Andy Scott-Evans, Deputy Head of a local Church of England (Voluntary Aided)
junior school, in charge of ITT partnerships with HEIs

¢ Alison Shilela, Associate Dean of the School of Education at APU
e Douglas Stuart, a Researcher at APU

e Richard Yates, a Researcher at APU

Advisory members to the URT were as follows:
e Professor Diana Elbourne from the EPPI-Centre
e Dr Nicholas Houghton from the EPPI-Centre

e Paul Moses from the TTA

1.6 Review questions

The review question agreed by the URT is:

e What is known about successful models of formative assessment for trainee
teachers during school experiences and what constitutes effective practice?

In effect, the question is two-tiered. The intention was first to identify all those
studies that focused on models of formative assessment and secondly, during the in-
depth review, to determine which of them was replicable, valid and reliable, and
indicated effective practices. Objectives that are implicit in the question are explored
in section 4.3.

1.6.1 Definitions

The definitions of the four key components of the question are outlined below.

Models

By this, we refer to the form taken by the type of assessment related in the reviewed
study. ‘Models’ in this context has no connection with any form of representation
(e.g. ‘modelling’ or ‘model-making’). In many ways, it covers everything about how
the assessment is carried out, including its variables, its physical manifestations (e.g.
portfolios) and particularly its characteristics. A model is a system or a process.

Formative assessment
By this, we refer to the diagnostic use of assessment, the continual process of
application and alteration, of feedback between student teachers, teachers and
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tutors over the course of instruction as opposed to after the period of instruction,
requiring no overall or retrospective judgement. It refers to assessment that both
forms and informs the progress of the student.

Trainee teachers

This term is intended to be a synonym for student teachers; its usage is mostly for
the sake of parity and alignment with the TTA and the term used in some ITT
courses. ltis also favoured because it implies the onsite training of the student
teacher rather than their HEI-based education. Whether these two terms can be
comfortably separated is a topic for extended discussion beyond the scope of this
review.

School-based experience

By this, we refer to the practice of school placement experience, field experience
(US), or practicum (Australia), that is, the sustained period in which the trainee
attends a school to perform actual or simulated teaching.
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2. METHODS USED IN THE REVIEW

This chapter details each stage of the review to ensure that it is accountable,
replicable and updateable.

2.1 User involvement

2.1.1 Approach and rationale

The User Review Team was involved in the process for a number of reasons.
Firstly, it was crucial to the success of the review that it raised questions that users
wanted answering rather than questions that may have had more limited practical
application or relevance. Secondly, in undertaking a process in which the review
question is (at least in the early stages of research) continually changing and is
informed and refined by the research itself, it was important to have valid interest
groups contributing to the character of the question. User involvement, therefore,
was one form of quality assurance.

2.1.2 Methods used

User involvement was operationalised in the following ways. First, the screening
stage when the inclusion and exclusion criteria were applied to full texts took place in
URT face-to-face meetings. These meetings were arranged so that as many
members of the URT as possible were present. The meetings were conducted
weekly, for the sole purpose of screening texts. Studies that were not screened
during these meetings were sent by post to paired reviewers. Second, users were
also involved in the keywording and data-extraction stages of the review. During
keywording, much of the data, whilst they originated from and were generated by
members of the URT, had to be input into the EPPI-Centre website by the
Administrator because of lack of time for URT members to be familiarised with
accessing the website. That said, all but two members of the URT received training
in inputting keywording data and data-extraction using the EPPI-Centre website
facilities directly and would have been able to input data had more time been
available. Prior to submission to the Teacher Training Agency (TTA), the draft
review was distributed to all members of the URT for preliminary quality assurance.

2.2 Identifying and describing studies

2.2.1 Defining relevant studies: inclusion and exclusion
criteria

To ensure that only papers focusing on the review question were selected for
mapping, an explicit list of inclusion and exclusion criteria were developed to exclude
inappropriate papers.
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Included (1): Papers that were published after 1987. Rationale: The period of 15
years, whilst not looking back so far that the papers described an outdated
system, promised a manageable timeframe within the short period available for
this review.

e Included (2): Papers that were conducted within Europe, the US, Australia and
English-speaking Canada. Rationale: Achieving consistency in ideology, culture
and practice (i.e. comparing like with like) was one of the foremost concerns of
the URT. The URT determined that those from other English-speaking areas of
the world, e.g. Hong Kong, would be too culturally and educationally different to
be either informative or comparative.

e Included (3): Papers written in English. Rationale: The timescale was limited and
the first (and main) language within the URT was English.

e Excluded (4): Papers that focused on the CEP. Rationale: The URT was
encouraged by the TTA to exclude these.

e Excluded (5): Papers that focused on the assessment of students or teachers but
not student teachers. Rationale: The population focus of the review was student
teachers or ‘trainee teachers’ (the TTA’s term for student teachers).

e Excluded (6): Papers that focused on an ‘evaluation’ or ‘assessment’ of the ITT
system rather than the forms of assessment used by ITT courses to assess
trainees. Rationale: The search terms ASSESS* and EVALUAT* are neither
synonymous nor consistent, especially in American usage, therefore papers that
did not deal with the assessment process were excluded.

e Excluded (7): Papers that focused on the school experience of the student
teachers but not the assessment of it. Rationale: There was a genus of papers in
which the school experience was the educational setting, but this did not
presuppose any focus on assessment. These papers were excluded.

e Excluded (8): Papers that focused more on mentoring and supervising than
assessment. Rationale: There was a whole corpus of papers that took these two
areas as their main focus. This did not presuppose any focus on assessment.
The TTA had also encouraged the URT not to concentrate on mentoring. These
papers were excluded.

e Excluded (9): Papers that focused on pre-student rather than pre-service
teachers. Rationale: The population of the review was student teachers or
‘trainees’.

e Excluded (10): Papers that focused on portfolios, but not as assessment tools.
Rationale: Although portfolios, coming under the rubric of self-assessment, are a
tool for formative assessment, some portfolio-focused papers did not explore
them as assessment instruments. These papers were excluded.

e Excluded (11): Papers that dealt with reflective practice but not the assessment
of it. Rationale: There was a whole corpus of papers that took reflection as their
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main focus, but this did not presuppose any focus on the assessment of
reflection. These papers were excluded.

e Excluded (12): Papers that were digests from the ERIC database. Rationale:
Firstly, these texts were generally reviews and were therefore secondary
research. Secondly, regarding the length of the review process and the financial
constraints, these texts were deemed unobtainable. These papers were
excluded.

e Excluded (13): Papers that were duplicates. Rationale: Allowance had to be
made for human error during the searching, screening and data-entry stages of
the review process. ldentifying duplicates early on was one way in which the
budget could be more effectively utilised. These papers were excluded.

2.2.2 Identification of potential studies: search strategy

Initially relevant sources were searched using a controlled vocabulary which placed
our searches firmly within the topic area of assessment. Due to the time constraints,
electronic databases were used for initial searches. Handsearching was not
undertaken. The databases, Ask ERIC, ERIC and BEI via BIDS Education, and
Education Line, were searched. Government organisations and agencies, the TTA,
QCA and DfES, supplemented these sites, but from them no extra relevant papers
were uncovered on assessment in ITT.

A controlled vocabulary was employed to attempt an initial search that was as far-
reaching and comprehensive as possible, using variations on different search terms
(which were often truncated) such as STUDENT TEACH*, PRESERVICE TEACH*,
BEGINNING TEACH*, and TESTING, EVALUATION and ASSESSMENT. The more
complex and numbered the combination of search terms, the smaller the yield of the
search. The two largest searches, which between them covered all of the studies
yielded from the earlier, smaller searches, became the basis for the literature review.

The two large searches were as follows: (1) An Ask ERIC search using the search
terms STUDENT TEACHER EVALUATION and specifying post-1987 publications.
This search deliberately used an Americanism because ERIC is an American
database; the term EVALUATION was therefore preferential to ASSESSMENT. (2)
The second large search was through BEI using the same search term STUDENT
TEACHER EVALUATION, because the result of supplanting the search term
EVALUATION with ASSESSMENT was a very low yield. These yields suggest that
the bulk of papers on assessment are American rather than British. The searches
were then extended to allow for the possibility that vital papers had been overlooked.
This was achieved through smaller additional searches. These searches included
two through Ask ERIC, the first comprising the search terms PORTFOLIO,
ASSESSMENT and STUDENT TEACHER, the second comprising TEST, STUDENT
TEACHER, TRAINING and ASSESSMENT. One more search was assimilated into
the total of searches, this time using the Education Line database, the search term
being ASSESSMENT.

Following initial searches, the URT determined that it would be a worthwhile
measure to take the precaution of formulating a comprehensive search strategy that
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would highlight any missing key papers. This was completed by breaking the
question into four sections. Using ERIC via BIDS, all the conceptual synonyms that
are used to describe each particular field or ‘family’ within UK, US, Australian and
Canadian education were determined. These were entered and combined using
BIDS within their families (using the Boolean operator OR) and then combined
together (using the Boolean operator AND), so that each paper, were it to show up in
this particular yield, would feature a conceptual synonym from each of the four
families that the question is composed of. Appendix 2.1 shows this search strategy.

Other internet sites were searched with similar intentions in mind. These sites
comprised CERUK, Regard, SOSIG, SCRE, ESRC, Child Data, SARA, Zetoc, OPAC
and COPAC.

2.2.3 Screening studies: applying inclusion and exclusion
criteria

Following searching citations were screened on the basis of abstracts and titles and
included or excluded according to inclusion and exclusion criteria 1 to 11. These
papers were then put onto a database (DB1). A second stage of screening was then
carried out on all papers in database 1. This process involved scanning papers
again and including or excluding them according to inclusion and exclusion criteria 1
to 13. The final two criteria were devised at the stage in the process when full texts
were to be acquired.

2.2.4 Characterising included studies

For articles meetings the inclusion and exclusion criteria the full text articles were
obtained and keyworded using the EPPI-Centre Core Keywording Strategy (version
0.9.6: EPPI-Centre, 2003). The EPPI-centre Core Keywording strategy included the
following categories:

the origin of the report

the publication status of the report

other linked reports

the language of the report

the country of the report

the main topic focus of the study

the programme name related to the study
the population focus of the study

the educational setting of the study

the type of study the report describes

Additional keywords were developed to create an APU Assessment review-specific
keywording sheet. On this sheet, it was necessary to gauge how much the study
concentrated on a number of aspects:

e the school experience

e assessment rather than the assessors and assessed
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the degree to which it focused on formative rather than summative assessment

Keyword categories included the following:

the type of assessment on which the study focuses

the main aspect within assessment on which the study focuses
the type of learner on which the study focuses

the type of teaching staff on which the study focuses

the phase of ITT on which the study focuses

the type of research described in the report

Further inclusion criteria 14 to 18 were developed before the process of keywording
and applied during keywording. These also informed the APU Assessment review-
specific keywording sheet. A Criterion 19, being the cut-off point time limit for
obtaining full copies of papers for keywording, was applied after criteria 14 to 18.

Inclusion and exclusion criteria 14 to 18 are as follows:

Criterion 14: Included: Only papers that reported an empirical study (see section
3.2). Rationale: On account of the nature of the review question and the
evidence-based approach of the EPPI-Centre, only empirical studies were judged
to be suitable in terms of trustworthiness and in answering the review question
(see APU Assessment review-specific keywording sheet, section 10c).

Criterion 15: Included: Only studies that focus on the assessment model.
Rationale: This was applied because the URT agreed that assessment in its
broadest sense could be divided into three aspects, comprising the actual
assessment itself and the model used (the process), the assessors (the subject)
and the assessed (the object of the assessment conducted by the assessors).
The URT intended to look at formative assessment models. The other two
aspects were therefore rejected (see APU Assessment review-specific
keywording sheet, section 6c).

Criterion 16: Included: Only studies that took place at the post-developmental
stage of assessment. Rationale: The review question demanded that an
assessment instrument, if it were to be examined through data-extraction, must
be tested, not at the developmental/experimental stage of its life (see EPPI-
Centre Core Keywording Strategy (version 0.9.6: 2003), section 10a. Unwanted
studies were excluded via the ‘Development of Methodology’ keyword).

Criterion 17: Included: Only studies that focus on the assessment of the school-
based experience. Rationale: The review question focuses on only this phase of
ITT because this was where issues about ‘authentic assessment’ (Willis and
Davies, 2002) and teaching rather than academic ability come into sharpest focus
(see APU Assessment review-specific keywording sheet, section 9b).

Criterion 18: Included: Only studies that focused on formative not summative
assessment. Rationale: The review question demanded that only formative,
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fashioning forms of assessment were of interest (see APU Assessment review-
specific keywording Sheet, section 6b).

2.2.5 Identifying and describing studies: quality assurance
process

Application of inclusion and exclusion criteria

First, during the application of the inclusion and exclusion criteria, the first ten
abstracts were screened by the URT to ensure parity of approach. Second, 20
abstracts then had the inclusion and exclusion criteria applied by independent
members of the URT and were then compared with other URT members’ results.
Finally, 20 abstracts then had the inclusion and exclusion criteria applied by EPPI-
Centre personnel, who then compared results with the URT.

Keywording

First, during keywording the first two papers were worked on with the URT to ensure
parity of approach. Second, the rest of the papers were keyworded by independent
members of the URT, and then compared with other URT members’ results. Finally,
ten papers were keyworded by EPPI-Centre personnel who then compared results
with the URT.

2.3 In-depth review

2.3.1 Moving from broad characterisation (mapping) to in-
depth review

Following the keywording process and the development of the systematic map, the
URT could have:

e gone straight to the ‘in-depth review’

e undertaken a two-stage process in which narrower inclusion criteria were first
applied, followed then by an ‘in-depth review’

The second choice was chosen because the studies included in the descriptive map
were not all deemed of high relevance, and so their inclusion in the in-depth review
would not have been worthwhile.

Moving from the broad characterisation of the field to the in-depth review involved
devising a series of searches using keywords that would identify relevant studies for
data-extraction and inclusion in the in-depth review. Having combined these
searches and therefore having identified the studies most likely to answer the review
question, a further screening stage was included for the purpose of assessing the
relevance of each of these studies. Having determined this, further inclusion and
exclusion criteria were applied. Studies that met all of the criteria and were deemed
of high relevance, though not necessarily of high trustworthiness, were identified and
data-extracted.

What is known about successful models of formative assessment for trainee teachers during school
experiences and what constitutes effective practice? 16



Chapter 2: Methods used in the review

2.3.2 Detailed description of studies in the in-depth review

The studies identified for possible inclusion in the in-depth review were data-
extracted using the EPPI-Centre Guidelines for Extracting Data and Quality
Assessing Primary Studies in Educational Research (version 0.9.5: EPPI-Centre,
2002).

2.3.3 Assessing quality of studies and weight of evidence for
the review question

In light of the data-extraction outcomes, the quality and weight of evidence for the
studies were assessed. To do this, they were rated according to three dimensions:
(A) soundness of the study (i.e. internal coherence and implementation of design),
(B) relevance of research design and analysis employed to the review question, and
(C) external relevance. On the basis of how a study was rated on each of these
three, an overall weighting (D) was given (see section 4.3).

2.3.4 Synthesis of evidence

The relevant information for this section was identified during data-extraction. In
section 4.3, the studies included in the in-depth review are assessed and
synthesised with reference to the weight of evidence they were awarded during their
data-extractions.

2.3.5 In-depth review: quality assurance process

Of the data-extraction, 100 percent was carried out by the URT and two reports were
data-extracted by an EPPI-Centre representative who then compared results with the
URT.
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3. IDENTIFYING AND DESCRIBING STUDIES:
RESULTS

This chapter outlines the search strategy employed to identify studies for the
systematic review and describes the nature and extent of research within the field.

3.1 Studies included from searching and screening

The number of studies identified by the search process and included in different
stages of the process of the review are shown in Figure 3.1. Table 3.1 illustrates the
process of identifying, obtaining and describing papers for the review. Incorporating
all of the searches, the total number of papers prior to the next stage of screening
(which involved scanning the abstracts and titles and excluding those outside of the
geographic area and not in English) was 668.

Table 3.1: Flow of papers from searching to inclusion in map

Number of prospective studies in the field ?
Number of 'hits' using a controlled vocabulary 668
Reports that met criteria 1 to 11 on basis of abstract 233
Reports excluded because they were duplicates 9
Reports not received or unobtainable 21
Reports excluded because they were ERIC digests 109
Reports excluded through reapplication of criteria 1 to 11 12
Total full reports excluded 151
Total full reports keyworded 82

Note: The figure for the first row is not known as it is the sum of every paper on the
ERIC, BEI, and Education Line databases.

The total number of papers included after the application of inclusion and exclusion
criteria 1 to 11 was 233. Of these, 109 papers were then excluded because they
were digests, seven because the abstract or full citation had not indicated that they
were outside of the timeframe, one because it was not actually about trainee
teachers, and nine because they were duplicates. The papers from Education Line
(N=4) were not deemed relevant for further inclusion once they had been exposed to
criteria 1 to 11. Unfortunately, 21 papers were either not received by the deadline
(10 March 2003) or were unobtainable.

Table 3.2 presents the origin, by database, of all the papers.
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Table 3.2: Origin of papers by electronic database

Database Found| Checked|Keyworded| Empirical
ERIC 573 204 60 42
British Education Index 66 25 22 16
Education Line 29 4 0 0
Total (mutually exclusive) 668 233 82 58

No additional studies were found through the searches of CERUK, Regard, SOSIG,
SCRE, ESRC, Child Data, SARA, Zetoc, OPAC and COPAC.
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Figure 3.1: Filtering of studies from searching to map
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3.2 Characteristics of the included studies

Eighty-two included papers were keyworded using the EPPI-Centre Core Keywording
Strategy (version 0.9.6: EPPI-Centre, 2003). Whilst the EPPI-Centre Core Keywording
Strategy (version 0.9.6: EPPI-Centre, 2003) was designed for characterising only
papers based on empirical research (i.e. reports of actual studies), the URT uncovered
a number of papers that had no empirical foundation, and were instead conjectural,
philosophical or positional. This may have been symptomatic of the subject area,
which often appears to feature large numbers of proposals and suggestions for models
for assessment purposes without an empirical base. Of the 82 keyworded papers, 58
(71%) were empirical and 24 (29%) non-empirical. Only 58 papers, therefore, qualified
as ‘reports’ according to the working definition used by EPPI-Centre (see EPPI-Centre
Core Keywording Strategy, version 0.9.6, 2003; section 7). Although all 82 items were
left on EPPI-Reviewer, only 58 could reasonably be keyworded under section 10 of the
EPPI-Centre Educational Keywording Sheet; these feature in the descriptive map. All
studies included in the map were written in English and of published status.

For full bibliographic details and keywords for the 58 included studies, see Appendix
3.1.

Table 3.3 shows the number and proportion of studies according to the country in
which they were conducted. Most studies were conducted in the US (35: 60.3%). The
second largest exponent of studies was the UK (13: 23.4%). Three studies fell outside
of the geographic area (two from China, one from Nigeria). This was because the
country of origin was not indicated on either the abstract or full citation, and so the full
text was ordered and read. Keywording was completed on all full texts that were
obtained within the timeframe; this included the three studies that would normally have
been excluded by Criterion 2. These figures may reflect bias within the bibliographic
database sources searched towards reports published within the US and the UK.

Table 3.3: Frequency report: In which country/countries was the study carried out?
(Coding was mutually exclusive.)

Country Number Percentage (%)
United States 35 60
United Kingdom 13 23
Australia 2 3
Canada 2 3
China 2 3
US, Luxembourg, Germany and Austria 1 2
United Kingdom and Germany 1 2
Ireland 1 2
Nigeria 1 2
Total (number of studies = 58) 58 100

Table 3.4 describes the educational settings of the 58 studies. A study could be
conducted in more than one setting, and in most studies that focused on the school
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experience of trainees both sectors were featured. This is reflected by 22 studies
focusing on both the primary and secondary school settings.

Table 3.4: Frequency report: What is/are the educational setting(s) of the study?

(Coding was not mutually exclusive.)

Attribute Number| Percentage of| Percentage of o
Higher education institution 39 67 43
Primary school 22 38 24
Secondary school 22 38 24
Special needs school 3 5 3
Home 2 5 3
Nursery school 2 5 3
Total (number of studies = 58) 90 158 (100/58) 100 (100/90)

Table 3.5 shows the population focus of the studies, whilst Table 3.6 shows the sex
of the learners, being as they were the overwhelming population focus of the 58
studies (55: 74.3%). A number of these studies also focused on teaching staff (14:
18.9%). The majority of the studies focusing on learners reported mixed sex
participants (50: 90.9%). A small number of studies were undertaken using only
female trainees (5: 9.0%), whilst none was undertaken involving only males.

Table 3.5: Frequency report: What is/are the population focus/foci of the study?

(Coding was not mutually exclusive.)

Attribute Number| Percentage of| Percentage of ol
Learners 55 95 74
Teaching staff 14 24 19
Other population focus 4 7 5
Senior management 1 2 1
Total (number of studies = 58) 74 127 (100/58) 99 (100/74)

Table 3.6: Frequency report: Sex of learners (Coding was mutually exclusive and
depended upon the population focus of the study.)

Attribute Number Pe;iﬁr(;?:ge(oz ; Percer(l:t;!lgi?lgf(;ol ;
Female only 5 9 9
Male only 0 0 0
Females and males 50 86 91
Total (number of studies = 58) 55 95 (100/58) 100 (100/55)

The loading of gender in these studies may be an indication of dated research in the
field, for the absence of studies using exclusively male participants is perhaps
surprising in light of the attention males have received in recent years regarding

assessment and attainment (Stobart and Gipps, 1997). On the other hand, with only
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14 percent of primary schoolteachers reported to be male, and only a few more
males reported to be secondary teachers, it is perhaps not surprising that five studies
deal exclusively with females and none with males. The gender loading may reflect
the average loading of an ITT course, or may simply have been accidental, i.e. no
males happened to be on the ITT courses selected for investigation.

Table 3.7 shows how the studies were weighted when assessment was
conceptualised as a system involving three aspects. In this system, the assessment
was the process, the assessors were the subject and the assessed were the object.
The majority of the studies (32: 51.6%) focused on the assessment process and

would therefore be included within Criterion 15.

Table 3.7: Frequency report: Main agent within assessment on which the study
focuses (Coding was not mutually exclusive.)

Attribute Number Pe;iﬁr(;?:ge(oz ; Percellt:gi?‘gf(;: ;
Assessors 5 9 8
Assessment 32 55 52
Assessed 25 43 40
Total (number of studies = 58) 62 107 (100/58) 100 (100/62)

Table 3.8 shows the overall distribution of reports according to study type. Many of
the studies were evaluative and therefore more suited to answering the review
question than the other types of study. Development of methodology (6:10.3%)
described studies in which the principal focus was on the development of the
assessment instrument, drawing on empirical research to construct a model of

assessment. These six studies did not meet Inclusion Criterion 16.

Table 3.8: Frequency report: Which type(s) of study does this report describe?

(Coding was not mutually exclusive.)

Attribute Number Pe;c;ﬁzti:gi"z ; Percer(l:t;!lgi?lgf(;ol ;
Evaluation: Researcher-manipulated 17 29 29
Evaluation: Naturally occurring 16 28 28
Description 13 22 22
Development of methodology 6 10 10
Exploration of relationships 5 9 9
Review: Other review 1 2 2
Total (number of studies = 58) 58 100 (100/58) 100 (100/58)

Table 3.9 cross-tabulates types of assessment with the phase of the ITT course.
These phases were not intended to be comprehensive; their selection was
deliberate. ‘Initial pre-student recruitment’ was included because a genus of studies
focusing on predicting trainee teacher success was identified during previous
screening stages. ‘School-based experience’ was a key component within the
review question; in order to be included beyond the descriptive mapping stage the
study would have to be focused on this and take a formative model as its particular
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interest. The phrases ‘Exit practices’, ‘Career Entry Profile’ and ‘Statutory Induction’
all related to the request of the TTA to avoid studies that focused on the CEP.
Thirty-five studies of the 58 would therefore be included under Inclusion Criterion 17.

Table 3.9: Cross-tabulation (x-axis: phase of ITT that is the focus of the study; y-
axis: type(s) of assessment on which the study focuses)
(Total number of studies = 58. Coding was not mutually exclusive.)

Initial pre- School- ..| Career
Type of assessment / student based .EXIt entry -Statutf)ry
phases of ITT . . practices ..~ |induction
recruitment| experience profile
Formative assessment 0 35 2 0 3
Summative 0 12 3 0 >
assessment
Ipsative assessment 0 4 1 0 0
Self-assessment 0 13 1 0 0
Portfolio assessment 0 8 2 0 0

3.3 Identifying and describing studies: quality assurance

results

3.3.1 Application of inclusion and exclusion criteria

The first ten titles and/or abstracts were completed with the URT to ensure parity of
approach. In addition, 20 titles and/or abstracts then had the inclusion and exclusion
criteria applied by independent members of the URT and were then compared with
other URT members’ results. Finally, 20 titles and/or abstracts, having been
screened by members of the URT, then had the inclusion and exclusion criteria
applied by EPPI-Centre personnel, who compared results with the URT. The quality
assurance result was that the EPPI-Centre representative was more exclusive. Of
the 20 abstracts screened by the EPPI-Centre, ten of which the URT had included
and ten excluded, 14 were excluded. The ten URT exclusions were included in this
figure. Whilst the URT had an exclusion rate of 50 percent, the EPPI-Centre applied
a 70 percent exclusion rate. This satisfied the URT’s aim to be over-inclusive.

3.3.2 Keywording

The first two papers were keyworded with the URT to ensure parity of approach.

The rest of the papers were then keyworded by independent members of the URT
and compared with another URT member’s result. Finally, ten papers were
keyworded by EPPI-Centre personnel who then compared results with the URT. The
quality assurance result was that section 10a of the EPPI-Centre Educational
Keywording Sheet (version 0.9.6) was the only area where EPPI-Centre and the
URT differed. As a result, section 10a on all papers was re-keyworded by the
research members of the URT in close contact with EPPI-Centre personnel to

ensure agreement.
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4. IN-DEPTH REVIEW: RESULTS

This chapter details the studies included in the systematic review, drawing on the
data-extracted using EPPI-Centre Guidelines for Extracting Data and Quality
Assessing Primary Studies in Educational Research (version 0.9.5: EPPI-Centre,
2002).

4.1 Selecting studies for in-depth review

Table 4.1 is a representation of the combined search strategy used by the User
Review Team to exclude studies. This strategy was devised combining keywords
from both the EPPI-Centre Educational Keywording Sheet (version 0.9.6) and the
APU Assessment review-specific keywording sheet. The third column refers to the
sections on these two sheets, which must be viewed together. The review-specific
keywords were devised specifically for the purpose of identifying reports that would
answer the review question. The strategy was a means by which 58 reports were
reduced to a number manageable in a systematic review lasting less than three
months.

Table 4.1: Search strategy

Search Keyword Section| Number of hits
1 Assessment 6 50
2 Formative assessment 6b 43
3 Assessment 6¢ 32
4 Learners 8 53
5 Mixed sex 8b 50
6 Un'dergraduate trainees OR Post-graduate 8c 48
trainees

7 Primary school OR Secondary school 9 34

8 School-based experience 9b 47
Evaluation OR Evaluation: naturally

9 occurring OR Evaluation: researcher- 10a 33
manipulated

10 Empirical 10c 58

11 1 AND 2 AND 3 AND 4 AND 5 AND 6 AND 7 AND 8 5
AND 9 AND 10

Search 1 identified all the studies in which the main topic was assessment. Search
2, using the review-specific keywords, determined those studies that focused on
formative assessment more than any other from, such as summative or ipsative.
Search 3 pooled all the studies that concentrated on assessment models rather than
the assessors and/or the assessed. Search 4 ensured that the main population
focus of the studies included was student teachers; Search 5 that the sample used
was of mixed gender; and Search 6 that the trainee teachers were undergraduates
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or post-graduates. Searches 7 and 8 both ensured that the studies retrieved focused
on the school-based experience and therefore concentrated on performance-based
assessment studies with a formative slant. Search 9 ensured that only evaluative
studies were included. Search 10 was to double-check that only empirical studies
had been included.

The five studies remaining after the descriptive map are as follows:

e Berg M and J Curry (1997) Portfolios: what can they tell us about student teacher
performance? Social Studies Review 36: 78-84.

e Brucklacher B (1998) Cooperating teachers' evaluations of student teachers: all
‘A's’? Journal of Instructional Psychology 25: 67-72.

e Fishman AR and EJ Raver (1989) ‘Maybe I'm just NOT teacher material’:
dialogue journals in the student teaching experience. English Education 21: 92-
102.

e Fitzgibbon A (1994) Self-evaluative exercises in Initial Teacher Education. Irish
Educational Studies 13: 145-164.

e Willis EM and MA Davies (2002) Promise and practice of professional portfolios.
Action in Teacher Education 23: 18-27.

The five studies that seemed to meet the inclusion criteria for the in-depth review
according to the keyword codings were then re-examined in detail. Three of the
studies were then judged not to meet the second set of inclusion criteria (criteria 14
to 18). It was necessary to reconsider the studies that were included using a keyword
search because some of the review-specific keywords required a high level of
inference. Three of the studies could have been differently and perhaps more
suitably keyworded.

The keywords that affected the keyword search in the way described above were all
review-specific. This is not therefore an admission of inaccurate keywording of
keywords from the EPPI-Centre Core Keywording Strategy, version 0.9.6 (2003).

The two included studies were as follows:

e Berg M and J Curry (1997) Portfolios: what can they tell us about student teacher
performance? Social Studies Review 36: 78-84.

e Willis EM and MA Davies (2002) Promise and practice of professional portfolios.
Action in Teacher Education 23: 18-27.

The three excluded studies were as follows:

e Brucklacher B (1998) Cooperating teachers' evaluations of student teachers: all
‘A's’? Journal of Instructional Psychology 25: 67-72.
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e Fishman AR and EJ Raver (1989) ‘Maybe I'm just NOT teacher material’: dialogue
journals in the student teaching experience. English Education 21: 92-102.

e Fitzgibbon A (1994) Self-evaluative exercises in Initial Teacher Education. Irish
Educational Studies 13: 145-164.

Details of these three excluded studies are given in Appendix 4.1.

To summarise, having developed a map that describes the field of assessment of
trainees during their initial teacher training (ITT), a combined search was undertaken
using EPPI-Reviewer. The result of this combination search was five reports. On
further inspection, three of the number were judged to be unfit for data-extraction.
Two reports remained. Prior to data-extraction, therefore, the paucity of studies that
took as their main focus formative assessment, trainee teachers and school-based
experiences, was palpable. Only two studies were identified that were closely
relevant. Assessmentin ITT, therefore, falls into an obvious gap in assessment
research.

4.2 Further details of studies included in the in-depth
review

For detailed descriptions and analysis of the studies, see Appendix 4.1.

The Berg and Curry (1997) study investigated portfolios as tools for increasing
professional and personal development whilst at the same time providing a means
for assessment of trainee teachers. It focused on 30 trainees, monitoring and
assessing their portfolios at three times during one year. The portfolio structure was
devised by a team of professors, supervisors and cooperating teachers. Four
headings were identified, within which questions were asked of the portfolio contents
and answers assessed. Ratings were given according to three categories.

The Willis and Davies (2002) study similarly investigated portfolios as tools for
increasing professional development, whilst at the same time providing a means for
trainee teacher assessment. It focused on 93 trainees and, instead of determining
the effectiveness of the portfolio through interventions, the study drew upon data
from a questionnaire requiring trainee teachers to reflect on the portfolio component
of their ITT courses in retrospect.

4.3 Synthesis of evidence

To determine how the evidence in the two studies relates to the question and the
aims of the review, it is necessary to examine the five objectives that are implicit in
the review question:

1. To DESCRIBE the best studies that focus on formative models for assessing

trainees
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2. To evaluate only studies that make POSITIVE claims about the models they
examine

3. To evaluate a number of DIFFERENT models to compare and contrast

4. To determine what the different models actually ASSESS

5. To evaluate how good teaching is CONCEPTUALISED

Objectives 1 and 2 were achieved. Objectives 3, 4 and 5 proved to be more
problematic.

Using EPPI-Centre questions for review-specific weight of evidence, a number of
questions were asked of the data-extracted studies. Table 4.2 summarises the
outcomes of these questions, following which is a more extensive explanation of
these questions.

Table 4.2: Weight of evidence

Study A B C D
Berg and .

Curry (1997) Low Medium Low Low
Willis and , . . .
Davies (2002) Medium Medium High Medium

4.3.1 Weight of evidence A

Weight of evidence A: The trustworthiness of the findings of the studies in answering
the study questions, taking account of all quality assessment issues

The Berg and Curry (1997) study would have been difficult to undertake differently.
If one wishes to research the use of portfolios in trainee teacher development and
growth, then getting trainees to keep a portfolio and assessing it is the obvious
choice of method. No information, however, is given about why the particular
contents of the portfolios were appropriate nor why they were used. Without
significantly more information about the subjective nature of the analysis, bias is
inherent in this study. Furthermore, the results are not generalisable without much
more contextual information. In US and San Diego terms, one feels certain that
there is the basis of a good study. However, the evidence provided is scant both
conceptually and empirically, making the findings of the study of low trustworthiness.
Results, discussion, conclusions and implications all flow into one another and have
to be interpreted.

There is an element within this study that the 'desired' outcomes, which are only
implicitly stated, were achieved. There is, however, no argument presented as to
whether or why some students were less effective in their portfolios, for example. It
is hard to agree or disagree with the findings and conclusions without further
information or evidence.

In the Willis and Davies (2002) study there is a loose connection between the climate
described in the introduction and the actual study, but no sound justification,
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reasoning or apologetic is discernible. Decisions are rarely made explicit, nor are
they given a rationale. The questionnaire seems to have been the best, perhaps
only way, to have drawn data retrospectively on the portfolio component of the ITT
course. Interviews would have been an alternative, for better or worse.

There is no deliberation on the possible shortcomings and flaws of the questionnaire
and the collection of it in the Willis and Davies (2002) study. One major shortcoming
may be that the Likert scale is four-pronged, instead of the more common five-
pronged scale. One school of thought advocates that there is no room for
indifference on a four-pronged scale, as everything is either agreeable or
disagreeable, to different degrees, and there is no middle ground. Another school of
thought, however, advocates that the four-pronged Likert scale is better than the five-
pronged one, because it forces participants off the fence. With middle ground, as
well, there is the potential for drawing conclusions either way, and seeing them as
positive or negative. Use of the four-pronged scale is not given a rationale.

The data-extractor (the questionnaire) used in the Willis and Davies study is based
mainly on a set of former survey questions. To some degree, it builds on a tried and
tested base. This could be a minor validity assurance measure if the reasoning
behind this appropriation was explained.

Although the findings of the study are for the most part reported in the section
'Survey Results', there are obvious omissions. Table 1, for example, does not
present all the questions and therefore omits a lot of the data. Because the entire
process is not adequately described, the research method and design is not easy to
follow; therefore the chance that bias and error have distorted the findings is quite
high.

Regarding the generalisability of the findings of the Willis and Davies study, there is
nothing to suggest that the sample would seriously differ from any other taken from
an average ITT course. The findings, therefore, could safely be applied to other
courses, especially within the US.

Although the research design and method is not made explicit, and this naturally
raises questions about the reliability and validity of the findings, the data and the
assertions in the Willis and Davies study made from the data were fairly trustworthy,
insofar as the study is a simple one, without a huge margin of error.

Regarding the data, therefore, the Willis and Davies study is fairly sound.
Quantitative data without complex statistical analysis applied cannot really be
interpreted in too many ways, so this is fairly trustworthy. The qualitative data is the
untrustworthy component of the report. As we cannot see the original questionnaire
in its entirety, we cannot fairly assess the validity of the questions, but the report
does draw a clear distinction between the findings and the conclusions drawn from
them. Formulating a conclusion independently from the conclusion in the report is
therefore possible.

Since the study is not completely traceable, high trustworthiness for the findings of
the study cannot be awarded, but because it presents most of the data before it
interprets it and draws conclusions based on common sense, it can be awarded
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medium trustworthiness. The Willis and Davies study, therefore, scores a higher
level of trustworthiness regarding findings than the Berg and curry (1997) study.

The concluding section of the Willis and Davies (2002) study, more than anything,
synthesises the findings rather than interprets them. The section on page 25, which
offers possible implications and recommendations, is the most interpretative part.
No real justification is offered, however, for the concluding section, but the
conclusions are, at the same time, not implausible. The conclusions drawn from the
findings are the same as those the reviewer would make.

4.3.2 Weight of evidence B

Weight of evidence B: The appropriateness of the research design and the analysis
of the studies for addressing the review question

The Berg and Curry (1997) study addresses one particular model of formative
assessment, that of portfolios. The development and use of these portfolios is
described within the study in some detail. How the research was conducted is also
outlined with reasonable clarity. The research design, however, is vague in terms of
the sample and the context of the research, as well as in terms of how the data were
analysed. The findings and conclusions of the study concentrate mainly on what the
trainees said in their portfolios, using their statements and comments as indicative of
professional and personal development. A better means of data-collection for the
purpose of this review would have been interviews after completion of the portfolios
to determine how the trainees evaluated the use of portfolios as a means of
formative assessment of their skills and understandings. Owing to the limited
appropriateness of the research design and analysis for addressing the question for
this systematic review, the study was of limited trustworthiness. However, the study
does describe a formative model of assessment (Objective 1) and does give it a
positive evaluation (Objective 2). The Berg and Curry (1997) study, therefore,
scores a medium level of trustworthiness.

Similarly, the Willis and Davies (2002) study offers the portfolio as a model for
assessing trainees formatively during their school experience and the rest of the
course. The study focuses on the presentation or ‘exhibition’ of portfolios, although
in this context portfolios could be seen as summative, because the presentation of
them takes place at the end of the course. That they are deemed formative by the
authors is discernible from the fact that key concepts and actions are incorporated
within the formative sphere. Examples of these are reflection, self-evaluation,
professional development, self-confidence and communication skills. This particular
study also describes an assessment model (Objective 1) and makes a positive
evaluation of the portfolio, so it does describe a 'successful model' of formative
assessment (Objective 2).

The research design and analysis of the Willis and Davies (2002) study are suited to
the review question because they combine qualitative and quantitative data, and they
also establish from the trainees directly their views on portfolios as a means of
formative assessment. Transcribed interviews might have been a better option, if the
data were reported satisfactorily, but a questionnaire is a suitable method, and from
what is deducible from the findings, the questions asked were ones that the User
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Review Team (URT) thought worth answering. The Berg and Curry (1997) study is
perhaps less informative because of its failure to collect data relating to portfolios per
se, although neither of the studies draws conclusions that are completely free from
bias.

The URT wanted to determine what is known about formative models, and in the
Willis and Davies (2002) study, possible benefits and shortcomings are suggested.
The second part of the review question, 'what constitutes effective practice..." is not
answerable using this study, however, because it does not focus on an exact model
for assessing but explores an assessment tool. The Berg and Curry (1997) study
does use a more exact model, but fails to report in sufficient detail. The criteria used
for assessing portfolios in the Willis and Davies study are not presented in sufficient
detail for the URT to determine how that particular college personnel conceptualise
good teaching or to answer the question 'What constitutes good teaching?' What the
college personnel in the Berg and Curry (1997) conceptualise as good teaching is
easier to determine (p 80). For example, regarding portfolios, a good teacher should
have the...

e ability to reflect clearly on own growth and change
e ability to discuss strengths and weaknesses of performance
e ability to address cross-cultural and language development infusion.

Both studies employ appropriate research designs to a degree, and both draw
conclusions that make positive evaluations of portfolios as a formative assessment
model. Both studies, therefore, satisfy the first two objectives of the review question.
Itis, however, the quality of the reporting of the research designs and analyses that
are problematic. If everything that had been learned by the researchers had been
reported, then it would be possible to answer more comprehensively ‘what is
known...” and ‘what constitutes effective practice’, but unfortunately what is reported
is limited.

In the Willis and Davies (2002) study, the questionnaire used to collect the data is
not represented in its entirety. In the Berg and Curry (1997) study, the methods of
data analysis used are not stated and the ‘reflective questions’ that the assessors
asked of the portfolios are only represented by four broad ‘areas’ (p 80). General
conclusions can be drawn about portfolios from both studies, but no exact models for
either (i) the portfolios, (ii) the assessment of them, or (iii) acquiring feedback about
them are offered that are trustworthy, with adequate validity and reliability measures
taken. Both studies score a medium level of trustworthiness in this area.

4.3.3 Weight of evidence C

Weight of evidence C: The relevance of the particular focuses of the studies,
including their conceptual focus, context, sample and measures for addressing the
review question

In the Berg and Curry (1997) study, the portfolio is relevant to the research question,
but the conceptual basis of portfolios is only minimally revealed and the context is
not described or explained. The authors do not give information on the sample
although we know there were 30 students involved. The stage in their training is
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unknown, as is the duration or level of their course. We do know that the portfolios
were kept for one academic year and that they were monitored through three stages
(initial, medial and towards the end of the year) but we are not told much more. Itis
frustrating that a study that potentially has direct relevance to the research question
is so poorly reported and fails to collect feedback from the trainees.

The relevance of the Willis and Davies (2002) study to the review question is high
because it focuses on undergraduate trainee teachers on a course that balances
theory and practice (p 19) whilst seeking to investigate an instrument that may
eventually lead to a more ‘authentic assessment’ (p 18). The context, sample and
conceptual focus, therefore, are perfectly suited to the review question. The problem
is that the means by which the teacher educators and peers evaluated the portfolios
is not revealed, which may have helped the URT more readily to conceptualise what
the college personnel perceived good teaching to be. The report reveals that the
portfolios and the presentation of them were examined ‘on the rubric of
professionalism, organisation of presentation, delivery, and responses to questions’,
but no more detail is given.

4.3.4 Weight of evidence D

Weight of evidence D: Taking into account the quality of the execution, the
appropriateness of the design and the relevance of the focuses of the studies in
answering the review question...

Overall, both studies would have been highly relevant had the reporting of research
design and methodology been better. The Berg and Curry (1997) study, in US and
San Diego terms, is probably a good study because interested parties there would
understand the various aspects of portfolio use in that context. However, the
evidence provided is scant in both conceptual and empirical terms, meaning that it
can have only low trustworthiness for the purposes of answering the review question,
satisfying only two of the five objectives. The findings need considerable
interpretation in order to answer the review question, as there is little depth to
exploring how the outcomes were reached and how the conclusions drawn relate to
summative assessment specifically. Many of the findings have to be interpreted and
conclusions drawn by the reader.

The Willis and Davies (2002) study is relevant and the research design and
methodology is generally appropriate. However, the validity of the conclusions is
questionable as the analysis is sometimes vague and there are gaps in the reporting.

It is arguable whether either study is in any way replicable. It is also regrettable that
neither study used controlled trials to determine whether the portfolios either
enhanced professional development or merely recorded natural development over
the course of the training.

With regard to the background to this review (Chapter 1), both studies offer models
of assessment that emphasise the equal weighting of process and product in
learning, teaching and evaluation (Stobart and Gipps, 1997). However, neither study
offers a standardised form nor individual items for the portfolio that are subject to
validity and reliability measures. Neither study engages in the current debate about
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fair testing nor the notion of multiple assessments, although both imply that the need
for authentic assessment motivated the studies. The Willis and Davies (2002) study
refers directly to ‘authentic assessment’ (p 18), whilst the Berg and Curry (1997)
study states that the portfolio would ‘also embody an attitude that assessment is
dynamic and that the best representations of student teacher performance are based
on multiple sources of assessment collected over time in authentic settings’ (p 78).

In regard to the aims of this review (section 1.1.1), neither the validity nor the
reliability of the assessment models are adequately explored (Martin, 1997). Owing
to the lack of reliability measures, a way of making an assessment that is a
‘replicable finding’ is not forthcoming (Hartsough, 1998). As a result, ‘minimising the
number of wrong classifications’ is not possible from the results of the studies either
(Martin, 1997). Both studies do, however, support the belief that portfolios can be
used for the purpose of selection and grading, diagnosis and remediation,
motivation, and recording and reporting (Mahoney and Knox, 2000).

4.4 In-depth review: quality assurance results

Each study was data-extracted using the EPPI-Centre Guidelines for Extracting Data
and Quality Assessing Primary Studies in Educational Research (version 0.9.5:
EPPI-Centre, 2002) by two separate reviewers in isolation from one another. The
extractions were then compared, discrepancies were discussed and changes were
negotiated. A third version of the data-extraction was then amended to reflect the
agreement of both reviewers. Both studies registered an excellent inter-rater
reliability score. The Berg and Curry (1997) study was 0.85 whilst the Willis and
Davies (2002) study was 0.91. The double-reviewed data-extractions were then
quality assured by an independent member of the User Review Team. The agreed
(‘triple-reviewed’) data-extractions were then quality assessed by an EPPI-Centre
team representative. There were again few discrepancies. The Willis and Davies
(2002) study had an inter-rater reliability score of 0.92, as did the Berg and Curry
(1997) study. To work out the degree of correlation between the coding of the two
raters, we used Cohen’s Kappa. Table 4.3 represents these scores.

Table 4.3: Inter-rater reliability

Internal kappa score External kappa score

Study (between URT (between APU and EPPI-
personnel) Centre personnel)

Berg and Curry 1997 0.85 0.91
Willis and Davies 2002 0.92 0.92

4.5 Nature of actual involvement of users in the review
and its impact

The User Review Team was involved in the review at all stages: the screening of
abstracts, the screening of full texts, keywording, and data-extraction. They brought
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to the review their expertise and ensured that the questions asked and the
consequent findings were of use. Some challenges were experienced by the
teachers and tutors within the team because of the speed with which all the
processes had to occur in the review period (less than three months). For this
reason, the majority of the inputting of the studies into EPPI-Reviewer were
undertaken by the URT Administrator to save time and inconvenience for the teacher
and tutor members of the team. All team members, however, checked their data
inputs for accuracy.
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5. FINDINGS AND IMPLICATIONS

This chapter details the findings and implications of the in-depth review and the
descriptive map.

5.1 Summary of principal findings

In this section, findings are drawn from the three studies that were excluded prior to
data-extraction, as well as the two that were included.

On account of the limited trustworthiness of all studies, mainly due to missing details
in the report and failure to detail the methods for data gathering and analysis (see
section 4.2), the benefits and problems below must be treated with caution.

The two data-extracted studies focused on portfolios.

5.1.1 Benefits of the excluded studies

Portfolios are distinct from profiles in that they represent a collection of work and
reflections based on a loose, interpretative structure rather than checklists of
responses to competencies and statements related to teaching. They offer a more
constructivist approach to assessment.

It is also argued by the authors of the two studies that the portfolios are a successful
means of assessing teacher trainees during school experience insofar as they:

e are generally perceived to be ‘worthwhile’ by trainee teachers (Willis and Davies,
2002, p 20; cf. Reis and Villaume, 2002, in which the ‘time versus worth’ problem
is explored in relation to portfolio assessment)

e perpetuate professional growth and development (Berg and Curry, 1997, p 82)

e allow trainee teachers to express themselves creatively as teachers (Willis and
Davies, 2002, p 20). The majority of trainee teachers felt that their portfolio
‘uniquely represented themselves’ (Willis and Davies, 2002, p 22).

e provide insight into teaching and the impact it has on pupil learning (Berg and
Curry, 1997, p 82; Willis and Davies, 2002, p 20)

e help trainee teachers to work towards making meaning comprehensible for all
pupils (Berg and Curry, 1997, p 82)

e allow trainee teachers to reflect on what is ‘fun’ and ‘motivating’ to pupils (Berg
and Curry, 1997, p 82)

e allow trainee teachers to reflect on their practice per se (Willis and Davies, 2002,
p 20)

e create a ‘strong bond’ between the assessors and the assessed (Berg and Curry,
1997, p 84)

e encourage all involved in the assessment process to ‘join as collaborators in
learning’ (Berg and Curry, 1997, p 84)
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e are more popular with trainee teachers when they have ‘ownership and decision
making about the portfolio categories’ (Willis and Davies, 2002, p 20)

e create awareness of personal and professional growth (Willis and Davies, 2002,
p 20)

e increase self-confidence in terms of presentation (Willis and Davies, 2002, p 22)
and improve trainee teachers’ speaking and interviewing skills (Willis and Davies,
2002, p 24)

e prepare trainee teachers for their ‘job search’ (Willis and Davies, 2002, p 22)

e help trainee teachers, when used in relation to National Standards, to reflect on
those Standards and how they could be incorporated and represented in the
portfolio (Willis and Davies, 2002, p 22)

e encourage self-perception as lifelong learners (Willis and Davies, 2002, p 24)

5.1.2 Problems with the excluded studies

According to the authors of the studies, portfolios are problematic insofar as they:

e create problems for trainee teachers regarding format, selection and design
(Willis and Davies, 2002, p 24)

5.1.3 Findings drawn from the excluded studies

e Dialogue journals — in which both the assessor and the assessed keep journals —
enrich the experience of both the trainee teacher and the cooperating teacher
(Fishman and Raver, 1989).

e As stated by Willis and Davies (2002), the majority of trainee teachers find
portfolios useful and claim their use increases reflection and self-awareness
(Fitzgibbon, 1994).

5.1.4 Gaps in research

During the course of the review, and especially after producing the descriptive map,
what was most revealing was what the systematic review did not find, rather than
what it did. As can be seen in section 3.2, the bulk of the studies were of US origin,
with only 13 loosely relevant studies undertaken in the UK. Whilst the majority of the
studies did focus loosely on formative assessment (40 in total), only ten of them
involved portfolios. Moreover, whilst seven studies in the UK featured formative
assessment to some degree, no UK studies focused on portfolio assessment. A
likely explanation for this is the recent introduction of the CEP (arrangements for
which were made only in 1999).

The User Review Team stands by the statement made in their original bid (and
reiterated in section 1.1.1) therefore, that whilst the UK system has only recently
started to explore the possibilities of portfolios, profiles, reflective journals and
dialogic journals for purposes of assessment and professional development, the US
systems have been dependent upon them for some time. That the two data-
extracted studies were both conducted in the US suggests a real lack of good UK
studies.
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An unfortunate absence is that of the controlled trial. Whilst only 17 studies involved
a controlled trial, neither of the data-extracted studies featured this type of research.
It would have been useful to have had a study that started off with two groups
together, with one exposed to a portfolio component or similar, and the other not.

5.1.5 Findings drawn from the map

Most studies of at least loose relevance to the review question were conducted in the
US (35: 60.3%). The second largest exponent of studies was the UK (13: 23.4%).
These figures may, however, reflect bias within the bibliographic database sources
searched towards reports published within both of these countries. The exact
physical settings of these studies were evenly conducted at primary and secondary
schools (22: 24.4% for each).

Learners of various types were the overwhelming population focus of the 58 studies.
With inclusion Criterion 5 specifying trainee teachers, it comes as no surprise that a
number of these studies also focused on teaching staff. The majority of the studies
reported on mixed sex participants (50: 90.9%) but a small number were undertaken
using only female trainees (5: 9%), whilst none were undertaken involving only
males.

The loading of gender in these studies may be an indication of dated research in the
field, for the absence of studies using exclusively male participants is perhaps
surprising in light of the attention males have received in recent years regarding
assessment and attainment (Stobart and Gipps, 1997). On the other hand, with only
14% of primary school teachers reported to be male, and only a slightly larger
percentage of males reported to be secondary teachers, it is perhaps not surprising
that five studies deal exclusively with females and none with males. The gender
loading may reflect the average loading of an ITT course, or may simply have been
accidental (i.e. no males happened to be on the ITT courses selected for
investigation).

The majority of studies were evaluative (33: 56.8%) and therefore more suited than
other types to answering the review question. Development of methodology studies,
which might also have been useful, were relatively few (6: 10.3%). These studies
focused principally on the development of the assessment instrument, drawing on
empirical research to construct a model of assessment.

5.2 Strengths and limitations of this systematic review

5.2.1 Strengths of this systematic review

The main strength of this review is that it identifies a number of factors affecting the
use of portfolios as a formative assessment tool. However, it also reveals the need
for significant further research into an area that has already received much recent
attention, namely formative assessment. The general conclusions it draws from the
data-extracted studies are informative in relation to portfolios, if not of high
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trustworthiness. More reliable and carefully conceived studies need to be
conducted, however, to inform the UK education system better about the use of
portfolios and other means of formative assessment of trainee teachers.

5.2.2 Limitations of this review

The main limitation of this review is that it cannot confidently recommend, without
further research being undertaken, any successful models of formative assessment,
nor can it offer any further insight into the debate of what constitutes effective
formative assessment practices. Problems may stem from the review question itself,
as well as from the research field. A systematic EPPI-Centre education review
typically takes twelve months to complete; this particular review was undertaken in
less than three months with a relatively small URT. Time to explore and change the
question under review was, therefore, equally limited. Had more time been spent on
exploring the various studies on formative assessment initially uncovered, it might
have been possible to generate a different question with the potential to offer a richer
outcome.

No research was uncovered that engaged in the debate about ‘gendered’
assessments, nor were any studies unearthed that contribute to the debate about
structuralist models of learning (see Chapter 1).

A further limitation was that the map of research reported in Chapter 3 included three
studies beyond the geographical inclusion criteria.

5.3 Implications

5.3.1 Policy

Evidence suggests that what appears to be a general move in the UK towards the
incorporation of US-style reflective journals within ITT courses is potentially an
advantageous move. They appear to increase professional and personal growth and
allow teacher educators further insight into the depth of their trainee teachers’
pedagogical knowledge. The decision of many higher education institutions (HEIs),
such as Anglia Polytechnic University, to introduce a portfolio component to their ITT
course, is supported by encouraging (but contestable) evidence that they may
provide a suitable way forward. In the current push for ‘authentic assessment’,
portfolios may offer ‘the promise of identifying both a broader and more in-depth
picture of an emerging teacher’s thinking and behaviour than other, more traditional
forms of assessment’ (Berg and Curry, 1997, p 84).

5.3.2 Practice

A corollary of the increased use of portfolios appears to be heightened confidence,
metacognition and reflection, as well as professional and personal development in
trainees. The introduction of portfolios may have positive implications with regard to
the transition from good studentship to good practice in the classroom. ‘In today’s
rapidly expanding field of hires, an assessment model that can shape professional
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growth is very useful in creating the seamless fabric between preservice training and
practice into the classroom’ (Berg and Curry 1997:84).

5.3.3 Research

The absence of trustworthy research in all areas of ITT assessment, especially
formative and portfolio assessment, is palpable. If portfolios are to become
increasingly widespread for assessment purposes, their validity and reliability, and
their ability to satisfy a more ‘authentic assessment’, must first be proven. There is
also a noticeable absence of research that engages either the debate about
‘gendered’ assessments or the debate about structuralist models of learning.

5.4 Additional points

An EPPI-Centre systematic review would normally be scheduled as a twelve-month
project. Because there are no dispensable stages in the process, this particular
review had to condense twelve months work into three months. No stage could be
bypassed. Putting this into operation was difficult and generated a large amount of
work. One of the options available to the User Review Team in order to make the
review more manageable was disengagement from the EPPI-Centre process.

Indeed, following the EPPI-Centre process resulted in a relatively small yield of
usable studies. One of the available options was to take a step back and depart
from the process at the descriptive mapping stage prior to data-extraction. This
would have meant the presentation of more findings and a larger review, drawing on
more studies. In order to address this issue and reach agreement, the URT
scheduled a meeting at which they agreed to continue in alignment with the EPPI-
Centre. Some of the reasons for this included the following:

e The impossibility of making the review exhaustive: Because of the limited
timeframe, performing an exhaustive review was not possible. The need for a
systematic review, therefore, was great. If the review was neither exhaustive nor
fully systematic, it could not be informative. If the review was not exhaustive but
was replicable and reliable, at least a large surface area of the field of research
would be covered. Furthermore, what had and had not been synthesised would
be explicit.

e The need for evidence-informed policy and practice: Policy and practice in
education should ideally be informed by research that is not just empirical but
also rigorous and trustworthy. By disengaging from the EPPI-Centre process,
the URT would have perpetuated the view that was emerging of weak research
in the field of assessment.

e The need for transparency: The team resolved that there would be no justification
for making only part of the process transparent, and leaving the latter, perhaps
most important stages of the review process, obscure or potentially subjective.
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e The need for standardised quality assessment: To follow the EPPI-Centre
process to the descriptive mapping stage and then depart from it would have
denied the URT the opportunity to weigh the evidence in the studies in a
standardised way. The weight of evidence stage of the EPPI-Centre process
allows transparent and replicable judgements to be made about the quality of the
studies, the appropriateness of their research design, and the relevance of their
focus. An overall weight is then awarded. It is on this basis that
recommendations are made.

e Not wishing to distort the field and undermine keywording: The URT were
confident that the retrieval system they had created with keywords could
accurately describe the field and a search using it would include only relevant
studies. Ignoring the keywording could have distorted the nature and extent of
the field and resulted in weak research being perpetuated.

e The need for synthesising primary research: At the end of the EPPI-Centre
review process, the evidence is synthesised. If the data had not been extracted
in a systematic way, ensuring consistent extraction across the board, the
synthesis of evidence might have been less reliable.

e The need for detailed characterisation of studies: The difference between
keywording and data-extraction is that the former employs limited coding,
describing the characteristics of the studies. Data-extraction, however, describes
in more depth, assessing findings and methodological quality.

e The need for consensus judgements: In continuing the systematic process
throughout, the URT made use of the utility of ‘double reviewing’ at the data-
extraction stage. Moreover, aligning with the EPPI-Centre during the latter
stages of the review opened the extraction of data up to another stage of peer
reference for the purposes of quality assurance.

In short, had the User Review Team departed from the EPPI-Centre process, the
review may indeed have synthesised more studies, but it might also have been
misleading and would certainly not have had the same level of accountability and
replicability.
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MODELS

OR Lesson Observation
Criteria

OR Measures (individuals)
OR Tests
OR Standards

AND

FORMATIVE ASSESSMENT
OR Student Teacher Evaluation

OR Assessment

NOT Summative Assessment
OR Appraisal

OR Grading

OR Formative Assessment

NOT Holistic Assessment

OR Informal Assessment

OR Peer Evaluation

OR Performance-Based Assessment
OR Measurement

OR Portfolio Assessment

OR Self-Evaluation (individuals)
NOT Student Evaluation

OR Vocational Evaluation

OR Testing

OR Evaluation

OR Teacher Competency Testing

AND

STUDENT TEACHERS
OR Preservice Teachers

OR Student Teachers
OR Beginning Teachers
OR Education Majors

AND

SCHOOL EXPERIENCE
OR Student Teaching

OR Practice Teaching
OR Microteaching

OR Practicums

OR Teaching Experience
OR School Experience

ERIC Yield = 27
ERIC Yield post 1987 = 21
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APPENDIX 2.2: APU Assessment review-specific keywording sheet

6b. Type(s) of assessment on which the
study focuses

(Apply only if you have circled ‘assessment’ in
Section 6)

Circle more than one if necessary

Formative assessment
Summative assessment
Ipsative assessment
Self-assessment
Portfolio assessment

6c. Main agent within assessment on
which the study focuses

(Apply only if you have circled ‘assessment’ in
section 6)

Circle only one

Assessors (subject of assessment)
Assessment (process of assessment)
Assessed (object of assessment)

8c. Type of learner

(Apply only if you have circled ‘learners’ in
Section 8)

Circle more than one if necessary

Undergraduate trainees
Post-graduate trainees
SCITT trainees

GTP trainees

RTP trainees

8d. Type of teaching staff

(Apply only if you have circled ‘teaching staff’
in Section 8)

Circle more than one if necessary
University tutor

Supervising teacher

9b. Phase of ITT that is the focus of the
study
Circle only one

Initial pre-student recruitment
School-based experience
Exit practices

Career Entry Profile
Statutory Induction

10c. Type of research
Circle only one

Empirical
Non-empirical

Definition of empirical research: empirical —
adj. 1 based or acting on observation or
experiment, not on theory (The Concise
Oxford Dictionary); i.e. being or including a
report based on data gathered first-hand
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criteria and
standards-based
assessment in
pre-service
education
courses

item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment |within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of | does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

ABEI 003, Details Assessment | Learners 21 and Mixed sex |Primary Evaluation: | Summative Assessment School-

Klenowski V Hong Kong over assumed |school Naturally assessment based

(2000) Portfolios: assumed occurring experience

promoting Secondary

teaching school

ABEI 004, Goos |Details Assessment |Learners 17-20 Mixed sex |Higher Description | Formative Assessment | Under-

M, Moni K (2001) | Australia deduced |deduced |education assessment graduate

Modelling Organisation 21 and institution trainees

professional and over

practice: a management deduced

collaborative Teaching and

approach to learning

developing
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of |does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

ABEI 006, Details Assessment | Learners 17-20 Mixed sex |Higher Evaluation: |Formative Assessed Under- School-

Everton TC UK: deduced |deduced |education Naturally assessment graduate based

(1999) Student England Other topic 21 and institution occurring trainees experience

teachers in focus over Homerton Self-

. . students deduced Primary assessment Post-

p ”m"’?ry schools: assessed by school graduate

the views of the pupils they trainees

pupils teach

ABEI 008, Hayes |Details Teacher Learners 17-20 Mixed sex | Primary Evaluation: School-

D (1999) A matter| UK: careers assumed |assumed |school Naturally based

of being willing? | England 21 and occurring experience

Mentors' over

expectations of assumed

student primary

teachers

ABEI 009, Details Assessment |Learners 17-20 Mixed sex | Secondary Evaluation: |Formative Assessed Under- School-

Brooker R (1998) | Australia assumed |assumed |school Researcher- | assessment graduate based

Improving the 21 and manipulated trainees experience

assessment of over

assumed

practice teaching:
a criteria and
standards
framework
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of | does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

ABEI 011, Martin | Details Assessment |Learners 21 and Mixed sex |Secondary Review: Formative Assessed Post-

S (1997) Two UK: over Assumed | school Other review | assessment grqduate

models of England trainees

educational

assessment: a

response from

Initial Teacher

Education: if the

cap fits...

ABEI 012, Sharp |Details Assessment | Learners 17-20 Mixed sex |Higher Evaluation: | Formative Assessment | Under-

S(1997) A UK: assumed |assumed |education Naturally assessment graduate

factorial study of |England 21 and institution occurring . trainees

student over Summative

performance in assumed assessment

Initial Teacher

Education

ABEI 013, Details Assessment |Learners 17-20 Mixed sex | Higher Evaluation: | Formative Assessed Under- School-

Sumison J, Fleet |Australia assumed |assumed |education Researcher- | assessment graduate based

A (1996) 21 and institution manipulated trainees experience

Reflection: can g‘;‘;‘{/med Nursery gzs;:med

we assess it? school graduate

Should '_’Ve trainees

assess it? assumed
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of | does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)
ABEI 015, Lyle S |Details Assessment |Learners 17-20 Female Higher Evaluation: Assessed University | School-
(1996) The UK: assumed |only education Naturally tutor based
education of England Teaching and | Teaching 21 and institution occurring experience
reflective learning staff over Super-
teachers? A view assumed Primary vising
school teacher
of a teacher
educator
ABEI 017, Details Assessment |Learners 21 and Mixed sex | Higher Evaluation: |Formative Assessment | Post- School-
Fitzgibbon A Ireland over education Researcher- | assessment graduate based
(1994) Self- institution manipulated Assessed trainees experience
evaluative Self-
exercises in Initial Secondary assessment
school
Teacher
Education
ABEI 018, Preece | Details Assessment |Learners 21 and Mixed sex |Secondary Exploration | Formative Assessment | Post- School-
PFW (1993) The |UK: over school of assessment graduate based
assessment of England relationships trainees experience
teaching practice
performance
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of |does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)
ABEI 019, Details Other topic Learners 17-20 Mixed sex |Higher Evaluation: Under- School-
Vaughan G UK focus deduced |deduced |education Researcher- graduate based
(1992) Profiling: a ICTinITT institution manipulated trainees experience
mechanism for gle?”d Post
professional deduced graduate
development of trainees
students?
ABEI 020, Details Teaching and |Learners 17-20 Mixed sex | Higher Description Under- School-
Calderhead J, UK: learning deduced |deduced |education graduate based
James C (1992) |England 21 and institution ’l[(rai'nees experience
Recording over rainee
student teachers' deduced te/aCher y
learning wg or pg
. not
experiences specified
Post-
graduate
trainees
trainee
teacher
u/g or p/g
not
specified
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of | does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

ABEI 021, Details Assessment |Learners 21 and Female Higher Evaluation: |Formative Assessed Post- School-

McLaughlin HJ USA over only education Researcher- | assessment graduate based

(1991) The institution manipulated trainees experience

reflection on the Self- assumed

blackboard: Ser?onldary assessment

student teacher sehoo

self-evaluation

ABEI 022, Details Assessment |Learners 17-20 Mixed sex | Higher Evaluation: |Formative Post- School-

Simmons C, Wild | UK assumed |education Naturally assessment graduate based

P (1992) New 21 and institution occurring trainees experience

forms of student g\ézzmed Primary S;Jsr?e?s?:\e,ﬁt

teacher learning school

Secondary
school

ABEI 024, Simbo |Details Assessment |Learners 17-20 Mixed sex Evaluation: Assessed Under- School-

FK (1989) The Nigeria deduced |assumed Researcher- graduate based

effects of manipulated trainees experience

deduced

microteaching on
student teachers'
performance in
the actual
teaching practice
classroom
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of [Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of |does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)
AERIC 002, Dutt |Details Assessment | Learners 17-20 Mixed sex |Higher Description | Formative Assessment | Under- School-
KM (1997) USA assumed |education assessment graduate based
Assessing Teaching 21 and institution Assessed trainees experience
student teachers: staff over Self- assumed
the promise of oth assessment
er
developmenta/ population
portfolios focus
HEI
supervisor
AERIC 005, Dutt- | Details Assessment 17-20 Mixed sex |Higher Description | Formative Assessment | Under- School-
Doner K, Gilman |USA assumed |assumed |education assessment graduate based
DA (1998) institution Assessed trainees experience
Students react to
portfolio
assessment
AERIC 010, Details Assessment |Learners 17-20 Female Higher Evaluation |Formative Assessment | Under- School-
Naizer GL (1997) | USA only education assessment graduate based
Validity and Curriculum 21 and institution Evaluation: trainees experience
reliability Issues over _ Resgarcher- Self-
of performance Primary manipulated | assessment
; school
portfolio Portfolio
assessment assessment
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of | does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)
AERIC 013, Reis |Details Learners 17-20 Mixed sex | Higher Evaluation: |Formative Assessment | Under- University | School-
NK, Villaume SK |USA assumed |assumed |education Researcher- | assessment graduate |tutor based
(2002) The Teaching 21 and institution manipulated trainees experience
benefits staff over Summative Super-
tensions’ and assumed Home assessment Post- vising Exit _
.y $ graduate |teacher practices
visions of Primary Ipsative trainees
portfolios as a school assessment
wide-scale
assessment for Special needs Self-
teacher education school assessment
Portfolio
assessment
AERIC 014, Details Assessment |Learners 17-20 Mixed sex | Higher Evaluation: |Formative Assessment | Under-
Fahey PA, USA assumed |assumed |education Naturally assessment graduate
Fingon JC (1997) 21 and institution occurring Assessed trainees
Assessing oral over assumed
presentations of assumed P;S(;[Late
student-teacher ’?rainees
showcase assumed
portfolios
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item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
country/ |the topic islare the |learners |learners |the type(s) of |assessment | within learner |teaching |initial
countries |focus/foci |population|(years) educational |study on which assessment staff teacher
was the of the focus/foci setting(s) of |does this |the study on which training
study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

AERIC 025, Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: |Formative Assessors Under- University | School-

Stroh L (1991) USA assumed education Researcher- | assessment graduate |tutor based

High School Teacher Teaching 21 and institution manipulated trainees experience

student careers staff over assumed Super-

evaluation of assumed Primary Post- vising

Student school graduate |teacher

assumed trainees

Teachers: how do Secondary assumed

they compare school

with assumed

professionals?

AERIC 062, Details Assessment |Learners 21 and Mixed sex | Secondary Evaluation |Formative Assessed Post- School-

Buchanan D, UK: over assumed | school assessment graduate based

Jackson S (1998) | Scotland Curriculum Other ' Evaluation: trainees experience

. I ipu

evaluation in ITT students P

Initial Teacher

Education

AERIC 067, Details Assessment | Learners 17-20 Mixed sex |Primary Evaluation: | Formative Assessors Under- School-

Brucklacher B USA school Naturally assessment graduate based

(1998) Tte?fching 21 and S g occurring Assessment | trainees experience

; sta over econdary
gzocgglgl"mg school Assessed Posat- t
; raduate
evaluations of Special needs ’?rainees

student teachers:
all ‘A's’?

school

What is known about successful models of formative assessment for trainee teachers during school experiences and what constitutes effective practice? 72




Appendix 3.1: Keywords of studies included in the in-depth review

item In which |What is/are |What Age of |Sex of What is/are |Which Type(s) of |Main agent |Type of |Type of |Phase of
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AERIC 075, Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: Assessed

Ashcroft K, Tann | UK: assumed |education Naturally

S (1988) Beyond |England Teaching 21 and institution occurring

bUl/dIng staff over .

checklists: staff Primary

. school

development in a

school

experience

programme

AERIC 083, Di X, | Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: |Formative Assessment | Under- School-

Lee SJ (2000) USA- education Researcher- | assessment graduate based

The impact of an |assumed 21 and institution manipulated Assessed trainees experience

over

alternative
evaluation for
group work in
teacher education
on students'
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development
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AERIC 092, Details Assessment | Learners 17-20 Mixed sex |Higher Evaluation: | Formative Assessment | Post- School-

Fishman AR, USA Assumed |Assumed |education Naturally assessment graduate based

Raver EJ (1989) Other 21 and institution occurring trainees experience

‘Maybe I'm just population | over Assumed

NOT teacher focus Assumed Secondary

material’- ;he . school

dialogue journals a,ize: rener

in the student Teacher

teaching

experience

AERIC 101, Details Assessment | Learners 17-20 Mixed sex | Higher Exploration | Summative Assessors School-

Baillie LE (1994) | Canada assumed |assumed |education of assessment based

Paradigms lost: | (east) Teaching 21 and institution relationships Assessment experience

the role of reason staff over Self-

in reflection assumed Secondary assessment | Assessed

school

AERIC 104, Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: | Self- Assessment | Post- School-

Fueyo V (1998) USA Assumed |Assumed |education Naturally assessment graduate based

Pre-professional Teaching 21 and institution occurring Assessed trainees experience

accomplished staff over Assumed

practice Assumed Primary

indicators: a school

metric for learning Secondary

to teach school
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AERIC 105, Details Assessment | Learners 17-20 Mixed sex |Primary Evaluation: | Formative Assessed Under- School-
Edwards A (1997)| UK: assumed |assumed |school Naturally assessment graduate based
Guests bearing England Classroom 21 and occurring trainees experience
gifts: the position management over
of student assumed
teachers in
primary school
classrooms
AERIC 112, Berg | Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: |Formative Assessment | Under- School-
M, Curry J (1997) | USA assumed |assumed |education Researcher- | assessment graduate based
Portfolios: what Teacher 21 and institution manipulated trainees experience
can they tell us careers over Ipsative
assumed Primary assessment Post-
about student T .
teacher eachlng and school grqduate
learning Self- trainees
performance? Secondary assessment
school
Portfolio
assessment
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AERIC 115, Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: |Summative Assessed Under- University | School-

Jones M (2000) England; assumed |assumed |education Researcher- | assessment graduate |tutor based

Becoming a Germany Organisation 21 and institution manipulated trainees ~ |experience

secondary and over . Supervising

teacher in management assumed Primary Post- teacher

school graduate

Gef many: a Teacher trainees

trainee careers Secondary

perspective on school

recent Teaching and

developments in learning

initial teacher

training in

Germany

AERIC 117, Details Assessment |Learners 17-20 Mixed sex | Special needs | Exploration |Formative Assessed Under- School-

Scruggs TE, USA school of assessment graduate based

Mastropieri MA Curriculum 21 and relationships ' trainees experience

(1993) The over Summative

effects of prior Teacher assessment

careers

field experience
on student
teacher
competence

Teaching and
learning
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Basom M (1994) |USA education ment of assessment graduate based
Pre-service Teacher 21 and institution method- trainees experience
identification of careers over ’ ology Summativet Exi
ome assessmen i
talented teachers Teaching and practices
throygh non- learning
traditional Statutory
measures:. a Induction
study of the role
of affective
variables as
predictors of
success in
student teaching
AERIC 122, Details Assessment |Learners 17-20 Female Nursery Evaluation: |Formative Assessment | Under- University | School-
Smith PL (2001) |USA Assumed |only school Naturally assessment graduate |tutor based
Using multimedia Teaching 21 and Assumed occurring trainees experience
portfolios to staff over Secondary Self- Assumed Super-
assess preservice Assumed school assessment Post- vising
graduate |teacher
teacher and 9'12 Portfolio trainees
student learning assessment Assumed
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AERIC 128, Details Teacher Learners 17-20 Mixed sex |Higher Description Under- School-

Wardlow G USA careers education graduate based

(1987) The Teaching 21 and institution trainees experience

teaching staff over .

performance of Secondary Post- Exit _

school graduate practices

graduates of trainees

teacher edycation Statutory

programs in Induction

vocational and

technical

education

AERIC 131, Details Learners 17-20 Mixed sex |Primary Evaluation: |Formative Assessed Under- School-

Cassidy J (1993) |USA assumed |assumed |school Researcher- | assessment graduate based

A comparison 21 and manipulated trainees experience

between students’ over

self-observation assumed

and instructor

observation of

teacher intensity

behaviours
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AERIC 132, Details Assessment |Learners 17-20 Mixed sex |Higher Evaluation: Assessed School-

Arroyo AA, USA assumed |assumed |education Researcher- based

Sugawara Al Teacher 21 and institution manipulated experience

(1993) A scale of careers g‘s’gzme J

student teaching Teaching and

concerns (SSTC) learning

AERIC 136, Details Assessment 17-20 Mixed sex | Primary Develop- Formative Assessment | Under- School-

Reyes JR, Isele F| USA assumed |assumed |school ment of assessment graduate based

Jr (1990) What do Teacher 21 and method- . trainees experience

we expect from careers over ology Summative

elementary assumed assessment Post-

studept teachers? ?r':i]:g:;e

A national

analysis of rating
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was the of the focus/foci setting(s) of |does this |the study on which training
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AERIC 140, Wile |Details Assessment | Learners 17-20 Mixed sex | Higher Description | Formative Assessment | Under- Supervisin | School-
JM (1999) USA, deduced |deduced |education assessment graduate |gteacher |based
Professional Luxembourg Other 21 and institution trainees experience
portfolios: the Germany population |over Summative
4alk’ of the and Austria focus deduced assessment Post-
student teaching mentors graduate
. Self- trainees
éxperience assessment
Portfolio
assessment
AERIC 141, Riner|Details Assessment | Learners 17-20 Female Exploration |Formative Assessed Under- School-
PS, Jones WP USA inferred only of assessment graduate based
(1993) The reality Teacher 21 and inferred relationships . trainees experience
of failure: two careers gx;er J Summatwet Post
L inferre assessmen ost-
case studies in Teaching and graduate
student teaching learning trainees
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AERIC 143, Tse |Details Assessment | Learners 17-20 Mixed sex |Primary Exploration |Formative Assessed Under- School-

KS, Chung CM China inferred inferred school of assessment graduate based

(1995) The Curriculum 21 and relationships S . trainees experience

; ; over ummative
Zelatlonsmp Teacher inferred assessment Post-
etween
. careers graduate

per s'ona// ty- Ipsative trainees

environment Teaching and assessment

congruency and learning

teaching

performance in

student teachers

AERIC 145, Isele |Details Assessment | Learners 21 and Mixed sex | Higher Description | Formative Assessment | Under- University | School-

F (1992) The role | USA over assumed |education assessment graduate |tutor based

of research in institution trainees experience

evaluating the pri gss‘:med S‘:perﬁism

. rimar ost- eacher

effectiveness of schooly graduate °

an elementary trainees

teacher's assumed

performance: a
national study of
evaluation criteria
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AERIC 146, Details Assessment | Learners 17-20 Mixed sex | Secondary Description | Formative Assessment | Under- School-

Unrau NJ, USA school assessment graduate based

McCallum RD Teacher 21 and trainees experience

(1996) Evaluating careers over Summative

with KARE: the . assessment Post-

Teaching and graduate

assessment of learning trainees

student teacher

performance

AERIC 148, Details Assessment |Learners 17-20 Mixed sex | Higher Develop- Formative Assessment | Under- School-

Ingersoll GM, USA assumed |assumed |education ment of assessment graduate based

Kinman D (2002) Teacher 21 and institution mlethod- trainees experience

Development of a sareer gzzzmed oo Post: Statutor

teacher candidate Teaching and graduate Inductioz

performance self- learning trainees

assessment

instrument

AERIC 153, Details Assessment | Learners 17-20 Mixed sex | Higher Description | Formative Assessment | Under- School-

Anderson RS, USA education assessment graduate based

DeMeulle L 21 and institution trainees experience

(1998) Portfolio over Self-

use in twenty-four assessment gr?gljate

teacher education Portfolio trainees

programs assessment
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AERIC 154, Details Assessment |Learners 17-20 Mixed sex | Secondary Description | Summative Assessment | Under-
Kain DL (1999) USA assumed |assumed |school assessment graduate
On exhibit: 21 and trainees
; over
?es as Cehs es ,I_g.g future assumed Post-
graduate
preparedness trainees
AERIC 170, Details Assessment |Learners 17-20 Mixed sex | Higher Evaluation: |Formative Assessment | Under- School-
Willis EM, Davies | USA assumed |assumed |education Researcher- | assessment graduate based
MA (2002) 21 and institution manipulated . trainees experience
Promise and over ' Portfolio
practice of assumed Primary assessment Post-
, school graduate
profes§/onal trainees
portfolios Secondary
school
AERIC 172, Details Assessment |Learners 17-20 Mixed sex |Higher Develop- Formative Assessment | Under- Supervisin | School-
Rakow SJ (1999) | USA assumed |assumed |education ment of assessment graduate |gteacher |based
Involving Teaching 21 and institution method- trainees experience
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teachers in the schooly graduate
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preservice intern Secondary assessment
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study study? of the the study? |report focuses the study that is
carried study? describe? focuses the focus
out? of the
(Please study
specify.)

AERIC 175, Details Assessment | Teaching Primary Evaluation: |Formative Assessors Statutory

Costigan AT Il USA staff school Naturally assessment Induction

(2000) Teaching Teacher occurring of chi/drgn

the culture of high careers Summatlvet

i assessmen

s'takels testing: of children

listening to new

teachers

AERIC 178, Details Other topic Learners 17-20 Mixed sex |Higher Evaluation: University | School-

Wepner SB USA focus assumed |assumed |education Researcher- tutor based

(1997) ‘You never Using Teaching 21 and institution manipulated experience

run out of electron/g ’ staff over ; Sy_per-
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2;:’;7,%;’0 ns in field teact?er

communication in experiences

field experiences

AERIC 179, Ryan | Details Assessment |Learners 21 and Mixed sex |Higher Description | Formative Assessment | Under- University | School-

L, Krajewski JJ USA over assumed |education assessment graduate |tutor based

(2002) The Teaching assumed institution trainees experience

journey toward staff b

becoming a g:)asc;:ate

standards driven trainees

and performance
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AERIC 180, Description | Formative Assessment | Under- University | School-
Gerlach GJ, assessment graduate |tutor based
Milward RE trainees experience
(1989) A new Ipsative
perspective for assessment Post-
. graduate
strengthen/qg trainees
teaching skills:
pre-teacher
assessment
AERIC 185, Details Assessment |Learners 17-20 Mixed sex |Higher Develop- Formative Assessment | Under- School-
Hartsough CS USA assumed |assumed |education ment of assessment graduate based
(1998) Teacher 21 and institution method- trainees experience
Development and careers over ology
scaling of a . assumed Post-
) Teaching and graduate
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AERIC 188, Details Assessment | Learners 17-20 Mixed sex |Higher Develop- Formative Assessment | Under- University

Johnson CJ, Canada Assumed |Assumed |education ment of assessment graduate |tutor

Shewan CM 21 and institution method- trainees

logy Assumed

(1988) A new over °

perspective in Assumed grﬁ}ljate

evalugtion clinical trainees

effectiveness: the Assumed

UWO clinical

grading system

AERIC 190, Details Assessment | Learners 21 and Mixed sex |Higher Description | Formative Assessors University

Ramanathan H, USA over assumed |education assessment tutor

Wilkins-Canter assumed institution

£A (2000) Primary \?ilsji%egr-

Prep aratlp n of school teacher

cooperating

teachers as Secondary

evaluators in school

early field
experiences
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AERIC 195, Details Assessment | Learners 17-20 Mixed sex |Higher Evaluation: |Formative Assessment | Under-

Johnson J (1999) USA assumed |assumed |education Naturally assessment graduate

Professional 21 and institution occurring trainees

teaching portfolio: over Portfolio assumed

a catalyst for assumed assessment Post-

rethink/:ng teacher ?r[:i]:;:;e

education assumed

AERIC 196, Details Assessment | Senior Higher Evaluation: |Summative Assessment University |Exit

Shannon DM, management education Naturally assessment tutor practices

Boll M (1998) institution occurring .

State-mandated Portfolio

assessment of assessment

preservice
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Alabama

What is known about successful models of formative assessment for trainee teachers during school experiences and what constitutes effective practice? 87




Appendix 4.1: Studies excluded from data-extraction

APPENDIX 4.1: Studies excluded from data-extraction

Study

Brucklacher B (1998) Cooperating teachers' evaluations of student teachers: all
‘A's’? Journal of Instructional Psychology 25(1): 67-72.

Aim and rationale

The aim of the report is to ‘describe a study of cooperating teachers’ evaluations that
resulted in few below-average grades’ awarded to trainees (p 67). The rationale for
this is that ‘researchers have found problems with the ratings made by cooperating
teachers’, namely the ‘halo effect in cooperating teacher’s evaluations’ (p 67).

Study design

‘From the fall of 1994 through the fall of 1996, 662 elementary and high school
teachers served as cooperating teachers for the university’ (p 68). The university
was American, but anonymous in the report. ‘Of these, 465 (70%) completed
evaluations of their student teachers and returned them to the university’ (p 68).
Evaluations were based on a 20-item assessment tool, a copy of which is included in
the report.

Findings

As predicted in previous studies, few below-average grades were given.

Conclusions

‘The cooperating teachers in this study may have assigned higher ratings than were
warranted by their student teacher’s behaviours (leniency), or they may have
attended to global impressions of the student teachers rather than to the specific
criteria of the rating scale’ (p 69). ‘A key element in determining success in student
teaching is the relationship between the student teacher and the cooperating
teacher’ (p 69). Sympathy, empathy, and disparity between cooperating teachers
and teacher educators may also load the evaluation. ‘The above average ratings in
this study may also be the result of a flawed instrument. Making items more
behaviourally specific, or training cooperating teachers to use the instrument more
objectively might lessen rating errors’ (p 69). Other reasons for consistently high
grading might stem from the ‘need to foster students’ self-esteem regardless of
academic achievement’ and the cultural impact the progressivist and egalitarian
doctrines have had on American mainstream culture (p 70). The final conclusion is,
‘rater bias, problems with the evaluation instrument, and a progressivist educational
paradigm that encouraged high grading regardless of performance are all factors that
might have influenced the evaluations examined in this study’ (p 70).

Reasons for exclusion

This study, which does not focus on a model or instrument of assessment but
focuses instead on the shortcomings of an assessment system already in operation,
was keyworded ASSESSORS, ASSESSMENT and ASSESSED in section 6c¢.
ASSESSORS or ASSESSED instead of ASSESSMENT would have been more
accurate and avoided recall via the descriptive map. The review question also
requires positive valuations to be made of the assessment model or instrument, not
negative valuations.
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Study

Fishman AR and EJ Raver (1989) ‘Maybe I'm just NOT teacher material’: dialogue
journals In the student teaching experience. English Education 21(2): 92-102.

Aim and rationale

No aim is explicitly stated. Through inference, it is possible to identify the aim: to
chronicle the experience of dialogue journals between the researcher (a cooperating
teacher) and a student teacher. The rationale (again not made explicit) is that their
recent experience of these journals was enriching enough to warrant retelling.

Study design

The paper reports, retrospectively, the journal entries of both the student teacher and
the cooperating teacher, presenting them as expostulations and replies, so that the
two parties engage in ongoing dialogue through their journals. The study does not
use samples, data-collection methods, analysis methods or quantitative data.

Findings

The dialogue journals enriched the experience of both the student teacher and the
cooperating teacher in a number of stated ways.

Conclusions

‘Because journal dialogues allow the student, her cooperating teacher, and/or her
field supervisor to highlight, review, analyse, and synthesise what'’s being learned
from a variety of perspectives, they can be used as important instruments for
evaluation, offering a multidimensional perspective few other instruments provide’ (p
106). It continues, ‘they help students assess and appreciate what they have
learned, what they are learning, and what they have yet to learn, without the
constraints of more generic, pre-packaged instruments. For summative evaluation,
dialogue journals can describe and assess what student teachers have achieved and
still need to achieve along more dimensions than any behavioural performance, or
product checklist can reflect’ (p 106).

Reasons for exclusion

The study is more unreliable than the other studies. Firstly, it does not aim either to
test an assessment instrument or to determine the benefits and shortcomings of
some assessment tool. Instead, it concludes that dialogue journals could be used to
assess student teachers, but focuses ultimately on their diagnostic rather than
assessment function. The selection of data is unreliable because one of the
purposes of the selection is cohesiveness of narrative. No quantitative data are
presented. No detail is given in the description of what is taking place in the study.
The sample group (excluding the researcher) consists of one individual and, for the
purpose of reducing subjectivity (and achieving consensus results), the studies to be
data-extracted should have a larger group of participants. The review-specific
keywording may have been more accurately keyworded ASSESSOR and/or
ASSESSED.
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Study

Fitzgibbon A (1994) Self-evaluative exercises in Initial Teacher Education. Irish
Educational Studies 13: 145-164.

Aim and rationale

‘This paper seeks to discuss the teaching of self-evaluation within one element — that
of keeping a journal — of a Higher Diploma in Education course’ (p 145). It continues,
‘in the present paper, two basic issues are explored. The first is the possible
usefulness of the different activities offered in connection with the journal to achieve
the objective of self-evaluation. The second is the relationship between the students’
responses to these activities and their personality types’ (p 146). The rationale is,
‘student teachers must be given the necessary opportunities and skills to become
self evaluators’ (p 145). This is a study inspired by Schon’s notion of the ‘reflective
practitioner’ (Schon, 1987).

Study: design

Post-graduate secondary schoolteachers completed an autobiographical journal,
performed exercises and answered questionnaires.

Findings

In summary, two-thirds (66.6%) of the trainees found the journal useful. Journals
were also said to have increased reflection, clarified issues, acted as a forum for
ideas, and increased teacher educator empathy.

Conclusions

The journals helped ‘a significant number of students in providing exercises for
reflection and self-awareness. The level of self-awareness present in the final
reflections of many of the journals is impressive’ (p 160).

Reasons for exclusion

The study does not focus on developing a formative assessment process or
instrument; indeed, ‘the journals are ungraded’ (p 160). Although the journal could
be used as an assessment instrument it is instead used ‘for teaching self evaluation
and reflection’ (p 160). The study was keyworded ASSESSMENT as well as
ASSESSED under section 6¢. The latter is an accurate descriptor but the former is
not.
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APPENDIX 4.2: Details of studies included in the in-
depth review

Study one

Berg M, J Curry (1997) Portfolios: what can they tell us about student teacher
performance? Social Studies Review 36: 78-84.

Study aim(s) and rationale
The word 'aims' is not used in this study. It is stated, however, that 'the evaluation of
portfolios has emerged at the centre of the interest in the [assessment] topic' (p 78).
Indeed, the researchers 'saw portfolios offering the promise of identifying both a broader
and more in-depth picture of an emerging teacher's thinking and behaviour than other,
more traditional forms of assessment' (p 84). The broad aim, therefore, could be stated
as: to evaluate portfolios in terms of their capability for identifying trainee teachers’
growth and evaluation. The study also suggests that portfolios would allow 'the
professors, to look beneath the surface of the teaching act itself, and examine the
decisions that shaped the student teacher's actions' (p 79).

From being used in classrooms with children, portfolios have increasingly been
employed in the US to document teachers' knowledge and skills in teaching. The
researchers see portfolios as a 'natural outgrowth of this trend to explore the use of
portfolios in defining and documenting more clearly what student teachers know and
understand and what they are able to do; to create a vehicle for student teachers to tell
their personal story of becoming a teacher' (p 78). The sample of trainees on whom the
portfolio system was trialed were all involved at that time in the San Diego State
University Model Education Center.

The study identifies the involvement of five university professors, five supervisors, 30
trainees and 30 cooperating teachers, who worked against a 'backdrop of teaming as an
organisational structure in classrooms across the partnership' (p 79).

No mention is made of funding sources for the study. As it was part of institutional
assessment arrangements, one assumes it was internally funded.
As the study suggests that the portfolio data were gathered during one professional
year, and the study itself was published in Spring-Summer 1997, it must be assumed
that the previous academic year was the focus year of the study (i.e. 1995/96).

Study research question(s) and its policy or practice focus
The study is related to teacher careers insofar as the trainee teachers are new entrants
to the profession in the early stages of their training. The 30 trainees are all involved in
the San Diego State University Model Education Center as part of their training. As the
US involves mainly undergraduate training for teachers, it is probable that these
students are all undergraduates. The portfolios are developed by the trainee teachers
in collaboration with the tutors and teachers who are involved in developing teaching
and learning. The students themselves are also focusing on their own teaching and
learning, and the learning of children.

No information is given regarding the age and sex of the trainees.

The San Diego State University teaching faculty has a Model Education Center which is
described within the study as 'a professional practice school... formed as a university-
school partnership for the purpose of examining effective teaching and learning
practices... of the next generation of teachers' (p 79).
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This study is essentially about the instigation of a portfolio system for assessing the
growth and development of 30 trainee teachers. The research team developed a set of
eleven goals which 'would form the overarching umbrella under which the team
developed the structure of the portfolio experience... [which] became the basis for
student teacher portfolio entries' (p.79). The research team also devised a series of
questions for student teachers to reflect on under the headings of:

- classroom management

- mathematics

- reading/language arts

- videotaped lessons

The students were then assessed broadly on categories determined by the research
team, which were:

- ability to reflect clearly on own growth and change

- ability to discuss strengths and weaknesses of performance

- ability to address cross-cultural and language development infusion

The research team also developed assessment criteria which they defined as 'limited’,
'developing' and 'strong' abilities of students to reflect through the portfolio. Students
were also required to keep at least four examples of the 'best of the best' examples of
their own practice. The portfolios were assessed three times: at the beginning of their
professional year at the Model Education Center, at mid-point and near the conclusion
of the program (p.82).
The research question appears to be: 'Could this [use of portfolios] not be a powerful
way for student teachers to document the stories of their growth in an authentic setting?'
Other than this, no research question or hypothesis is identified.

Methods: design
The portfolios are a means by which the researchers evaluated the trainee teachers'
abilities to be reflective about teaching and learning practices. They are researcher-
manipulated insofar as the researchers designed the specification of the content of the
portfolios and assessed trainees' development and growth at three points during the
year. We must infer that the concepts involved relate to reflective practices and,
through these, the growth and development of trainees' thinking and development as
teachers.

Methods: groups
The study appears to focus on 30 trainee teachers during one practice-based year of
their training.

The potential components of trainee portfolios were determined by the project team of
professors, supervisors and cooperating teachers. Questions which trainee teachers
should ask themselves under a series of four headings were identified (although no
theoretical or empirical basis is provided for these).
Three broad rating categories were also determined and then applied to the portfolios at
three times during the teaching year. Inter-rater reliability was established by at least
two professors independently assessing each portfolio and final grades were given to
trainees.
Methods: sampling strategy

The study reports that 30 trainee teachers were involved but not whether this
constituted a whole cohort or a sample from a larger cohort. There is no attempt at
identifying a sampling frame. No information is given of any means or ways of selecting
the sample.

Methods: recruitment and consent
It has to be assumed that the 30 students were a captive audience.
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Methods: Actual sample
Thirty students participated in the study.

Although it could be assumed that all the participants are from the US, at no point is the
nationality of the focus group stated explicitly.

We have to assume that the sample represents the pre-service teachers who are
registered with the San Diego State University.

There is an assumption that, because the sample group were all trainees on the course
over that one-year period, they were all included and all completed.

Methods: data-collection
The data collected were those contained in the trainee teachers’ own portfolios, kept as
part of the requirements of the course during a single year. The evidence within the
portfolios was assessed by a pair of professors and rated on a three-point scale.

Trainee teachers completed their own portfolio of reflections on teaching experiences
and examples of best practice.

The authors describe portfolios as 'defining and documenting ... what students know
and understand ... a vehicle for student teachers to tell their personal story of becoming
a teacher. This is also described as 'a container for storing and displaying evidence of
the student teacher's knowledge and skills' (p 78)

Student teachers accumulated all the data in their portfolios. This was then analysed
and assessed by the researchers.

Reliability of the data collected in portfolios is not mentioned.

The validity of the collection tools is established only insofar as they relate the contents
of portfolios to the contents of other portfolios which have previously been the subject of
policy decisions.

The portfolio information was gathered by the trainees themselves.

Data were collected as a result of involvement in the Model Education Center
and all data requested to be kept emanated from there.

Methods: data analysis
Certain items within the portfolio were 'standardised' which would 'serve as benchmarks
of formative assessment’ (p 79). The 'best of the best' examples of practice would be
'used by the team to evaluate student teachers' ability to reflect upon performance over
time' (p 79).

The faculty team developed a set of eleven goals that became the basis for student
teacher portfolio entries:

1. Widening the repertoire of communication strategies and skills

2. Creating a collaborative learning community

3. Promoting teaching/learning strategies that align with constructivist theories

4. Promoting higher order thinking skills

5. Developing greater sensitivity to and respect for cultural differences

6. Widening scheme of educational environment

7. Understanding global linkages/interconnections within and among personal, social
environments and technological systems
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8. Promoting understanding of interconnections among content area through thematic,
interdisciplinary instruction

9. Developing English language skills across all content areas while
supporting/respecting children's primary language

10. Understanding the theoretical underpinnings of instructional practice

11. Inspiring a lifelong commitment to curiosity and learning

Using these eleven goals as the basis, the team generated a series of 'reflective
questions (p 80). The data gathered from these were then analysed against the
following criteria:

- Limited: [student] unable to respond or cursory, superficial response, no reflection,
no specific mention of culture or second language

- Developing: specifics identified [by students] with some substantive discussion of
underlying principles and/or rationale for decisions, indicators of awareness of and
sensitivity to culture and language.

- Strong: rich discussion indicating breadth and/or depth of understanding and critical
reflection, indicators of concrete application of strategies, focusing on culture and
second language acquisition, and a rationale for instructional decisions.

These were later deepened in focus for the final screening.

There was no intervention intended or carried out. The trainees kept their portfolios as
part of their course assessment and these were then assessed at the three points in the
year previously described.

Neither the validation of the portfolios nor the validity of the analysis of them is
mentioned.

The three categories for analysis of the portfolios outlined earlier were later extended to
become:

e Limited: no connection to or understanding of the goal, or unclear definition of the
best [meaning the 'best of the best' examples]; either no mention or a peripheral
mention of the student's role in the lesson; nor or vague mention of cultural differences
or language development; does not address major weaknesses (by our standards) of
the lesson.

e Developing: product shows a relation to the goal, but only a pedestrian,
unimpressive relationship; sees the importance or mentions the student’s role in the
lesson (including student affect and/or cognition); explicitly mentions attending to
cultural differences and language development in a general, philosophical way; either
the lesson has major weaknesses which they mention but do not discuss, or the lesson
has no major weaknesses and there is no mention of minor weaknesses or any
changes.

e Strong: strongly exemplifies goal in an impressive, well-conceived, creative way;
focus on student's role, including motivation, affective and conceptual growth and
understanding; includes specific ways cultural differences and language development
were or might be addressed; discusses weaknesses, if any, and sees options for
subsequent instructional delivery.
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Results and conclusions
The results are presented mainly in narrative form with examples of statements from
student portfolios.

The findings are as follows:

"The results revealed a progressive, professional growth across time in student teacher
insights related to the act of teaching, its impact upon student learning in the classroom,
and how to work toward making meaning comprehensible for all learners, irrespective or
cultural differences or language proficiency... student teachers were focused on
selecting representative examples of their practice that they felt were ‘fun’ or ‘motivating’
to students in the classroom. Little concern was evidenced with children's learning
needs or how to develop instruction. There were no comments made on changes that
they would like to make in the activity' (p 82).

The contexts used by the student teachers for presenting the 'best of the best'
examples, 'tended to fall into four areas - social studies, science, reading/language arts
and math' (p 82).

One unexpected finding is reported in the section ‘Conclusions’:

'As the planning and implementation evolved, the integration and assimilation of the
faculty team's varied pedagogical perspectives and the cohesion that developed forged
an unexpectedly strong bond. It was this joining together as collaborators in learning
with student teachers that perhaps became one of the most powerful elements of the
Model Education Center student teacher portfolio project' (p 84).

These 'findings' are only minimally presented in the reviewers’ views. Whilst we are
given some information about analysis, this analysis is, in itself, very subjective and we
are not told how the issue of subjectivity was handled. This would make replicability
very difficult indeed. Similarly, as we have no theoretical or conceptual base for
portfolios given in this study, it is difficult to understand quite what students were
intended to do.

Before the section ‘Conclusions’, there is a longer discussion on the issues related to
student teacher development as identified in the findings.

The later ‘Conclusions’ section states:

'We could conclude that student teachers' reflection on practice showed measurable
growth over time as evidenced by their writing and professional judgement. They were
able to integrate instruction both within content areas and draw across disciplines to
meet the learning needs of the increasingly diverse student population in their
classrooms... the examples [best of the best] allowed the student teachers to share their
own perspectives on teaching and encouraged introspection through which began the
process of informed self-assessment' (p 84).

Quality of the study: reporting
There is no explanation of the Model Education Center or of the deeper concepts
related to portfolios (e.g. reflective practice as a theoretical construct). No information is
given about the trainee teacher group or the ages of the children who were the focus of
the portfolio teaching.
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Whilst it is easy to assume that portfolios must be a good thing if they encourage
reflection amongst trainee teachers which then has an impact on their ability to teach,
this is implicit within the aims of this study rather than actually made explicit.

Whilst considerable information is given about the basis on which the portfolio was
assessed, this is all very subjective and further information was needed on how this
subjectivity was handled by the research team.

More information would be needed on the sample, the actual portfolio and on the
underpinning basis for its development.

On the whole, the authors stick to describing what they set out to investigate but, as we
are not given sufficient information about sample and portfolio content, then it is hard to
judge whether they have been selective in their reporting.

Quality of the study: methods and data
It is hard to see how the researchers could have designed what they did differently. If
one wishes to research the use of portfolios in student teacher development and growth,
then getting the trainees to keep a portfolio and assessing it is the obvious choice of
method.

No information is given about why the particular contents of the portfolios were
appropriate or used.

Without significantly more information about the subjective nature of the analysis, bias is
inherent in this study. The results are not generalisable without much more contextual
information.

In US and San Diego terms, one feels certain that there is the basis of a good study.
However, the evidence provided is scant in both conceptual and empirical terms,
therefore, making it low in trustworthiness.

Results, discussion, conclusions and implications all flow into one another and have to
be interpreted.

There is an element within this study that the 'desired' outcomes (only implicitly stated)
were achieved. There is no argument presented as to whether or why some students
were less effective in their portfolios, for example. It is hard to agree or disagree with
the findings and conclusions without further information or evidence.
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Study two
Willis EM, MA Davies (2002) Promise and practice of professional portfolios. Action in
Teacher Education 23: 18-27.
Study aim(s) and rationale
The study was conducted in the US but this is not made explicit in the report itself.

The broad aim of this study was to report 'the impact of portfolios on undergraduate
teacher education students' professional development and the broader implications for
teacher training programs' (p.18). It also explored 'students’ perceptions regarding
professional portfolios and presentations' and examined 'whether students considered
the process of creating a professional portfolio and sharing it in a presentation of value
as they moved from the educational to career environment' (p 20).

The report starts with an introduction that refers to previous papers written about
portfolios, how they have been introduced into teacher training programmes, and how
they have been beneficial. These studies range from 1993 to 2001. The introduction
also starts with a quotation (Sanders, 2000; p 11) that touches on 'the current
educational reform movement' towards 'authentic assessment' and the consequent rise
of portfolios. In the last paragraph of the introduction, the portfolio component of the
teacher training programme at a 'southwestern institution', on which the study is based,
is said to be a 'response to these multiple uses of professional portfolios for
assessment' (p.18). Implicit in the report, therefore, is that the study examines a
portfolio component introduced because of the current climate favouring portfolios as a
means to 'authentic assessment'.

One previous study, which 'investigated preservice teachers' knowledge of portfolio
assessment and attitudes toward using portfolios as an alternative to conventional
assessment practice’ (p 246) was used to inform the questionnaire that was handed out
to the 93 student teachers. This other study, therefore, had an impact on the data
collected but could not be described as a 'linked report', neither was this report building
on data or theory from an earlier report.

There is no evidence of consultations with any interest groups at stage in this study or
report. There is certainly no evidence of any consultation when considering the broad
aims of the study and the issues to be addressed.

There is no statement or suggestion about the funding of this study. It could perhaps be
inferred that the study was internally funded, as only one teacher training programme
was investigated.

The time and date of the actual study is not made explicit, but it is inferable from the
opening citation (Sanders, 2000; p 11) and the publication date (2002) that the study
was conducted between the winter of 2000 and the summer of 2001. Data were
collected over 'a three-semester period'.

Study research question(s) and its policy or practice focus
Assessment is the main focus of the study: the report is about a study that examines the
use of portfolios as possible instruments for authentically assessing teacher trainees. It
is also about teacher careers; the study focuses on initial teacher training, the pre-
career stage of teaching, but at the same time makes frequent references to exit
practices and the 'job search', and the benefit portfolios have regarding these two
things. It is also about teaching and learning, for the study is loosely concerned with
certain issues in teaching and learning, such as reflective practice and self-evaluation.
'Undergraduate teacher education students' are the population focus of the study. The
programme is an undergraduate one, so minimum age can be confidently inferred (i.e.
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post-18), but maximum age cannot be inferred with any certainty. Of the 93 participants
in the study '74 were female and 19 were male' (p 19).

The educational settings of the study are (i) An HEI : the physical setting of the study is
the 'southwestern teacher training institution'. It is here that the presentation of the
students' 'hard copy notebooks and electronic portfolios' are presented and the later
questionnaires about their experiences completed. (ii) Primary schools: although
primary schools are not explicitly featured in the report, the course specialises in
‘elementary education’. (iii) Secondary schools: although the study does not take the
school-based experience of the participants as its main focus, the course is 'elementary
education'. The American system is not in perfect alignment with the English one.
'‘Elementary' is not quite 'primary', so it may also cover grades 7 and 8, the first and
second years of English 'secondary' education.

The research questions are implicit. They could be qualified as: what impact do
portfolios have on undergraduate teacher education students' professional development
and what broader implications are there? (p 18). And, what are students' perceptions of
portfolio professional development and presentations? (p 19).

Methods: designs
The study evaluates a recently implemented portfolio component into a teacher
education programme. It assess whether it works well, concludes it does, but also
draws on suggestions for future improvement. It is researcher-manipulated because the
portfolio element has changed the experience of the students that year and 'researchers
collected survey data from 93 students enrolled in the third semester of the teacher
education cohort program’, so the collection of data was an ongoing, intervention-based
process, not retrospective.

The study is retrospective, however, insofar as it required participants to look back on
their portfolio presentation via a questionnaire.
Methods: groups

A study design summary could be expressed as follows: 'over a three-semester period,
researchers collected survey data from 93 students enrolled in the third semester of the
teacher education cohort program. Of the 93 participants, 74 were female and 19
male... The questionnaire consisted of 23 Likert-type questions and five incomplete
stems' (p 19).

Methods: sampling strategy
The gender ratio (74 females to 19 males) suggests that the study is attempting to
represent a 'typical' teacher education course regarding the general make-up of initial
teacher training courses. It does not state explicitly nor imply, however, that it is
representative of a 'typical' or a specific population. Nevertheless, it does draw
conclusions that are generalised. This suggests that the researchers believe that
conclusions and implications drawn from this study would naturally be applicable
elsewhere.

Selection for the study appears to have been all-inclusive. There are, however, three
'delivery options for coursework' (i.e. courses). One of them, the one that the study
focuses on, is 'a three-semester on campus cohort which provides all professional
preparation coursework'. This particular course, it is stated, 'focuses on applying theory
to practice through practicum experiences'. It is inferable that this style of course is
most suited to portfolio assessment, and that this is why students from it have been
chosen. People within this particular course are not further identified or classified.

No incentives for recruitment onto the study are stated but it is highly unlikely that any
were offered because the portfolio component was obligatory.
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There was no sampling frame as such, in that there was no distinction drawn between
possible participants, ideal participants, and actual participants.

Methods: data-collection
Data were both quantitative and qualitative. The questionnaire included '23 Likert-type
questions and five incomplete sentence stems'. The data from the Likert-type questions
were therefore quantitative, whilst the data from the open-ended, incomplete questions
were qualitative. The data were used to define the sample. The data appear to have
been collected by hand and stored on a software package, The Data Collector (Turner
and Handler, 1992).

The report only states who determined the categories for recording the quantitative
data; it does not reveal who circulated the questionnaires or who collected the research.

A number of reliability and validity measures were undertaken. The report states that,
regarding the collection and collation of qualitative data, 'a team of two, one university
faculty and a graduate student, independently identified the response categories and
then mutually reached consensus on category labelling' (p 20, paragraph three). There
was, therefore, an inter-rater reliability measure for the collection of qualitative data.
The questionnaire used to collect data incorporated 'several questions... from an earlier
study' (p 19, paragraph seven).

Methods: data analysis
A couple of software packages are mentioned: the Statistical Packages for the Social
Sciences (SPSS) is mentioned and so is the Data Collector. Exactly how these
packages were used is unclear. From Table 1 on page 21, it appears that answers to
the quantitative questions were simply tallied and the mean average deduced. A
separate method was used for providing a 'framework for reporting results' from the
qualitative questions.

Results and conclusions

The results are presented in prose in a section called 'Survey Results', and in part via
Table 1 on page 21. In the section 'Survey Results', the Likert-type answers have been
classified under five headings. In the section 'Incomplete Sentence Stems', the open-
ended questions are also classified under five headings.

The findings of the study mostly relate to the portfolio as a tool for assessment. The
findings are drawn from the students' retrospective answers to the questionnaire. They
'perceived the portfolio and presentation assessment a worthwhile experience’ (p 20). It
gave them 'greater opportunity to express themselves creatively' but they desired
'personal ownership and decision making about the portfolio categories' (p 20). The
‘evaluation form promoted reflection' and 'encouraged them to think about their
preparation for student teaching and a teaching career', and this preparation 'made
them more aware of their growth as a teacher' (p 20). Also, 'the process of selecting
portfolio pieces clearly encouraged reflection' (p 20). The presentation of their portfolio
'increased their self-confidence' and students also preferred that the portfolios were not
given a letter grade, just merely passed or failed. Their portfolios 'highlighted their
professional growth and skills' and 'prepared them for a job search' (p 22). It also made
them think about the standards and how they should be incorporated into the portfolio (p
22). Furthermore, students thought that the portfolios 'uniquely represented themselves'

(p 22).

An electronic element was part of the portfolio component and this 'supported the
application of technology skills in meaningful contexts to develop technological literacy'
and this electronic portfolio, they believed, 'would help them to find a job' (p 22). There
were also difficulties with the portfolio.
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Students had difficulty 'deciding upon both the content to present and designing a
format' (p 22). They 'expressed concern over the portfolio page limitation' and found it
difficult to determine how best to represent themselves (p.22). The presentation, as part
of an integrated portfolio assessment system, assisted students 'in reflecting on and
organising their work' (p 23). The reflective process that was a corollary of the portfolio
system 'helped to develop confidence through greater self-awareness and heightened
their perceptions of being life-long learners' (p 24). The 'exhibition' of the portfolio also
'improved their speaking and interviewing skills' (p 24).

The numerical data (percentages, etc.), on which assertions are made, were not
consistently presented. Imprecision clouds many of the assertions. For example, 'over
one fourth of the sample..."' (p 24). The presentation of the findings is consistently bad,
using vague percentages. The 23 Likert-type questions are not represented in their
entirety. The stage involving the metamorphosis of these questions into the five
headings is poorly related. The quantitative data presented in Table 1 only includes
questions 1, 4, 6, 7, 10, 11, 19, 22 and 23. There is no sign of the other questions.
Under the section 'Incomplete Sentence Stems', there is no presentation of the
qualitative data on which the statements and assertions are based, save for a few
particular statements.

The conclusions of this study mostly synthesise the findings related in the previous
section. According to the researchers, the portfolio 'programmatically encourages
ongoing professional development through reflective practice' (p 24). It also offers
'programs a tool for assessing effectiveness in promoting growth and its related skills
and dispositions' (p 25). It 'allows for ongoing opportunities' for students 'to practice
reflection and communication skills, model their values, and expose them to a wide
variety of self-evaluation criteria' (p 25). It also helps students to 'develop self-
confidence in their verbal communication skills' and 'reflection skills' and ultimately, to
'assist in the job search' (p 25). A further summary of this is offered on page 25. The
study 'confirms a number of perceived benefits: increased reflective practice, improved
communication skills, emphasis on life-long learning and growth, and greater self-
confidence in making the transition from school to work' (p 25).

Quality of the study: reporting
It is inferable that the study took place when it did and where it did, but this is
interpretative and conjectural. The study, so it seems, was a reflex action to a
heightened nationwide interest in, and use of, portfolios, but how this was funded, the
exact location, when it exactly took place, and whether the study was primarily an
internally funded review of a new system or a piece of externally funded research which
was supposed to have wider implications is uncertain.

It is difficult to determine whether the introduction states the actual aims of the study or
what it actually succeeded in doing. If the aims were to 'report the impact’, then these
are satisfied (p 18).

Apart from the number and the gender, the sample used in the study is not adequately
described. What description there is can be found on page 19, paragraph six.

Apart from a brief description of the questionnaire and a reference to software packages
involved in the process, data-collection is not described in any detail.

Although software packages are mentioned and the means by which the qualitative
research is classified is described, the process through which the data went from this
raw stage to the stage in which they are presented is unclear. Not all the data are
presented, so the screening process is not discernible.
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The portfolio guidelines are not included, neither is a copy of the original questionnaire.
The exact methods used to collect, collate and analyse the data are not made explicit.
Table 1 is not explained. Percentages are not made explicit.

Quality of the study: methods and data
There is a loose connection between the climate described in the introduction and the
actual study, but no sound justification, reasoning or apologetic is discernible.
Decisions are rarely made explicit, let alone given a rationale.
The questionnaire seems to have been the best (perhaps only way) to have drawn data
retrospectively on the portfolio component of the teacher training course. Interviews
would have been an alternative, for better or worse.

There is no deliberation on the possible shortcomings and flaws of the questionnaire
and the collection of it. One major shortcoming may be that the Likert scale is four-
pronged, instead of the more common five-pronged scale. One school of thought
advocates that there is no room for indifference on this model as everything is either
agreeable or disagreeable, to different degrees, and there is no middle ground. If this is
perceived to be the case, this study is certainly flawed. Another school of thought,
however, advocates that the four-pronged Likert scale is better than the five-pronged
one, because it forces participants off the fence. With middle ground, as well, there is
the potential for drawing conclusions either way, and seeing them as positive or
negative.

The data-extractor (the questionnaire) is based mainly on a set of former survey
questions. To some degree, it builds on a tried and tested base. This is a minor validity
assurance measure.

Although the findings of the study are for the most part reported in the section 'Survey
Results', there are obvious omissions (i.e. Table 1 does not present all the questions
and therefore omits a lot of the data). Since the entire process is not adequately
described, the research method and design is not easy to follow; therefore the chance
of bias and error distorting the findings is quite high.

There is nothing to suggest that the sample would seriously differ from any other taken
from an average teacher training course. The findings, therefore, could safely be
applied to other courses, especially within the US.

Although the research design and method is not made explicit, and this naturally raises
questions about the reliability and validity of the findings, the data and the assertions
made from the data were fairly trustworthy, insofar as the study is a simple one, without
a huge margin of error.

Quantitative data without complex statistical analysis cannot really be interpreted in too
many ways, so this is fairly trustworthy. The qualitative data is the untrustworthy
component of the report. As we cannot see the original questionnaire in its entirety, we
cannot fairly assess the validity of the questions; however, the report draws a clear
distinction between the findings and the conclusions drawn from them. Formulating a
conclusion independently from the conclusion in the report is therefore possible.

Because the study is not completely traceable, high trustworthiness cannot be awarded.
However, given that it presents most of the data before it interprets it and draws
conclusions based on common sense it can be awarded medium trustworthiness.
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Appendix 4.2: Details of studies included in the in-depth review

The concluding section of the report, more than anything, synthesises the findings
rather than interprets them. The section on page 25, which offers possible implications
and recommendations, is the most interpretative part.

No real justification is offered, however, for the concluding section, but the conclusions
are, at the same time, not implausible.

The conclusions drawn from the findings are the same as those the reviewer would
make.
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M6 PasiruoSimo uzduotis Nr. 2
PasiruoSimo uzduotis Nr. 2
Perzilrrékite jvairius Saltinius apie vertinimg ir akreditavimg kitose ES Salyse.

Jungtiné Karalysyté:

https://getintoteaching.education.gov.uk
https://www.ucas.com/ucas/teacher-training/getting-started/postgrad uate -routes-
teaching/which-route-right-you;

https://www.ucas.com/connect/videos#js=on)

https://graduates.teachfirst.org.uk/

Graikija:

http://www.minedu.gov.gr/

http://www.ed ucation-inquiry.net/index.php/edui/article/view/28421
http://www.anglo-hellenic.com/

http://www.celt.edu.gr/aims_activities.htm

http://www.auth.gr/en/educ
http://en.ppp.uoa.gr/postgraduate-studies/postgraduate-programme-in-counseling-and-
career-quidance.html

Ispanija:
https://www.esl-languages.com/en/initial-teacher-training-for-teachers-in-spanish.htm
http://www.hyland madrid.com/en/courses/teacher-training-madrid.php
https://www.esl-languages.com/en/initial-teacher-training-for-teachers-in-spanish.htm

Bulgarija:

http://diuu.bg/
http://www.dipku-sz.net/otkrivane-na-sdk-pedagogicheska-pravosposobnost
http://www.niokso.bg/index.php

https://uni-plovdiv.bg/en/pages/index/2/

http://zaednovchas.bg/en/

Lietuva:

https: //www.european-agency.org/agency-projects/Teacher-Education-for-
Inclusion/country-info/lithuania/structure-and-content-of-initial-teacher-education-
courses

ES: hitps://www.european-agency.org/



https://getintoteaching.education.gov.uk/
https://www.ucas.com/ucas/teacher-training/getting-started/postgraduate-routes-teaching/which-route-right-you
https://www.ucas.com/ucas/teacher-training/getting-started/postgraduate-routes-teaching/which-route-right-you
https://www.ucas.com/connect/videos#js=on
https://graduates.teachfirst.org.uk/
http://www.minedu.gov.gr/
http://www.education-inquiry.net/index.php/edui/article/view/28421
http://www.anglo-hellenic.com/
http://www.celt.edu.gr/aims_activities.htm
http://www.auth.gr/en/educ
http://en.ppp.uoa.gr/postgraduate-studies/postgraduate-programme-in-counseling-and-career-guidance.html
http://en.ppp.uoa.gr/postgraduate-studies/postgraduate-programme-in-counseling-and-career-guidance.html
https://www.esl-languages.com/en/initial-teacher-training-for-teachers-in-spanish.htm
http://www.hylandmadrid.com/en/courses/teacher-training-madrid.php
https://www.esl-languages.com/en/initial-teacher-training-for-teachers-in-spanish.htm
http://diuu.bg/
http://www.dipku-sz.net/otkrivane-na-sdk-pedagogicheska-pravosposobnost
http://www.niokso.bg/index.php
https://uni-plovdiv.bg/en/pages/index/2/
http://zaednovchas.bg/en/
https://www.european-agency.org/agency-projects/Teacher-Education-for-Inclusion/country-info/lithuania/structure-and-content-of-initial-teacher-education-courses
https://www.european-agency.org/agency-projects/Teacher-Education-for-Inclusion/country-info/lithuania/structure-and-content-of-initial-teacher-education-courses
https://www.european-agency.org/agency-projects/Teacher-Education-for-Inclusion/country-info/lithuania/structure-and-content-of-initial-teacher-education-courses
https://www.european-agency.org/

M6 Prezentacija

= Erasmui

e

Trainee to Trained Teacher
6 modulis— Besimokanciyjy buti mokytojais
ir pradedanciyjy mokytojy vertinimasir
akreditacija

- Erasmus+



Tikslai

Dalyviai aptars Siuos klausimus:

* Kodel mes vertiname busimuosius mokytojus ir
pradedanciuosius mokytojus?

* K3 mes vertiname? Kas svarbu?
* Kaip tai uzfiksuoti?
* Kaip tai akredituoti?

_r,r-n:ilf—*._‘
-Erasmus+ s el 1



Jzanga

Diskusija apie ,,Uzduotis prieS mokymus Nr. 1“ir
bukite pasiruose pateikti jrodymus 3 kampais:
pirmasis — Pozityvus, antras — Negatyvus, ir treciasis
— k3 jie rado Jdomaus.

r,.f".k;.:“v——,_,,
-Erasmus+ s Bl 1



Kodél mes vertiname busimuosius
mokytojus ir pradedanciuosius mokytojus?

* Brainstorm‘o veikla dalyviams grupése po 3-4.
Pabaikite Sig uzduotj be diskusijy — tikslas yra
surasyti idéjas ant lapo ir nesiaiskinti ar
nediskutuoti kol kas.

* Kiekviena grupe iSkabina savo flip-chartg su
atsakymais ant sienos. Grupé po grupeées dalyviai gali
uzduoti klausimus iSrasytiems atsakymamas, pvz.:

* K3 jus turéjote omenyje uzrasydami tai...
* Kodel jas tai jtraukete..
 Ar galite daugiau papasakoti apie tai, kg paraséte

-Erasmus+ FEEEND



Kg mes vertiname? Kas svarbu?

* . Dirbdami porose, dalyviai atlieka pratima
Deimantas 9 — reitinguoja teiginius priotiteto tvarka

* |dentifikuokite geriausius budus kiekvieno
standarto iSpildymo jrodymams rinkti.

* Turédami omenyje uzduotj prieS mokymus Nr. 1,
aptarkite formuojamojoir apibendrintojo vertinimo
aspektus

-Erasmus+ SRS



Kaip tai uzfiksuoti?

* Grupese po keturis sudarykite vertinimo kalendoriy.
Kas kada vyks? K3 dalyviai tikisi pamatytiis busimy
mokytojy/ pradedanciyjy mokytojy Siais
momentais? Sudaromas 1 mety
planas/kalendorius..

*» Vienas is grupés lieka prie plano/kalendoriaus, kol
kiti grupes nariai apziuri kg kitos grupés yra
nuveikusios.

* Dalyviai grjZta j savo grupes ir padaro reikiamus
pakeitimus ar patobulinimus.

mErasmus+ iy Lo



Kaip tai akredituoti?

* Atsistokite ten, kur manote, jog jusy Salies Svietimo
sistema yra Siuo metu.

* Kur norétumete stoveti?
* Kas turi pasikeisti, kad tai pasiektuméte?

* Uzduotis po mokymy gali bati dalyviams pabaigti
veiksmuy plang siekiant Siy pokyciy.

-Erasmus+ i



M6 Pratimas ,Deimantas 9°

PRATIMAS “DEIMANTAS 9”

Nustatyti aukStus likescius, kurie jkvepia,

motyvuoja ir kelia i88Ukius mokiniams

Skatinti moksleiviy pazangg ir rezultatus

iSmanyma

Parodyti puiky dalyko ir dalyko programos Planuoti ir vesti gerai struktiGruotas pamokas

Pritaikyti mokyma, kad reaguotumete j visy
mokiniy stiprybes ir reikmes

Konstruoti tiksly ir produktyvy jvertinimg

Veiksmingai valdyti elgesj siekiant uZtikrinti
tinkamg ir saugig mokymosi aplinkg

ISpildyti plaCias profesijos atsakomybes

Demonstruoti auk$tus asmeninio ir profesinio
elgesio standartus

ISlaikyti visuomenés pasitikéjimg profesija ir
palaikyti aukStus etikos ir elgesio standartus

Pagarbiai bendrauti su mokiniais

Nustatyti tinkamas ribas pagal mokytojo
profesijos pozicijg

Atsizvelgti j poreikj apsaugoti mokiniy gerove

ISlaikyti aukStus savo lankomumo ir
punktualumo standartus

Elgtis vadovaujantis profesinémis pareigomis
atsakomybe




M6 2016-2017 Mety planavimas/kalendorius

Akademiniymety planavimas 2016-2017

2016-17 A|lT|K|P| S T|K|Pe|S|S|P|A|T|[K|P|S|S|PA|A|T|K|P|[S|S|PA|A|T|K|P|S|S|R|A
Rugpjdtis 23456 10 [ 11 [12 [13 |14 [15 |16 | 17 | 18 [ 19 |20 | 21 |22 [ 23 [ 24 | 25 | 26 | 27 | 28 | 29 | 30 | 31
Rugséjis T2 |3 7 |8 [ 9 [10[11[12 13|14 [15 |16 |17 | 18 [ 19| 20 | 21 |22 | 23 [ 24 | 25| 26 | 27 | 28 [ 29 | 30
Spalis 1 516|789 |10]11|12]13]|14 15|16 |17 | 18| 19| 20|21 |22|23|24| 25|26 |27 |28 |29 |30 |31
Lapkritis T2 3|45 9 |10 [11 [12 [13 [14 |15 |16 |17 |18 |19 | 20 | 21 |22 [ 23 | 24 [ 25| 26 | 27 | 28 | 29 | 30
Gruodis 1123 7 89 [10[ 11 [12[13[14 |15 16 (17| 18 | 19| 20 | 21 | 22 | 23 | 24 | 25 | 26 | 27 | 28 [ 29 | 30 | 31
Sausis 4[5 [6 |7 8|9 [10[11[12[13[14[ 15|16 17| 18] 19|20 21 22| 23|24 [25 |26 |27 |28 |29 |30 | 31
Vasaris T2 |34 8 | 9 [10 |11 |12 [13 [ 14 [15 |16 [17 |18 | 19 | 20 [ 21 |22 | 23 [ 24 | 25| 26 | 27 | 28
Kovas 17234 8 [ 9 [10 11 [12[13 [14 [15 [16 |17 |18 | 19 |20 | 21 |22 [ 23 [ 24 | 25| 26 | 27 | 28 | 29 | 30 | 31
Balandis 1 516 |7 |89 |11 [12[13[14[15| 16|17 18| 19|20 |21[22|23|24]|25|26|27|28]29 |30
Geguzé 234|586 10 [11 |12 [13 [ 14 [ 15 [16 |17 |18 | 19 [20 | 21 |22 | 23 | 24 [ 25| 26 | 27 | 28 | 29 | 30 | 31
Birzelis T2 |3 7 |8 |9 (10|11 [12 |13 |14 [15 |16 |17 | 18 | 19| 20 | 21 |22 | 23 [ 24 | 25| 26 | 27 | 28 [ 29 | 30

1 56|78 |9 ]|10]11]|12|13[14|15| 16|17 | 18| 19| 20| 21| 22|23 |24 |25 |26 |27 |28 |29 30|31

Liepa




M6 Terminai paskutinei sesijai

Terminai paskutiniai sesijai visiems dalyviams

ISORINIS:

Salies sistema, universitetai-mokyklos, direktorius-mokytojas, ministerija-mokykla.

Tai yra privalomas ir formalus, paprastai tai atlieka universitetai arba vyriausybé. Dazniausiai
apibendrinamas, bet ne visais atvejais.

VIDINIS:
Mokyklos politika, skirta mokymosi kokybei vertinti, mokyklos sistema, mokyklos vertinimo

planas, mokyklos kokybés planas. Tai yra savanoriSkas ir neoficialus, paprastai jj atlieka
mokyklos vidinés kokybés sistemos. Labiausiai formuojamasis, bet ne visais atvejais.



M6 Auditorijos iSdéstymas paskutinei sesijai

Auditorijos iSdéstymas uzduo€iai dalyvaujant visiems dalyviams

A4 lapai su uZrasais suklijuojamiant sieny akiy lygyje. Stalai ir kédés turi bati patraukti, kad netrukdyty
dalyviamsjudéti.



M6 Vertinimo lapas

JUsy vardas

JUsy organizacija, Salis

Labai praSome atsakyti j toliau pateiktus klausimus jvertinant modulio ,,Besimokanéiyjy bati
mokytojais ir pradedanéiyjy mokytojy vertinimas ir akreditacija” mokymus. NuoSirdis jusy
atsakymai padés mums tobulinti Sio modulio mokymus ir medziaga. Labai dékojame uZ skirtg
laika!

Prasome kiekvieng teiginj jvertinti skaléje nuo 1 iki 6, kur 1 yra zemiausias, o 6
auksciausias jvertinimas. Jisy nuomone atspindintj atsakyma pazymeékite kryzeliu (x).

Jusy pareigos

Praktikantas/ pedagoginiy studijy studentas L]

Jusy lytis Pradedantysis mokytojas L]
Wyras | [ | Moteris | [] Patyres mokytojas ]
[]

Kita — jraSykite

Komentaras

Kaip jvertintuméte mokymy organizavimo
kokybe informacijg ir komunikacijg pries
mokymus?

Kaip jvertintuméte Sio modulio uzsiémimus
i8 savo profesinés veiklos perspektyvos?

Ar mokymai pateisino jusy lukescCius?

Ar mokymy metu buvote aktyviai
jsitraukes?




1 dalis — Kuo svarbus tobulinimosi jsivertinimas ir NQT ?
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai
A$ suprantu tobulinimosi O|g|lgol(olg|d

jsivertinimo svarbg

A$ suprantu, kodél ir kg mes O|ag|o(Oo|la|ld

jsivertiname?

Manau, kad galiu taikyti
veiksmingas vertinimo priemones, OlololololO
padedancias suprasti, kas svarbu
vertinant, ir kaip jj uzfiksuoti.

AS suprantu, jog savo ankstesniy
gebéjimy, Ziniy ir supratimo
jsivertinimas padeda man O|d|o|(o|d|d
identifikuoti savo tobulinimosi
poreikius

AS suprantu, kaip praktikoje
atrodo profesionalaus mokytojo
standartas naudojant OlololololO
formuojamuosius ir
apibendrinamuosius vertinimo
aspektus

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

2 dalis — Vertinimo jrankiai
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS galiu jvardinti skirtingus
vertinimo tipus ir jy taikyma: Olololololo
iSorinis ir vidinis, formuojamasis ir
apibendrinamasis

AS suprantu, kaip svarbu spresti
skirtingus vertinimo klausimus Olololololo
skirtingais mokymo ir mokymosi
rezultaty jvertinimo bldais

Labiau pasitikiu savimi klaséje
taikydamas zskirtingas oo |gd|d|d

jsivertinimo formas




A$ suprantu grjztamojo ry$io O|o|o(o|g|d™
svarbg

AS gebu sékmingai taikyti mety Olololololo
planavimo kalendoriy

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

3 dalis — Akreditacija
Remdamiesi mokymais, kaip jvertintuméte savo supratimg Siose srityse:

1 2 3 4 5 6 Komentarai

AS suprantu, kg reiskia Olglgolioltgld

akreditacija

AS geriau suprantu
egzistuojangius mokytojy O|o(d|g|o|od

tobulinimosi etapus misy Salyje

Jauciuosi, jog gebu praktiSkai
taikyti vertinimo strategijas, kai
susiduria su pradedangiyjy O jdjdpd
mokytojy konsultavimu ir
kouc¢ingu

AS suprantu, kokia yra
individualaus kiekvieno mokytojo | L1 | L0 | OO | OO [ O | O
tobulinimosi plano reikSmé

Kiti komentarai apie Siy mokymy metu naudotas mokymo priemones ir veiklas

Dékojame uz Jusy atsakymus ir skirtg laika!




